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Abstract 

This ethnographic study, based in Gurgaon within the state of Haryana in India, examines how 
social practices in family life, within friendships with other children and through relationships 
with teachers influence children's approaches to learning in school contexts. Data was collected 
upon 8 children from contrasting socio-economic backgrounds who attended two schools, 
which were involved in development projects aiming to improve the 'quality' of education. 
Data collection methods involved participant observation, interviewing, diaries, videos and 
photographs. The conceptual framework used the concept of socialisation and concepts of 
social capital, mediation and identity to explain the process of socialisation for learning. The 
analysis is presented in the form of a holistic study of the individual children's perspectives of 
school learning and how it relates to their family experiences and in turn their perceptions of 
pupil identity. The research reveals that the process of socialisation for learning involves 
relationships that children form through collective activities and cultural routines. The main 
findings of the study are that: mathematics is a key concern for the children in their approaches 
to learning; children's identities as learners are both contextually and culturally specific; 
relationships within the family are the most important form of 'social capital' which influences 
children's approaches to learning; and, the two major sources of challenge in the school 
environment are relationships with other children and relationships at school. The study 
concludes by arguing that a recognition of children's interests and children's role in home 
school relationships and peer relationships can be used if policy makers wish to increase peer 
and family involvement in primary education. In this respect, it calls for an acknowledgement 
of 'social capital' in micro-policy planning. Curriculum knowledge, experiences and social 
relationships will provide a model with a more coherent basis for the development of 'quality' 
in primary education. 
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INTRODUCTION 

How do social practices that occur within family life, within friendships with other children and 

through relationships with teachers, influence how children approach learning in school 

contexts? Within existing development projects, do policy makers recognise the range of 

personal and interpersonal factors, which influence children's leaming and development? 

Those are the kinds of questions addressed by Pollard with Filer (1996) at the beginning of 

their book 'The Social World of Children's Leaming'; and which subsequently provided food 

for thought, when posing the questions explored within the Indian context of this study. 

In 1996 1 began exploring the idea for this study. At that time there was little existing 

ethnographic orientated work in Indian educational settings which focussed on children rather 

than teachers. The existing literature on primary education in India, indicated that there existed 

some relationship between schools and families and that this held implications for issues such as 

retention and drop out rates of children in school (Rao 1985, Lewin - ODA 1993, Dreze and Sen 

1995). At the same time, from 1995 onwards, Primary Education in India had begun to receive 
increasing attention from external donor agencies such as the World Bank and the Department 

for International Development in the UK. The problem in India's primary education system had 

been identified as one of 'access, drop out, retention and learning achievement'. The 'solution' 

as far as external donor agencies along with the Government of India have been concerned, has 

been to improve the 'quality' of primary education as part of a wider strategy of poverty 

alleviation programmes. Investment into primary education is therefore seen as crucial to this 

process. Yet the existing research studies in India were, for the most part, based upon large- 

scale statistical data analysis, which focussed on the effects of inputs and their subsequent 

outputs; and were based on statistical data relating to access, drop out, retention and learning 

achievement. Such studies shed little insight into children's perspectives of their leaming 

experiences in primary school and the social influences upon the process. 

My own interest and experience of ethnographic orientated work in primary schooling in 

England and also for a brief period in Japan, led me to believe that some ethnographic work in 

India, with a particular focus on the social factors influencing children's learning, would be both 

interesting and valuable, given the lack of existing material of this kind. Therein lay the 

impetus for my thoughts on this study. This project was therefore considered to be both relevant 

and timely because it addressed a gap in knowledge and had the potential to contribute to the 

process of micro planning for primary education in India. 
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Empirical studies suggested that population demand for primary education in India was strong 
(with respect to the less fortunate members of society); and moreover, it was strong enough to 

induce most parents to send their young children to school in situations where a 'free' and well 
functioning school was available close to their homes (Prasad 1987, Dreze and Gazdar 1996). 

International evidence showed that family background affected the probability that children 

would enrol in, attend and complete various levels of school (Jamison and Lockheed 1987, King 

and Lillard 1987, Smith and Cheung 1986, Wolfe and Behrman 1984). In India, parents' 

education, the family's socio-economic status, facilities for leaming at home and support for 

children's education were significantly correlated with children's achievement (Shukla 1994). 

Non attendance or enrolment of pupils was also identified as a result of non-interest (Dreze and 
Sen 1995, Kaul 1996; Parikh 1999), where interest was dependent upon the quality of teaching. 

In this respect parents' or children's perceptions of the 'quality' of the school may have 

contributed to non-attendance rates 

It therefore seemed that if the content of children's learning and the way they responded, were 

associated with interest and motivation; and the settings of the home and the school were 

specific contextual factors which conditioned the fulfilment of childreres learning potential, then 

by implication, the quality of teaching and assistance which a child received would define the 

supportive context through which s/he could learn. Research of formal schooling in the village 

of Dalena (Rao 1985) identified an important aspect of pupils, aspirations to be the role of the 

school teacher; 'poor quality teaching! coupled with parental educational aspirations provided 
the impetus for employing private tutors by those families who were able to afford it. 

Therefore, the forms of support, explanation and instruction, which influenced the context of 

children's learning in school was examined in this project, as part of a wider concern for 

locating the social influences on children's approaches to learning. 

At a more detailed level, the contexts in which children interact with others - the home and the 

school - have specific characteristics with socially constructed rules and expectations guiding 
behaviour within them and therefore condition the ways in which children learn. Those who 
interact with pupils and influence the ways they see themselves usually include parents, 

siblings, peers and teachers. Identity (Mead 1934) would also be influenced by factors such as 

gender, caste or religion and economic circumstance, each of which is associated with particular 

cultural and material resources (Bourdieu 1971), and with particular patterns of expectation 

which would impinge on children through their relationships with others. The research assumed 

therefore that such factors would be likely to influence the sense of identity of children as 
learners. 
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Clearly, the leaming context of children of different gender, caste or religion, community, 
family and school had to be contextualised in the wider cultural, economic and district policy 

context. In this respect, the location of the study at the district level was important. The District 

Primary Education Programme (DPEP), a national development project aimed at improving the 

quality of primary education in India. It defined those states and districts which were 

considered to be 'educationally backward'; the criteria for selection of districts being where 
female literacy was below the national average and where Total Literacy Campaigns had 

generated a demand for elementary education (GOI 1998). At the time that this project formally 

began in 1997, DPEP was in its fourth year of progress, covering fourteen states and 173 

districts and aimed at improving the quality of the schooling process in those districts and states. 
With increasing emphasis on quality and relevance of education, it is also 
necessary that school conditions be such that all children have access to education 
of comparable standards irrespective of their location, caste and gender 
considerations ... Much needs to be done in terms of the quality of school 
infrastructure, teaching learning conditions, availability of instructional materials 
and the learning outcomes. (Aggarwal p. 13 1998). 

At the same time, there were other development projects at the state and district level, which 

also aimed at improving the quality of the schooling process. This research was located in the 

state of Haryana, in the district of Gurgaon, in which a 'private schools society' had also begun 

a project aimed at improving the 'quality of schooling', which was funded by the government of 
Haryana. In this respect, two schools were selected for this research, in which development 

projects aiming at improving the 'quality' of primary education had been undertaken. One of 
the schools was part of the DPEP project, whilst the other was part of the private school society 

project. 

This project aimed to address the question: 
How do social practices that occur within family life, with friendships with other children and 
through relationships with teachers, influence how children approach learning in school 

contexts? 
More specifically, the objectives of the research were: 
1. To explain how the pupils perceive themselves within the social context in which they 

live and the ways in which social expectations and practices of parents, teachers, peers 

and siblings influence them in their approaches to learning in their primary school. 
2. To observe and document where, when and what the content of the children's learning 

experiences are and how they respond to those learning experiences as learning 

challenges. 
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3. To explore the ways in which financial, human and social capital together with gender, 

social, political and cultural circumstances influence the development of children's 
identities and approaches to learning. 

4. To develop a holistic study of individual children's perspectives of primary school 
learning experiences and how this relates to family experiences of learning and in turn 

their perceptions of themselves as learners and conceptions of pupil identity. 

5. To provide explanations for the patterns of perspectives and interaction, which may be 

found within each child's case study story of their learning experiences both in and out 

of school contexts, and analyse the ways in which they 'play out' their pupil identity in 

terms of strategic actions within a model of the socialisation process. 
6. To identify the methodological issues involved in conducting research into Indian 

educational settings 

Thus, the major focus of the research was upon the influence of interpersonal processes upon 

approaches to learning within school and home environments. 

The project was located within 2 schools in the district of Gurgaon within the state of Haryana. 

Given that the study was designed to explain the social factors, which influenced children's 

approaches to learning and was to be ethnographic in orientation; then in order to answer the 
kinds of questions I wished to explore, the most appropriate research design was one where I 

could focus on a small number of children. This would allow me to provide detailed social 
portraits of their lives and in particular the factors influencing their learning. 

The theoretical orientation for this study used the wide concept of socialisation. Concepts of 

social capital, mediation, strategic action and learner identity were located within the 

socialisation process, to explain the social factors, processes and relationships influencing 

children's approaches to learning from a symbolic interactionist perspective. In this respect the 

study was approached by exploring how interactions inform how and from whom children 
learn, and therefore derive their meanings from. 

The study was constructed around 8 case study stories (4 of which are located in the body of the 

thesis). The stories were constructed around analytic themes that were both particular and 

common to all the children to differing extents as patterns of social influences on the children's 

approaches to learning. Part 4 of the thesis provides a detailed comparison and analysis of the 

case study children in order to substantiate the thesis and theorise the common and particular 
factors and processes, which influence the children's approaches to learning within the process 

of socialisation. . 
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A summary of the parts and chapters of the thesis lies as follows; 

Part One: Locating the Study 

The chapters in part one aim to direct the reader to the main issues with which the study was 

concerned, and to the social context in which the research was conducted. Chapter I locates the 

'problem' in terms of related academic work in international, national, state and district level 

contexts. As part of a global strategy for universal primary education, a number of donor 

agencies have become involved in the Indian educational system over the past decade. The 

provision of primary education and more precisely, the provision of 'quality' education at the 

primary level are seen as a key to poverty alleviation in certain 'backward communities'. The 

chapter examines why primary education is considered to be a source of poverty alleviation, and 
how projects concerned with primary education and poverty alleviation have been translated 
into the Indian context. In doing so, it identifies what the literature does and does not reveal, the 

general challenges facing the Indian educational system, with particular reference to primary 

education; and the gaps in knowledge about children's primary education that are open to be 

addressed in this study. Chapter 2 locates the context of the research by introducing the reader 
to relevant issues about India and the state and district in which this study was located. At the 

national level, it addresses issues concerned with India's vastness and differences, its religion 

and caste basis, and its historical legacies of foreign thinking with its implications for education. 
At the state and the district level, it provides an overview of the social, geographic and 

economic conditions, which in some ways structured the educational experiences of the children 
in the study. 

Part Two: Theory and Method 

Theory and methods are addressed within the chapters of part 2 of the study. Chapter 3 explains 
the theoretical orientation of the study. It examines existing theories about the concept of 

socialisation, the study of children and relevant socio-cultural theories, which address issues 

concemed with children's approaches to leaming. In doing so, the chapter aims to construct a 

conceptual framework in order to locate the empirical findings of this study into sociological 

explanations. Chapter 4 provides a methodological review of the field study where the key 

issues concemed with the conduct of the research are discussed. They include an examination 

of processes and principles of the field research, together with field methods, which included 

interviews, observations, diaries, photographs and video films. The methodology focuses on the 

relationship between the problem, theory and methods used in the investigation. Issues 

concerned with access, sampling, research relationships and their relationship to research 
design, data collection methods, theory and data analysis are discussed. In terms of the research 
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process and methods, the major elements of data collection, the problems encountered and the 

ways in which the problems were handled and the key issues concerning data analysis are 
discussed. Finally, questions of reliability and validity are discussed along with ethical issues of 

concern in the study. 

Part Three: The school settings and the Case study Stories 

The chapters contained in part 3 describe the school settings and provide 4 of the case study 

stories of each child (the remaining 4 are located in the appendices). Chapter 5 describes the 

village and community contexts, which served the two schools in the study. It also describes 

the school, teacher and classroom contexts and practices, which helped structure the educational 

experiences of the children in this study. It traces the ideas for change and 'development' that 

were taking place in the schools at the time of the study, and the physical environments, 

experiences and influences the children were exposed to in their school lives. In unravelling the 

most relevant dimensions which bear on the children's classroom experiences, it examines the 

relationship between the philosophy and pedagogy adopted by the teachers against a backdrop 

of change within school systems under the banner of 'quality' education for primary school 

children. Accounts of the 'out of school' contexts, particularly the home and the family, as well 

as peer group and friendships (both within and outside school) which also permeate as social 
influences in the case study children's approaches to learning, are presented within the case 

study stories in the subsequent chapters (chapters 6-9) in part 3 of the thesis. One of the case 

studies is discussed in greater detail that the others (although the abridged version has been 

placed in the body of the thesis). Each case study is described in the contexts, that is, particular 

people, places and events and the social relationships that seemed to affect their learning. Each 

story is discussed in relation to both particular and common analytic themes that cut across the 

cases. This is examined in order to begin to consider patterns for explaining major social 
influences that form learner identity. 

Part Four: Returning to the Problem: Explanation and Argument 

Part four, the explanation and argument, extends the analysis by comparing the case studies so 
that it is possible for specific comparisons to be made of experiences, relationships and 

outcomes for the different children or of the same child over the nine-month period of knowing 

them. It then applies the issues raised in the comparative analysis into the conceptual 
framework of the study within the wider concept of socialisation and approaches to learning. In 

doing so, it provides the final representation in this study of the major social factors, which 
influence the children's approaches to learning, the part that social relationships played in this 

process and a conceptual model which can be applied to explain those factors and relationships 

within the process of socialisation. The concluding chapter provides a summary of preceding 
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chapters, returns to the 'problem', and identifies the key findings of the study. In doing so it 

returns to the wider problem of 'poverty alleviation' and the aim of providing 'quality ' 

education in parts of India, by investment in the inputs that arc said to improve the quality of 

primary education. The chapter proposes that the findings of this study suggest that the 'social 

capital' children call upon in the home and school is crucial to pupil motivation in the 

classroom. In this respect the final chapter goes on to consider the relevance of the findings in 

rclation to suggestions for policy makers. The chapter closes by suggesting areas for further 

investigation. 

The research aims to introduce themes and draw out implications for development agencies, 

policy makers, academics, teachers and parents concerned with primary schooling in India. 

Important lessons can be learned by India from India (Dreze and Sen 1995). Both substantive 

and methodological issues have been examined and it is hoped that this research will make a 

contribution to the sociology of education with respect to primary schooling in India, research 

methodology and the emerging body of literature on the sociology of childhood. 
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PART ONE: LOCATING THE STUDY 



CHAPTER I 

LOCATING THE PROBLEM: POVERTY AND THE QUALITY OF 

CHILDREN'S EDUCATION 

1.1 Introduction 

1.2 Poverty Alleviation and the Development of Human Capital through 

Primary Education: The Global Context 
1.21 Why is primary education considered to he a source ofpoverty alleviation? 
1.2ii Donor agencies and commitments to universalprimary education 
1.2iii The question ofproviding quality primary education 
1.3 India and its Concern with the Provision of Quality Primary Education for 

All 

1.3i Poverty and theproblemofnon-enrolment, retention, drop-out and learner achievement 
1.3ii India and its commitment to universal elementary education 
1.3iii The District Primary Education Programme - aims, management and strategies 
1.3iv India and the provision of 'inputsfor 'quality'education 

1.4 Improving the Quality of Children's Learning -A Consideration of Social 

Capital 

1.4i Social relationships in the family and its influence upon the 'quality' of children's 
learning 

IAI Social relationships at school and in the wider community and its influence upon the 
'quality'of children's learning 

1.4iii Pedagogic experiences - the use of textbooks, its relationship to teaching styles and its 

influence upon the 'quality'of children's learning 

1.4iv New trends in pedagogic styles and its influence upon the 'quality' of children's 
learning 

1.5 Conclusion: Using Social Capital in the Development of Human Capital? 
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1.1 Introduction 

The problem of poverty alleviation and its relationship to primary education has become a 

concern for a number of donor agencies. They have, as part of a global strategy for universal 

primary education, become involved in the Indian educational system over the past decade. 

Within the Indian educational system itself, there also exist development projects that have a 

similar aim; that is, providing a quality education is seen as a way to eradicate levels of 
illiteracy in certain 'backward communities' and therefore free that community from the poverty 
that a lack of quality education is seen to bring. 

1. Why is primary education considered to be a source of poverty alleviation? 
2. How are projects concerned with poverty alleviation and primary education translated 

into the Indian context? 

These two questions are addressed in this chapter alongside the issue of 'quality'. In 

considering these two questions, I state that planning strategies at the micro level are concerned 

with the development of human capital, which emphasise the provision of 'inputs' in order to 

provide 'quality' education at the primary level. As a result, such programmes do not 

sufficiently consider how the process of delivering children's education may involve additional 

mediational sources, which influence children's approaches to learning. The term 'social 

capital' is used to explain how those mediational sources operate in children's lives. An 

understanding of this additional component and the processes it involves, may prove useful 

when devising micro planning programmes for providing quality primary education for children 
in India, within a wider context of poverty alleviation. 

1.2 Poverty Alleviation and the Development of Human Capital through 

Primary Education: The Global Context 

1.21 "y isprimary education consideredto be a source ofpoverly alleviation? 
Documents written by donor agencies concerned with primary education explain poverty as 
arising from a lack of human capital. Thus education, and moreover the provision of good 
quality primary education, is seen to be able to give individuals a chance to be free from 

poverty. At the same time, a country requires economic growth in order to alleviate poverty in 

sections of society (Oxfam 2000). Economic growth cannot be attained without investing in the 

education of human beings: this is essentially a 'human capital development model'. It is 

defined as: 
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The productive investment of resources in human beings rather than in plant and 
machinery. In economics such investment in human resources is appraised in 
comparison with levels of economic return from other kinds of investment... The 
human capital theory' of G Becker, Human capital (1975) explains income 
differentials as, in part at least, a return to human capital e. g. the correlation 
between the numbers of years of formal education and earnings is so explained. 
The conclusion is often reached by human capital theorists that the returns to 
education are high. Similarly poverty is sometimes explained as arising from a 
lack of human capital. (Jary and Jary 1995, pp295-296) 

The returns from education affect both the economy and the individual. A system of education 

whereby a child attends school for at least five years is said to yield both public and private 

returns (Tilak 1995). It increases productivity, innovation and output. The educated and skilled 

workforce therefore contributes to benefiting the economy. At an individual level, individuals 

attain skills, become empowered and, in political and social terms, an educated population 

produces more knowledgeable and skilled citizenry. As it empowers, so people are able to 

make informed choices, are given hope for the future and, through empowering larger social 

processes, are affected and, in theory, individuals can then get a fairer share of the economic 

cake (Parikh 1999, p6; Oxfam 2000). National poverty assessments indicate that: 

The social and economic costs of depriving children of an education are massive, 
not just for individuals and families, but also for the countries of their birth, 
which will be deprived of the benefits of a self-confident, articulate, healthy and 
potentially prosperous population (Oxfam 2000, p 11) 

Oxfam (2000, p17) claimed that 'if all'the world's children of primary school age were to 

receive a good education, illiteracy would be eradicated within one generation! 

1.2ii Donor agencies and commitments to universal primary education 
In this respect donor agencies have subsumed primary education (as part of a wider concern for 

basic education) under the banner of 'human capital development' which is part of a strategy to 

alleviate poverty on a worldwide basis. For example, the UK's White Paper (DFID 1997, p5) 

stated that 'human development' involving 'universal primary education in all countries by 

2015' as one of the international development targets under UN agreement. At the heart of the 
White Paper was the target to 'halve world poverty by 2015 ... halving world poverty means a 

range of targets including ... universal primary education for all' (DFID 1998, p 16). In fact, the 

aim of Universal Primary Education has been internationally recognised as part of poverty 

alleviation programmes and children 
, 
's rights over the last decade. Table 1.1 summarises some 

of the preceding commitments of donor agencies to the aim. 
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Table I. I: International conferences held which aim for Universal primary education as part of 
poverty alleviation and children's rights 

Education for all: a moving target 
Conference Attendance Key targets 
1990 World Conference on Jointly convened by UNICEF, 0 Basic education for all by 
Education for all UNDP, UNFPA, World Bank 2000 

- Jorntien, Thailand and UNESCO 0 Reduction of adult literacy 
to half the 1990 rate by 

155 governments attended 2000, with emphasis on 
eliminating gender 
disparities 

1990 World Summit for Held by UNICEF Between 1990 and 2000 
Children 0 Reduction of infant and 
- New York, USA Heads of State or government; under 5 mortality by one - 

or State observers from 158 third 
countries 0 Reduction of severe and 

moderate malnutrition 
among under 5 children by 
half 

1994 International Conference Held by UNDP/UNFPA Universal access to quality 
on Population and Development education, with priority given to 

- Cairo, Egypt primary and technical education 
and job training 

1995 World Summit for Social 117 heads of State, with 185 0 To reduce half the 
Development governments represented incidence of poverty by 

- Copenhagen, Denmark 2015 

0 To achieve universal access 
to basic education and 
completion of primary 
education by at least 80% 
of primary school age 
children, closing the gender 
gap in primary and 
secondary school education 
in all countries by 2015; 
and universal primary 
education in all countries 
by 2015 

1995 IVth World Conference on Held by the UN Commission for -Ensure equal access to 
Women the Status of Women education by 2000 

- Beijing, China -Universal primary education 
for all by 20 5 

1996 OECD Shaping the 21" OECD countries 9 Reduce by half the number 
century of people living in extreme 

poverty by 2015 

0 Universal primary educa- 
tion before 2015 

Reduction by two-thirds of 
infant and under-5 child 
mortality, and three quarters of 
maternal mortality before 2015 

(Source: Oxfam 2000, p 10) 
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The table provides an overview of the international concern of governments and donor agencies 
for achieving good quality universal primary education. 

1.2iii The question ofproviding qualityprimary education 
The issue of what constitutes quality has been much debated amongst academics and donor 

agencies alike but 'there is more to quality than is easily measured' (Garrett 1999, p29) and the 

concept is complex and multidimensional (Girsay and Mahick 1991). Some of the key 

indicators of quality have been defined as curricula: what is taught; the expenditure; the inputs 

of physical and pedagogical including time - they include teacher quality, classroom pedagogy 

and organisation, school management and academic climate (Fuller and Clarke 1994; Levin and 
Lockheed 1993; Lockheed and Verspoor 1991). Janson (1995) cited in Garrett (1999) 

suggested that a distinction be made to separate school effectiveness from quality as they are 

rooted in different theoretical and methodological standpoints. Table 1.2 represents a 

comparison of the two Concepts. 

Table 1.2: A comparison of Quality and Effectiveness in Education 

Effectiveness Quality 
Origins Economics production/function Partly anthropology; descriptive 

model procedures 
Focus Effect of inputs (e. g. textbooks) School and classroom 

on outputs (e. g. pupil's learning processes; interactions and their 
achievement) impact on achievement 

Research techniques Statistical methods; large scale Ethnographic orientation - used 
to find the effects of inputs on in interviews, observations and 
learning achievement questionnaires 

(Adapted from Janson 1995 in Garrett 1999) 

One of the most comprehensive and optimistic reviews of what it means to provide quality 

primary education as a serious concern for policy makers was written by Hawes and Stephens 

(1990). The authors pointed out that 'international research seems to have been dominated by 

an input/output paradigm that is valuable but restrictive in scope. ' They defined quality in 

education as implying 'efficiency in meeting set goals, relevance to human and environmental 

needs and conditions and something more in relation to the pursuit of excellence and human 

betterment' (pI 1). As Crossley (1992) pointed out, this is a broader and less easily measured 

notion of quality than is often associated with the concept of educational 'standards'. 

'Creativity, critical thinking and standards of behaviour are, from this perspective, as important 

as the acquisition of knowledge and skills... Quality of both product and process are therefore 

seen to be essential if education is to contribute to the process of development' (Crossley 1992, 
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p321). In India, the concern for providing quality education has gained increasing importance. 

Over the past decade, major donor agencies have begun to work with the Indian government as 

part of their own concerns for removing the problems of non-enrolment and high drop-out. 

Their aim has been to sustain retention and provide quality education in order to eradicate the 

concerns of illiteracy and poverty within certain sections of India's population. 

1.3 India and its Concern with the Provision of Quality Primary Education for All 

1.3i Poverty and the problem ofnon-enrolment, retention, drop-out and learner achievement 
The UK's Department for International Development (DFID) distinguished between India's 

'capable poverty' from 'income poverty'; they used the former category to explain the need to 

provide quality education! Accordingly, there are exceptionally low capability levels of 

poverty in certain areas of India. DFID therefore argued that'it is crucial to look at educational 
investment ... as a direct contribution to overall poverty alleviation' (DFID Conference 

Proceedings 1997). 

In India, investment in education is said to yield large and positive returns. Tilak's research 
(1995) indicated that the returns to primary education are greater than returns to other higher 

levels of education. 

So to what extent has the Government of India (GOI) invested in primary education? In India, 

approximately 12% of total government expenditure is directed at education. The International 

Human Development Report (1998) claimed that India spent less on education than East Asian 

countries such as Korea, Thailand and Malaysia. The allocated budget for education was also 
higher in those countries (Swaminathen and Rawal 1999). It must be borne in mind that 
coff icial' figures often reported in international publications that depend on government sources, 

as in 'Human Development Reports' and 'World Development Reports', can be misleading 
(Dreze and Sen 1995). However, according to the 'Indian Development Report' (1999-2000), 

more than 360 million adults out of a total population of almost 900 million in India are 
illiterate. They include 134 million men (27%) and 230 million women (50%). Approximately 

50 million children in the age bracket of 6 to II are not attending school (Parikh 1999) and 'this 

lack of education diminishes their options for the future and ensures existence on the edge of 

1 Under the UNDP Human Development report (1996) Capable poverty is defined by scrutiny of 3 
criteria: under 5 nutrition, number of births with medical attendant and women's literacy rates 

Income Poverty Cal2abilfty PoveM 
India 25.4% 61.5%; 
Bangladesh 47.5% 76.9% 
Pakistan 34% 60.8% (source ODA 1997) 
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poverty' (Parikh 1999, p6). One must of course take into account how non-attendance and low 

average literacy rates are exacerbated by enormous educational achievements because of 
disparities between states, between males and females and between rural and urban areas in 

India (Dreze and Sen 1995). 

However, the 53rd National Sample Survey (NSS) indicated recent progress in literacy levels. 

The overall rate of literacy rose from 52% in 1991 to 62% in 1997. The Public Report on Basic 

Education project (PROBE 1998) surveyed two hundred villages in four northern states of 
India: Bihar, Rajasthan, Uttar Pradesh and Madhya Pradesh. They found that the numbers of 

non-enrolled children from rural areas in the 6-14 age range had declined from 55% in 

1986/1987 to 19% in 1996, so progress in enrolment has been achieved in those states. The 

problem arises when children are at school for a short time, so that retention does not occur, 
because then the average achievement in terms of years of schooling is low (Dreze and Sen 

1995). 

In a continuous endeavour towards universal primary education in India, non-enrolment, 

retention, drop-out and leaming achievement have been labelled as the sources of concern for 

successive governments of India. Putting aside wider concerns of children working as a reason 
for non-attendance, there are three other factors cited in literature which point to why some 

children are not in school (Swaminathen and Rawal 1999): these are the demand for help in the 

cost of schooling, the demand for good quality schooling, and the parents' demand for 

education. Two studies which provide evidence of the demand for education are the studies 

associated with the MV Foundation in Andhra Pradesh (Sinha 1996) and the PROBE survey 
(Skinner 1998 and the PROBE team 1999) where 'most parents also wanted 8 years of 

education for their children' (Swaminathen and Rawal 1999, p76). The PROBE project 

revealed that children did not attend school for a number of reasons: these included cost of 

school; lack of time in the morning to prepare children for school; and no help with homework. 

Children's interest in school also waned with negative experiences such as lack of classroom 

activity and physical punishment. Research from the 'Andhra Pradesh Primary Education 

Project' (Garrett, Hinchliffe and Montgomery 1993) identified school factors that constrained 

children from attending and remaining at school. They included the relationship between what 
is provided in terms of quality and that which is demanded; a difference between resources in 

urban and rural environments, in particular the number of teachers; teacher absenteeism; 

multigrade conditions of work; the distance from and access to school; the social distance 

between teachers and pupils; and language differences. 
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1.3ii India and its commitment to universal elementary education 
Efforts to universalise primary education and provide quality education have been part of 
India's agenda from the start of the post-independence period of the country. Table 1.3ii(a) 

surnmarises some of the actions taken by the GOI in order to fulfil the aim of Universal 

Elementary Education (UEE) dating back to the Indian Constitution developed in 1950. 
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Table 1.3ii(a): Aiming for Universal Primary Education in India: a historical summary 

1950: The Indian constitution: aims to The 'problem' was identified as one of wastage and 
provide universal primary Education stagnation: strategy of increasing school expansion: no. of 

primary schools increased from 2. llakhs in 1950-51 - 5.6 
lakhs in 1991-92 

1966: Education Commission Report Single most important theme 'modernisation' by linking 
(The Kothari commission) -a turning education with national development. 'Modernisation 
point in post-independence history of meant nation building through development and education 
education: the report addresses every was to be the prime instrument for this. ' Kumar p. 84. It 
stage and aspect of education initiated alternative systems to formal schooling, for both 

children and adults on a mass scale; introduced incentive 
schemes to attract and retain numbers of children 
attending primary school. 

1978: proclaimed to be a landmark in Each state carried out diagnostic assessment of primary 
efforts at providing 'education for all' education (i. e. enrolment, retention, resources and 

problems for universalisation. ) It highlighted disparities 
amongst and between states. It highlighted inadequacies 
of a single track approach; and it highlighted 9 
educationally backward states needing special efforts 

1978: a three prong approach to education Non-formal education launched; national adult education 
for all in an Indian context programmes launched; efforts to bring children into basic 

education initiated 
1985: A further review of education aiming to strengthen efforts and redefine goals of 
conducted education 
1986: National Policy on Education Commitment to universalising primary education. 
initiated by Rajiv Ghandi National programmes called 'operation blackboard' 

launched. Its objective: to provide certain basic facilities 
to every primary school in the country. They included 2- 
classrooms/a blackboard/learning materials/appointment 
of I or more teachers per school/playground land. Other 
schemes launched to train more teachers and to attract 
more women teachers to rural areas. Local trial based 
projects included PROPEL (UNESCO's showcase for 
Asia) 

Census (1991) and All India Education Literacy rate remains at 50% (NCERT) 
Survey 
March 1992: CABE (Central Advisory 1) External funding should be in addition to the country's 
board of Education) -policy resources for education, 2) projects should comply with 
recommendation with regional external the country's national policy, 3) project formulation is the 
assistance for minimum education for all. responsibility of the central or state government or 
5 recommendations national agency and the formulation should be a process 

of capacity building, 4) projects should involve 
participation, improvement of quality, equality of 
education and upgrading of facilities, 5) external 
assistance should go beyond the opening of new schools 
and appointments to issues of content, process and 
quality. 

1997 - for the first time after It aimed to amend the constitution by introducing the 
independence: united Front govt. clause 'the state shall provide free and compulsory 
introduced a bill; 83rd Constitution education to all citizens of the age 6-14 years' (p76) 
Amendment Bill - to make schooling however the UF government fell and the bill remains in 
compulsory. draft. Most states have passed compulsory education 

(Shukla 1996) 

(Adapted from the works of Govinda and Varghese 1993; Shukla 1996; Kumar 1998; Parikh 
1999) 
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During the 1990s the government of India involved various donor agencies in their efforts to 

universalise primary education. Table 1.3ii (b) summarises the projects for primary education in 

India with the help of external financial assistance following the world conference on 
'Education for All' in 1990. 

The common thread in all the externally assisted projects is that they were and are expected to 
direct efforts towards the goal of 'Education 

* 
for All' by generating demand, by building up the 

environment, by training teachers, mobilising the community and supplying textbooks and 

materials (Shukla 1996). 
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Table 1.3ii (b): Projects for primary education in India with the help of external financial 
assistance following the world conference on 'Education for All' in 1990. 

Projects in primary schools Donor assistance / time and aim 
Andhra Pradesh Primary Education Implemented since 1983 (pre-Jorntien) and continuing. 
Project ODA of UK as donor assistance. Aim: - to improve the 

professional competence of primary school teachers and 
their supervisors; - to assist in constructing primary school 
buildings in the state 

The Bihar Education Project UNICEF financed project. Objective - range of national 
education approaches for all concerns, issues strategies in 
a single and large-scale operational programme. 
Aim: to cover all districts in the state. Implementation 
involved creating an autonomous society. Posts included 
Chief Minister - as chairman of policy making 
committee; State Education secretary - as chairman of 
executive committee; GOI and Government of Bihar, 
teachers, voluntary organisations, distinguished 
women/educationalists - as members of bodies so that 
planning, execution and monitoring are all participatory; 
participatory structures set up at district levels and village 
levels through VEC. Quality improvement of primary 
education took the form of community mobilisation, 
providing essential materials and teacher orientations of 
the project 

Utter Pradesh Basic Education Project Launched: 1993 in 10 districts. First major project in 
India funded by the World Bank. 
Aim: to improve the quality of primary education in the 
state. Implementation involved setting up an autonomous 
society similar to the Bihar education project. Key 
players in orientation of teachers and reconstruction of 
curricula: SIMT (State Institute of management and 
training)/NCERT/NIEPA. VEC to be involved in 
execution and monitoring of project 

Shiksha Karmi Project -Rajasthan SIDA (Swedish International Development Agency) - in 
the area of NFE to improve primary education in the state. 
Aim: tackle problem of teacher absenteeism in remote 
villages. Strategy: a voluntary education worker (Shiksha 
karmi) selected by the people, given intensive teacher 
training, looks after teaching work where a regular teacher 
is not present. Coverage: approximately 1,500 villages in 
70 blocks of the state. Independent evaluation of project 
concluded that the level of attainment under the project is 

I on par with the formal system of schooling. 
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Table 1.3 ii (b) (cont. ): Projects for primary education in India with the help of external financial 
assistance following the world conference on 'Education for All' in 1990. 

Mahila Samakhya: Located in 14 districts in 4 
states - Utter Pradesh, Karnataka, Gujarat and 
Andhra Pradesh 

Dutch assisted project 
Aim; conscious raising of women - how to 
improve their position in the family and society 
through education and their own effort. It is an 
autonomous organisation with state district and 
village establishments. Programme revolved 
around the village or women's collective forum, 
where they were guided to set out their own 
agenda for education and collective action. 

Shiksha Lehar UNESCO sponsored pilot project on promotion of 
primary education among girls and disadvantaged 
groups in rur I Haryana (1992-98) 

Lok Jumbish (People's Movement) project - UNESCO (IIEP) and NIEPA: A movement for 
Rajasthan Universal primary education in Rajasthan to 

achieve the goal of UEE. Launched in 1989 and 
operationalised in July 1992. 
Aims: taken from the national policy on education 
(1986) include 1) universal access and enrolment, 
2) universal retention of children up to 14 years of 
age, 3) improvement in the quality of education to 
enable all children to achieve essential levels of 
learning. Also aims to empower women through 
education; interventions towards helping poorer 
sections of society for equal participation into 
basic education. Strategy: 'school mapping' in 
context as an instrument for improving primary 
education. School mapping in this context is 
seen as a means to mobilise community members 
(so the villagers plan for their village) to create 
demand for primary education; it allocates 
resources with a focus on the location of the 
school. Focuses on demand for service rather 

I than supply. 

(Sources: Shukla 1996; Garrett 1993; Govinda 1998; NCERT 1998) 
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1.3iii The District Primary Education Programme -Aims, Management and Strategies 

In 1993 the GOI formed guidelines for 'The District Primary Education Programme' (DPEP). 

This was possibly the world's largest development project on primary education. Launched in 

1994, it was supported by a number of international donor agencies (World Bank / EC / DFID / 

Netherlands) who financed 70% of the project over a seven-year period; the GOI financed 15% 

and participating states financed a further 15%. In monetary terms this translates as 

approximately I billion dollars from the World Bank, 170 million dollars from the EU and 90 

million dollars from the DFID (source: DFID representative). Interviews with members of 
donor agencies and Indian University academics suggested differing perspectives on whether 
the national programme would be effective. Views ranged from those who believed that the 

project showed little understanding of a 'child-centred' approach to learning, that it was a more 
balanced approach to previous top-down models of implementation; that the GOI were 

expecting to achieve too much given the historical legacy of colonialism where certain sections 

of society were traditionally deprived of education, to the view that the programme totally 
ignored Indian traditions of educating children and based itself on a 'transplant' of Western 

models of education and that, in reality, states had taken the project up because they were being 

offered large sums of money. 

Certainly, the model aimed at using some of the lessons learnt from previous projects such as 
the Andhra Pradesh project and the processes of decentralisation and participatory planning as 
authors have cited: 

DPEP is an initiative by the GOI to implement the National Policy of Education 
(NPE), which calls for Universal Elementary Education (UEE). The aim is to 
follow a holistic planning and management approach in selected districts to 
reduce differences in primary enrolments, dropout and learning achievement 
between gender and social groups, reduce overall drop-out rates, increase 
learning achievement and provide access for all children to primary classes 1-5 or 
to an equivalent NFE. (Garrett, Hinchliffe and Montgomery 1993, p 15) 

Drawing from APEP and experiences of other states: 

... reducing disparities in educational access, provision of good quality education 
for disadvantaged groups, substantial improvement in the quality of schooling, 
obtaining genuine community involvement in the running of schools and building 
up of capacity at local levels, to ensure effective decentralisation of educational 
planning. The overall goal of the project was the 'reconstruction of primary 
education as a whole in selected districts instead of a piecemeal implementation 
of schemes (Garrett and Kholi 1997, p3) 

The project was originally located in forty-two districts of seven states, and by the year 2000 
had expanded to twelve states and in excess of a hundred districts. Such states were defined as 
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'educationally backward' based on female literacy levels. Further expansion was planned 
(DFID 1997). Although the focus of DPEP was on districts, there were national components. 
They included a national management structure, technical assistance in management and 

planning and in pedagogy, and programme evaluation and monitoring taking the form of 
baseline assessments which identified whether minimum levels of learning (based on criteria 

referencing) had been achieved. 

Table 1.3iii summarises the aims and management and strategies of the DPEP. 
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Table 1.3iii: The Aims, Management and Strategies of The District Primary Education 
Programme: an externally assisted national project in India. 

DPEP: Key areas Description 
1994 DPEP launched 42 districts, 7 states defined as educationally 

backward based on female literacy rates. 
Objectives -4 Increase: 1) access 2) retention 3) learning 

achievement 4) equity (of girls and SC/ST) 
Kind of Model Decentralised - taking account of context / ownership 

/ creating and strengthening planning and 
management/ increasing efficiency and accountability 

Three components were initially planned a) to build national and institutional capacity. This 
(World Bank 1994) involved the World Bank 'to support, monitor and 

evaluate a national, decentralised primary education 
development programme by establishing a 
strengthened framework for national management 
and professional technical assistance' (World bank 
1994) capacity in 6 states to appraise, supervise and 
manage 
b) building state institutional district level projects 
and institutions for improving the quality and 
effectiveness of primary education and to provide 
technical support for programme management, text 
book development, improved teaching, improved 
planning and management and research and 
evaluation 
c) Improving quality and access in primary education 
in 23 districts in 6 states through strengthened district 
institutional capacity; strengthened community 
participation and awareness, improved facilities; 
teacher in-service training, learning materials and 
teaching aids; targeted interventions for girls, 
scheduled caste and schedule tribe students, early 
childhood education and construction of new schools 
and classrooms (World Bank 1994) 

Management: 3 components From centre by DPEP bureau with GOI and technical 
support group. Support roles change as state/district 
capacity increases and decentralisation proceeds. 

Role of states To emphasise community mobilisation and 
awareness; to promote the role of VEC. Introduce 
blocks (a sub-administrative unit), teacher and school 
cluster resource centres, budget components of 
teacher training, development of curricula revision 
and learning materials 

Role of districts Draw up overall and annual project plans using DPEP 
guidelines 

Role of donors 'hands off approach'. 6 month 'missions' (JMS) in 
conjunction with GOL They involve field visits 
monitoring DPEP data and internal appraisal of 
DPEP leading to technical guidance and 
recommendation. 
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Table 1.3iii (cont. ): The Aims, Management and Strategies of The District Primary Education 
Programme: an externally assisted national project in India. 

DPEP: Key areas 
1996: World bank had progressed to assisting 
the GOI and the Department of Education in 
the Second DPEP (phase 2) with an expansion 
to 60 districts and three new states and stated 
that: 

1996: publication of 'India Primary Education 
Achievement and Challenges' (World bank 
1996) It identified 3 challenges in pursuance 
of India's goal for quality universal primary 
education. 
It identified 4 actions that would be taken to 
meet those challenges 

Donor perspectives: 1997 
World Bank - Adrian Verspoor 

Donor perspectives: 1997 
EC - Mervi Karikorpi. 

Donor perspectives 1997 
UNICEF. David Harding 

Like DPEP I this project will build national, state 
district and sub-district level managerial and 
professional capacity for the sustainable development 
of primary education in the project states and will 
support district based activities aimed at improving 
access to education, reducing drop out and increasing 
learning achievement with special emphasis on 
interventions that will target female and SC/ST 
students, as well as children with mild to moderate 
learning disabilities. (World Bank 1996) 
Challenges: 
1) need to expand access 
2) need to raise learning achievement 
3) need to reduce educational outcomes across states 
and among groups 
Actions: 
1) increase financing for primary education 
2) improve, prepare, motivate and deploy teachers 
3) improve the quality of text books and efficiency of 
producing them 
4) build management and institutional capacity. 

'To date the Bank has invested $860 in primary 
Education in India' (p9) 
' By 1998, DPEP will have covered 135 districts 
in 14 states involving 180,000 schools and 
600,000 teachers' (ibid) 
'The bank recognises that change in the 
classroom has been slower than hoped. 
Therefore its strategy will be to: 

-Encourage JMS to focus on quality issues 
-Intensify capacity building efforts 
- encourage restructuring of SCERTs and DIETs 
- involve a broader range of institutions in DPEP 

including NGOs 
develop the research and evaluation component of the 

Among the current strategies of the EC are: 
The provision of education as a basic human 
right. And the commitment to access and quality, 
with emphasis on disadvantaged groups, 
especially women 
EC support to GOI: 143.5 million ECU 
Major future focus - children's rights 
Main thrust of interest and work with DPEP: 
community based primary education/ community 
processes/ women's groups/ teacher training 

References to'experiences and learning from Lok 
Jumbish Project in Rajasthan 

(Sources: World Bank 1996; 1994; DFID 1997 and interview data) 

24 



1.3iv India and the provision of 'inputs'for 'quality'education 

The issue of providing quality education through DPEP has been a recurring subject. The World 

Bank (1996) document stressed that the Government of India must provide the resources to 
improve the quality of education, especially in rural primary schools. Improving school quality 
is said to increase family demand for education thus keeping children in school once they have 

enrolled. Learning achievement requires improving the quality of key inputs. Indian researchers 
have pointed to the following inputs and identified them as introducing quality: 

e teachers, textbooks (Swaminathen and Rawal 1999) 

* teacher quality, school resources, school academic climate (Saxena, Singh and Gupta 1995) 

e the physical state of the school, school management, teachers and *the teaching / learning 

process (Govinda and Varghese 1993) 

0 the effectiveness of textbooks, school libraries, teacher's education, instructional time and 
frequency of homework (Fuller and Clarke 1994) 

* the presence of 'Operation blackboard' (a project to provide schools with basic learning 

materials) (Shukla 1994) 

0 parent teacher associations (Shukla 1994) 

At the state level within which this study was located, the state asserted that the 'quality of 

education depends on the quality of teachers' (State Council for Education, Research and 
Training [SCERT] 1998/99, p52). Accordingly, they claimed that gradually teaching / learning 

strategies were changing and teachers had to be constantly exposed to new approaches. They 

also claimed that 'textbooks and other instructional materials played an important role in 

improving the quality of education' (SCERT 1988/99, p54). In this respect minimum levels of 
learning (MLL) based textbooks for DPEP I and 2 districts (districts brought into the project at 
different time phases) were prepared by SCERT as part of DPEP implementation processes. 
Alongside those inputs, the school environment was expected to involve the principle of 'joyful 

learning' as a means to improve the quality of the teaching / learning process. They stated: 

The development of a joyful learning environment in the schools is a pre- 
requisite for improving quality of education. It involves an 'activity based 
approach' (which teacher training is to focus on) where 'the teachers have to be 
enthused to organise a variety of activities in which small groups of children 
could participate according to their talent and capabilities ... celebrations of 
specific events, beautification of school buildings and grounds, display of 
creative work of children on classroom walls, sports competitions, discussions, 
debates and recitation of poems, ... preparation of greeting cards and posters 
have to become an integral part of the school programme (SCERT 1998/99, p55) 
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If we consider the area of textbooks, these and other instructional materials have been central 
inputs to the development of DPEP. The extent to which the textbook is one of the most 

effective ways of enhancing learning achievement can be debated; however, a number of 

research studies in India point to its value in enhancing learning achievement. - Children who 
had textbooks scored higher learning achievement than those without (Govinda and Varghese 

1993). Saxena, Singh and Gupta (1995) examined 19 school level inputs. Two factors 

increased learning achievement: they were the teacher's assignment of maths problems in class 

and the teacher's assignment of homework, both given from the textbooks. So, if the teacher 

gave the children a mathematics problem from the text, for the class to solve, the result would 
be maths achievement (depending upon how achievement is defined). If the teacher gave the 

children reading and dictation from the textbook, the result would be language achievement; and 
if the teacher gave the textbook with feedback and homework, the result would be achievement. 
However, such examples of teaching practices shed little light on the learner's interactions in 

the classroom with the teacher and the other pupils in order to achieve those results. The World 

Bank (1996) for example referred only once to the effects of peer group, stating that 'peer group 

effects are significant in all schools' (p78). Little insight was given into the process of peer 

group interaction in children's learning achievement. Certainly outcomes of learning 

achievement provide a more objective measure of how inputs and processes are fairing, 

however this view assumes that we can measure all the effects of schools in terms of learner 

outcomes and as a result interactions are ignored (Govinda and Varghese 1993). What is 

omitted is any explanation of how existing relationships amongst children help them in what 

they do. 

1.4 Improving the Quality of Children's Learning -A Consideration of Social 

Capital 

1.4i Social relationships in the family and their influence upon the 'quality' of children's 
learning 

Coleman (1997) referred to such social relationships as 'social capital'. 'Social capital' may 

exist both inside the family and outside it or, conversely, inside school contexts and outside 

them. Whilst investment in human capital begins in the family and continues at school, the 

existing literature does not explain the kinds of social capital both inside and outside the school 

context which affect children's approaches to learning. The literature often refers to the effects 

of family background as one of the factors which effect achievement at school. Baseline studies 
have been a continuous process for monitoring achievement in DPEP states. They determined 

that 'differences between schools account for 20-6 1% of the variation in maths achievement and 
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1445% in reading achievement. Differences in students' family background account for the rest 
(World Bank 1996). By implication then, between 39-55% of achievement lies in the resources 

provided by the home environment. 

However, family background can be analysed as having three separate components: financial 

capital; human capital and social capital (Coleman 1997). Financial capital - the family's 

wealth and income - provides the physical resources to aid learning achievement, for example a 

place to study at home, resources to help the child achieve. Human capital largely depends on 

the parents' education, so it provides a learning environment to aid the child's cognitive 
development. Social capital in the family is different. - Coleman (1997) cited the example of a 

school in the USA where Asian parents were buying two copies of the schoors texts - one for 

the mother to study to help her child to do well. So, although the human capital of parents was 
low (as they were uneducated), the social capital in the family for the child's education was 
high, therefore social capital within the family can make a difference to the child's 'quality' of 
learning. The social capital of the family is the relationship between children and parents (and 

other family members). If the human capital of the parents is not complemented with social 

capital (for example, if the parents are busy at work), Coleman (1997) claimed that the child's 
intellectual growth is not helped. Social capital in the family that gives the child access to the 

adults' human capital depends on two things: first, the adults have to be physically present and, 

second, they have to be able to give the child attention. If the adults are absent the result is 

structural deficiency to the family's social capital. Even if adults are present, there can be a lack 

of social capital if there are not strong relations between parent and child. In this instance, the 

child does not benefit from whatever human capital the adults may have because there is no 

social capital. According to Coleman (1997), one of the effects of a lack of social capital within 

the family is that children can drop out of school. The numbers of siblings may also be a reason 
for a lack of social capital. Coleman (1997) cited research which suggests that younger siblings 

and children in large families have less adult attention, which produces weaker educational 

outcomes. However, current research has not taken into account sibling relationships in 

extended Asian families, where there may exist traditions of sibling help in the educational 

process especially when parents have not been through the educational system themselves. 

Another indication of adult attention in the family and a slight measure of social capital are the 

mother's expectations that a child will do well educationally. The frequency of children talking 

to parents about personal experiences is another measure of social capital. So social capital in 

the family is a resource for education and the 'quality' of children's learning. 
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1.4ii Social relationships at school and in the wider community and their influence upon the 
'quality'of children's learning 

'Social capital' may also be found outside the family in the wider community and, for children 
in particular, in the school community and in the parents' relations with the institutions of the 

community such as the school their child attends. For example, a family may live in a 

community of juggis' (raw houses) where human capital is at a minimum. The parents may be 

uneducated and of low caste, however the social capital of that community may be high. They 

live closely together and the children may attend different kinds of schools. As they interact 

and their parents interact, those social relationships may yield social capital which in turn may 
influence motivations, expectations and aspirations which influence children's approaches to 
learning. 

If we consider the school context, how can the availability of social capital help in the 
development of human capital? Peer group relationships is a neglected area in the discussion so 
far, yet children spend all of their time in the classroom and school playground environments in 

social relationships with peers. Such social relationships are a resource for children and as such 

may influence their approaches to learning. In class lessons, they may depend on each other for 

help and may learn from each other. Their daily expectations of each other, coupled with the 

expectations of how success is achieved in the schooling system, will also influence their 

approach to learning. Such forms are concerned with obligation and expectation, as well as 
information channels to help the children act or behave in certain ways. In this respect peer 

groups and the school systems of how learning is achieved mediate (cf Wertsch 1984) each 

other's learning through their collective actions (cf Vygotsky 1978; Corsaro 1998). 
- 

1.4iii Pedagogic experiences - the use of textbooks, its relationship to teaching styles and its 

influence upon the 'quality'of children's learning 

Other mediators of learning in the development or lack of development of social capital can be 

identified in pedagogic experiences. Kumar (1989) has written about some of the issues that 

may have relevance to children's use of texts in the formation of social capital. Although 

literature reveals no clear-cut answers as to whether texts influence us directly, the conditions 

under which textual materials are read and the texts themselves may reveal the values that are 
transmitted to children. Kumar (1989) cited the example of having a library in an Indian school. 
Two thirds of the state schools in India do not have a library or a separate room for one. 'The 
fact that all these schools are recognised - indeed most of them are run by the state - shows a 
tacit belief underlying the system: a belief that the prescribed textbook is sufficient for young 
children' (Kumar 1989, p125). This belief places the curriculum in the textbook, and the link is 
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made stronger because the tests and the exams concentrate on the textbook. More textbooks 
therefore equal better attainment, but the attainment is only the ability to recite the textbook. 

The pedagogy in the classroom influences how texts are presented and received. Kumar (1989) 

argued that in the education system in India textual materials remain at the level of awe and 

respect, a 'symbolic property' where 'the style of teaching has as much to do with value 

orientation, as the syllabus and the textbooks have (Kumar 1989, ppl28-129): 

Teaching in Indian schools continues to follow the traditional norm of being 
overwhelmingly teacher directed. Child-centred methods have not made much 
headway although the terminology associated with these methods has become part 
of training curricula and even the official documents on education. But by calling 
Indian pedagogy 'teacher-directed', we ignore a crucial, paradoxical aspect of the 
culture of education. The Indian teacher is in fact, a meek dictator - one who has a 
poor status in society and his profession, but one who enjoys unlimited power in 
the classroom. (Kumar 1989, p129) 

In England, Stubbs (1976) pointed out that 'for us teaching and learning typically comprise 
linguistic activities such as lecturing, explaining, discussing, telling, questioning, answering, 
listening, repeating, paraphrasing and summarising'. Teachers use a certain style. What 

purpose does it serve and what consequences do they have? What messages are hidden in the 

manner in which communication is organised in social settings like'classrooms as well as the 

content of what is said, written or read? 

Generally, the idea that pedagogical styles influence cultural forms and values of a society has 

not received much attention in India (Kumar 1989), and the idea is not new. It was used to 

support changes to child-centred education in teacher training in the curriculum in Europe and 
North America; it was supported in the USSR Vygotsky (1978), who said that the child's 

pedagogic experience influences psychological development. 

In the area of pedagogy and how social relationships may inhibit or strengthen the quality of 
learning, one can consider the subject of questioning. In India few teachers are concerned about 

student questioning; and students are rarely eager to ask them. The questions the Indian teacher 

expects are to do with clarifying, usually by repetition. Typically, the lesson ends by the teacher 

asking, 'anything you want me to repeat? Anything unclearT And this gives the message that if 

you ask a question, your understanding is not clear. It is not a message saying 'let's open a 
fresh enquiry'. That, according to Kumar (1989), would be seen as a challenge to the teacher's 
'authority'. 'Good students are supposed to regard a teacher's discomfiture in the face of a 

genuine challenging enquiry as unfortunate. The teacher is never supposed to say 'I don't 
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know'. Her/his dictatorial role is a continuation of ancient Indian tradition - the teacher is 

supreme, possesses knowledge and knows how to impart it. The pupil's job and that of the 

'ideal student' is to be modest, obedient and receptive; it is a traditional student-teacher 

relationship (Kumar 1989). 

1.4iv New trends in pedagogic styles and their influence upon the 'quality' of children's 
karning 

To what extent then can new pedagogical ideas aimed to improve the 'quality' of learning such 

as the principle of 'joyful learning' actually be achieved? It would require a new 'trend' in 

social relationships and perhaps a re-examination of the values promoted in the classroom. If 

schooling for children in India is about grading, competition, being measured, mastering a 

curriculum and getting a certificate, and in terms of being taught - it is about being taught by a 
teacher, by a professional, treating knowledge as a commodity, getting specialised knowledge - 
then how do social relationships inhibit or strengthen these ideas about schooling? 

This question suggests a study of interactions and a sociological enquiry from a symbolic 
interactionist perspective where: 

The strength of the approach in analysing how people relate together within social 
contexts and for its account of how children develop a sense of identity ... 
meanings and understandings are generated through shared experiences and 
negotiation, become socially patterned and are sustained through cultures. Among 
the meanings generated over time through interaction with others are understanding 
of oneself. Each individual thus develops a sense of identity and this awareness 
influences the ways in which he or she acts with other people .... (p. 5) The 
relationship between the sense of self of individuals and the perceptions which 
other people have of them expresses the core symbolic interactionist insight about 
the creation of meaning (Pollard with Filer 1996, p83) 

In this respect, the children's interpretation and experience of the school context is crucial to 

understanding social capital in school. Too often writings about the curriculum or prescribed 
texts only concentrate on the official curriculum, whereas the 'curriculum' is anything that 

results in leaming. 

1.5 Conclusion: Using Social Capital in the Development of Human Capital 

In order to alleviate poverty, donor agencies have been assisting India's investment in primary 

education, with a view to individuals and the poorer sections of society being provided with 
knowledge and skills so that they can become 'free' from the problems of poverty. This chapter 
has portrayed how the strategies used to develop universal, quality primary education in India 
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have revolved around ideas concerned with a human capital model, with a focus on the 
development of 'inputs' in order to provide quality education. At the same time, there exists a 
body of research which suggests that the social relationships and the subsequent social capital 
(or lack of it) that children encounter in school and in family and community contexts can affect 

children's Icaming achievement. Analysis of the social relationships encountered by those 

children who currently do attend schools would reveal issues pertinent to the application of 

social capital to projects aiming to improve the 'quality' of primary education. These 

relationships would include a study of situations with friends, with assessment and homework, 

with the hidden curriculum in the form of texts and their transmission through the teacher (with 

a distinction between the written and spoken medium of instruction) and the independent 

influence of mother, father, siblings and other family members who may be significant 
influences in the children's lives. This study explores those situations within the context of 

eight case study children who attend two schools which are located in the state of Haryana and 
the district of Gurgaon, where development projects have aimed to improve the 'quality' of 

primary education. Chapter 2 therefore sets those contexts. 
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2.1 Introduction 

This chapter locates the context of the research at the national, state and district levels. The 

purpose of this exercise is to provide the reader with an understanding of the location of the 

study and the context within which, in some ways, are structured the lives and the educational 

experiences of the children in this study. 

The chapter is divided into five main sections. Section 2.2 attempts to clarify some of the 

relevant conceptions and misconceptions that an outsider may need to understand about Indian 

society, before moving on to the study itself. This is important because in any given situation, 

without relevant background factual information, there is always the danger of distorting the 

context. In this respect relevant misconceptions and conceptions of India must be clarified from 

the outset. Sections 2.3 and 2.4 provide information about the location of the study at the state 

and district level in terms of their geographical locations and economic and social conditions. 
Section 2.5 returns to the issue of 'quality education' and provides an account of two 
development projects in Gurgaon that were concerned with providing 'quality education' and in 

which the schools located in this study were involved. 

To begin with however, this chapter turns to clarifying some conceptions and misconceptions 
the outsider may have of India. 

2.2 India - Clarifying some conceptions and Misconception 

2.2i Images of India 

What kinds of images are conjured up in an outsider's mind when they think of India? Is it one 

of beauty and spirituality - the elegant white marbled TaJ Mahal perhaps, or a cool remote hill 

station overlooking the hilltops of the Himalayan mountains, the calm waters of the Arabian Sea 

on a sunny day or simply watching the serenity of an elderly man practising the final stage of 
his life, having relinquished all his material needs and settled in meditation by the river 
Benares? Or is the outsider's image one of wealth, luxury and modem living, with the smart, 
lavishly decorated hotels, the fast food restaurants and the suburban colonies with plush farm 

houses filled with servants, where regular parties are hosted by India's social elite? Or is the 

image far less fortunate? Is it one of poverty, illiteracy and a lack of sanitation; with painfully 

thin adults clad in the barest of clothing, holding a naked infant in their arms, sitting amongst 

the dirt on the roadside adjacent to a group of grey tents where they have made their home; and 

street vendors banging tenaciously on the windscreen of your car trying to earn a living; and 
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you have no choice but to wait in an incessant traffic jam whilst three cows slowly cross the 

rubble road, stopping occasionally to scavenge for food in mounds of litter; and you watch, 

whilst listening to the ongoing and everlasting sound of car horns. People are everywhere. 

2.2ii Vastness, difference, hureaucracy, religion and caste 
In truth, as a subcontinent, India is all these things. It is as vast as it is crowded, as luxurious as 
it is squalid. From north to south and east to west, the people are different, the languages are 
different, the customs are different, and the country is different. The bureaucracy may try one's 

patience and the poverty may depress you. At the same time, the vast majority of Indians still 
believe that religion is one of the most, if not the most important factor in their lives. And with 

respect to caste, 

It would lead to greater respect for India's culture, and indeed a better 
understanding of it, if it were recognised that the caste system has never been 
totally static, that it is adapting itself to today's changing circumstances and that 
it has a positive as well as negative aspects ... (Tully 1992, p7) 

Z2iii Population, agriculture, urhanisation and industrial growth 
Certainly, in terms of people, India has the second largest population in the world, exceeded 

only by that of China. In May 2000 India's population arrived at the billion mark; despite 

India's large cities, the country is still overwhelmingly rural. It is estimated that about 280 

million of the total population live in urban areas, but with increasing industrialisation the shift 
from village to city continues. In addition, although India is a predominantly agricultural 

country, it has a large manufacturing base and is beginning to be well known for its computer 

software engineers especially located in the state of Bangalore, known as India's 'silicon 

valley'. 

Z2iv poverty and illiteracy 

Despite its experience of industrial growth, poverty, illiteracy and ill health remain major 

problems (Parikh 1999). In the three years during which I visited India for the purposes of 

research - between 1996 and 1999 - the country saw four coalition governments providing an 

environment of political instability and 300 million, or I in 3 of the population, who live on or 
below the poverty line remain unaffected by any economic growth (Parikh 1999). Worse still, 

more than fifty years after Independence from British rule, 27% of men (134 million) and 50% 

of women (230 million) are illiterate and approximately 50 million children between the ages of 
6 and II are not attending school (Parikh 1999). 
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2.2v Illiteracy and historical legacy 

Whilst poverty may be one of the main causes for such low achievements in primary education, 

there exist other explanations endemic to Indian society, two of which are said to be its 

bureaucratic system and the influence of foreign thinking, both of which are legacies of two 

hundred years of British rule. More specifically, within the area of education Dharampal 

(1983), in his detailed historical account of the influence of British rule on Indian education, 

quoted Ghandi speaking in 1931 as saying: 

Today India is more illiterate than it was 50 or a 100 years ago and so is Burma, 
because the British administrators instead of taking hold of things, began to root 
them out .... The village schools were not good en6Ugh'f6r the Britishý ... andthe 
schools established after the European pattern were too expensive for the people 

th (Mahatma Ghandi at Chattarn House, London October 20 , 1931) (cited in 
Dharampal. 1983 p. 56) 

Indigenous education had been termed 'bad' and this was due not to the apparent. content of 

reading and writing but to Indian traditions of religion and cultural understanding. It is against 

this backdrop that one's perceptions to understanding approaches to education in India must be 

understood - that is, as a way of reconciling the traditions and history of rule in India with the 

need to move forward in a country where industrial growth coupled with global links continue 

to expand. 

Thus, more recently, in the Indian Express of 17 June 1990, the eminent Indian economist 
Amartya Sen wrote, 'it is important to understand the elite nature of India to make sense of 
India's policies'. He has for example compared India's success in providing higher education 

with what he has called 'the shocking neglect of elementary education'. Shotton (1998, preface) 

too has stated that in India, 'despite maintaining some sort of commitment in deed as well as in 

word to enhancing educational provision at every level of society, only the privileged have 

really tasted the cream'. Tully, a respected journalist residing in India and awarded the 'Padma 

Shri' by the Gol, believed that one of the main reasons for India's poverty is that India's elite 
have never recovered from their colonial hangover, and so they have not developed the 

ideology, the attitudes and the institutions which would change the poor from subjects to 

partners in the government of India: 

Democracy has failed because the people the poor have elected have ruled, not 
represented, them... India is still a land dominated by foreign thinking ... 
colonialism teaches the native elite it creates to admire - all to often to ape - the 
ways of foreign rulers. That habit of mind has survived in independent India. 
(Tully 1992, p3) 
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In the 1990 report on poverty, the World Bank suggested that those developing countries would 
be most successful which 'promote the productive use of their most productive asset - labour' 

and provide 'basic material services to the poor'. Officially, India has spent the last forty years 

or more trying to do that. On paper, or in theory, it has not failed; laws have been passed and 
funds have been voted to provide social services. The failure has been in the implementation of 
the laws and the disbursement of the funds and this has included the area of education (see for 

example the work of Dyer 1994/1996). Perhaps Tully (1992) put it quite succinctly when he 

explained how development was more than mere economics: 

If we are really serious about coping with India's poverty we too have to show far 
greater respect for India's past and perhaps even learn from it ourselves, for we have 
still not shown that we have the answers to poverty... Development is more than mere 
economics ... of course India must live in today's world, and its citizens must feel 
that they are progressing and prospering. India must keep abreast of all the latest 
knowledge, but it must adapt that knowledge to its own problems, it must build on its 
own traditions and beliefs. In 'The Mind of Mahatma Gandhi', Gandhi is quoted as 
saying, 'My Swaraj (self-rule or independence) is to keep intact the genius of our 
civilisation... I would'gladly borrow from the West when I can return the amount 
with decent interest' (Tully 1992, p12) --- 

Having touched upon key issues associated with Indian society - that is, its vastness and 
difference, its religion and caste basis and its historical legacies of foreign thinking with its 

implications for education - the chapter now turns to the state of Haryana where this study was 

conducted. 

2.3 An overview of the State of Haryana 

2.3i Geographical Location 

Haryana is part of the north-western region of India. As a state in India, it is relatively new and 

was carved out of the state of Punjab on I" November 1966, under the Punjab Reorganisation 

Bill. It shares boundaries with the states of Punjab, Himachal Pradesh, Uttar Pradesh and 
Rajasthan and it shares the capital of Chandgarh with Punjab. Figure 2.3i represents the 

geographical location of the state of Haryana within India. 
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2.3ii People, places andpopulation 
Haryana came into existence as the 170' state of India (currently there are 25 states and 7 union 

territories). There are as many as sixteen languages spoken in Haryana, although Hindi is 

spoken by the largest number of people. Its population is approximately 18 million where 

almost 80% are rural and it is the 15ýh biggest state in the country in terms of size. Nearly 20% 

of its population is from the schedule caste (1991 Census). 

Whilst modem Haryana therefore only came into existence about 37 years ago, the 1947 

partition creating India and Pakistan witnessed migration of populations and influenced the 

ethnographic scenario, with a large number of communities making Haryana their home. Most 

of the Muslim communities migrated to Pakistan; the Hindu and Sikh refugees settled down in 

Haryana. The Punjabi communities, 'or refugees', migrated from various districts of the 

erstwhile Punjab after the partition of India. A distinct Haryanvi identity has now emerged 
(Singh 1994). Among the outstanding features of Haryana are the high incidence of 

vegetarianism, a strong clan organisation, and caste councils with their system of award and 

punishment. Newspaper accounts also point out a high incidence of alcohol consumption and 
for a short period during the earlier part of this research, prohibition in Haryana was legislated. 

At present Haryana comprises 12 districts - Sonepat, Jind, Sirsa, Faridabad, Gurgaon, Hissar, 

Kurukshetra, Rohtak, Bhiwani, Mahendergarh, Ambala and Karnal -. 42 tehsils audiciary 

divisions), 81 towns and 7073 villages, not all of which are inhabited. In folk perception, the 

state stands divided into 5 eco-cultural zones defined by ethnicity, dialectical variation and 

ecology (Singh 1994). The region of Ahirwal, comprising Mahendergarh district and part of 
Gurgaon, was dominated by the Ahirs caste and community and the Mewat region, consisting of 

the districts of Gurgaon and Faridabad, is inhabited largely by the Meos. Figure 2.3 ii represents 

the different districts within the state of Haryana. 
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In tenns of the ranking of districts in Haryana, Hissar is the largest while Faridabad is the 

smallest. Others rank in order as Bhiwani, Sirsa, Rohtak, Ambala, Kurukshetra, Karnal, Jind, 

Mahendergarh, Gurgaon and Sonepat (Census 198 1). 

23. iii Economic and social conditions 
Haryana is essentially an agricultural state. Land is the main resource, which is controlled by 

individual proprietors belonging to the upper castes; paradoxically, about two thirds of the 

communities are landless (Singh 1994). A major share of Delhi's milk supply is met by the 

Haryana state. Trade, industry and commerce have developed at unimaginable speed on 

account of government support and the region's proximity to Delhi. The world-famous Maruti 

cars are produced in the state. Many big businesses and multinational companies have 

established their industries in Faridabad, Gurgaon and Sonepat. Pressure on the land has 

resulted in landlessness and the pursuit of other means of livelihood. Most of the communities 
in Haryana are well covered by health services, medical care, family planning and clean 
drinking water. In theory, electricity is supplied to every village and irrigation largely depends 

on the tube wells, however there were reports at the time of this study that the regular supply of 

electric power had become a cause for concern to the people of Haryana, who had become 

agitated at the frequent cuts in supply of electricity and an uncertain power supply. As such it 

was considered to be a potentially critical political question for the next election (Jodhka 1999). 

Hand pumps and taps are the main sources of drinking water. Cow dung cakes and kerosene are 

the main fuel sources and railways and roads have penetrated most comers of the state. 

I 
Religion is an important and basic cultural characteristic of any area or population in India. In 

the state of Haryana, although Hindus constitute the majority, other religious groups such as 
Sikhs, Muslims, Jains, Christians and Buddhists are also present. One could identify four or 
five caste categories in the state (Jodhka 1999). The most visible caste of the state has been the 

land-owning dominant caste of the Jats. Numerically they comprise about 25-30% of the state 

population. Ahirs, another land-owning caste, constitute around 6-8% of the total population. 

The proportion of the schedule castes in the state is around 18% to 20%. Most of them work as 
labourers with the land-owning Jats in the countryside. Haryana does not have any schedule 

tribe, but it has a very high proportion of the schedule castes (24) compared to the national 

average of communities (Singh 1994). 

Whilst there has been a great deal of all-round development in Haryana, there are structural 

constraints concerning the position of women, especially in smaller communities where female 

literacy remains very low (SCERT 1999). Education and literacy is directly related to the social 
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status of the community,: the higher a community in the social hierarchy, the higher the literacy 

rate and education (Singh 1994). The current literacy rate for the state of Haryana is 55.85%, 

where males constitute 69.10% and of females 40.47% are literate (SCERT 1999). The problem 
lies in the regional variations. The state is characterised by regional variations in literacy rates 

amongst districts / blocks / villages and social groups; within districts this can vary between 

66% and 42%. The four districts with the lowest literacy rate, especially females, are Kaithal, 

Sirsa, Jind and Gurgaon of which 34.94% of the female population are illiterate. 

2.4 Gurgaon :A District Profile 

2.4i Location and boundaries 

The fieldwork for this study was located in the district of Gurgaon. The district is named after 
its headquarters town, Gurgaon. It is the southernmost district of Haryana. The southern part of 
the district stretches towards Rajasthan. It touches Rohtak district to the north and the districts 

of Faridabad and Delhi in the east. Figure 2.4i represents the district of Gurgaon 
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Z4H Economy 

As the district of Gurgaon lies in the shadow of Delhi, industrial growth has received 

considerable attention whilst at the same time the district maintains its agricultural output. Its 

close proximity to Delhi results in the easy availability of raw materials. Marketing facilities 

bave belped in the setting up of a prestigious industrial complex, wbicb is only 20km from 

Connaught Place, the business and tourist centre of the capital. The industrial complex in 

Gurgaon has been developed as the state's first electronic complex. Gurgaon town and its 

neighbouring areas have also witnessed a growth in elite housing complexes set up by the 
Haryana Urban Development Authority (RUDA). Alongside such industrial developments 

Gurgaon occupies a considerable area of agricultural land which produces wheat, barley, gram 

and oil seeds like mustard. 

2 4iii Population and Inftastructure 

Table 2.4iii provides an overview of Gurgaon district's population: 
Table 2.4iii District Gurgann at aC lance-PnnnIntinn 
Population Male Female Total: 11,46.090 

612620 ( 3.40%) 533470 (46.4 %) (6.96% of the state) 
SC Population Male Female Total: 1,55,720 

83645 (53.72%) 72075 (46.28%) (13.59% of the 
I I -- I . total district) 

Gurgaon is comprised of three main Tehsils Oudiciary divisions) and many smaller ones. 
Added together, they are also community development blocks. Blocks are also education 
blocks. Areas can be both Tehsils and community blocks. Gurgaon headquarters is a tehsil 
headquarters, a district headquarters, a block headquarters and a thanna (police station). This 

study was located in a village in Gurgaon block and also in the Mewat area of Gurgaon. Mewat 
is an administrative area extending to two districts - Gurgaon and Faridabad. In the state of 
Haryana, Mewat comprises six blocks, five of which fall into the district of Gurgaon and one in 

Faridabad. 

2.4iv The District and its communities 
The district is divisible into two main belts according to the characteristics of its population. 
The southern belt covers two tehsils. Within the tehsils are 10 educational blocks. 5 of the 
blocks are predominantly inhabited by the Meo community, while the remaining five blocks are 
inhabited predominantly by the Ahirs. This research was located in a school in a village in 

Gurgaon block where the indigenous population was of the Ahir caste and community, and also 
in a school in another block, where the indigenous population was of the Meo community. 
While both communities are agrarian and poor, the Meos outclass the other community because 

of low literacy rates and lack of education for girls. 
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The entire Meo belt has been declared as a backward area and a separate board known as the 

Mewat Development Board (MDB) has been set up to promote speedy development in this belt. 

The MDB operates through the Mewat Development Agency (MDA) to which all development 

funds are made available by the various departments of the government. The MDA co- 

ordinates all the development programmes promoted by the development departments. 

2.5 Efforts to Improve the Quality of Primary Education in Haryana 

And Gurgaon 

2.5i Primary education in Haryana: structure and the problem of regional variation in 
literacy rates 

In an effort to improve access to education, there has been expansion of schooling facilities at 

all levels in Haryana since 1966 (SCERT 1998/1999). Most children have access to a primary 

school within lkm of their home. This is one of the most important factors in retention, 

particularly of girls. Of all the 368 villages, most have a school of their own. However, the 

state of Haryana is characterised by regional variations in literacy rates between districts, 

blocks, villages and social groups. Although the overall level of literacy is 55.85%, districts 

vary between 66% and 42%. Six districts have the lowest literacy rates, especially female 

literacy. and have been involved as part of DPEP. Gurgaon was one of those districts and had a 
female illiteracy rate of 34.94% (SCERT 1998/99). 

Primary education in Haryana takes place between the ages of 6 and 14 and prioritises the 

National Policy of Education's commitment to UEE. Five years of primary education (starting 

with ages 6-7) was made compulsory on April V 1961. The kinds of schools provided for 

primary education include government primary schools, attached primary schools (with 

middle/high and higher secondary), independent primary schools and independent girls' 

schools, some of which are run by non-government organisations. Most primary schools are co- 

educational, with a teacher pupil ratio of 45: 1. There are no single teacher schools. Hindi is the 

medium of instruction and is compulsorily taught from class 1; English begins as a second 

compulsory language from the 6 th grade onwards in the state system; a third compulsory 
language, either Sanskrit, Urdu, Punjabi or Telugu, begins in the 7th or 8h grade. 

2.5ii Specific Problems in primary education in Gurgaon 

In the District of Gurgaon, the administration, planning and management of primary education 
is undertaken by the District Primary Education Officer (DPEO). The district is divided into ten 
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educational blocks and a block education officer for each block assists the DPEO. The district 

has encountered a strong phenomenon of private schools. They attract large numbers and 

located mainly in urban areas of the Ahir belt (a particular caste). 

In 1995-96 the GER (gross enrolment ratio) for the district, in terms of enrolment and retention, 

was quite high - 82.7%. Where disparities occurred, these were in the enrolment of girls, and 

there was a particularly high drop-out rate in the Meo (a particular community) belt. So 'there 

is a need to boost enrolments and reduce drop-out rates in general and more particularly in the 

case of girls in the Meo belt' (SCERT 1998/99, p33). 

The State Council for Education (SCERT) summarised the problems and issues in Primary 

Education in Gurgaon as follows: 

Primary education has received considerable attention in the state.. District Gurgaon 
has had its own share of expansion of educational facilities and improvement in 
quality of education. Attainment of the goal of Universalisation of Primary 
Education (UPE) is, however still eluding the district. While some of the problems in 
the field of primary education are common for the state as a whole yet there are some 
district specific problems which impede its progress towards the attainment of goal of 
UPE. These problems and issues are discussed here as a preparatory step for the 
formulation of the proposals under DPEP' (SCERT 1998/99, p32) 

Specific problems and issues in primary education in Gurgaon were identified as: 

- Access 

- Universal enrolment and retention 

- improving the quality of education, under which was subsumed 

a) Teachers and their training 

b) Improving school environment 

c) Proper supervision 
d) Regular assessment and review of achievement 

2.5iii Two development projects in Gurgaon and their concern with quality 

The fieldwork for this study was located in two schools in Gurgaon where development projects 

were being put into practice in order to improve the quality of education. One of the schools 

was part of the DPEP project whilst the other, located in the MEO belt, was managed by a 

private school society funded by the state government. This latter project was small-scale; it 

began in six schools managed by the 'Mewat Development Agency' and in 1997 three schools 

were taken over by the private school society with the specific goal of improving the quality of 
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education. As far as the DPEP project was concerned Gurgaon was selected among seven 
districts in the state and was one of the three districts selected in phase 2 of the project. It was 

selected because of its low female literacy rate. A baseline assessment study was carried out in 

Gurgaon revealing discouraging results in learner achievement (SCERT 1998/99). 

e The DPEP project in Gurgaon: goals and beginning implementation 

There were six goals of the DPEP project in Gurgaon. They were to: 

1. Achieve UPE 

2. Decrease disparities in access 
3. Improve quality of school facilities 

4. Provide alternative schooling of same standard to out of school children 
5. Improve local community 
6. Build local capacity ensuring decentralised educational planning 

Table 2.5iii: The beginnings of the implementation of the DPEP project in Gurgaon from 1996 
onwards: 

1996 Forming the project involved the - BEOs updating databases on infrastructures, 
following process: enrolments and teachers 

- Training the core district planning team 
- Mobilising opinion - meeting at block and village 

level 
- Forming school clusters and block resource centres 
- Forming VECs and VCCs 
- Setting up advisory committees and board of 

management at block and district level 
A pre-appraisal GOI mission visited the - Increase access to primary schools 
district in Feb. 1997. They proposed the - Improve the retention and quality 
following: - Build district institutional capacity 

- Promote innovations 
- And undertake micro planning and school mapping 

exercises 

(Source SCERT 1998/99) 

* DPEP in Gurgaon: 'quality' 'joyful learning' and 'modem' pedagogic methods 

Interview data with the District Education officer of the district clarified the purpose of 'joyful 

learning' in the development of quality education to raise levels of achievement as part of the 

DPEP model. He stated: 

DPEP is to improve the standard of primary education DPEP. What it is, is that 
the World Bank has given 200 crores (200 million rupees / E29 million, where I 
crore equals f 143,000) to improve the standard of primary education in Haryana. 
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Our duty is to teach the students in a joyful manner; to train teachers for this new 
trend of teaching. Joyful teaching - it is a new trend. 
RC-D: I see. What does it mean? 
DEO: In English we find A for apple, B for bat, C for cat. Same was the 
traditional method in Hindi - Ghe for gadda; (donkey) Ghe for ghar (home). Now 
it is altogether changed. We have to teach students in a joyful manner by 
showing pictures, by reciting poems; and they learn it by heart; they go on 
recalling. (Interview: DEO April 1999) 

The District Education officer explained how quality education required a change from 

traditional pedagogy to a new trend using texts to improve standards. Texts were to be 

introduced as a rolling programme into schools. They had been prepared for the first graders 
(now in the second grade) and also for the children in the second grade. 

The private school project: teacher commitment and teacher quality, institutional identity, 

standards and standardisation for teachers and pupils and 'traditional' pedagogic methods 

For the development model in the private school society, the director of the project claimed that 

the success of the experiment had been dependent on the. teachers although the speed of change 
had been slow primarily because there was no nucleus from the private school model staff as a 

strategy to foster change. On reflection, she had felt that it would have been wise to use head 

teachers of the private school model as role models in each school to foster change inio the 

teaching culture. She explained: 

The experiment has been very successful, the experiment that we've carried out 
with the government. Except I feel now, we have tried our best with the existing 
staff. We didn't change a single person. Only one person who was inducted from 
the private school model system and that was me - to bring about this entire 
revolutionary kind of movement in education that we are trying to bring about in 
the classrooms of Mewat. It would have been easier and faster had we brought in 
some change in the teaching staff. In a sense we should have inducted some 
professional hands; you know some kind of mother nucleus or one in each 
school. Or probably the head teachers from the three schools, if they were from 
the private school model, it would have strengthened my hands. In a sense, this 
also will be successful, but it will take a bit more time. It'll take maybe about two 
more years or within five years more (Interview: Director: Private School Society 
November 1999) 

With a focus on teachers, this project used workshops to develop teacher training from within; 

where teachers learnt from each other's experiences within the private school model system. 
One of the distinct ways in which the private school society had instilled a sense of their 

perception of standards of quality was by giving a private school model identity through 
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interaction and exchange of teachers and pupils, with other private schools in their chain of 

schools. The director explained: 

RC-D: so the strategy for change you've adopted is really through workshops? 
Director: from within - yes. It's training of the teachers. We're trying to bring 
about the change from within these people who are localised, who live there, are 
teaching there. Because our Indian educationalists of the private school society 
think that change would be certain and permanent if it comes from within. If we 
superimpose the private school model system just by bringing people and 
building structures, they feel that it would not be as meaningful as bringing about 
a change from within people of that area; themselves - making them aware of 
what duty is, what commitment is, what is true teaching in the sense and what are 
the qualities of a teacher should have and they try and inculcate it in each one 
should try and do it. 
I think what they have actually benefited; the teaching community is an identity 
that the private school model has given them, once we had come in. Before that 
they were non-entity I mean no-body really bothered what Mewat, where, no- 
body knew anything. Now it's on the international level, yes there is this pocket, 
there is this experiment, it's the first time in India it's been carried out with 
government schools. And of course the children have benefited, you can see the 
change. 
RC-D: How would you say they've benefited? 
Director: I think they have become more confident. They have lost their 
inhibitions, they have lost their complexes, they feel proud to be part of the 
private school model, especially now they identify with the other private schools 
of ours with children all over India. They feel that they are my sisters, they are 
my brothers, and especially because they've had a lot of interaction and 
exchange, students exchange from (names three of the schools), they've gone to 

... ;I mean they've been to other private model schools, so that helps instil a lot 
of confidence and they've seen that there is no difference between them and those 
children now. They go and stay in the hostels in (names one of their schools in 
new Delhi), that is the dream of a child. That is a dream school (Interview: 
Director: Private School Society November 1999) 

In terms of pedagogy, the private school society had not adopted a new form of pedagogy in 

planning. Pedagogy had remained at the stage of tradition whilst focusing on the stage of 

teacher commitment. The focus was to remove the work culture tradition in India that was 

prevalent in the government system as the director explained: 

Director: At the moment we have reached the stage where everyone should do 
one's duty. I mean, I'm at that stage now in Mewat, where I am trying to instil 
that 'do your work' 
RC-D: commitment then? 
Director: commitment - work, work. And I want to write it everywhere on the 
walls. Because that is something which they've never done. 
RC-D: really 
Director: they've never done it in the government system. I mean there's no 
emphasis, I'm sorry to say, on work. If I don't work, nobody would be unhappy. 
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But if I work I would make a lot of people unhappy (Interview: Director: Private 
School Society November 1999) 

In this respect, the director's perception of quality education came with 'quality teachers' - and 

a quality teacher was one who fulfils one's duty and a little something more, as she explained: 

RC-D: but in private school model terms for their quality, in terms of what the 
literature says of improving the quality of schooling 
Director: this is what it is - to make them aware, teaching them what quality is. 
Quality basically is to do one's duty 100% and a little extra; that is what we're 
trying to teach them. That is what quality education is all about. You don't need 
crores or rupees to have quality education. You need the basic infrastructure. 
You need quality people. Furniture and walls are not going to create a quality 
school. You need people who know their subject matter, people who are trained, 
professional, people who are highly motivated to go in there all alone; motivated 
individuals. That's it. (Interview: Director: Private School Society November 
1999) 

In relation to raising levels of learner achievement and standards in the private school system, 

current processes of change involved a systemisation of school procedures, and a calculation 

and evaluation of teacher performance in relation to pupil results. 

Director: We're trying to upgrade the standards in a place where there were no 
standards. Setting standards for children, for the teachers' performance, for 
everybody. 
RC-D: when you say there were no standards, do you mean, before the private 
school model? 
Director: that's how we got them. Nothing had happened there. There were no 
exams, there was no notebooks, there was no syllabi, there was nothing. They 
used to just come and go (Interview: Director: Private School Society November 
1999) 

The private school model aimed to instil standards where there were no standards - for children 

and for teachers. This was instilled through a systernisation of school procedures between the 

three schools in the project with a focus on exams, books, syllabi and teacher attendance. As 

the director explained: 

Director: we have a uniform system 
RC-D: how does that work? 
Director: like we've tried to standardise the whole thing; in the sense that the 
CBSE (Central Board of State Education), we have CBSE books which are very 
low cost and printed by the government. So all the schools who are affiliated 
with the CBSE use those books. We do not use private publications at all. So, 
now that is standardisation of the textbooks. On the basis of that, we grade our 
syllabi for each subject and that is uniform now in these three schools. So we use 
the same books, the same syllabi and then the teaching methodology also follows 
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through workshops. (Interview: Director: Private School Society November 
1999) 

2.6 Conclusion : Projects learning from each other. The missing link - the 

influence of social relationships upon children's approaches to learning 

The issue of what constitutes good quality education is not so much contested as it is 

complementary, amongst proponents of the two development models that were considered in 

this project. Where the models overlap in the aim for quality education is in their consideration 
for teachers and the purpose of textbooks in order to improve standards. Where they differ is 

with a concem for the identity of teachers and leamers. In this way it is possible for one model 

to leam from the other (Dreze and Sen 1995). However, the concem with the development of 
identity in the private school model requires further expansion. It remains implicit as to how 

relationships that their pupils have with the people and the environment they interact with, are 

strong mediational influences in the development or non-development of leamer identity. For 

the DPEP model, improving the school environment, by which they mean the teaching and 
leaming process, is considered important but with respect to the development of what was 
known as 'joyful leaming'. Part 3 of the thesis takes a closer look at the school settings and 
how the children responded to their learning experiences in schools alongside the key social 

relationships that informed their approaches to leaming. 

First, however, it is necessary to consider the theory and methods used in the project. 
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PART TWO: THEORY AND METHODS 
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3.1 Introduction 

This chapter constructs the conceptual framework in order to locate the empirical findings of 
this study into sociological explanations. Although research problems, theories and methods 
inform one another in the research process (Burgess 1984), for the purposes of substantive 

analysis this chapter focuses on theory in relation to substantive issues rather than those that are 

methodological. In doing so, it draws on recent literature within sociology and the sociology of 

education with respect to the study of children and the social processes that influence their 
learning. 

The study itself aims to provide sociological explanations about how children's social 

experiences (within family life, with friendships with other children and with relationships with 
teachers) influence their approaches to learning in school. It is located in an Indian district in 

the context of children's school and out-of-school environments. As it is a detailed 

ethnographic study, it provides case study stories of children from eight families. The study 
focuses on children, and in particular upon the influences of interpersonal processes upon their 

approaches to learning within home and school environments. In doing so, it uses the wider 

concept of socialisation in which the concepts of social capital and relevant concepts concerned 

with learning approaches taken from socio-cultural theories of learning are applied. Since the 

concept of social capital and its application to this study was addressed in chapter one, it is not 

addressed in this chapter aside from identifying it as a relevant concept to be used within the 
key dimension of analysis in this study. 

This chapter aims to problematise the concept of 'socialisation'. The study approaches the 

problem with the following question: 
How can the concept of socialisation be applied to studying the social practices that 

occur within family life, with friendships with other children and through relationships 

with teachers and their influence upon children's approaches to learning in school 

contexts? 

In exploring the ways in which an operational conceptual framework may be applied to this 

question, there are three 'sub areas' which help to provide boundaries to the explanations: 

a) children's perspectives in their approaches to learning in primary school; 
b) parental and family influence in their approaches to learning in primary school; 

c) learning experiences in school and out-of-school contexts and how children respond to 

those learning experiences. 
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Two analytical models are used to explore the question. They are James et afs (1998) 

'Theoretical Field for the Social Study of Childhood' and Corsaro's (1997) 'Orb Web Model'. 

However, in the first instance 'any analysis of the education and socialisation process must 
begin with the basic question, what is a childT (Denzin 1977). It is to a consideration of this 

question and how it may be applied to this study, that this chapter now turns. 

3.2 New Approaches to the Study of Children 

3.2i Classification of children 
A useful analytic tool developed by James et al (1998) is a four-fold classification of children. 
They termed these as - the social structural child, the socially constructed child, the tribal child 

and the child as a minority group. The classification, termed the 'new approaches' to the child, 

emphasises that a sociological conception of the child is about the lived experience of 'being the 

child'. Accordingly, issues concerned with the ethnographic study of childrews approaches to 
learning in school and out-of-school contexts in an Indian district, focus on the experiences of 
'being a child' in those environments. 

Two of the models within the classification were considered appropriate to conceptualise the 

study of children in this research and it is to these two models that the next section turns. 

3.2ii . The child as 'socially constructed' 
The model that sees the child as 'socially constructed' assumes that their understanding is 

created through interaction with others. In this respect, it is in line with thinking behind the 
'symbolic interactionist' tradition within sociology. There is no universal child in this model, 
they are all assumed to be different. The perspective is therefore both pluralistic and relativistic. 
According to James et al (1998), it is therefore possible to analyse the particular and partial and 
from whose perspective explanations arise. Therein lies its fruitfulness for this study. 

3.2iii The 'tribal child' 
At an analytic level, the 'tribal child' is examined as an entity separate from adulthood. In this 

respect it can reveal an idea of childhood culture (Hall 1976). James et al (1998) use Hall's 

(1976) definition of culture/sub culture, 'as the level at which social groups develop distinct 

patterns of life and give expressive forms to the social and material experience' (1976, p227). 
With a view to explaining children's experiences under the classification of 'tribal, 'their culture 
is to be regarded as the self-maintaining system of signs, symbols and rituals that prescribes the 

whole way of the life of children within a particular socio-historical setting' (James et al 1998, 

p2l. 5). It lives wherever children are located, whether in a classroom, in the schoolyard or in a 
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gang. Because this perspective is very particular and isolates the idea of child, it is suitable for 

methods of anthropology and ethnographic studies. Its positive potential lies in the mapping of 

childhood practices, their motives and assumptions. 

3.3 Sociological Analysis in the Study of Children 

So how can these classifications be developed into sociological explanations? Sociological 

frameworks for analysis apply particular dichotomies. James et al (1998) analysed the ways in 

which their classification could be reconciled with such dichotomies. 

3.31 Sociological dichotomies in the study ofchildren: frameworksfor analysis 
The four. sociological dichotomies that James et al (1998) refer to are 'structure and agency', 
'identity and difference'; 'continuity and change' and 'local and global'. 

Structure and agency 
The kinds of questions that arise when social theorists begin to grapple with ideas about 

structure and agency, may include whether the individual is relatively passive and the 

conditions of society determine how societal members behave as they enter into different 

relationships; or whether society arises from actions, in which case it is an individual's free will 

which generates their own actions in society (James et al 1998). 

Although within social theory the two positions stand in opposition, real social relationships 
dwell between the two. Social action continuously reflects and creates and is produced by both 

agency and structure at the one and the same time (Giddens 1984). 

But is it adult society that constitutes the structure, and the child the agent? James et al (1998) 

asserted that previous theoretical accounts seem to suggest this idea. Consequently we are 

given the perception that adult society determines or socialises the child. For example, the 

Parsonian view is that the child is socialised through 'appropriate internalisation of normatively 

oriented need dispositions' (1955). However, more recent studies of children and how they 

come to learn, suggest that this may only be part of the story (see for example the work of 

Pollard with Filer 1996; Rogoff 1984). 

Identity and difference 

Questions of identity and difference can be seen in many accounts of childhood. A child's, like 

anyone9s journey into identity is about making relationships, so that any awareness and 
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definition of self or not-self is to occur. Children learn who they are through interaction, 

usually with an adult other (Mead 1934; Pollard with Filer1996). 

Continuity and change 
According to James et al (1998), the concept of 'cultural reproduction' (Bourdieu 1977) is a 

useful analytic tool to explain processes of continuity and change. For Bourdieu (1977) it 

means the reproduction and perpetuation of the culture of the dominant classes to ensure their 

continued dominance. It allows us to look at how social structures are determined as well as 
looking at how agency acts in social action. It therefore allows us to look at continuity and 

change in children's social experience and trace their life histories through different generations. 

Local and global 
The last dichotomy concerns an international exchange of information. Whilst social actions 

still stay situated locally, whether talking about children's fashion in New York or street 

children in India, we still have to attend to the fact that the society which is shaping and 

constrained in the everyday experience of children, extends beyond the limits of the nation state. 
Lifestyles and social participation in home-based activities such as reading of daily newspapers, 
television viewing and radio listening, may be characterised by international exchanges of 
information. 

James et al (1998) argued that approaches which stress children's agency, raise different 

questions about localities and processes of change from those of the structural approach. The 

tribal child discourse explores childrens agency in different, localised settings, whereas the 

more social constructivist perspective looks at the conditions in forming child identities. 

Similarly, ideas about childhood difference and children's identities gain analytic strength when 

placed alongside questions of structure, agency and globalisation. 

3.3ii Reconciling sociological dichotomies and the ethnographic study ofthe social 
influences upon children's approaches to learning 

With respect to the four-fold classification of children, it is possible to use the dichotomies to 

ask different kinds of questions. The socially constructed child and tribal child can stand close 
together and can be approached together in a study of children. 

Given that this study is ethnographic, involving detailed case studies of children's learning 

experiences and how they relate to family experiences of learning, and in turn upon their self- 

perceptions as learners, it is interested in how children as an entity separate from adults, act and 
behave as agents. In this respect the conceptual framework for this study proposes that 

56 



tchildren's perspectives can be explained through viewing the 'child' both from the social 

constructed perceptive and the tribal. In doing so, the analysis provides sociological 

explanations that are local, particular to the 'child', whilst at the same time identifying 

conceptual patterns which account for the social conditions (which may include structural 

conditions such as gender, caste, poverty and age) that influence their approaches to learning. 

To understand how patterns of children's agency and the social injluences that form their 

approaches to learning may occur, the study now returns to the concept of socialisation and the 

social aspects involved in children's approaches learning. 

3.4 The Concept of Socialisation 

From the late 1950s sociological explanations have used the concept of 'socialisation' to explain 

the social influences on children's learning with particular reference to the home and school 

environments. As James et al (1998) have stated: 

Socialisation is a concept that has been much employed by sociologists to 
delineate the process through which children and in some cases adults, learn 
to conform to social norms. (James et al 1998, p23) 

'Any viewpoint, of course, rests upon a set of questions' (Mills 1959, p133) and explanations 

are guided by the particular sociological perspective's view of society - each in turn asking 
different kinds of questions (whether they be Parsonian or rooted in Symbolic Interactionism). 

From the 1990s however, the literature indicates a shift in how the concept of 'socialisation' 

may be applied to the study of children (Corsaro 1997; Jenks 1996; Qvortrup 1993/94; James et 

al 1998). The perspectives offered in such literature suggests the influence of Symbolic 

Interactionism coupled with aspects of developmental psychology, using social constructivist 

and socio-cultural perspectives. 

The distinction between 'being the child' and 'becoming a child' is a relevant issue for this 

research as it reflects a theoretical position about the process of socialisation. According to 

James et al (1998), those theories of socialisation associated withbecoming a child'were based 

on a development model. They stated that 'the model of the socially developing child, 

characteristic of socialisation theory, is always engaged with the process of change and 

alteration, the compulsion ... being the end goal of adult society' (James et al 1998, p207). In 

this respect, socialisation theories have focused on processes of 'becoming', laying down the 

foundations and shaping the individual, always in relation to becoming part of the adult world. 
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Now, although this study focuses on the child! s experiences of being a learner and, in particular, 
how the 'social world' of the child influences his or her approach to learning, those experiences 

cannot be located without examining those adults and peers with whom they interact. So the 

question is, are their approaches to learning found within the adult world, that is, through a 

process of 'cultural reproduction'? Or are they 'trained' to take on the 'role' of the learner? Or 

does interaction allow for a sense of self-awareness in the child, and then this comes to 
influence how they approach learning? These questions assume of course that there are 

particular kinds of sociological perspectives towards the process of socialisation and what it 

means to be socialised. 

3.4i Traditional theories ofsocialisation 
Traditional socialisation theory is modelled on systems theory, the 'Parsonian paradigm! that 

manifests itself into structural functional perspectives; and those theories from a conflict 

perspective associated with social reproduction. The intention in this chapter is only to examine 

such theories briefly in order to arrive at some of the 'newer' ideas associated with the process 

of socialisation. 

* Theories associated with the deterministic model 
At the heart of 'traditional' socialisation theory lies the deterministic model. Both the 
functionalist perspective and theories of reproduction from a conflict perspective are criticised 
for their deterministic stance. Within the deterministic model, the child is in a passive role. 
From a functionalist perspective, s/he is a novice who has the potential to contribute to 

maintaining society, whilst simultaneously being an untamed threat who must be controlled via 

a process of training. Social conflict and inequality affect the socialisation of the child 

according to theories associated with reproduction. The child's intentions are constrained by 

limited choices available in social interaction and through unequal treatment within institutions. 

Internalising society's norms and values is also a mechanism of social control (as in 

functionalist theories), but from a conflict respective it is a means to reproduce the inequalities 

in society. So if we examine this idea in relation to children, the child is determined by 

structure rather than by agency. According to James et al (1998), functionalist theories are 
developmental, that is, the child is incomplete and, as a model, it is limited to providing the 
diagnosis to remedy children's behaviour. 

Figure 3.4 represents a summary of the 'traditional' approaches to the study of children's 

socialisation within the deterministic model. 
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Corsaro (1997) asserted that such early theories of socialisation focused upon how individuals 

related to society and yet also recognised society as a powerful determinant of individual 

behaviour. He explained that the concept of 'appropriation' was considered to be a solution to 

this apparent contradiction. Appropriation means that the child is taken over by society; s/he is 

trained to become a competent and contributing member (Corsaro 1997, p9). 

0 Criticisms of traditional theories of socialisation 
There are of course criticisms of these approaches. For example, the functionalist model in 

particular is perceived to have little explanation as to how or why children become integrated 

into society. More generally, the 'deterministic' approach is said to concentrate on the 

outcomes of socialisation thus giving little insight to the activities and capacities of members of 

society. A further criticism directed at the 'deterministic' model is the tendency to ignore the 

possibility that children do not simply intemalise society that they are born into. 

3.5 Socialisation as Interpretive Reproduction 

In consideration of such criticisms, Corsaro (1998) developed a concept of socialisation termed 
'Interpretive Reproduction'. 

3.5i The concept of interpretive reproduction 
Corsaro (1998) argued that from a sociological perspective, socialisation involves 'adaption, 

internalisation, appropriation, reinvention and reproduction'. Central to this view of 

socialisation is the process of collective and communal activities, that is, children do 

collectively participate in society; they share, negotiate and create 'culture' with adults and each 

other. As an alternative to the term socialisation (since it is so often interpreted as 'training for 

the future'), Corsaro (1998) suggested the term 'interpretive teproduction'. It is 'interpretive' 

with respect to the ways in which children participate in society by taking information from the 

adult world; and it is reproductive with respect to the view that children do not just intemalise, 

but actually contribute to cultural production and change. Corsaro also took into account that 

children are subject to the rules of the society and culture they are a part of, which in turn affect 
them and can be manifest in constraints and thereby a process of social reproduction. 
Interpretive reproduction holds two key properties: they are, first, language and cultural 

routines and, second, the 'orb web model'. 
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9 Language and cultural routines 
According to Corsaro (1998), children participate in cultural routines and this provides a shared 

understanding and belonging to a social group, whilst also producing socio-cultural knowledge, 

so that children can handle ambiguities, the unexpected and problems that confront them, and 

this especially occurs in adult / child interaction. Examples of routine might be everyday talk in 

the family, for example when eating. Whilst the routine helps the child, it may also help the 

adult in providing information about the child. The key to this process of course is language. 

This therefore calls for an examination of the kinds of conversations children have with adults 

and with other children in this study. 

* The Orb Web model 
The Orb Web is the second property of Corsaro's concept of interpretive reproduction. Figure 

3.5 represents the 'Orb Web Model'. 
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The model is illustrated as a spiral in which children participate in and produce different peer 

cultures. The spokes of the spiral represent various social institutions (or fields) where 
interaction occurs, for example family, economic, cultural, educational, political, occupational, 

community and religious. Within each institution are locations where interaction occurs, for 

example family interaction may occur in the home, at weddings, or at a family get-together. 
Educational interactions may occur in the classroom, in the playground, during sports and even 

outside the school institution. Cultural information flows along the radii (the institutions) of the 

web; but at the hub of the web lies the family. The family for Corsaro (1998) serves as the 

means of connecting the 'culture' of institutions to the child and is therefore crucial to the 

interpretive reproduction process. In the Orb Web model lie four spirals evolving from the hub 

and growing outwards. The four spirals represent four peer cultures (the pre-school, the pre- 

adolescent, the adolescent and the adult) created by each generation of children in a given 

society. Aspects of peer culture can be passed on, for example from an older sibling, but in the 

main the process of interaction collectively produces the peer cultures. Social influences flow 

along into the 'fields' through interaction within peer cultures and through collective activities 

and interaction with both adults and children within those fields. The four spirals produced by 

each generation of children are not stages, but instead remain 'part of their life histories as 

active members in a given culture' (Corsaro 1997, p26) and that is how the individual is said to 

develop - embedded in peer cultures. 

Corsaro's Orb Web model aims to demonstrate how children are always part of two cultures - 
children's and adults' - and that they weave between these two cultures. This study involved 

examining how children interact with each other and with adults, that is with a focus on 'being 

children' within the fields of interaction, in particular, those fields in school and out-of-school 

contexts relevant to this study. 

Having examined some of the recent work on the sociology of children, and processes of 

socialisation, the next section turns to issues concerned with children's learning. 

3.6 Exploring Children's Approaches to Learning 

3.6i The socio-cultural approach 
Historically, the realms of understanding leaming have lain firmly in the traditions of the 

'cognitive and biological' or the 'intra-personal' domain of psychology (Pollard with Filer 

1996). A more recent influence of developmental psychology on the work of sociologists of 

education has been with reference to Lev Vygotsky (1978), who used a 'socio-cultural' view of 
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human development. 'The goal of a socio-cultural approach is to explicate the relationships 
between human action on the one hand, and the cultural, institutional and historical situations in 

which this action occurs, on the other ' (Wertsch et al 1995, pl 1). In other words, socio-cultural 

research explores the link between, on the one hand, what people do within society and, on the 

other hand, how it relates to their ways of living, their institutions (such as family and school) 

and their history (both their own biography and the place within which they live). The 

assumption behind this kind of research is that'humans have access to the world only indirectly, 

or mediately, rather than directly or immediately' (Wertsch et al 1995, p2l). It applies to how 

people are able to ascertain information and how they act. This means then that the term 'agent' 

is redefined. It is not the individual who is the agent but the agent is the 'individual operating 

with mediational means' (Wertsch et al 1995, p64). Vygotsky (1978) stressed children's active 

role in human development. This in turn holds consequences for their approaches to learning. 

3.6ii Vygolsky and children's approaches to learning 

9 Participation in collective activities and the value of language 

For Vygotsky (1978), children's social development is a result of collective actions. Collective 

actions are practical and always lead to psychological development. Thus, a child's interactions 

and practical activities with others will lead to the child acquiring new skills and/or knowledge 

and, in the process, previous skills and/or knowledge will have been transformed. The child in 

turn 'appropriates' (or internalises) the 'culture', and language is the key to the process. In this 

respect, Corsaro's (1997) model of socialisation runs along similar lines. 

For Vygotsky, everyday problems involved practical activities and, in order to solve those 

problems, children would develop collective strategies (that is, they would interact). Human 

development is thus considered to involve a collective process, rather than individualistic. 

Again, the similarity with Corsaro (1997) lies in his concept of 'peer cultures'. Both emphasise 

participation in collective activities, which in turn allows 'appropriation' and reproduction of 

culture and society. 

According to Vygotsky (1978), the process of 'appropriation', also termed internalisation, and 
the process of reproduction involved two key concepts, which were crucial in the process of 
development. 
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First, the concept of 'internalisation': development appears twice. First on 
the societal level, and later on the individual level. First between people 
(interpsychological) and then inside the child (intrapsychological) (Vygotsky 
1978, p57) 

Put another way, we acquire our psychological and social skills (the cognitive / communicative 
/ emotional) from interaction; we use them, then internalise them at an individual level. An 

example of this process would be that of self-directed speech, that is, talking aloud whilst 

reading; which is a common strategy for beginning reading. Over time, however, the self- 
directed speech becomes that of 'inner speech and thought', where the beginner reader reads at 

the 'mental' level. 

* Internalisation, the zone of proximal development and language 

The second concept crucial to the process of 'internalisation / appropriation and reproduction' in 

children's development is that of the 'zone of proximal development'. This concept builds on 
language as a cultural tool. Human activity is carried out via language and other cultural tools. 

Much of children's everyday activities are said to be carried out at the 'zone of proximal 
development'. It is the distance between the 'actual' and the 'potential' level of development. 

At the 'actual' level, a child may solve a problem by themselves (for example, how well s/he 

reads a piece of writing); at the 'potential' level, a child may be attempting to solve the problem 

with guidance, either from an adult or more capable peers (for example reading and discussing a 

piece of text with others). So novices, such as children, learn under the guidance of others. 
They support progress by adjusting the task difficulty or ease and provide experience to jointly 

solve the problem (cf Wertsch et al 1984). This sensitive instruction, at the edge of the learner's 

understanding, is termed the 'zone of proximal development'. A child in this model of 
development would be gradually internalising the adult world via a process of sharing and 

creating a culture. 

3.6iii Context and children's learning 

If, as socio-culturists claim, people's mental capacities cannot be separated from the socio- 

cultural conditions, then the social contexts within which people find themselves, become a key 

issue of concern. A number of socio-cultural theorists have made this point (Rogoff 1984; 

Butterworth 1992; Mercer 1992). Rogoff (1984), for example, stated that what people think and 
learn (whether it be skills or knowledge) changes according to their function in a situation. 
Therefore, how people interpret a context of an activity may be important in either helping or 
blocking how they apply the skill to another context. According to Rogoff (1984), an 
individual's performance can be aided or constrained by what other people do. If the two 
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settings are socially arranged differently, whilst the task may be the same, it will be managed 
differently. According to Rogoff (1984), in everyday situations individuals do not use a formal 

approach to solve a problem, they think of an opportunist solution: they might solve a practical 

problem by using their tacit knowledge in a relevant setting rather than applying a certain 

procedure. Additionally, they may use skills such as arithmetic or communication by using the 

contextual cues that have something in common with tacit knowledge in order to solve a 

problem. So, the purpose and the pragmatic elements of an activity are what people consider 

when solving a problem. 

Now, in Vygotskian terms, the social context occurs in a practical situation; the context gives 
information and resources to help find a solution to a problem. Rogoff (1984) further asserted 
that the socialisation influences such as family or school involve social interaction, which in 

turn guides thinking and learning, so that the child adapts to the skills and tools used in the ways 

of living. 

3.6iv The concept ofinediation 
A further key concept within the area of socio-cultural research that is raised by Wertsch et al 
(1995) is that of 'mediation'. Both the work of Vygotsky (1978) and Leont'ev (1981) contains 

constructs about 'mediational means and mediated action (cf Wertsch et al 1995). They stated 
that 'mediation is best thought of as a process involving the potential of cultural tools to shape 

action on the one hand, and the unique use of these tools on the other' (Wertsch et al 1995, 

p22). The 'tool' refers to artefacts involved in the process of mediation, although mediational 

means and cultural tools are used interchangeably in Wertsch et al (1995). Language as a tool is 

a form of mediation. Mediation is 'active', transformative in that it changes the way a child 
thinks, and it is often unplanned and accidental with effects that are unanticipated. In this 

respect the process also involved mediators, who for example may use language to transform a 

way a child thinks. Mercer (1995) for example stated that: 

Teaching and learning has to be carried out in ways which take account of the 
setting and the relationships involved. One teacher with a class cannot provide the 
same opportunities for sustained supportive interaction as a mother at home (with 
her child). On the other hand, classrooms offer opportunities for joint learning, 
which an isolated child might be denied. So we must evaluate guidance strategies 
in context. But in any given set of circumstances, there is bound to be a range of 
possible options for how guidance is provided. (Mercer 1995, p23) 

This study was located in settings that drew upon both the school and out-of-school contexts, 

which were primarily based around the home and local community. 
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3.6v Learning in school and out-of-school contexts 
In taking account of different contexts and approaches to learning, Rogoff and Gardner (1984) 

distinguish between proleptic instruction, explanation and demonstration as they exist in both 

formal instructional settings and informal instructional settings. Figure 3.6a represents the 
differences between the three forms of instruction described by Rogoff and Gardner (1984), 

whilst figure 3.6b represents the contexts in which these different forms of instruction may be 

used. 
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According to Rogoff and Gardner (1984) then, in order to understand children's learning it is 

necessary to look at the everyday context that adults use in guiding children to solve problems. 
Their illustrations of mother / child interaction showed that adults assist children with new 

problems by guiding knowledge and skill transfer from more familiar contexts, therefore 

guiding the child to make connections. But the learner and expert are actively involved in the 

instruction and they jointly manage the transfer of responsibility for the task, so that the learner 

is comfortable but challenged. Language once again will play a key part in this process. 

3.7 Conclusion: Questions and Dimensions for the Conceptual Framework of this 

Study 

In the final section of this chapter, I use the issues raised to develop a set of questions to infonn 

a conceptual framework for the grounded analysis of this study. These questions take the form 

of 'what, who, where and when, how and why'. 

What? 

This refers to an exploration of children's stories in terms of what they say, what they do, what 
they say they say, and what they say they do, in terms of analysing their perspectives. This 

occurs with respect to the social contexts in which children live, the content of learning 

experiences and challenges, the mediational tools and process this involves, the information 

children take from mediators and the information that is given. 

'Vv%at' also refers to the parents'/ family experiences of schooling and whether it is the same as 
the child's. What world are the parents introducing their child to - is it the same adult world as 
theirs, or are they involving their children in areas beyond their lived experience (in which case 

are they or are they not in a position to mediate constructively)? 'What' also refers to what the 

parents (or family members) want and give to children and what the school wants and gives to 

children. 

Finally, 'what' refers to financial, human and social capital (see chapter 1) which both structure 
the conditions'and relationships which influence children's approaches to learning 

Who? 

'Who' refers to who the children interact with, the 'peer cultures' they participate in, and 

particular members within their family. Who is it that provides the 'mediation' or the 
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'significant others' that the child takes notice of? Who is it that the child looks to for help? 
Who is it that the child talks to? And who is it that mediates the child's understanding? 

Where and When? 
'Where and When' refers to the social contexts in which learning takes place; the 'fields' of 
interaction - the family, the school, the community and the place a child goes to for help when 

solving a problem. 

How? 

'How' refers to how mediation occurs in interaction, in terms of how it is given and taken. It 

refers to the processes of instruction, to the expectations, constraints and opportunities in 

specifically school and out-of-school contexts with respect to the practices of family and 
teachers, as well as how structural conditions such as gender, social, political and cultural 

circumstances affect families and children in this study. 

Why? 

'Why' refers to explanations for the patterns of perspectives and interactions in the stories of 

each child in order to provide insight into the social practices and influences upon each child, 

and the consequences this has for their approaches to learning. 

This study examines how family life and relationships with friends and teachers influence 

children's approaches to learning in school. The elements of the questions that give structure to 

the analysis are rooted in six key dimensions that include: 

1. The social contexts in which learning takes place, here defined in relation to the home, 

school and out-of-school contexts (for example, the community surrounding the home). 

2. The individual children whose characteristics will be brought into focus. 

3. The learning challenges and experiences that children are involved in and their responses to 

those experiences and challenges. 
4. The processes of interaction by the various protagonists within the social contexts. 
S. The outcomes of social influences upon children's approaches to learning in terms of their 

perspectives of learning in school and their conceptions of identity and the ways in which 
they 'play out' their pupil identity in terms of strategic actions within a model of the 

socialisation process. 
6. The forms of financial, human and social capital coupled with gender, social, political and 

cultural conditions which structure the lives of the children and inform their sense of 
identities and approaches to learning. 
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The result of studying all these factors in relation to each other is to reach a point where the 

study can construct an understanding of the life of each child as a whole, and to use the model as 

a tool for more generalised statements about the small number of children whose biographies are 
told.. 

The concept of 'identity' is central to each of the case studies of the children. The terms in 

which identities are described refer first to the children's sense of self as an agent and, second, to 

the fact that they are growing up into a social world constructed by hierarchies and classification. 
In that respect they are also viewed as a product of certain social positions such as caste and 

gender. 

It is proposed that an exploration and ongoing analysis of the above issues and the dimensions of 

analysis can begin to provide sociological explanations into how social practices that occur 

within family life, with friendships with other children and in relationships with teachers, 
influence how children approach learning in school contexts. 
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4.1 Introduction 

This chapter provides a methodological review of the field study where the key issues 

concerned with the conduct of the research are discussed. They include an examination of 

processes and principles of the field research, together with field methods, which included 

interviews, observations, diaries, photographs and video films. The methodology focuses on the 

relationship between the problem, theory and methods used in the investigation. Issues 

concerned with access, sampling, research relationships and their relationship to research 
design, data collection methods, theory and data analysis are discussed. In terms of the research 

process and methods, the major elements of data collection, the problems encountered and the 

ways in which the problems were handled and the key issues concerning data analysis are 
discussed. Finally, questions of reliability and validity are discussed along with ethical issues of 

concern in the study. 

4.2 Exploring Ethnographic Research in India 

The idea of conducting ethnographic research in India for my PhD thesis came as a result of a 

series of unsuccessful attempts at gaining access and funding to conduct ethnographic research 
into primary education in another non-westem country, where I had previously conducted 

research as part of a university-based research team. It was the experiences of conducting 

research in a totally unfamiliar primary school environment and, in particular, a non-westem 

environment that I found interesting and that provided the impetus for this challenge. On a 

personal level then, the problem was that I needed to find a substantive area that was also of 
interest to me, and that would be of use to someone else, in order for me to be able to gain 

access to potential funding bodies. 

I had trained and worked as a primary school teacher in England, read for a Masters degree in 

the Sociology of Education (where one aspect of the course involved studying'the ethnographic 

study of educational settings'), conducted my Masters thesis in a primary school in England and 

then conducted ethnographic work on a funded project in primary schools in England. It 

seemed sensible to find out what was happening in primary education in India, since I had 

visited the country as a tourist and speak an Indian language. By exploring the issues concerned 

with primary education in India, I aimed to ground the substantive area of this project. 

The day after receiving a final letter of rejection from a funding body for another research 

proposal, which was located in another non-westem country, I decided to take a trip to London 
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and visit the library at the Indian High Commission. There I located the Commonwealth 

Directory. Realising that, if I were to stay in India for a prolonged period, I would have to be 

located in geographical areas I was familiar with, and where I knew people I could stay with, I 

focused on the cities of Bombay and New Delhi. I noted down the universities located in both 

cities and then looked at the academic staff within the university departments. I looked at 
departments of education, educational sociology, of education and applied social science, of 

research methodology and also one department connected with child and youth research. I then 
looked at the academics. Who were the heads of departments? Who were the professors? Did 

they have doctorates? Where did they study? Some of them had studied in England; perhaps, I 

thought, they might look on me in a more favourable light. On the basis of these questions, I 

made selections and sent out a standard letter to ten people. 

In the letter I stated who I was, my educational background and relevant employment 

experience; I also enclosed my CV. I explained how I was interested in primary schooling and 

education in India and asked whether they could advise me on appropriate literature to read, and 

people to meet with such that I could become involved in research into primary education in 

India. Finally I thanked them, stated that I hoped they would be able to find the time to respond 
to my letter, referring to my address at the top of the letter as well as a fax number at my local 

Post Office. 

Two months later, in July 1996,1 received three responses to the letters with suggestions of 

possible contacts. I sent letters of thanks and ten follow-up letters (a repeat of May's standard 
letter) to people who were recommended. By August I had received three further responses: 

one provided the names of six people to contact in India and four in England; another response 

suggested I should gain some first-hand experience of the kind of fieldwork her team were 

carrying out; and another suggested a meeting. Of the literature that had been mentioned, one 

noticeable feature was of a national project known as the 'District Primary Education 

Programme' (DPEP). I needed to find out more about this developmental project and so I 

decided to approach Dr Garrett at the University of Bristol about this. Dr Garrett had been 

involved in consultancy work for the APAP (Andhra Pradesh Education Project), a forerunner 

to DPEP. He suggested that perhaps I would benefit from speaking with the Commonwealth 

Secretary in England, who was also involved in work prior to the DPEP. The Commonwealth 

Secretary was an amenable gentleman, and during our meeting he talked to me about the 

project, gave advice on carrying out research in India, and also suggested British people I could 

contact who were involved in working in India. 
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By the end of September 1996, after sending out letters of thanks and further follow-up letters to 

those people who had been suggested; I decided to take up the offer of meeting with people and 

gaining some first-hand experience of some fieldwork in India. I read the books that had been 

suggested, and the available documentation on the DPEP. I arranged university accommodation 
in India where I was to experience some fieldwork and I also set up a programme for this visit. 
The letter-writing continued during October 1996, as did the telephone conversations in 

England, and by now I was being given a few e-mail addresses. I joined an internet server at the 
local library, so that I had an e-mail address. During this period I was noting down the ideas, 

the information given, following the contacts recommended, taking on advice of what to read 

and whom to meet with. Of course, my interest was becoming more focused. It was time to 
find out as much as I could about the DPEP, and to explore the extent to which my interest and 
background could contribute in any way to the education of primary school children in India. 

During the latter part of December 1996, armed with advice from my father that I was not to 

argue with anyone as it would slow down the process of getting things done; advice from my 
friend to keep an open mind; and the moral support of Dr Garrett at the University of Bristol, I 

made an unfunded visit to India with my husband. In a diary I made notes on anything that 

seemed different but during that visit I had two main aims: first, I wanted to find out as much as 
I could about the DPEP; and second, I wanted to find out about sources of funding for a British 

citizen, with student status, wishing to conduct research into primary education in India. I met 

with a number of Indian academics, members of the World Bank, members of the ODA (now 

DFID) and members of the British Council. I interviewed all these people on the basis of my 
two aims, which I used as themes. As was advised by the Commonwealth Secretary, I did not 

use a tape recorder but took notes instead. I also visited libraries and collected more 
documentation, and made notes on various books that were suggested I should read. It was 

clear that whilst there was a great deal of research into primary education in India, there was 

very little published ethnographic work available. Most of the research focused on teachers and 
issues of pupil achievement and were based on large-scale quantitative studies. There seemed 
to be a need for some detailed ethnographic work with a focus on children. I also took up the 

offer of some night-time fieldwork, which concerned a project involved in non-formal 

education, as distinct from the DPEP which is a formal education programme. I videotaped the 

experience, and I talked to the children and their parents about school, their brothers and sisters 

and their home lives. The boys were keener to talk to my husband. In return for the experience, 
the institution asked if I would give a lecture on primary education in England to some of the 
M. Phil students, which I was pleased to do. 
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On Friday 17'h January 1997, my husband and I left India to return to England. By pure 

serendipity, Dr Garrett of the University of Bristol was called to India on some consultancy 

work during the latter part of my visit there. His return to England marked a turning point in the 

level of confidcnce for conducting research in India. It seemed he had been impressed by the 

responses he had received, particularly from the then contacts at the British Council who were 
located in India. After writing letters of thanks to people in India and England, and describing 

my return to India for the purposes of research as highly speculative at this stage, I decided to 

write a research proposal, with the support of Dr Garrett. 

4.3 Research Design - the problem, theory and methods 

In my previous experience as a researcher involved in examining primary education in England, 
I had been interested in, and had used the work of Andrew Pollard. At the time of writing the 

research proposal for this prqjectý Andrew Pollard had published another book with Ann Filer, 

entitled 7he Social World of Children's Learning. The book documented case studies of 
children's learning. which involved examining their lives both within and outside the boundaries 

of the classroom. In the area of sociology, I had been reading about the study of children, which 
had been an emerging sociological topic over the preceding two years, but there had been little 

research into the sociological study of children in non-western countries. On the basis of my 
reading and from the experience of my visit to India, I wrote the research proposal for this 

project. 

The design of the research proposal addressed the following key questions: 
I. What was the 'problem'? 
2. What were the key questions that the research would address? 
3. What was the focus of the study? 
4. What sitcs/groups of people were to be studied and how was access to be gained? 
5. What sources of data were to be employed? 
6.1 low would the data be recorded? 
7. What kind oranalysis would be used? 
8. Why were those methods to be used? 
9. What was the research hoping to achieve? 

4.31 77ieprobkm 
The European Community and the British Council (Arthur et al 1996) had highlighted the need 
for the development of human resources in order to improve the 'quality' of education in India 

under the'District Primary Education Programme (GOI 1994). Primary schooling was seen as 
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critical to achieving the stabilisation and economy of developing countries (Lewin 1993). At 

the same time, investment into primary education was seen to be part of a wider strategy in 

poverty alleviation programmes (DFID 2001; World Bank 1996). Within the existing literature 

on primary education in India, there was emerging some understanding of the relationship 
between schools and parents, and the implications this had for issues such as retention and drop- 

out rates (Rao 1985; Lewin / ODA 1993; Dreze and Sen 1995). There was, however, little 

ethnographic work in India that provided an insight into pupils' perspectives of their learning 

experiences. This research was considered both relevant and timely because it addressed that 

gap in the available knowledge. 

4.311 77: e key questions 
This project aimed to address the question: How do social practices that occur within family 

lirc, with friendships with other children and through relationships with teachers, influence how 

children approach learning in school contexts? More specifically, the objectives of the research 

werc: 

1. To explain how the pupils perceive themselves within the social context in which they 
live and the ways in which social expectations and practices of parents, teachers, peers 

and siblings influence them in their approaches to learning in their primary school. 
2. To observe and document where, when and what the content of the children's learning 

experiences arc and how they respond to those learning experiences as learning 

challenges. 
3 To explore the ways in % hich financial, human and social capital together with gender, 

social, political and cultural circumstances influence the development of children's 
identities and approaches to learning. 

4. To develop a holistic study of individual children's perspectives of primary school 
learning experiences and how this relates to family experiences of learning and in turn 

their perceptions of themselves as learners and their conceptions of pupil identity. 

5. To provide explanations for the patterns of perspectives and interaction which may be 

found within each child's case study story of their learning experiences both in school 

and out-or-school contexts, and analyse the ways in which they 'play out' their pupil 
identity in terms of strategic actions within a model of the socialisation process. 

6. To identify the methodological issues involved in conducting research into Indian 

educational settings. 
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4.3111 Aefocus 

The focus of this study was therefore upon children's interpersonal relationships for learning in 

the home and school environmcnts. More specifically, how do the social factors such as family 

life, friendships with other children and relationships with teachers influence their learning? 

431v 77te sites and groups to be studied 
Ile study was designed to explain the social factors that influenced children's approaches to 
learning and was to be ethnographic in orientation. Therefore, in order to answer the kinds of 

questions I wished to explore. the most appropriate research design was one where I could focus 

on a small number of children. This would allow me to provide detailed social portraits of their 
lives and in particular the factors influencing their learning. In addition, 'naturalistic' kinds of 

research approaches require time for relationships to develop and issues to reveal themselves; at 
the same time there existed given constraints of fieldwork time dictated by funding. Ithereforc 

opted for a range of data to be collected and used a number of techniques in order to ensure 

rigour, robustness and validity in the study whilst constructing a holistic understanding of the 
lire of each child. As a result, the study attempted to reveal the experiences of children in 

different contexts - namely the classroom, as pupils; and then as individuals outside the 

classroom context, in the home and community. In this respect, I aimed to study the range of 

social influences on the children's leaming, how they perceived themselves as learners, and how 

such self-perceptions were formed. 

4.3y Theory and method 
Ile relationship between theory and research was intertwined in this project (Burgess 1982). 

The theoretical perspective of this project therefore utilised conceptual frameworks and theories 

of symbolic intcractionism, in view of the assertion that socially derived role expectations and 
the biography of family, teachers and children contribute to processes of interaction (Pollard 

1996): socio-cultural theory which emphasiscs the ways in which learning is influenced by 

'culture' as collective actions and by interaction with others, in order to trace the culture of the 
home and community on pupils' school experiences and biographies; those theories from the 

sociology of childhood %hich were relevant to the study of children; and the concept of 'social 

capital' in order to consider the extent to which 'social capital' may contribute to those 
development models which aim to improve the 'quality' of education in India, which were 
based on models or 'human capital theory'. Whilst the theoretical perspective was that of 

symbolic intcractionism, the concept of socialisation was explored through that perspective in 

order to trace the influences or the home, community and school on children's approaches to 
Icarning. It was therefore through the symbolic interactionist perspective, and with that concept 

80 



of 'socialisation' in mind, that I collected and analysed the data. I'lie project therefore asked the 
kinds of questions that explored the ways in which interactions form understandings and 

meanings, %vhilst also examining the extent to which the concept of socialisation from a 

symbolic interactionist perspective could be applied to an Indian context. In doing so, the aim 

was to provide a conceptual framework for the study. In this respect, theory was both verified 

and grounded at a substantive level (Glaser and Strauss 1967). 

4.34 Sources ofdata 
Since this research was designed to identify the major social factors which were likely to 
influence children's perspectives regarding Icarning, a wide range of different types of data 

were required in order to construct an understanding of the social context of the Icarner. This 

type of detailed case study work, using qualitative data with an exploratory intention, is 

ethnographic in orientation and allows one to provide a social portrait of the perspectives, 
interaction and cultures of people in context. In fact it has been argued that the use of 

qualitative research strategies is still limited in the 'developing world' (Vulliamy, Lewin and 
Stephens 1990). 

Data was thus collected from parents about family life including family activities, sibling 

relationships, parental expectations and family constraints; from peers concerning peer-group 

relationships; and from teachers with regard to teacher expectations and the content and 

pedagogy of learning experiences; from district primary education officers involved in the 
implementation of district plans; and from the director of a private school society involved in 

the implementation of a 'quality' education development project. Data collection involved the 

use of parent and pupil diaries, which focused on activities both at home, in the community and 

at school. Data collection also involved observation. Observations were focused on activities 

and tasks in schools and in the home in order to inform understanding of activities and 

relationships in the home alongside content, pedagogical styles of teaching, activities and 

relationships in the school and classroom environments. Observations and diaries were 
followed by focused interviews with pupils in order to record perceptions and responses to 
learning experiences both in school and out of school. Parent interviews were focused on 
biography, family life, their expectations, aspirations and knowledge of their children's 

education, and pcrccptions of dcmand for education. Teacher interviews focused on biography, 

educational philosophy and preferences for pedagogy and curriculum provision. All interviews 

were conducted in I lindustani. The analysis was presented around case study stories of pupils 

and their interactions and learning in the contexts of home, school and district (Pollard 1996). It 

attempted to abstract and theorise the factors and processes that influenced the pupils! lives and 
their Icarning. 
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In addition to such data collection techniques, field materials were also gathered using written 
documents. These included documents relating to the 'District Primary Education Programme, 

and the development model of 'quality' used by the private school society as well as those 
documents relating to the strategies, policies and priorities produced and used at district level. 

Photographs and video recordings were be used to provide an easily accessible visual record of 
fieldwork situations, and photographs taken by the pupils provided an accessible record of 
home-based activities to illustrate those issues raised in pupil diaries and interviews. Video 

recordings had been used during exploratory fieldwork in a classroom situation in India and 

although behaviour may have been affected by its presence, the recordings proved to be a 

valuable source when analysed in conjunction with other kinds of data that were collected. 

4.3vii The timetable 
The fieldwork for this study took place over four visits with intervals, and covered almost a 
thirteen-month period. It took the form of one (self-funded) exploratory visit for three weeks 
between December 1996 and January 1997, and three research-funded fieldwork visits of three, 
four and five months respectively. The timetable, aims and focus of the research for the four 

visits are summarised in Figure 4.3. 
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Figure 4.3: The Timetable and Aims and Focus of Visits for the Research in India 

Visit Aim and focus and data Date and time allocation 
collection methods 

Exploratory visit I With an open mind to follow up December 1996 - January 1997 
written communication with (three weeks) 
face-to-face interviews with 
Indian academics 
representatives from donor 
agencies to find out: 
a) the key issues concerning 

children's education in 
India and related literature; 

b) the range of existing 
educational contexts in 
India; 

C) access to sources for 
funding the research. 

Fieldwork visit 2 Using face-to-face and January 1998 March 1998 
telephone interviews : to secure (three months) 
access and complete initial 
sampling to: 
a) India (requiring research 

visa Indian PhD 
supervisor and approval 
from the GOI); 

b) State and district for 
locating the study; 

C) Schools; 
d) Children - literature work. 

Fieldwork visit 3 Fieldwork with a focus on January 1999 - April 1999 (four 
getting to know ten children, months - inclusive) 
their schools and home 
environments; use of 
observation / children's diaries / 
parents and children's diaries/ 
photographs and interviews 
conversations. 

Final fieldwork visit 4 Fieldwork with a focus on eight End July 1999 - end December 
children and detailed research 1999 (five months) 
on two of the children - to 
follow up emerging issues of 
analysis on the influences on 
leaming / the children's 
perspectives on leaming at 
school and the influence of their 
home environment: use of 
observation / children's diaries / 
parents and children's diaries / 
photographs and interviews / 
conversations and video 
recorder. 
- Further literature work to 
substantiate emerging issues. 

In all, nine months of fieldwork time focused on the children. Following a four-month period of 
focusing on ten children, the ongoing and subsequent analysis, and then discussion with PhD 

supervisors in England, I decided that since one of the aims of the study was to provide a 
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holistic understanding of each child's life and the social influences of their learning, it would be 

prudent economically (given the constraints of time) to reduce the number of children to eight, 
with a particular focus on one or two of the children during the following five-month field visit. 
So during the final five months of research, I continued to collect data on eight of the children 
but spent more time with two of them; with one of them I built up a fairly close relationship, 
given that logistically it was convenient to travel to her home on an ad hoc basis. As a result the 

study is constructed around eight case study stories with a particularly detailed story on one 
child. The stories are constructed around analytic themes that were common to all the children 
to differing extents as patterns of social influences on the children's learning. The thesis goes 
on to provide a detailed comparison and analysis of the case study children in order to 

substantiate the thesis and theorise the factors and processes which influence the children's 
approaches to learning. 

4.4 Starting Research and Gaining Access: initial contacts, letters, gate keepers, 

material and human resources and a little serendipity 

Having designed the research, the proposal was submitted to the ESRC in a student research 

competition by April 1' 1997. It had been a year since the seed for this research had been 

planted. I waited. During the waiting period, towards the end of April I received a surprising 

phone call from Professor Denzil Saldanha to whom I had written in India in September 1996 

on recommendation, and who was now a visiting professor at a university in England. By pure 

serendipity, he informed me over the telephone that he had come across my name whilst talking 

to an old work colleague of mine. The colleague had kindly given the professor my home 

telephone number. During the telephone conversation, I explained that I had written a research 

proposal in the hope of gaining some funding, but that in the event of being unsuccessful I 

would have to seek other sources of funding. I had focused on British investment for the 

purposes of funding the research, and this was based on my experience of meeting with both 

British and Indian academics during my visit to India at Christmas. I therefore asked him for 

any advice he may have in terms of funding from other routes. We agreed to meet and I 

thanked him for taking the time to contact me. I posted him a copy of my research proposal and 

also a summary of contacts made through letter-writing prior to my visit to India. I planned to 

also take to the meeting a summary listing the academics and institutions I had contacted, met 

with and visited during the exploratory visit, in order to give Professor SaIdanha an idea of the 
different perspectives I had gained. 

Later on in the week we met and discussed my research and alternative routes for funding, 
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should my current entry be unsuccessful. However, in October 1997 1 was officially an ESRC- 

funded research student at the University of Bristol. 

I began to plan my next visit to India. By now I had compiled a wide range of contacts in 

England and India, in different kinds of institutions. After a discussion with Dr Garrett about 

the kinds of issues I should think about in planning my next visit, I sent out another standard 
letter to twenty contacts. In the letter I explained that I was in the process of planning my next 

visit to India and thought it might be important to explore the possibility of being attached to 

someone so that I may be provided with local advice in order to: 

a) Gain access to libraries; 

b) Gain access to material resources (for example where to photocopy, equipment, phone, e- 

mail); 

c) Gain access to district and schools; and 
d) Gain access to people who act as resources themselves (for example the district officers, head 

teachers, parents, people who could provide me with information about the history of a district 

and its culture, people who would provide me with data that would be useful, and people with 

whom I could exchange ideas as I began to analyse data). 

In the letter I explained that I planned to locate myself in New Delhi with the possibility of 

visiting Bombay for a short period. I also explained that, in terms of fieldwork, the issue of 
language would provide a focus. I listed the Hindi-speaking states that could be considered and 

asked for information as to where development projects were operating. As always, I stated that 

I would be very appreciative if they could find the time to respond to my letter, offer any advice, 

or suggest any literature that would be useful to read before my next visit. Finally I enclosed a 
list of the academics and respective institutions to which I had additionally written at this stage. 

Meanwhile, in England further literature had to be located. There seemed to be very little 

literature on primary education in India but there were issues in international research in 

primary education that at the time, particularly those concerned with the concept of quality, that 

I thought might be relevant. 

In January 1998 1 left for India for a period of three months. My aim was to conduct literature 

work and begin another process of sampling; this time in tenns of identifying where to locate 

the study in terms of geographical location, socio-economic circumstances, official 
identification of the backward states (DPEP states were identified as backward in terms of 
literacy and female participation in education), and identifying current development projects 

with a focus on quality in primary education in those areas. All this required access. 
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Thus my second visit to India began in January 1998 and this time it was funded. I had read, in 

a standard text of research methods in anthropology, about the idea of keeping a log. I liked the 
idea. So I decided to keep one. In short, it was a running account of how I planned to spend 
time, with a coffesponding page giving a running account of how I actually spent my time. In 

the log were records of phone calls, visits, letters and meetings. I also maintained a1ittle black 

book! in which I noted down addresses and stapled in business cards of all the contacts that were 

made throughout the fieldwork periods. Amongst the people I met, spoke with and/or wrote to 

were academics working in consultancy institutions, academic institutions, a film-maker and 
two joumalists. All had some connection with education in India aside from one of the 
joumalists, who simply knew a number of people who were involved in education. I also met, 

spoke with and/or wrote to people connected with the DPEP both at the district and state level, 

as well as members of another development project in primary education that I had read about in 

'The Times of India'. Some days were busy, spent making telephone calls and locating and 

visiting people; other days were about library work. In this way I was trying to fulfil my four 

areas of access that I had identified in planning this visit. 

The biggest hurdle during the second visit was to gain official support from the Indian 

govemment to conduct this research. This involved applying for a research visa. The late 

Professor Eisomon of the World Bank made this quite clear to me. Without a research visa, as 

opposed to a tourist visa, I would be breaking the law. Coupled with this problem, the British 

Council, now with a new gentleman responsible for the area of education, informed me that the 

-- Indian government was not allowing access for work into primary education. I followed up 
these perceptions, only to find that there were sources of help available. My saving grace was a 

meeting with an official (recommended by a member of DFID) from the Ministry of Education 

in India, who listened and talked to me for a period of two and a half hours, which was followed 

up by phone calls that he made. Some doors opened at this stage, and I was allowed official 

access into schools. 

By the end of my second visit, I had selected both the state and district for the location of my 

study; I had achieved access into one school and had a tentative consideration of access into 

another school. I obtained the necessary documentation to apply for a research visa and 

returned to England towards the end of March 1998. 

My return to England was swiftly followed up by thank-you letters and sending the necessary 

application forms to apply for a research visa. This was not unproblematic. In order for the 
Indian government to issue me with a research visa, they required a letter of affiliation from an 
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Indian institution. Fortunately, I had asked Professor Saldanha who visited England whether he 

might be my guide in India and he had said that he was quite happy to do so. The problem was 
that his institution would not issue a letter of affiliation unless the Indian government issued me 

with a no objection certificate (as part of my research visa). Sothis was a 'catch 22' situation. 
After a number of letters sent to both the institution and the Indian High Commission in 

England, I decided to write to my proposed guide in India detailing the problem. Soon after, I 

received an official letter of affiliation, which I posted to the Indian High Commission to be 

subsequently sent to the Ministry of Human Resource Development in India in support of my 

application for a research visa. Meanwhile, Andrew Pollard, given his own expertise, had 

agreed to jointly supervise this project, had suggested some reading I might find useful in the 

area of children's learning, and Roger Garrett suggested I might develop a conceptual 
framework in order to conduct the empirical work during my next (third) visit to India. We (my 

supervisors and myself) also discussed some of the methodological issues I would need to 

consider. Literature work continued as I waited for the research visa. I was not as hopeful as I 

would have liked, because I had not met anyone who had been successful in this endeavour. 

However, in November 1998 1 received a letter from the Ministry of Human Resource 

Development in India to say that that I was given permission to conduct my research for a year 

and was to be issued a research visa for six months, in the first instance. 

Given that I had been in correspondence with and had met with a number of educationalists in 

India who were involved in primary education and in support of me conducting fieldwork in 

India, I hoped that maintaining contacts with such people would help facilitate research access 
into the locations of the study at the district and school level. 

4.5 Selection Strategies 

4.51 Selection ofsites and sampling strategies 
The location of the study at the state and then the district level was important. The project 

aimed to focus on one district within one state. Now, DPEP defined those states and districts 

which were considered to be 'educationally backward', the criteria for selection of states and 
districts being where female literacy was below the national average and where Total Literacy 

Campaigns had generated a demand for elementary education (cf GOI 1998). At the time that 

this project formally began in 1997, DPEP was in its fourth year of progress, covering fourteen 

states and 173 districts and aimed at improving the quality of the schooling process in those 

districts and states. 
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Included in those fourteen states was the state of Haryana, which lies at the border of New Delhi 

and, whilst having its own dialect, is a Hindi-speaking state. 

At the same time, there were other development projects at the state and district level which also 

aimed at improving the quality of the schooling process. This research was located in the state 

of Haryana, in the district of Gurgaon, in which the private school society had also begun a 

project aimed at improving the 'quality of schooling' and which was funded by the government 
of Haryana. 

In this respect the selection of locations for this study was based upon two issues. First, 

development projects. aimed to improve the 'quality' of primary education were being 

implemented in those locations. Second, my own ability as a researcher to conduct the research 
in terms of knowledge of language and geographical proximity in terms of travel from my own 

area of residence, which lay with family in New Delhi. The identification of state, district and 

schools were based on locations where Hindustani was spoken, geographical proximity to New 

Delhi, advice given by educationalists in India and which were defined as 'backward areas' in 

terms of literacy rates and, as such, were involved in existing 'development' projects which 

aimed to improve the quality of schools. 

I visited a sample of schools, during the second fieldwork period between January and March 

1998, to gain preliminary experience. Sampling at that stage was explicitly driven by 

theoretical concerns (Glaser and Struass 1967; Hammersley 1993) relating to the improvement 

of quality; an issue identified in literature work. As a result, two primary schools were chosen 

to represent different kinds of educational programmes concerned with the improvement of 
'quality'. This was in recognition of the fact that perceptions of'quality'may influence both the 

attendance and retention of children at primary school. The schools were chosen to represent 

contrasting social characteristics of pupils' backgrounds, for example in terms of caste, religion 

and parental occupations. 

I decided that exploring two schools would also be useful in comparative terms on two counts: 
first, the writing of certain authors who were acclaimed by the Indian government for their 

understanding of India had appealed to me. They had claimed that it would be wise for India to 

learn from India instead of adopting outside models of education. Those writings included work 
by Drezc and Sen (1995) as well as Tully (1991), a highly respected BBC journalist who had 

lived and written about India for the preceding twenty-two years. Both writers had argued much 

the same, notably that India's answers to its problems could only be found in India itself. 
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Therefore two schools were opted for; one of which was managed by a society which 

represented a chain of private schools, that were considered to be the 'gold standard' of India by 

the Indian elite. The second school was a village school. Both schools were involved in 

development projects aiming to improve the 'quality' of children's schooling, a key issue which 

arose in documentation concerned with India's primary education. The state government 
funded both schools. In this respect, I though it would be possible to compare existing 

provision for models of 'quality' in the improvement of children's learning within two Indian 

schools. 

The second reason for choosing two schools was to compare the experiences for children 

growing up in contrasting socio-economic circumstances. This included contrasting experiences 

of gender, caste, religion as well as economic circumstances. 

4.5ii Selection ofcases and sampling strategies 

e Unit of analysis 
This study aimed to collect data about the lowest level unit of analysis - individual pupils. From 

that precept, as the researcher, I aimed to aggregate the data: 

a) - by collecting a wider source of data on the concepts and questions posed during the ongoing 

analysis - thus asking if a particular issue that applied to one child also applied to the other 

children and/or school; and 
b) by aggregating the unit of a child to the unit of the family. One of the limitations often 

raised with ethnographic work is that because only a single case, or at any rate a small 

number of cases is studied, the representativeness of the findings is always in doubt 

(Hammersley and Atkinson 1983). For this reason there was a strategic selection of 

children and families within the schools. 

* Sampling of families 

The sampling of persons, i. e. children and parents, were undertaken using demographic criteria 

with reference to categories such as age, gender caste, religion, occupation and educational 

qualifications. For the purposes of managing risk, I proposed to initially study ten families 

which would then be reduced to a smaller number, since inevitably there would be parents who 

may decide they did not wish to be involved in the study. In the final event, it was not the 

parents but a consideration of reconciling fieldwork time, breadth and depth of case study 

material that dictated two detailed studies and six other case study stories. Studying ten families 

in the first instance allowed me to find a range of feel for family settings. The knowledge 

gained during this initial ten-family phase helped provide key criteria for the final selection. 
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0 Pupil selection 
In schools the key problems for primary education in India were those of attendance, drop-out 

and retention. The drop-out rates were high. In 1988, out of every hundred children who 

entered grade I (at the age of 6), about twenty-three reached grade 7 (the age of 12) (Naik 

1988). Ten years later, according to recent studies, the situation was worsening (Shotton 1998). 

I therefore initially proposed to study children at grades 1,5 and 6. However, in the final event 

the head teacher at the DPEP village school suggested four children of contrasting socio- 

economic circumstances who were located in grade 4 and were to progress into grade 5. 

In terms of pupil selection then, children from grade 4, later followed to grade 5, were still 

considered to be relevant to this study given some of the existing research interpretations. 
Aggarwal (1998), for example, stated that: 

It is also observed that of all the children who enter grade 1, only 64 percent reach 
grade 5. (Aggarwal 1998: 14) 

In planning for the third fieldwork visit, there were pragmatic issues of concern in relation to 

pupil selection when conducting fieldwork on children and their families which were discussed 

with my supervisors. Those issues were concerned with the following questions of selection: 

" How many children would I study each week or each day? 

" Should I study one child or one family in a day? 

" Or one child and one family in a week? 

" If I am in school, should I study what goes on there with a child, and then follow it up by an 
immediate visit to the child's home to study what happens there? 

9 Should I study child A on a Monday and then visit his or her parents on Tuesday? If I did 

that for a week how many cases would I have? (5? ) 

e How many different sorts of data would I have? 

* And how does all this fit in with a limited amount of time? 

These were the kind of questions concerned with selection that I grappled with in preparation 
for the third fieldwork visit to India in January 1999. 

Given that I envisaged that one of my biggest problems would be time, I planned to leave armed 

with a conceptual framework for this study, which would allow me to focus on grounded issues 
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more speedily. A conceptual framework was written on the basis of the literature on childrews 
learning and the sociological study of children. I was interested in how children could be 

conccptualised in this study and how the concept of socialisation could be applied to studying 

children's approaches to learning in India. In this respect I was interested in finding out how 

ideas about mediation, context, situated learning, family activities and relationships, peer 

relationships, teacher and pupil relationships, identity and social capital could be used in the 

context of explaining the social influences upon children's learning in the home and school 

environments and how this could be explained as part of the process of socialisation. Realising 

that in this kind of research a conceptual framework and some knowledge of the literature 

would not be a template for conducting my, fieldwork, I assumed its role was to inform myself 

of possibilities for locating explanations of the empirical work. I was prepared to listen, store 

and analYse. 

4.6 Methods of Data Collection 

As this research was designed to identify the major social factors which were likely to influence 

children's perspectives regarding learning in primary school, a wide range of different types of 
data was required to construct an understanding of the social context of the learner. 

Since the aim of the study was to explain how social practices that occur within family life, with 
friendships with other children and through relationships with teachers influenced children's 

approaches to learning, I focused on those people and contexts which Pollard with Filer (1996) 
identified as likely to be influential in the learning process. Thus data were collected from 

parents and siblings about family life and the children's relationships and learning; from peers 
in classroom and school contexts concerning peer relationships, and from teachers regarding 

classroom behaviour, classroom pedagogy and content and children's learning achievement. 
The children, originally six girls and four boys, and later reduced to five girls and three boys, 

were all in the 4'h grade at school and in the age range of 9 to II when the study began. Most 

importantly, therefore, data were collected from the children themselves; through conversations 

and diaries; on their activities both inside and outside the school context; their approaches and 

strategies in school learning and their perceptions and responses to new experiences. Regular 

classroom observation helped to record their perceptions of activities and allowed me to explore 
the observations in conversations with the children. Classroom observation also informed me of 

organisation, teaching practices, and the activities and routine tasks of the children in their 

classes. 
4.6i Observation 
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* Drifting'roles' 

Observation, and in particular participant observation formed a major element of this 

ethnographic study. Gold's (1958) typology distinguished between four ideal roles in 

participant observation - the complete participant, the participant-as-observer, the observer-as- 

participant and the complete observer. Given the characteristics of the researcher, it would not 
have been possible to take on the role of the complete participant. To do so would have 

required that the researcher 'go native' and 1, the researcher, was perceived as a 'foreigner. 

This being the case I decided to use to use those characteristics by playing the part of someone 

who knew nothing of 'Indian ways' and would ask children and adults to explain their 

behaviour in order to inform my understanding of social situations. In this respect, within 

classroom, school and home observations, I often played the role of participant-as-observer 

where I would participate as well as observe by developing relationships with informants 

(Burgess 1984). This was particularly the case in more informal situations in the school and 

classroom in the DPEP village school such as when lessons were held outside in the 

playground. Here I could sit amongst the children as they sat in clusters on the ground and I 

would talk and listen as they continued with their lesson tasks. Similarly lunchtimes and 

playtimes at school allowed for this role to be taken on. In the home situations I would sit with 

parents or family members as they continued with their household chores and watch and. chat 

with them in those situations. Other informal situations included going for walks with the 

children and, on one occasion, helping the children gather other children for a mass polio drive 

organised by the local Rotary Club. In more formal situations in the classrooms, where the 

teacher would be conducting the lesson or children were sitting tests and exams, I took the 

complete observer role -which is 'identified with eavesdropping ... 
in which the researcher is 

removed from sustained interaction with the informant' (Burgess 1984). In such classroom 

situations, I would either sit at the side or back of the classroom or beside one of the children, 
but say very little. To overcome the problem associated with this role - that of rejecting 
informant's views -I would always talk to the children or teachers after the lesson about their 

interpretation of the observations that had been made. In this way I was able to 'drift' from one 

role to another within different situations and settings, and at different moments in the course of 

research. In addition, different roles were used in different phases of the research over the 

period of the fieldwork. For example, during the earlier weeks of fieldwork visits to schools, 

again in informal situations - that is, within classrooms when the teacher was not present and in 

the playground during lunchtimes, games periods and playtimes -I would take on a complete 

observer role. In a similar vein to King (1978), this was to avoid being engaged in 

conversation, to tell the children the time and to stop being 'hounded' by children from other 

classes. Time-telling was a frequent problem in the DPEP village school because none of the 

children wore watches, whilst playground hounding by older children was a frequent problem in 
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the private model school. In such situations I would avoid eye contact and pretend to be writing 

notes to avoid any contact with informants. In time, this strategy took effect where the children 

eventually ceased to 'hound' or ask for the time, whilst case study children would tell the others 

that'she won't answer you'. Once this role was established, I was able to move on to becoming 

a 'participant-as-observer' as the fieldwork progressed. 

* Data collected through observation 
The kinds of data collected through these methods of observation can be divided into 

descriptive observations (where my notes described the settings, people and events which 
included what was seen and heard). Such observations provided a background guide to further 

observations. Focused observations therefore arose form descriptive observations, where I 

would focus upon peer group interaction, for example after describing the classroom situation. 
Finally selective observations were used, which allowed me to focus even further on the basis of 
focused observations. For example, having focused upon peer group interaction and issues that 

arose within one group, I considered whether they applied to all the peer groups in the study and 

to what particular school and classroom events. 

4.6ii Diaries 

Clearly there were situations and settings that it was not always possible for me to observe, and 

this area lay in the realm of the home, which I could only visit after school or at weekends for a 
few hours. In order to be able to gain access to activities and relationships in the home, pupil 

and pupil-parent diaries were used. When parents had the time to contribute to the diaries, they 

would dictate their comments to the children who would write them. In one case, an older 

sibling took the place of the parents to write the diaries but for the most part, it was the children 

who wrote the diaries. In one case the child was not confident in writing so asked a neighbour 

to help write the diary. 

Unstructured approaches to the types of diaries were used. In this respect I gave case study 

children an exercise book in which to make their diary entries. Each book contained a letter that 

provided a framework within which parents or pupils might consider making their entries and 

allowed some comparison to be made between entries within a diary and between diaries. All 

letters were written in Hindi, and I obtained the help of my I I-year-old niece Disha, and my 
Aunty Sunita. The diaries were initially distributed during field visit 3, between the period 
January 1999 to April 1999, and at that stage letters were sent to parents asking for their diary 

entries. The letters contained the following details: 
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Letters for diaries 
Parent/Pupil Dairies: 18/3/99 

Dear parents, 
I am a student from England. I am studying children's education and their family 
life in India. I am in India until April and I will return for my second visit in 
September. During my visits I have been talking to your child at school to find out 
what they do at school and what they think about school. I would like to find out 
about family life. Can you help me? 
Tell me about your child's life for one week during this visit and for one week in my 
next visit. I will return the diary to you when I have finished my studies. 

Thank you 
Rita 

The instructions were intended to provide me with a snapshot of the kinds of activities and 

expectations that were held at home. At the time of distributing the above letter to parents and 

children, ten case study children were involved in the study, of which four had parents who 

were illiterate. I therefore tried to make the letter as simple as possible so that the children were 

able to read it to their parents and in turn were able to write dictations from parents. The 

response was good, with seven out of the ten families helping to complete the diary. 

During the following field visit, where the number of case study children had been reduced to 

eight, I focused more on the children themselves and wanted to make a clear comparison 
between activities at school and home, and also focus on the relationships and significant others 
in their learning - so questions concerned with 'what' and 'who' were central to the issues I was 

concerned with. The diaries were returned to the children with a letter containing the following 

details: 

Letters for diaries 
Letter for Pupil Diary: 17/8/99 

Dear girls and boys 
I am writing a story about what children think about school and what they do at 
home. Can you help me? Would you spend 10 minutes a day writing about your 
day at school and at home? Tell me about: 

1. What you do in the morning, afternoon and in the evening? 
2. What do you learn and from whom do you learn? 
3. Who do you talk to and what did you talk about? 
4. Who do you listen to and what did you listen to? 
5. Who did you help and who helped you? How? 
6. Who did you play with and what did you play? 

Tell me what you like for each day. 
Please add anything else that you want to. Please write the truth. 
Thank you for your help 
Rita 

94 



Letter for Pupil Diary (Hindi phonetic translation) 
Pria lurke aur lurkia. 
Me ek kitab likrihujisme bucho ki school aur ghar ke bhara me lika hoga. Kya aap 
mere madat khar suk te hai? Kya aap hur rose dus minut kilye ye liking ge ki opne 
aapne upna din ghar me aur school me khese bethaiya (guzara)? 

Usme aap ko yeh chiso Rua hoga: 
I. Aap sube, dupair aur shyam ko kya kurthe hai? 
2. Aap kya sikthe hai aur kis se sikthe hai? 
3. Aap kise baath kurthe hai aur kya baath kurthe hai? 
4. Aap kise sunthe hai aur kya sunthe hai? 
5. Aap kise madat mangthe hai aur vo aap ki kya madat kurthai hai? 
6. Aap kis ke saat khelthe hai aur kya khelthe hai? 

Aap hur rose I ikne ke baad bathayega ki aap ko kya din me kya acha luga kye. 
Aapjo bi likna such likna. 
Meri madat kurne kilye bohth dhanewaad. 

Rita 

Once again I phonetically translated the letter from English to Hindi for my own purposes, but 

with the help of my niece was able to write Hindi versions of the letter which was distributed to 

the children. The children were asked to maintain the diary for a week in August. The two case 

study children, upon whom in-depth study was conducted, were asked to complete the diaries 

for a week in August, September and October. The intention here was to get those two children 
to provide me with a continuous record so that I could identify clear patterns in their 

relationships and activities. All children attempted to complete the diaries, although three of the 

case study children at the DPEP village school and one at the model school were a little sparse. 
All the diaries were written in Hindi aside from one case, where the child, who attended the 

private model school, decided to write it in English. . 

One of the unexpected issues that arose in diaries was that of the children's time spent watching 
television. As a result of this issue arising, I decided to ask the children to complete a diary in 

the form of a media chart for two weeks, which would require little time to complete (simple 

ticks sufficed, which were followed up in interviews, for explanation). The intention here was 
to find out more about their home-based leisure activities and therefore some indication of their 
lifestyles and its relationship to 'learning'. The example below illustrates how the charts were 
drawn up. Headings were translated into Hindi: 

Date/ Time T. V. News Radio Other What it was about 
Day 

, 
paper 

_ 
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4.6iii Photographs and video recordings 
Both the children and the researcher recorded photographs. The photographs taken by the 

children were used to illustrate the kinds of activities they were involved in within their lives 

outside of the school and classroom situation. Each of the case study children was given a 
disposable camera. I explained that I was interested in their everyday life and asked the 

children to take ten photographs of places and activities they were involved in on a regular 
basis. The children were shown how to use the cameras. I also visited parents to explain the 

purpose of the exercise and asked if they could help the children in the process. Response rates 
from the children were good in terms of six out of the eight children. . This relates to issues 

concerned with using children to collect data. One of the children had initially refused to take 

photographs for fear of reprimand from his father. However, after he had discussed this with 
his father, this problem was overcome. In another case, a younger sibling had broken the 

camera whilst in the final case an elder brother had confiscated the camera in the hope of re- 

using it, refusing to believe that it was a disposable instrument. Photographs taken by the pupils 

provided an accessible record of home-based activities to illustrate those issues raised in pupil 
diaries and interviews. The photographs were then selected to highlight activities that 

illustrated their everyday life, which could be used as part of the analysis. 

Video recordings and photographs were also taken by myself, the researcher, and were selected 

and used to provide an easily accessible visual record of fieldwork situations, which were also 

related to those issues raised in observation and interview data. 'Stills' (photographs) were 
taken from the videos, a process known as 'video gabbing'. Videotaping provided a detailed, 

accurate account of the content and pedagogy of mathematics lessons in the DPEP village 

school. Indeed, such techniques are a very important resource especially where the research 
focuses on the details of social interaction (Hammersley and Atkinson 1990). Those issues 

raised in other forms of data collection always validated the selections made. Selection of other 

areas to videotape included children's homes and the kinds of activities they were involved in at 

the time of the visits as well as their home environment. Additionally, locations of the study 

and the immediate areas and activities surrounding the schools were videotaped and provided 

contextual data for the study. 

Unlike the use of videotape, photographs only record fragments of events, therefore the 

selection of what to photograph was based on its ability to illustrate contextual data and to 
highlight key issues illustrating incidents that were also raised in other fonns of data collection. 
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4.6iv Ethnographic interviewing 

The main difference between the way in which ethnographers and survey 
interviewers ask questions is not, as is sometimes suggested, that one form of 
interviewing is 'structured' and the other is 'unstructured'. All interviews, like any 
other kind of social interaction, are structured by both researcher and informant. The 
important. distinction to be made is between standardised and reflexive interviewing. 
Ethnographers do not decide beforehand the questions they want to ask, though they 
may enter the interview with a list of issues to be covered. Nor do ethnographers 
restrict themselves to a single mode of questioning. On different occasions or at 
different points in the same interview, the approach may be non-directive or 
directive, depending on the function that the questioning is intended to serve ... Non- 
directive questions are designed as triggers that stimulate the interviewee into talking 
about a particular broad area ... directive and non-directive questioning are likely to 
provide different kinds of data, and thus will be useful at different stages in the 
enquiry. (Hammersley and Atkinson 1990: 112-116) 

9 Interviewing and initial access 
In this respect, the kinds of interviews used in this study were based around a set of focused 

themes at different stages of the enquiry. They were both directive and non-directive within the 

same interview, depending on the kinds of data required. Thus, at the outset of the research, 
before, during and after the exploratory visit, interviews which were both telephone and face-to- 
face revolved around four main themes. First, existing concerns and projects related to primary 
educatio 

,n 
in India, secondly advice on appropriate literature to read - this was to give me some 

idea of the kinds of literature that were seen as important contributions to education in India. 
Third, people to meet with so that I would be able to secure a range of contacts; and fourthly, 

appropriate sources of funding available to a British postgraduate student. Those themes 

revolved around issues of access - access to current knowledge, literature and documentation, to 

people and to funding. Similarly, the second field visit also involved both face-to-face 
interviews and telephone interviews concerned' with access. By this stage my existing 
interviews had led me to believe that the district primary education programme was of key 

concern in India as well as the issue of 'quality' in primary education. The themes therefore 

addressed more focused information about primary education, this time with respect to the 
DPEP project and the issue of quality; themes also addressed people to meet who could act as 
resources, such that I could become involved in research into primary education and gain access 
to districts and schools. They also included people who could provide me with information 

about the history of a district and its culture, people who could provide me with data that would 
be useful, and people with whom I could bounce ideas as I began to analyse data. Such 
interviews were conducted with officials within the World Bank, DFID, members of the 
Ministry of Human Resource Development in India, district education officers, British and 
Indian academics who had been or were currently involved in primary education and/or 
education within the state of Haryana, journalists, officials within development agencies of 
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'Save the Children', an official from the European Commission and UNICEF. In addition key 

persons concerned with a local development agency located in Haryana and officials associated 
with the Private Model School project. 

e Interviewing in the field' with children - observation interviews, photograph interviews, 
diary interviews, group interviews versus individual interviews 

For the most part, subsequent fieldwork visits involved interviews with those individuals that 

were a part of the study themselves, although interviews with many of the officials and 
academics contacted in the earlier stages were conducted at intermittent stages, where the focus 

was to fill in gaps in contextual information and documentation, or to validate some of the 
issues which arose from the fieldwork itself. Interviews were conducted with parents, children 
and teachers in the field. Those interviews were conducted in Hindustani and tape-recorded 

with the consent of the interviewees. Observations, for example, were followed by focused 
interviews with individual case study children at their homes or in school in order to record 
perceptions and responses to home and school experiences. Individual photograph interviews 

were also held with children to reveal their explanations of the activities that were carried out in 

the photographs they had taken. This data was then cross-checked with diary data. Group 
interviews were held with the children following holiday periods and exam weeks, in order to 

provide a record of comparative holiday activities and perceptions and experiences of 
assessment procedures. Diary interviews (of pupil diaries and media charts) were conducted 
both in groups and on an individual basis to provide comparative accounts of activities 
occurring in and out of school, as well as individual probing of issues particular to the child. 
Group interviewing with children had several advantages over individual interviews. In 

particular, they revealed an aspect of peer group relationships, consensus views and activities 
(Lewis 1992). For example, group interviews revealed children's perceptions towards Parveen 
in the DPEP village school as a risk-taker, a cheat and lacking in linguistic ability - both written 
and verbal, their perceptions of the teacher towards him, and in turn his responses to those 

perceptions towards him. Group interviews also revealed consensus views in terms of the 

activities they were involved in at home with particular reference to the kinds of television they 

watched and were interested in. However, group interviews also revealed various 
disadvantages; for example, it can lead to children 'following' what the other children have said 
instead of revealing their own perceptions. This was the case when children discussed their 

perceptions of the different examinations (papers) that they had to sit and when one child 
revealed cynicism towards the 'private model school', claiming that it wasn't very good, it just 
had a 'name' that gave it its reputation. This situation led to other group members following 

this course of a 'rebellious' attitude towards the school in conversation. Group interviews also 
revealed the areas that children would not talk about 'in public'. For example, Sarasvati would 
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not discuss caste 'honestly' within that context; Farzana. would not discuss peers who were the 
daughters of teachers (and remained so within individual interviews). Observations of critical 
incidents, for example Rabia being reprimanded for her lack of ability in mathematics and 
Renu's disappointment at her exam results, were also more appropriately discussed in the 

context on individual interviews. Therefore there were certain 'sensitive' issues concerned with 

perceptions of 'effective teachers, of 'caste' and of 'individual self perceptions of shortcomings 

or disappointments in academic failure' that children would not reveal in group interviews, but 

were prepared to do so on an individual basis in the home setting. 

* Parent and teacher interviews 

Parents were also interviewed in this study and the interviews focused upon the content of their 
diaries (if they had been able to dictate or write diaries), on biography, activities and 

relationships the children had in the home environment - thus their own educational 
backgrounds, their perceptions of demand for children's education, perceptions of 'quality' 

education along with activities in the home of and with their children, educational expectations 

and perceptions of children's abilities and relationships the children had within the family were 

explored. Observations of classroom lessons and the children were followed by interviews with 
teachers to elicit their aims and perceptions of lessons that were observed. Teacher interviews 

also focused on biography, educational philosophy, preferences for pedagogy and curriculum 

provision, issues of what constitutes 'quality', and their perceptions of the children in terms of 

educational achievements, relationships in school and the teacher's expectations. 

4.6v Written documentation 

In addition to such data collection techniques, field materials were also gathered using written 
documents. These included documents relating to the strategies, policies and priorities 

produced for and used at the school level, particularly associated with the concept of 'quality', 

those documents which provided contextual level inforination about the state of Haryana and 

education, the district and primary education, the village and school and primary education as 

was the use of pupil and parent diaries. 
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4.7 Recording and Analysing Data -Concepts, theory and field work 

For the most part, the focus of this section is on the recording and analysis of observational data. 

The analysis of other forms of data (for example, interview transcriptions) took the same format 

as the observation data. 

4.7i Field notes and observation data 

Field notes are the traditional means in ethnography for recording observational data 
(Hammcrsley and Atkinson 1990). Accordingly, I maintained four types of field notes (Bernard 
1994): they were the diary, the log, field notes and occasionally I used 'scratch notes' (Sanjek 
1990). The diary was kept intermittently and was personal, in that it recorded my anxieties 
about access, about whether the data was 'good enough', about whether I could 'stick at it' as 
well as other emotions that make overseas fieldwork difficult. It recorded how I felt and how I 

perceived relations with those around me. In that respect it has provided me with an aid to help 
interpret some of the field notes, an awareness of the personal biases I held, and the extent to 

which they in turn influenced my decision making. 

4.7i! The log 

The log was a running account of how I planned to spend my time and was maintained in A4 
hard-backed bound books. Each day during the second, third and fourth field visits was 

represented by a double page of the log of the logbook. The left-hand side indicated what I 

planned to do, whilst the facing pages recounted what I actually did (Bernard 1994), and as the 
fieldwork progressed it contained analytic notes which posed questions that needed further 

exploration, as well as brief summaries of what the day had been about. Each page was dated in 

advance, so that days when I did nothing or was away from the fieldwork site were also logged. 

During the early stages of the fieldwork, and particularly in the second fieldwork visit, the right- 
hand side kept a track of where I went, what I read, who I saw, people I interviewed, wrote to or 
telephoned, and key infon-nation with respect to those meetings and interviews. (A meeting 

notebook was also maintained as meetings with officials were not tape-recorded, and therefore 
detailed notes were made in small 'meetings notebooks'. ) The logbook for the second 
fieldwork visit mainly consisted of contacts I was making, letters I was writing, phone calls I 

was making and meetings I was having with respect to gaining access to the district and school 
level, as well as about development projects in the state of Haryana and at the district level. 

Analytic notes recorded some of the evolving issues with respect to providing a focus for the 

project. For example: 
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Thursday 26h February 1998: 
Library work: NIEPA 
Evening: start taping field notes 

Thursday 26h February 1998: 
Notes on Thursday's library work. In 
looking up postgraduate thesis to 1990, 
noticed that more than 60 projects looked at 
IQ / intelligence, / personality. Very few 
links to family, none where the link is the 
focus. One study on classroom interaction 
and its again related to psychology / 

Friday 270'February 1998: Friday 27h February 1998: 

Library work: NIEPA Lots of quantitative studies on status of 
Evening: continue taping parents and achievement of children (esp. 

masters / MEd) in 1950's / 60's 

Tuesday 17'h march 1998 Tuesdayl 70' march 1998: Today was about 
Go to Gurgaon and visit Mr G key getting down to state level and finding 

member of SCERT appropriate contacts to make selection for 
district and school level. 
Newspaper article (Times of India) refers to 
'quality' of schooling in Gurgaon district - 
run by private school society; Tomorrow 
follow up areas suggested in meetings; 
follow up article from Times of India. 

The logbook was particularly useful when reading through my field notes for the day, because 

there were issues that I perhaps needed to talk to someone else about, or particular people I 

realised I needed to go back to and interview or observe and I was able to make a note of this as 

a reminder of what I needed to follow up and when I was to follow it up. Building such a log 

had the effect of thinking hard about the questions I really wanted to answer and the data I really 

needed. It provided a systematic work over a period of time, and if there were problems with 

meeting people it allowed me to evaluate whether or not I really needed to get the data from 

them that I wanted. 

In contrast the plans and actions recorded in the logbook for the third and fourth field visits 

were more focused on issues concerned with collecting data, about the location of the study and 
the children, through diaries and interviews with the children, teachers and other adults. They 

also focused more upon the issues and questions that were being raised in the ongoing analysis 

of observational data. In the final stages of the fieldwork the log recorded a return to examining 
library work with a focus upon searching for issues (for example home-based leisure activities: 
television and radio) that had been raised in further ongoing analysis of data. 

4.7iii Field notes 
Analysis was thus ongoing and meshed with the data collection. In this respect theoretical issues 

were grounded (Glaser and Strauss 1967). Much of the data arose from the field notes 
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themselves. These were notes contained in small books, which were taken into the field 

situation. They recorded descriptions of observations in the different settings. These detailed 

notes were then analysed on a daily basis to identify the issues that were arising in the 

observations. Initially the analysis took the form of a list of themes that were arising in the 

observation in relation to the key question and aims in the design of the study. These themes 

were noted down in pencil alongside the notes themselves. . Further fieldwork would then be 

undertaken and over a period of time those themes would become 'saturated', that is they 

occurred frequently, or there was a repetition of incidents or words (Woods 1986) and were 
therefore considered to be reliable in their importance and meaning. In addition irregularities or 

unusual occurrences such as 'critical incidents' were also recorded and followed up with further 

fieldwork to provide an understanding of why the incident occurred and how it related to the 

research question and aims (see for example the case study story of Rabia and her experiences 
in learning mathematics). Themes were narrowed down, grouped under wider issues and where 

possible related to concepts which had been highlighted in the research design. A comparative 

element was maintained in that if an issue arose in one school with a case study child, then I 

looked to find out if this was an issue particular to that school and/or child or of relevance to 

other children and the other school. The blocks of time between fieldwork visits allowed for 

more in-depth analysis to occur, so that key issues could be followed up in the following 

fieldwork visit. In-depth analysis in blocks of time outside of the field situation allowed me to 

take stock, reflect upon the issues raised with time to make connections, identify patterns and 

relationships that were pertinent to addressing the aims of this study (see for example the 

chapter on case study comparisons and the tables which demonstrate pattern by identifying the 

relationships between substantive issues and forms of mediation - this was done by making 

connections between the social relationships that were unique to each child, and the substantive 

area where this relationship mediated help in children's learning, for example understanding 

mathematics and parental help). 

The following example illustrates some elements of the process of analysis from the initial 

identification of issues, to identifying common issues for exploration to more in-depth follow up 

work of those areas and gaps that were identified as well as emerging connection in relation to 

the design of the study: 
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Figure 4.7a) Identifying initial themes from field notes 

PMS: Analysis 
Tues. 9'h Feb 1999 
Observation of Parvati 

PrivateModel school: Tues. 9 th Feb 1999 
Observation of Parvati 
Main issues: School 
con text/assess m ent/maths and 
Understanding and learning strategies/ 
Parvati 

..... There was the usual swift change to 
maths - no negotiation allowedfor more 
time tofinish theirprevious lesson's work 
The children were told to do a ýpractice 
exercise'. The maths teacher switched 
from Hindi to English to Hindi in his 

Maths content lpedagogy explanation. For example - he gave a 
Parvati and relationship with teacher definition for perimeter in both English 

and Hindi, the text was in English. 
Children asked questions in Hindi. 

Parvati and identity as learner Parvati on the ball anticipated the maths 
questions and read it aloud as Sir wrote on 
the blackboard As usual the maths 
teacher moved swiftly, demonstrated 3 
ways to calculate theperimeter. Parvati 
was confident enough to say that she 
understood thefirst one, but was promptly 

Peer group interaction and understanding in told that she had to learn 3 ways (as sir 

maths and learning strategies continues whizzing though the sums on the 
blackboard). He used drawings on the 
blackboard to demonstrate the questions. 
Parvati follows the explanation with the 
aid of the textbook Farzana turned round 
to her and says 'I don't understand. Sir 
seemed to have also followed the set- out 
of the text Le.: - the meaning, the 
explanation and the exercise. Parvati 
found the correct page that sir was on with 
her neighbour Divya, Divya tells Farzana 
she doesn't understand either - she 
borrows her book to copy the work though. 
Parvati copies it up later from Divya I 

I think 
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Figure 4.7a) Identifying initial themes from field notes 
DPEP: Analvis 
Tuesday 16' February 1999: Observation of 
Sarasvati 

Sarasvati & maths learning and self assessment 
Maths content & Sarasvati 

Sarasvati and teacher's perception 
Sarasvati & maths & learning & assessment 
C/R context 
Sarasvati & identity as learner in maths 
Ch &T& maths content & pedagogy 
Sarasvati & T. assessment & pedagogy 

Sarasvati & peer assessment/relationships 
Sarasvati and identity as learner/teacher/monitor 

Sarasvati and relationships with teacher/peers 

DPEP village school 
Tues 16 Ih February 1999 
FD. 14 
Observation of. Sarasvati 
Main issues: 
Sarasvati/maths/ assessment 

... As usual Sarasvati worked 
independently in maths, referring to the 
back of her large textbook as a set(-check 
for answers. In contrast, her sister sat in a 
group of 4. Sarasvati referred to the 
'guide' and explained that her purpose 
was to find out how a particular problem 
was solved I have seen her use thus 
method before when she's been unsure in 
maths. By 10.20 am she only has two 
sums left to do (in contrast with her sister 
who's eatingftuit with herftiends behind 
her). So Sarasvati wanted to get her work 
finished; after which she left with Renu to 
enjoy herself (drink water and accompany 
Renu to buy sweets). She was praised by 
madam in ftont of the class for getting all 
her maths correct; madam explained how 
to set it out to her i. e. Item cost ... The 
children are told to work on their own, as 
they will have to do so in the paper. 

Sarasvati was (as often has been the case) 
given the responsibility of assessing other 
children's work She would tick their 
slates if their sum was correct, keep an eye 
out for who had 'shown' their work, and 
for who had notfinished and tell children 
if she thought they needed to change their 
work habits. Her comments includedfor 
example: 'Hala, if you want to pass you 
study' 

Tarvati, study or you won't pass' 
'always write the answers clearly' ( she 

then wrote itfor the child on their slate) 

'hurry up' 'that's correct' 'it's wrong' 

She was bossy too - telling a child offfor 
walking between the lines instead of 
around them to get to her, and when all 
the children hadfinished the sum that had 
been dictated by the teacher she informed 
madam that all the children hadfinished, 
in order that the next one may be dictated 
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March 1999 Summary Analysis of Most common themes arising: in-school 
contexts 
*Assessment (is this a contingent factor - dependent on time and place i. e. India in 
March? ) 
*Learning strategies and peer relationships 
*Mathernatics 
To be followed up with interview now 

May / June 1999 analysis: out of school contexts 
Working inductively, the key issues that arose in the children's cases in out-of 
school contexts were: 

1. Siblings as peer cultures and its relationship to learning 
2. The private sector and parent and child aspiration & identity 
3. Parent and child expectations of assessment and its relationship to a child's 

identity 

Suggested summary of questions for analysing 'social influences on children's 
learning in out-of-school contexts' 

1. Who are the adult others in these children's lives when out of school? 
2. Who are the peer cultures they're part of when out of school? Are they pre- 

school? Pre-adolescent? Or are they adult? 
3. What 'fields' do the children mix in when out of school? 
4. What are the communal and collective activities the children get involved in 

when out of school? 
5. What information to they take from the adult world and do they make changes 

to it and make it their own (interpret it) or do they interrialise it and reproduce 
it? 

6. Is the information from the peer culture passed on e. g. from an older sibling or 
is it gained and interpreted in mixing? 

7. Explain how the information is taken from mediators and how is it given when 
a child mixes? 

8. Explain how the children share / negotiate and create a way of behaving and 
acting with adults and each other? 

Need to: 

Go back to analysis from Feb/March of each child in the school context and 
consider the issues in the light of further analysis of in-school contexts for 
March/April. - assessment / leaming strategies and mathematics 
Then examine the issues in relation to those raised in the 'out-of-school 
contexts'. 
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October 1999: PhD summary 

Working inductively, my May/June analysis (following 4 months' fieldwork) 
indicated issues across cases. 
They were: 

" siblings as peer cultures and its relationship to identity as learner 
" parent and child expectation and assessment and its relationship to identity as 

learner 
" parent and child aspiration and the private sector or other means of education and 

its relationship to identity as learner 
*Finally I began analysis on - context/ fields where interaction occurs / cultural 

tools like the media (TV) and its influence on learning; and I began to 
assemble illustrative material on each case study child inside and outside of 
school contexts. 

So during this 5-month fieldwork period (I began in July again), I've been 
a) exploring the following to find out more depth in relation to the May/June issues 

and 
b) exploring issues that have arisen in my August/September analysis (they are 
concerned with 3,5 and 6): 

1. sibling relationships as a social influence on learning 
2. educational biographies of family as a social influence on learning 
3. content of learning and assessment activities (especially Maths and also the 

hidden curriculum) - and help and hindrances which influences a child's 
approach to learning 

4. activities and interactions outside school as a social influence to approaches to 
learning 

S. the media (TV/ newspapers) as a social influence to learning 
6. the quantity and quality of relationships among parents, their children and 

other adults - like peers and their parents as a social influence to a child's 
learning (this includes the local community) 

Diagrammatically, might one represent out-of-school contexts like this? And would 
in-school contexts imply the 'community' field be replaced by the 'educational' 
field? (cf Corsaro 1997) 

STATE Community 
(e. g. Rotary club) 
(Like a mini society. It includes TV and media) 

Child's Peers Child's Family 
and their parents and siblings) 

I can't seem to be able to induce any observable data which explains any 
relationship between caste and education. Perhaps I just cannot see it! I need 
recommended literature on this area. 
As for requesting data about schools in Haryana (with particular reference to 
Gurgaon if possible) and Haryana's education, I'm looking for studies conducted: 
1) At the state level in Haryana 
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2) At the district Gurgaon level 
3) At the block and tehsil level - with particular reference to the Mewat area of 
Private model school location, and DPEP village in Gurgaon (including 
information on retention and drop-out and any studies on those aspects) 
4) Any information on the local governing bodies of the local community in the 2 
areas- Private model school location and DPEP village. For example, is it the 
principal village of the panchayat or is it part of a cluster of villages. 
5) And what is the relationship between the community and forms of education 
provided by the panchayat or any other institutional bodies? Is this relevant? 

I 
The illustrations of analysis provide an indication of how the process of conducting fieldwork 

and collecting data, analysing the data and inducing concepts that were relevant to the research 

question and the design of the study, was both cumulative and reflective at the same time. In 

this respect, theory, analysis and data fed into one another during ongoing analysis. The next 

section turns to some of the ethical principles that were maintained during the course of 

conducting this study. 

4.8 Ethical Problems and Principles 

The ethical issues involved in this research occur in the area of research relations, data 

collection and data dissemination. In particular, the issues raised relate to access and 

sponsorship and the principle of informed consent. 

4.8i Ethical issues, access and a hierarchy ofconsent 
This research was conducted in a stratified research setting (Burgess 1984) which held 

implications in ternis of ethical issues. There was a hierarchy of consent in terms of access to 

the research sites and individuals. With respect to the research in the government school, this 

ran from a member of the Ministry of Human Resource Development, district education officer, 

teachers and children and their parents at home. Within the private model school it ran from a 
key member of the private school society, a board of governors managing the private school 

society, the director of the private model school project, the teachers and children and their 

parents at home. In order to conduct research into the government school I had not only to 

satisfy a number of documentary materials in order to obtain a research visa, but had to 

negotiate access to schools with a member of the Ministry of Human Resource Development. 

He in turn requested a district education officer who in turn attended visits to schools to request 

access from the teachers. Similarly, in order to obtain access to conducting research within the 

private model school, I had to provide a rationale for the research to the director of the private 

school society, who in turn arranged an interview with a key member of the society. This was 

-then followed by a request for me to provide a proposal to their board of governors for approval. 
The director then accompanied me to the fieldwork site and requested the teachers to allow me 
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to enter their classrooms. There is no evidence to state whether it would have been problematic 
for the teachers in either of these schools to refuse research access. In fact there were teachers in 

both the schools who exercised their rights of refusal both explicitly and implicitly. In the 

government school, this occurred with respect to video filming in the classroom. Whilst 

permission to videotape lessons was originally given, the teacher found that she was particularly 

sensitive about her lessons being videotaped (following a leg injury which required that she took 
her lessons whilst sitting down). When permission was withdrawn, I stopped videotaping in the 

classroom. The experience unnerved me and led me to make the decision not to videotape 
lessons in the private model school. Within the private model school there were teachers who 
exercised their right to refuse by simply stating that they did not have the time to help me in 

terms of providing interview data. Where the ethical issue occurred was where parents and 

children were concerned. 

4.8ii Informed consent and dissemination 

... Research sponsorship and access to situations is defined by the institutionally 
powerful, who not only grant access to research sites but also to individuals and 
to materials. (Burgess 1984: 196) 

In both schools I explained that I was looking to research between four and five children of 

contrasting socio-economic background. Class teachers for the 4th grade classes chose the 

children and it was assumed that by the school providing the authority to conduct research 

which involved the chosen child, that I would be given immediate access to their homes, and 

was given permission to accompany the children to their homes. There was no question of the 

required negotiation. It was only when I accompanied teachers from the government school on 

a housing survey to different families, that I realised that the power relations between teachers 

and parents in government schools was highly unequal, and in this respect the permission to 

grant access to conduct research with children in the school and with their parents in their 

homes lay with the fourth year teachers in the schools that I attended. I attempted to redress this 

'assumption' (and the implicit power relations) by asking both children and parents myself if 

they would be happy to help me with my studies and by applying the principle of informed 

consent. 

The principle of informed consent considers the rights to privacy and protection to those being 

researched and the necessity of explaining the object and implication of research to potential 
'subjects'. (Burgess 1984) The extent to which research designs can be successfully explained 
to informants had been debated (Burgess 1984). This is particularly applicable when one is 

conducting research with children. There were children and parents in this study who impressed 

on me not to tell the school or other children what they were saying. Research bargains were 
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therefore made, where it was agreed that pseudonyms would be used to protect the anonymity 

and privacy of the individuals who participated in the study, for the purposes of dissemination. 

Pseudonyms have been used at all levels of the research. In addition to using pseudonyms, 

some attempt was made at respondent validation during the course of the research. Respondent 

validation took the form of replaying audiotapes of conversations or reading aloud notes taken 
in conversations in one case where a parent did not want me to use a tape recorder with 

respondents in Hindustani. Whist this allowed evidence to be checked, it was at the level of raw 
data and the constraints of time prevented discussion of subsequent analysis in conjunction with 

other data that had been analysed. 

With respect to dissemination, this study also contains photographs and maps, all of which help 

locate precisely the villages and locations of this study as well as providing additional 
illustrative material. Whilst permission was given by both teachers and children for the use of 
the photographs, and indeed the children took the photographs of the home situations 
themselves, they will be limited in the areas of dissemination. For example, they will not be 

disseminated over the internet, thereby limiting the extent to which they are made public. The 

names of precise locations on maps have also been altered, whilst names of wider geographical 
boundaries such as the state and district have remained the same, given that the sizes of these 

geographical areas are large enough for precise locations to be protected. 

4.9 On the Validity and Reliability of the Study 

Reliability refers to the degree of consistency with which instances are assigned to 
the same category by different observers or by the same observer on different 
occasions. (Hammersley 1992: 67) 

Reliability was ensured in this study through 'saturation' of data; thus if an issue arose time and 
time again during ongoing analysis then J considered it to be a reliable issue which required 

validation. This was particularly the case with observation data, where detailed field notes 
(where possible using verbatim translations of conversations between peers and with adults) 

were maintained, alongside the 'logbook' which recorded problems and ideas during each stage 

of fieldwork as well as ongoing data analysis. These strategies helped to systernatise my field 

notes and thus improve their reliability (Spradley 1979). 

By validity I mean truth: interpreted as the extent to which an account accurately 
represents the social phenomena to which, it refers (Hammersley 1990: 57) 
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The internal validity of the study was ensured through 'triangulation', where the different 

methods - of observation, diaries, interviews, photographs and documentary evidence - were 

compared to see whether the issues that arose in the analysis of one method could be 

corroborated by the other methods. Such multiple sources of data collection (Denzin 1970) 

ensured that the diff iculties associated with researcher presence, which can colour the situation 

and the issues that arise, were avoided. For example, in the early stages of the fieldwork, the 
issue of demand for English language teaching arose. However, subsequent data revealed that 

this was an issue that arose when I was new to the situation and held the characteristics of a 
'foreigner' speaking English. It also served to overcome the 'partial' views and present a 

more complete picture, given that the analysis was located within a particular theoretical 

perspective (interactionism). In that respect, the methods and data gave me an account of the 

meanings from within that perspective (Fielding and Fielding 1986) 

4.10 Reflexive Summary 

In this reflexive account, I give recognition to the fact that, as a researcher, I was a part of the 

social world that I studied (Hammersley 1982). 

Once we abandon the idea that the social character of research can be standardised 
out or avoided by becoming a 'fly on the wall' or a 'full participant', the role of the 
researcher as active participant in the research process becomes closer. He or she is 
the research instrument par excellence. (Hammersley and Atkinson 1983: 18) 

To what extent then did my own social characteristics - my experience, status as a student, sex, 

age, language ability and ethnicity - play a part in my ability to be able to undertake this study? 
To what extent were the roles that I undertook dependent upon my own biographical 

experience? 

430i Experience, status, ethnicity, selection of the problem and access 
If I consider my own experience, that of being involved in ethnographic research in classroom 

settings with children in England and in another non-westem country, certainly this experience 
influenced the selection of the research problem, the theoretical orientation and the collection 

and analysis of data. My status as a student may have influenced the ability to gain access to 

conducting research in India. At the outset of this study a number of contacts who had been 

working in India explained that it would be difficult to gain access to conducting fieldwork in 

primary schools in India because the Indian primary education system had been subject to a 

number of criticisms by British researchers. The fact that I was a student and not an academic 
from an institution, and therefore posed little threat of being taken as seriously as an established 
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academic, may therefore have played a part in granting access to conducting fieldwork in 

primary schools. In addition a question remains in my mind which concerns why in the initial 

stages of letter writing, did I receive some initial responses and indeed an invitation to attend 

some fieldwork situations. This is particularly relevant given that I had net no other 'western' 

student who had successfully achieved access. To what extent then, did my ethnicity, revealed 
through my name, help me in the initial stages of access? Whilst there is no evidence to suggest 
this was the case, there is also none to suggest that this was not the case. 

430ii Experience, ethnicity, language and research relationships 
My experience of being brought up in an Indian family and living with family in India may have 

influenced how I interacted with adults and children. For example, I was able to speak in 

Hindustani with the informants; I often dressed in Indian clothes, I adopted terms of respect in 

language to adults and children. For example the use of 'aap' instead of 'thu' are differential 

tenns of respect for the word 'you', as in a similar vein to the French use of 'tu' and 'vous'. 

This latter issue of language made me a little different, for it is not customary to refer to 

children as 'aap' but 'thu', and the children would comment on this. However this served to 

redress the power relations that I knew were prevalent between me as an adult and researcher, 

and those of the children. Although the children themselves perceived me as an adult, we 

negotiated the power relations in terms of how they would refer to me. All of the children bar 

Renu refused to call me by my name Rita, and I in turn did not want to be seen as the adult 
teacher 'madam' or the adult as an 'aunty'. The compromise was 'didi' meaning sister. In this 

way the power relations between adult and child within an Indian context were minimised and I 

was able to collect data within the role of being the 'sister'. Being respectful and speaking 

politely was clearly something that was noticed by families as the following diary entry of 
Vippin's sister illustrated: 

Lines for you - you are a kind person. I like your nature. You talk very politely and 
sweetly. (March 1999: Vippin's parent diary: written by older sibling) 

4.1 Oiii Age, status, sex, gender identity and research relationships 
Age, status and sex were intertwined in this process. Although I was the same age as many of 
the mothers in this study, at the time of conducting the fieldwork I had no children of my own. 
However, the fact that I was married, but without children, provided me with a credible status in 

terms of conducting overseas fieldwork and establishing good relations with most of the 

mothers in this study. There were frequent conversations about my husband and how I had 

catered for the fact that I was not at home to cook for him. At the same time, being 'married' 

gave me a certain status. To some extent then, my sex and gender identity helped in 

relationships with the females in this study, although I was able to talk to the fathers and 
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brothers in the study who again were interested in the kind of work my husband did. In this 

respect my status as a married woman helped to develop research relationships with adult 
informants. 

4.10iv Theftlendly and curious outsider: research relationships, data collection and contexts 
In terms of race and ethnicity, the fact that I could understand and speak a little Hindustani was 

of crucial value to the research. However, at the early stages of the research my abilities in the 
language were rudimentary. Certainly my vocabulary was limited in the initial stages of 
fieldwork, and I gradually strove to improve this area of ability through constant use of the 
language with my own family and in fieldwork situations. In fact members of my own family 

as well as adults and children in the fieldwork situations noticed my improvement in the 
language by the final five months of fieldwork. Therefore, whilst I did not have the problem of 

requiring an interpreter, I was to differing degrees perceived as an 'outsider' and introduced as 

someone from England. This role facilitated observational work, as it influenced the tenor of 
the relationships I established whilst doing participant observation. In fact I was a friendly and 

curious outsider (Srinivas 1979), for example I would take the role of the outsider, by virtue of 

not understanding some of the vocabulary. This in turn allowed me to explore the children's 

perceptions of classroom situations and in particular the content of what was taught as the 
following field note illustrated: 

DPEP village school: Thurs. 21' Jan 1999 
Observation of. Supria / Suresh 
Main Issues today., Supria/ Suresh / Maths and field relationships 
Summary 
I enjoyed fieldwork today, despite not looking forward to being with the driver this 
morning nor sitting on my backside on a cold concrete floor all day. 
In school, I started to form field relationships with 4 of the children in the study. I 
began to look more closely at their interactions with each other. The girls help 
each other and as individuals, I can see that there are differences, which I will need 
to focus on. The fact that much of the classroom language is unfamiliar to me has 
been useful in establishing rapport and gaining access to knowledge. The children 
explain what is going on and what various things mean. This process began last 
week with Suresh, whom unlike Parveen who is not here today is so much easier to 
chat with. Lunchtime was spent with one of the children, by accompanying her at 
home. Far more natural than after school, but both yield different issues I suppose. 
I even did some respondent validation with a mum today; reading what I'd written 
while visiting. This is something I'd like to build on. A key analytic idea is to do 
with field relationships, field knowledge and language. 

DPEP village school: Fri. 22 nd Jan. 1999 
Observation of. Sarasvati / Parveen 
Main issues: Sarasvati / Parveen / Maths - content /field research relationship and 
Knowledge 
Summary: 
Another good day. Focused on Sarasvati and Parveen today. Also general plan of 
day and content of lessons, pedagogy, playground games and as ways children 
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interacting with others. Increasingly find there is some relationship between the 
fact that I don't understand certain vocabulary and the children have to explain 
what it means in the context of the lessons and the effect this has on field 
relationships. This happens in maths, playground games and some other lesson 
work. Today was again about continuing to develop relationships in this context 
and also beginning to probe and listen to conversations about the home. This area 
needs further work. Tried out some respondent validation on children today. 

The fact that I was perceived as an outsider was however problematic in the early stages of the 
fieldwork in the model school, when it came to being allowed to be left alone to talk to 

individual children, as the following field note illustrated: 

Private model school: Thursday 28ýh January 1999: Fieldwork Day 2. 
Key issues: Vippin / science / maths Hindi / researcher and field knowledge / field 
relationships 
Summary Not a bad second day. I focused on one child; the child I was supposed 
to visit a, t home was absent so I'm a little concerned that my 'home' data will not 
be sufficient. ... I also observed children playing games and started to establish a 
rapport with Vippin. But with a school of almost 1000 children, I find the attention 
given to me outside a major intrusion on observation (far more than the smaller 
school). Ifs also awkward for the child I'm talking to at the time, because 
everyone comes and listens. The only thing to do is to get on out of school grounds 
with the children I'm observing. That seemed to help in the other school (e. g. 
walking to their homes). 

Srinivas (1979) comments that the friendly and curious outsider is no non-participant observer: 

The informants expect the fieldworker to be involved in their affairs and s/he is 
drawn in willy nilly. In the Indian context, they also try to use him/her and get 
favours out of him/her. ... The question then is not whether the fieldworker should 
involve himself in the affairs of the people s/he is studying, but how far should s/he 
go. (Srinivas 1979: 5) 

This was the case with my relationships with the teachers in this study. The teachers from both 

schools asked for lifts from school, which I was quite happy to help with, given that they had to 

catch a number of buses. However, in the DPEP village school the numbers of teacher 

requiring 'lifts' steadily increased to five or six, in a small car where I was sitting on the 

teachers' lap and felt distinctly uncomfortable with the situation. Fear of losing access to 
fieldwork situations prevented me from making amendments to this situation, where I was being 

taken advantage of. However, after some time I decided to withdraw this 'favour' and informed 

them that the car was not insured for those purposes. Field relations however were not severely 
damaged in that access to data collection was maintained. 
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With respect to families' perceptions of me as an outsider, the following field note illustrated 

how the fact that I was an outsider allowed me access to situations within the household and 

confidential family information that 'insiders' were not given access to. In this field note, 
Sarasvati and her mother discussed caste and explained that although they allowed me to enter 
their home, they did not allow neighbours of the same caste to enter their home. In fact, 

according to my field note she informed me that they had lied to the neighbours about their 

caste: 

We haven't told them we're chamar, we've told them we're Yadav, Ahir 
RCD: why? 
Mum: we've said that because, they come here, and they all start sitting here 
in one place; her father (Sarasvati's father) doesn't like all that, people 
coming and going all the time 
Sarasvati: understand didi - you come here and we like that, but if it's a 
useless (beckar) person, then 
Mum: that way, whatever they want to do, they do it outside, not inside. Like 
we've said to you come in, sit inside because you're an outsider. But not those 
that are our neighbours - that's why I've built a small courtyard and wall, so that 
no one comes inside ours. Because like big people sit down, so her father says I 
don't like these small-minded people. Its just that. So that's why we keep our 
caste a secret, and say we're Ahir. That's what we've. told them all around here 
(Sunday 12'h December 1999) 

The perception that Sarasvati and her family had of me 'as an outsider' has to be situated in 

context. Whilst they may have perceived me in higher regard than members of their own caste, 
by virtue of being an 'outsider', there was also data to illustrate that they perceived me on more 

equal terms than a more elite member of their society. The following field note was recorded on 

a day when I was helping the local Rotary Club to recruit children to be given injections for a 

national polio drive: 

I show Mrs. Ramchadani how to get to the community of huts (the short cut). We 
arrive at Sarasvati's home. I introduce Sarasvati' mum to Mrs. Ramchadani. Mum 
offers her a chair saying 'Rita doesn't mind sitting on a charpoy' (wooden 
bedstead). Before I know it, Sarasvati calls the rest of the children, and a polio 
camp is set up in the courtyard of Sarasvati's home. Mrs. Ramchadani and 
Sarasvati's mum talk. 'Why don't you clean your children, it doesn't cost anything' 
she says to Sarasvati's mum. ... After I drop off Mrs. Ramchadani back at the main 
office, I return to Sarasvati's home to chat with the family. The first thing I say is 
thank-you for letting us use their home as a polio camp. I was surprised that Mrs. 
Ramchandani didn't ask or say thank-you (Field notes 21" November 1999) 

This field note provided data which illustrated to me not only the way I was perceived by this 
family in a different context, but also provided data about the power relations that exist between 

different social groups within India and, in particular, an indication of the power relations 
Sarasvati's family experienced. 
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4.11 Conclusion: Key Issues raised in the Chapter 

This chapter has addressed a number of issues concerned with the research process in Indian 

educational settings. In particular, it has explained how the selection of the research problem 

and its design was not only based upon my personal biography, but grounded in exploratory 

work. The chapter has addressed issues concerned with the processes of gaining access, the 

selection and sampling strategies for the sites, cases and events. In addition, data collection 

methods and their relationship to the theoretical basis of the study and to analysis have been 

discussed. Issues of reliability and validity in relation to data analysis were discussed and 

ethical principles that were maintained in the study have been outlined. The reflexive account 
identifies the ways in which my own characteristics played their part in terms of access, data 

collection and contexts. 

The research aims to introduce themes and draw out implications for policy makers, academics, 
teachers and parents concerned with primary education in India. In this respect it is hoped that 

this research will make a contribution to the sociology of education, education in developing 

countries, research methodology and the emerging body of literature on the sociology of 

childhood, with respect to non-western societies. 
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PART THREE: 

INTRODUCTION TO THE SCHOOL SETTINGS AND CASE 

STUDY STORIES 

Since this study can only provide a detailed explanation of the educational contexts of two 

schools and the social influences upon a small number of children, it becomes necessary to take 

the reader by the hand from their perceptions of a sub-continent to the micro-situation in which 
the fieldwork was located. 

In this respect, Part 3 of this study addresses two areas which locate the study at the micro-level. 
Chapter 5 attempts to fine-tune the context by providing descriptions of the schools, teachers 

and local communities that the children in this study had experienced. Since the focus of 

chapter 5 is upon the schools and classrooms, the contexts of the children's school and out-of- 

school (family and community) experiences and the influences on their lives are provided 

within chapters 6 to 9. The case studies in Part 3 take the form of an introduction to each family 

with specific discussion of the influence of peer culture, family, teachers and school experiences 

of each case study child. One of the case studies is provided in greater detail than the others in 

order to maintain a commitment to the holistic element of the research design of the case study 

material. In the subsequent case studies, the key to the social practices and relationships that 
informed the children's approaches to learning are highlighted with the holistic element being 

maintained through the use of matrix charts in order to 'fill in' any missing gaps about the 

children that the reader requires. 

Whilst the research was conducted with 8 case study children, four have been presented in the 

body of the thesis. The remaining 4 are located in the appendices. Table 3 provides summary of 
information about each child: 
Table 3: A summary of information about each child: 
Children attending DPEP village school Children attending the private model school 
Sarasvati - female, schedule caste, Hindu Farzana - female, Meo 

Renu- female, Ahir caste, Hindu Rabia - female, Muslim 

Pravin - male, schedule caste, Hindu Parvati -female, Jain, Hindu 

Suresh - male, (classified as backward class 

on school records), Hindu 

Vishal - male, Jhat, Hindu 
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CHAPTER 5 

THE SCHOOL SETTINGS 

5.1 Introduction 

5.2 Mewat: The People, the Place and the Educational Context 

5.3 The Private Model School and the Beginnings of Change 

5.4 The Private Model School and its Surrounding Community 

5.4i Location, housing and income groups 
5.5 The Private Model School 

5.5i The school building 

5.5ii Daily school routines and classroom environmentsfor the case study children 

* Daily school routines 

e From class 4a to 5a - daily routines, timetables and class teachers. 

5.6 The Teachers of the Case study Children in the Private Model School 

5.6i 4a's class I science teacher. Mr Gill 

5.6ii 5a's class /Hindi and English teacher., Shri Ram 

Perceptions of differences between the private and the state sector: curriculum content and 

pedagogy; retention and memory 
5.6iii - The maths teachers: Mr. MohanIal and Shri Brymohan 

5.7 Perceptions of Quality within the Private Model School 

5.8 The DPEP Village School and its Surrounding Community 

5.8i Housing, residents, amenities, governance and change 
5.8ii Educational assistance 

5.9 The DPEP Village School 

5.9i School composition 
5.9ii The school building 

5.9iii School routines 
5.9iv Attendance and drop-outfor the case study children's class 
5.9v The classroom environment, routines, timetables and lessons 

* The classroom environment 

* Daily routines, timetables and lessons 
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5.10 The Head / Class Teacher for the Case Study Children 

5.10i Madam's perceptions and expectations: gender, caste and attitudes to learning 
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5.1 Introduction 

This chapter examines the context of the school settings in order to 'set the scene' for the case 

studies of the children in subsequent chapters. In particular, it provides the reader with 
descriptions of the two schools attended by the case study children, the local surroundings and 

community that they served, along with details about the infrastructure of the schools 
themselves and the educational contexts of change in terms of the provision of 'quality' 

education. At the level of the classroom, the chapter provides a context in terms of the teachers 

the children held relationships with, their educational philosophies and the pedagogues they 

aimed to use in order to provide the children with learning experiences located within the school 

syllabuses. Some illustrative material of the locations, schools practices are also provided in 

order to give a visual representation of the settings. 

5.2 Mewat : The People and the Place and the Educational Context 

Mewat, the land of the Meos, is located 60 to 100 krn south of Delhi. Mewat derives its name 
from the Meos who are a community of the most recent converts to Islam from Rajput Hindus. 

More than 92% of the population of Mewat is rural compared to 75% at the state and national 
levels. Meos, constitute 70% of the population. T 

Table 5.2 depicts the educational backwardness of the Mewat region 

Table 5.2 Comparative literacy rates indicating educational backwardness of the Mewat 

region (excluding population 0-6 years old) 

Region Male Female 

Haryana 75% 52% 

Gurgaon 64% 39% 

Mewat 51% 14% 

(Source: 1991 Census) 

In 1980 the Government of Haryana, with a commitment to deliver social and economic justice 

to the backward and underprivileged sections of society, constituted the Mewat Development 

Board (MDB) and its associate body, the Mewat Development Agency (MDA) at the field level, 
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with the sole objective of improving the levels of poverty, unemployment and economic and 

social backwardness of the Mewat region. 

The focus of MDA's activities has been multisectoral. In an effort to improve the educational 

circumstances of the Meo community six schools in the six hubs of Mewat were established 

where Meo girls were given free education with a view to usher in a better quality of education 

and speed up the process of development; English was to be the medium of instruction to aid 
that process of development. Then, in 1997, three of the six schools were handed over to a 

private school society. According to the MDA, within one year there was a significant rise in 

the enrolment of girls and the improved self-confidence of the students. This study was located 

in one of those three schools. 

5.3 The Private Model School and the Beginnings of Change 

At the outset of the change process, whilst the three private model schools were funded by the 

government of Haryana; the private school society aimed to raise further money in order to 

develop its infrastructure facilities. Such facilities included classrooms, laboratories, libraries, 

furniture, educational materials, resources for developing sports activities, and buses to bring in 

students from remote areas. Workshops and teacher training programmes were organised by the 

society with an emphasis on teaching methods. In addition, it aimed to remedy the conditions of 
teachers with respect to their salaries. 

A representative from the private school society explained the overall aim of the change 

process: 

What we did when we came on the scene, we wanted to create another class. An 
affordable class for top class education which exclusive schools are offering ... Indian industrialisation was taking place, government projects were being set up 
but they didn't attract young executives because there were no facilities. We 
accepted the challenge. Instead of breaking the family system (in colonial times 
children were sent to boarding schools) we set up the schools where they are ... We kept the teachers. The sociological factors are important here in that the 
mothers have also become teachers. (On the xrivate model school: interview - 
representative of the private school society, 15 January 1999) 

So it seemed that the overall aim of the take-over was to impart an exclusive 'quality education' 
to those sections of society who would not normally have access to a 'real school', whilst 

simultaneously retaining the existing teachers as resources from the community in order to 

sustain the change process. 
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The chapter now turns to the Private Model School and its surrounding community. 

5.4 The Private Model School and its Surrounding Community 

5.4i Location, housing and income groups ' 

The school itself was situated about 300 metres from the local market and the Tehsil (judiciary 

headquarters). The block in which the school was located had a population of approximately 
10,000. In the immediate area surrounding the school, housing was mainly provided by the 

state government on housing colonies usually as part of a government post, although there were 

approximately 200 privately owned houses. Lower-income government employees largely 

occupied the housing colony behind the school. There were approximately eight higber-income 

group families referred to as classes I and 2; a hundred middle-income group families which 
included a junior engineer and accountants, and two hundred lower-income group families, 

which included teachers who lived in that colony. Another colony lay towards the market area, 

owned by the 'Haryana State Electricity Board', and was occupied by higher-income groups. 
Again, most of the houses were allocated to their employees as part of their postings, although 
there were about twenty privately owned houses. 60% of the homes in the location had access 
to water taps in their homes. Children attending the school either walked from the housing 

colony behind the school or, if they lived on housing colonies or other accommodation near the 

Tehsil, they either cycled to school, took a cycle rickshaw, arrived with parents on mopeds or 
took the school bus. The school buses also transported children to and from local villages as 

well as travelling further afield to the nearest town. It was not unusual to see members of the 
local community walking through the school grounds as it was a short cut when entering and 
leaving the local market. 
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5.5 The Private Model School 

Table 5.5a provides general information about the model school where the children for this 

study were located. 

Table 5.5a Model School: General Information 

Rural / urban Rural 
Year of establishment 1997 taken over from MDA 
School category Nursery/primary; secondary and upper secondary 
Type of school Co-educational 
Management Private School Society 
Type of school building Pucca (permanent) 
Funding for school Government of Haryana 
Total students 1000 
Ration of Meo and non-Meo students 60: 40 
Number of teachers 26 
Total number of classrooms 20 

Nursery (2) 
KG (2) 7th 
ist (2) 8th 
2 nd (2) 9th 
3 rd (2) 1 Oth 
4 th (2) +1 
5 th (2) 
6 th 

(Source: adapted from interview data with Director / representative of the Private School 

Society / head teacher and teachers) 

5.5i Yhe school building 

The school building was substantial in size and occupied two floors and a nursery block that had 

an attached play area with facilities such as a climbing frame and swings. A vast playground 

area surrounded the school building and that area was also used as an eating area, an assembly 

point with a permanent stage and for school functions. The front of the school was particularly 

attractive to visitors as a central fountain surrounded by a ]awned area, benches to sit on and 

plants laid out on a wall at the main entrance, were amongst its main features. Sometimes 

classes were held in the lawned area near the fountain. The school housed classrooms for each 

grade as well as specific subject classrooms such as the laboratory (which was not used until the 

secondary stage), the computer room and the library. During the latter part of the fieldwork in 

December 1999, two additional classes had been built on the second floor. 
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Displays brightened up the school, provided infonnation and indicated the school ethos as the 

following field notes illustrated, for example: 

A 'thought for the week' is printed out and pinned to the notice board outside the 
main entrance. 'Service before self is painted boldly on the wall of the foyer. 

As I head for 4A I notice there's a display entitled 'news comer' outside the 
library which stands on a split level leading up to the first floor classrooms. On 
the news display are cuttings of newspaper articles from Hindi and English 
written newspapers. They're of sport, politics, art, and there's an article pinned 
up entitled 'love thy neighbours' and above it is the heading 'social health'. 
(Field notes: PMS: Thursday 4h March 1999) 

5.5ii Daily school routines and classroom environments 

e Daily school routines 
Daily school routines began with prayers where the infants would hold their own assembly in 

one area of the school grounds, whilst the remaining members of the school would be located in 

another part of the grounds. At least once a week, physical training would follow assembly. 

* From Class 4a to 5a - daily routines, timetables and class teachers 

When this study began, the case study children were in the 4th grade and had then progressed to 

the 5th grade during the following fieldwork period. There were 36 children in class 4a, 12 girls 

and 24 boys. The following year class 4a became Sa with 34 children, 21 boys and 13 girls. 
The classroom environment included more facilities than the village school within which this 

research was located. There were more displays of children's work that had been done at home 

and brought into school at teachers' suggestions. A typical day would involve the children in 

lessons in the morning, followed by recess for lunch, then onto games, where the children would 

organise themselves with team games such as cricket or 'lungri tang' (a running and catching 

game). The following field notes illustrated some of my first impressions of the classroom 

environment and the children's school day: 

It's 9am. The classroom: I accompany one of the lines and walk into classroom 
4A where my sample is supposed to be located. The classroom is grim but there 
are proper windows, small desks with benches (each bench for 2 children), fans 
and a decent sized blackboard at the front. On the blackboard it says Class 4A: 
Total no. of students - 36; Present 28. Absentees' notes are hung on the wall next 
to the door, and have been signed by parents and are to be sent to the head 
teacher. Children sit in the places that they have chosen for themselves and the 
girls seem to occupy 2 lines whilst the boys occupy the other 2 remaining lines. 
Some boys are playing cricket at the back of the classroom whilst others sit or 
stand and chat in groups around their desks. Rabia and a friend are singing and 
playing a clapping game. The class teacher arrives and takes roll call after which 
he begins the science lesson. 
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At I 1.20am the children go outside for recess. I join them and we sit on the dry 
grass and eat lunch from our tiffins. Then it's onto the games period and there are 
a number of classes outside. Some of the children are sitting on the steps 
chatting; others have organised themselves games of cricket, racket and ball, 
Kabodi, races and skipping. (Field notes PMS: Monday 25a'January 1999, Friday 
50'march 1999) 

5 Months later... 
Its dark inside class Sa's classroom today but thank goodness 2 of the fans are 
running. At the back of the classroom are some displays that the children have 
done. There are 2 drawings by Gobind to show that plants grow towards the 
sunlight. One shows the plant growing towards the sun and another shows the 
plant without exposure to the sun. Another display has been done by Sofia as one 
child explained 'Sir gave Sofia a paper with questions and answers to copy'. The 
title of the display is 'conversation questions'. Questions include 'what is your 
name' 'where do you live? ' (It is in English). A third display is of a poem written 
by Parvati in Hindi and a poem written by her brother (not in this class) in 
English. Underneath are some mottoes written by Rabia. They include -'do and 
forget', 'God is everywhere' followed by drawings of flowers. The final display 
is a hand drawn map of India coloured in 3 colours; and drawn by Vippin. 
Underneath it is a drawing of the solar system by Gobind. There is also a felt 
tipped coloured picture of a cartoon character by Vippin's younger brother (not in 
this class). A timetable is pinned up on the back of the classroom door (Field 
notes, PMS: Tuesday 170'August 1999) 

Table 5.5b replicates the children's timetables for their lessons when they were in class 4a and 
then in 5a (as found in their almanacs and printed on the classroom door). 

Table 5.5b: 4a's and 5a'sTimetable 
4a's Timetable 
Period/ 
Day 

1 2 3 4 R 5 6 7 8 

Mon. Science Maths Games E Drawing Hindi Libr Sst. 
Tues. Science Maths English Games C Drawing Hindi Library Sst. 
Wed. Science Maths English Games E Draw-ing Hindi Sst. Sst. 
Thurs. Science Maths English Computing S English Hindi Hindi Sst. 
Fri. Science Maths English Computing - S- Games Hindi Hindi Sst. 
Sat. Science Maths 

_ 
English Computing 

5a's Timetable 

Period 1 2 3 4 5 6 7 8 
Days/ 1-6 1-6 1-6 1-6 1,2 Games 1,2 Drawing 1-5 1-3 
subject/ English Hindi Sst Maths 3,4 Computing 3, Science science Sanskrit 

5,6 library 4, Music or Urdu 
5, English 4-Maths 

Extention2 - Gen. Knowl. (GK2)1.30-2pmC/ass teacher 
(Saturday has 5 periods; Mon-Fri. have 8 periods) 

As the timetables demonstrate, maths, science, English, Hindi and social studies were taught 
from Monday to Friday but additional lessons involved computing (both theory and practical) 

and the use of the library, where the children would read and record books of their choice. In 
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the Sth year an additional subject was introduced into the timetable. It included the choice of a 
third language, to be Sanskrit or Urdu. General knowledge was also introduced in the 5th year 
and, although not timetabled, practical computing sessions were held on Sunday mornings as 
there were too many children in the class to experience the practical 'hands-on' work during the 

week, and the electricity supply was sometimes erratic (although the school sometimes used its 

own generator). 

Subject teachers taught subjects to the children, and those subject teachers had varied by the 

time the class entered the 5th year. The subject teacher for the first lesson of the day in classes 
4a and 5a was also the class teacher, and that allowed for a swift morning start following roll 

call. The following section provides a summary of the, philosophies and teaching content and 

method adopted by the class teachers and mathematics teachers who taught the case study 

children. It goes on to provide a summary of their teachers' perceptions of 'quality'. 

5.6 The Teachers of the Case study Children in the Private Model School 

5.6i 4a's class teacher/ science teacher., Mr Gill 

When the case study children were in the 4th year, during the academic year April 1998 to April 

1999, their class teacher, who was also their science teacher, was Mr Gill. Mr Gill joined the 

school just five months before the Private School Society took it over, and he explained some of 
the strategies for change during that time: 

I joined 5 months before it changed. The syllabus is the same, but they took over to 
improve the standard. We've attended so many seminars. I've attended 2 workshops. 
The first one was on how we can impart our knowledge and the second workshop 
was, if we were teaching a topic, we had to think of as many questions so as to 
develop the children's mind to make them think. (Interview: PMS Mr Gill - 4a class 
teacher/science teacher, 17th March 1999) 

As far as Mr Gill's philosophy of education was concerned, the key to children's success lay in 

captivating and motivating the children, so that their interest in learning was developed. The 

role of parents was to reinforce the school knowledge and to motivate the children, because if 

the parents did not encourage the children in their schoolwork, then th e children would become 

disinterested. Indeed Mr Gill attributed any success or weakness that the case study children 
had experienced, to their parents' level of interest in their education. 
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5.6ii 5a's class teacher / Hindi and English teacher: Shri Ram 

When the case study children advanced into the 5th year, from April 1999 to April 2000 their 

class teacher, their English teacher and their Hindi teacher was Shri Ram. 

As a class teacher, Shri Ram seemed to have quite a relaxed relationship with the children and 

the children would often be seen being teased by or teasing him at moments in his classroom 
lessons. It was as though the children were not afraid to tell him if they were worried or pleased 

about anything. As the class teacher he had met the parents of the case study children, some of 

whose mothers were teachers at the school or at one of the sister schools; he had also met one 

parent whose child had been a cause for concern. She was also one of the case study, children - 
Rabia. 

As far as his philosophy on teaching children and its relationship with the school syllabus was 

concerned, Shri Ram believed that it was important to teach the children in detail during the 

early stages of the syllabus. This applied both in lessons, before they were to undergo the 

exercises following the chapter they had covered, so that the children could work independently; 

and also applied in relation to the wider application of the syllabus, to ensure that the children 
had the least amount of difficulty as they progressed to the later stage of their education, 

particularly the CBSE Board exams, which they sat in the 8th grade. 

With respect to the content material of English lessons, Shri Ram talked about the life learning 

messages that children had learnt from the stories they read in the lessons, for example 'practice 

makes perfect'. Such values were indicative of the hidden curriculum found in textbooks and 

through observations of pupil-teacher interaction in the classroom. 

The ultimate aim for Shri Ram was to captivate and instil interest in the children, so that 

learning wasn't a chore and so that they could become successful learners, by being able to 

work independently on the exercises that followed the chapter they were studying at the time. 

0 Perceptions of differences between the private and the state sector: curriculum content and 

pedagogy; retention and memory: 

Although homework performed the role of memory work through repetition, Shri Ram 

explained that the learning within the school context aimed to move away from that tradition in 
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India, to a learning context of asking the children questions, informing understanding and 
fostering independence in learning: 

CT: there is a tradition on learning in India. If it's an English medium school like 
ours, in those, the children are taught so that repetition is less and there's more 
emphasis on understanding. So the children can understand themselves and do 
the work themselves. In government schools, in those, whatever the teacher 
writes, the children have to repeat and then learn it. But now, like I've just told 
you, my story isn't like that, my method is to teach in detail and then to ask them 
in detail. So that the children if they're not 100%, then 50%, 40%, 30% or 60% 
of the children can understand. If I teach them without the detail, and ask them to 
do the exercises and the question answer, fill in the blanks or word meanings, and 
say learn it children, then I think that won't be very beneficial. The children will 
just sit there; they won't have the confidence to do anything by themselves. And 
we ask the children, we say, tell me, you tell me, you tell me. And then they get 
the confidence to study and move forward with me (Interview: Shri Ram, 
Thursday I 10' October 1999) 

Mrs Joshi, the English teacher in the 5th grade, also made distinctions between the private and 
the state level ot education in India, particularly with regard to teaching English. According to 

Mrs Joshi, English was important to people in India and that influence had arisen from the 

private sector. She would never send her own child to a state school and asserted that: 

If you want your children to do well, you send them to a private school so they 
don't have any inferiority about not being able to speak English (Interview: 
English teacher Mrs. Joshi, I 80'March 1999) 

5.6iii The malhs teachers: Mr Mohanlal and Shri Brymohan 

When the case study children were in the 4th grade their maths teacher was Mr Mohanlal and in 

the 5th grade he also taught those children who had chosen Sanskrit as their language option. 

Mr Mohanlal's philosophy of education was that learning was about developing reasoning and 
independent thinking through questioning and learning from outside the textbook. Learning 

was about asking 'what's happened, how has it happened, why didn't it happenT and he 

explained that where reason ing'cxistcd, where the child had to explain, then the child's learning 

capacity would increase. 

In terms of applying this perspective of learning to mathematics in the classroom, Mr Mohanlal 

explained that his classroom pedagogy made use of explanation, demonstration on the 
blackboard, questions from the text, defining the terms used in the text, and then giving the 

children the statements in the texts. By statements, he meant the problems where application of 
the methods learned were to be carried out, as he explained: 
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When I start a new chapter, I tell them the outline and take it from the chapter. 
Like fractions, and first I'll ask what is fractions, what is numerator, 
denominator, mixed fraction, actual - the kinds of fractions; so I tell them that 
first. Then I tell them to convert them - like mixed; after that the numerator and 
denominator is done, after that I tell them to do it without LCD and just to do the 
addition and subtraction. For that I make a diagram, a circle and divide it into 
parts - and show a fraction of a half. That's how I give them identification ... After that I teach them how to find the LCD and do plus and minus of fractions. 
When that's complete then we'll give them equivalent fractions like half is equal 
to 2 quarters. After that's complete, then we'll do the work from the book. We'll 
do the questions, without statements at first and then afterwards we'll do the 
statements. 

RC-D: what are statements? 

MT: statements are for example a third plus a fifth plus an eighth. That's the 
question. Then after we've finished that; then examples like 'Mohan drank two 
thirds of a litre of milk in January. 

RC-D: so when you teach them something new you first teach them the meaning? 

MT: Their factors, their elements, we give them the knowledge of them first, so 
they know what these things are and how they're done, then we do the sums 
(Interview Maths teacher: Mr. Mohanlal: (PMS, Interview: Maths teacher, 
Thursday I" April 1999) 

In the Sth year, Shri Brijmohan was the maths teacher for the case study children. He began 

teaching at the Private Model School in April 1999. Since the Private Model School take-over, 

Shri Brijmohan had attended the workshops that aimed to develop the teaching skills of staff 

and he explained what they involved: 

MT: I attended I workshop in primary maths madam and it was to do with 
middle level maths. In middle level maths they said you should provide the 
children with creative activities. Like for example, if you're teaching them 
percentages. You're teaching them for example, how to make 14%; so you take 
100 things, anything like, 100 tablets and then separate 14 of them and leave the 
remainder to one side. So that 14 out of a 100 is 14 percent of it. You do a 
demonstration method with the children; and use that more, so that the children 
have better understanding. Another area they talked about was homework ... that 
we should give them as little as possible. But that in class we should involve the 
children more in the class work by involving ourselves. So we talk together and 
solve the problem we're studying together - not so the children solve it and the 
teacher watches over them, but involve the children and yourself and complete 
the task (PMS: Interview: Maths teacher, Shri Brijmohan Friday 120'November 
1999). 

Shri Brijmohan believed that whatever method one was adopting or implementing was 
dependent on the teacher and the child. Successful learning also depended on the student's 
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input. In mathematics for example, completing the day's work was crucial for the progressive 

understanding of concepts and this required the child to put in the effort. 

In reality, the classroom situation of mixed ability was difficult to reconcile with effective 
teaching methods. However, Shri Brijmohan explained that effective methods for his classes 
involved reading the question, informing the children of what the question is asking them to do, 

solving it with big statements on the blackboard, making the text understandable to the children 
by translating from English to Hindi and demonstrating it with the children: 

MT: Effective methods well this is it; well first and foremost I solve the question 
discussing it. First and foremost I read the question, explain what is to be done in 
this, what the children have to do. Then in big statements I solve it on the 
blackboard. 

RC-D: and the book's in English? 

MT: yes the book's in English; and then I also convert it into Hindi, you'll have 
seen in the lessons. I translate it; where the steps aren't clear, I find a normal 
example to show them. Like the other day there was a question, on simple and 
compound interest. The book gave the three men different names; the children 
got confused 'who had give to who, who had taken from who - they couldn't 
understand any of it - they get worr ied. So I thought I'd take 3 children and say, 
'this one's borrowed the Rupees, this one's given the Rupees, this one is asking 
for simple interest for this one, this one is asking for compound interest form this 
one; this one returned 210 to this one, this one gave 200 to this one; the mediator 
got 10 rupees. After that, we took the simple interest and the compound interest. 
And from this mdhod 90% of the children will understand. For the 10% it's very 
difficult. The 90 or 80% are satisfied, and the teacher thinks her/his teaching has 
been effective (PMS: Interview: Maths teacher, Shri Brijmohan Friday 12'h 
November 1999). 

5.7 Perceptions of Quality within the Private Model School 

According to the teachers of the private model school they stated that, in theory, quality 

education involved a non-reliance on textbooks and a breadth of learning experiences. In 

practice, however, the constraints of the classroom situation, with a range of children's abilities 

and a syllabus to complete, created a situation where textbook learning became the norm. 
However, comments relating to the concept of 'quality' ranged from the view that: 

9 It's about developing curiosity in children: 
Bookish knowledge is not useful in every where. From my point of view quality 
education is not memorising the things, means if I am saying this is a tree; they 
should know the reason why it grows in earth or in soil, why not in rocks, why 
not in air. They should ask questions; (Mr. Mehra: PMS, 116' November 1999, 
computing teacher) 
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0 It's about giving children a range of learning opportunities 
Quality education at first was we should complete the syllabus. But now things 
have changed, we have cultural activities, theatre workshops. The children are 
having all-round development that's the meaning of quality education. In the 
past we had the exams, the teacher would make the exam papers. And what was 
happening in this school wasn't happening in the two sister schools. So there was 
no standardisation. Now all that's changed. Now it's all done as one. (PMS: 
head teacher Interview, Friday 12th November 1999) 

0 It's about smaller classes of similar ability 
Where you put quality, there will be less quantity. First and foremost quality 
means that the children will be of normal IQ, where all are the same, so effective 
teaching takes place (PMS: Teacher Interview: Maths teacher, Fri 12'h November 
1999) 

0 Its about children understanding and become independent thinkers 

MT: Their physical and spiritual and mentally in the class studies - all these 
things they should develop an independent capacity in. So whatever decisions 
they make, they should make self-decisions. Whatever they learn, each factor 
should be understood clearly so they can move forward; this is called quality 
education... In this school they do that. They cross-question each other, they do 
competition. And so with children's understand, they don't just learn from 
books; there are questions that depend on the general IQ and what we do is 
motivate them. Quality means that whatever we learn we learn completely, in a 
systematic way and with full satisfaction (PMS: Maths Teacher Interview: Mr 
Mohanial, Thursday I' April 1999) 

0 It gives identity as it stands out as something 'special' 

CT: Quality means that a person with anything ... gun ... (virtuous characteristics) 
that like it stands out from other things. Like a person asks what are my qualities 
inside me that make me different from others; one's own identity. One's own 
identity makes quality. So inside me I'll have qualities that make up my identity, 
which I show in my understanding, in my school, in my children - like teaching 
the children in a good way, like getting on with the other teachers; so that's my 
identity and its different to others. And that's quality - because it gives identity. 
So other people or other schools in this area, they come to know what the 
children are taught, what qualities are in the children through what's taught. So 
the Private Model School name - means what are the children learning, how do 
we recognise them. We recognise Private Model School and when we look at the 
children we see Private Model School, because that's the school's reputation. 
And that's how we know where we stand, where the Private Model School 
stands, and other people will think, what good things has the Private Model 
School taught, what bad things have they done, and what use or detriment has it 
been to the children, We call that quality education - gun wala shiksha (virtuous 
education) -a specialisation of something (PMS: Teacher Interview: 5th year 
(5a); class / English teacher / Hindi teacher Shri Ram, Thursday I Ith October 
1999) 
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This last perception of 'quality' as something 'special' is in line with part of the explanation of 
'quality' provided by Hawes and Stephens (1990) as 'something more in relation to the pursuit 

of excellence and human betterment' (pI 1). Also highlighted in this last perception is the idea 

of 'cultural capital' (Bourdieu 1977) and its relationship to 'institutional identities' of 'quality' 

education that the Private Model School promoted. 

The next section turns to the DPEP village school attended by four of the case study children. 

5.8 The DPEP village school and its Surrounding Community 

The journey to DPEP village school: At the border is a sign saying 'Haryana 
welcomes you'. The view ahead is one of large, suspended billboards advertising 
property estate on either side of a busy dual carriageway. We pass plots of land 
displaying 'for sale' signs and above them hang more billboards advertising 
property estates ... passed a very plush looking hotel 'the Plaza', and further on 
are a row of small shops. Opposite the shops, stands the entrance to a colony of 
luxury farmhouses. We turn left to enter the ally leading to school. The small 
alley is hardly noticeable from the road. We park the car. I walk along the lane 
leading up to the school and into the village of the DPEP village school. (Adapted 
from Field notes: 110' January 1999, Thursday 21' January, Wednesday 2 nd 
February) 

5.81 Housing, residents, amenities, governance and change 
According to the District Education Officer, the DPEP village lies in the block of Gurgaon and 

the tehsil of Gurgaon. A village is divided into wards. The DPEP village has six wards 
(divided areas), comprising about fifty houses in each ward. The village has one Sarpanch (head 

of village council) and a panch (five members of a village council). The village comprises of 

around 350 houses in all. The school Caretaker was a resident of the village. He informed me 

that there were about 12,000 inhabitants in the village and it was well equipped for the local 

residents. There were shops selling paint, items made of iron, stone and brick, grocery shops, 

tailors and a bookshop. They were all small shops - vendor type shops, which looked like small 
kiosks. 

All residents of the village had access to water. There were four water tanks in the village, 

which were filled twice a day by a gentleman paid to do it in the village. Indeed, one would 

regularly see the tanks arrive in the morning and afternoon ready to be filled. The tanks had 

pipes leading to supplies with taps at various points in the village, so families were able to 

collect water for their daily consumption at home. A few of the homes were equipped with their 

own taps if they had their own water tank. 
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The District Education Officer informed me that 'rich persons' who are self-supporting 
inhabited the DPEP village. Whilst their livelihood was originally agricultural, they had in 

recent years acquired land in more remote areas and used the current buildings in the village as 
lettings, taking the rent as their income. The children attending the village school were 
therefore, by and large, those who lived in the rented properties - they were outsiders. Their 

parents were migrant workers, mainly labourers, who had moved to the village on account of 

available work due to the close proxMty to New Delhi. As such, many of the children 
indigenous to the village had been sent to private schools. 

Towards the end of the fieldwork period, a teacher from the Ahir/Yadav caste had been posted 
to this school and one of her roles was to teach physical training to the Sth years. In India, state 
teachers arc required to remain in one school for a minimum of three years and then may be 

posted to another school. The Abir teacher was familiar with both the village and the school, as 
her own family had originated from this village. Six years ago she had been a teacher at this 

school. She informed me that that the indigenous community of the village was of the Ahir, 

sometimes called the Yadav caste and were of quite traditional roles. Most of the women of the 

village spent their time occupied with housework, looking after cattle, milking them and feeding 

their children. And as for the men: 

The men, they go to work. First they used to look after fields now they've 
become advanced; they've gone into service. There's DLF (the colony of 
farmhouses) - so they've sold their land; they put their homes on rent, some of 
them have opened shops and sit in the shop. That's the sort of work they do. 
(Ahir teacher: conversation, November 19th 1999) 

Behind the school into the village, there were a number of small rooms used as accommodation 
by families, which included two of the case study children, who were outsiders, as the Ahir 

teacher explained: 

(Referring to the small rooms) they've been turned into lettings; poor people live 
in those dwellings. They do servant like work; like you see in DLF they've kept 
them as guards, some of them are servants in bigger homes - they live in the 
smaller homes to save money. Some are from Bihar, some from UP and other 
places - so these people live in those small rooms. They are builders, they are 
labourers ... (Ahir teacher: conversation, November 19'h 1999) 

According to the Ahir teacher, there were about five hundred homes in the village that belonged 

to the indigenous members of the village; outsiders, the number of whom was not known, 

occupied the rest of the dwellings - they were not issued with a ration card. The ration card 
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allowed membership into the village in tenns of citizenship, allowing one to vote and buy 

subsidised groceries. 

So the village had its own system of council and rules and this was run by the Panchayat and 
headed by the Sarpanch. In some villages, which are considered small, a Sarpanch would be the 
head of a cluster of villages, but DPEP village had its own Sarpanch who also had an increasing 

role in the school as the Ahir teacher explained: 

Ahir T: Oh yes. Now there's a new rule coming. The school will depend on what 
they say. 

RCD: Can you tell me more about the village Panchayat? 

Ahir T: Well in a Panchayat there arc 5 members and I Sarpanch. They have 
meetings and call the villagers; like they might discuss the school - something's 
broken, they need a new roof, or a teacher isn't working so they have to put in a 
complaint - so they discuss that and do something about it. If there's a function, 
the Sarpanch is called. 

(Ahir teacher: conversation, November 19'h 1999 

One of the biggest changes the surrounding area of the village had experienced over the last 

twenty years had been the development of buildings brought about by land bought by the Delhi 

Finance Company. DLF had begun twenty years ago when the surrounding area was 

agricultural land. DLF had four divisions of land. From 1988 onwards people started occupying 

phase I of the colony. Phase 2 began in the 1990s. 

5.8ii Educational assistance 
Within phase 2 of the DLF colonies reside representatives from the Haryana Rotary Club. Mrs 

Ramchadani, a representative of Rotary, explained that the local Rotary Club had adopted the 

DPEP village school in 1997 because it lay within the vicinity of their organisation. She 

explained how they aimed to help make it more like a 'real' school by making comparisons 
between the private sector and the state sector based on the turnover of staff, pastoral care and 

continuity: 

Once they reach a certain stage, we felt this school didn't have enough facilities 

... So we've provided the mats, medical camps for polio injections, small cultural 
programmes so that they understand what a student's life is. Otherwise they just 
come and go; its like a machine, they're just working ... Teachers are constantly 
changing and because of this constant change, the children are not looked after 
properly unlike a convent school. Here every 3 or 4 years the teacher goes. In 

133 



government schools there's no continuity. Ifs unsettling for children (21' 
November 1999: conversation with Rotary rep Mrs Ramchadani) 

The Rotary Club had also organised a women's morning school, where they taught sewing 

which included embroidery and how to cut and stitch Punjabi suits. They provided the fabric to 
learn this work. The morning school also taught basic mathematics and reading and writing 
Hindi. The women's morning school was held in a room at the centre of the village and older 

siblings and mothers of two of the case study children, who did not go out to work, attended 
those schools to improve themselves and to occupy their time. 

Other help available to the children of the school was food. As part of the 'incentive scheme' to 

sustain retention at school, the state government organised a 'mcals scheme'. In this respect, the 

children from classes I to 5 (the primary age group) at the school received free allocation of rice 

and flour once a month. 

5.9. The DPEP Village School 

5.91 School composition 
Whilst most of the children who attended the school were the children of migrant workers, there 

were some children who attended the school who were indigenous to the village. These 

children were from the Ahir caste (and in Haryana, Ahir tended to form part of the upper caste). 
However, a high proportion of the children who attended the village school were of the schedule 

and 'other backward caste' categories. Table 5.9 provides general information about the school, 

and the enrolment categories used in district records. Data on drop-out rates were unavailable as 
the table indicates. 
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DPEP Village school: General Infonnation Table: 5.9 
SCHOOL LEVEL DATA 

District : GURGAON Year: April-March 98/99 
Block GURGAON Village Name/Ward No.; 
School Name: DPEP Village School SchoolCoder 

A. General Information 

Rural/Urban 

Year of E stablishment 
School Category 

Type of School 

Management 

School Covered under OBB 

Type of School Building' 

Status of School Building 

Total students( Pr. Classes 

Number of Class rooms 
Number of Teachers 

Number of Male Teachers 
Number of Female Teachers 

Rural 
1954 
Primary with Upper Primary 
Co-educational 
Educational Department 
No 
PUCCa (Permanent) 
Government 
250 
5 
6 
0 
6 

B. Enrolment Data 

Description Class I Class 11 Class III Class IV Class V 

Number of Total Student 77 56 35 I 3§ so, 
Number of Girls 36 23 19 14. 24 
Number of SC Student 27 29 14. 18-- 14 
Number of ST Student 0 0 0 0. 0 

Number of OBC Student 15 11 8 10 23 
Number of Repeaters 5 11 7 7 1 
'Number of New Admissions 77 5 2 3 2 
Students Receiving Free text books 0 0 11 5 0 
Students getting Other Incentives 0 0 0 0 0 

u. rey inaicators 
Indicator School Block Remarks 

Pupil : Teacher Ratio 38.48 
" OBC Student 14.76 Data Internally Inconsistent 

" SC Enrolment 35.36 Please verify total classwise en . rol 
" ST Enrolment 03.82 
" Girls 48.88 Other Indicator may change after 

data validation 
" SC Girls to SC Enrolment 17.42 

" ST Girls to ST Enrolment 02.17 

" Repeaters 09Aý 
Drop put Rate N. A. 

I 
NA. 

Date: 29 Nov, 1999 DISE98 CNIEPA New Delhi (SSR -. i 

Source: Annual Plan Gurgaon 1998/99 
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5.9ii The school building 

For the outsider unfamiliar with a state school in India the school looked somewhat bleak. 

However, for those who are familiar with state schools in India, the DPEP village sýhool was in 

fact a well-provisioned school in terms of its infrastructure, with classrooms, a boundary wall 

and access to water from a water tank outside the school gates. 

5.9iii School routines 
As with the Private Model School, there was a difference of one hour between the start and 
finish times of school in the summer and winter months. 

Field notes illustrated the kinds of activities that occurred within and outside of the school gates 

prior to the beginning of the school day and prayers, where the school assembled together in 

lines of their respective classes: 

8am: fathers drop off their children by the main road leading up to the school and 
some of them arrive on cycles and scooters, whilst others arrive by walk with 
friends or siblings. I pass Renu's grandmother as I walk to school and moments 
later Renu greets me with a 'namaste' in the playground. Children play whilst the 
teachers sit around a desk chatting on the veranda. In the playground a little girl 
shouts out her friend's name as her older friend enters the gates. She plays a kind 
of hopscotch with her whilst other groups of boys and girls separately gather 
together chatting. An Indian and larger version of hopscotch seems to be a very 
popular morning game. Renu comes up to me; 'didi you'll be cold out here' she 
says and the caretaker wishes me good morning and goes into a room. Children 
are arriving into school. The caretaker empties an earthenware pot of water 
outside his room onto the playground and two older girls, who are the same ones 
as yesterday, go off to fill the pot from the water tank outside the school. Pravin 
comes up to me with a few boys; 'namaste didi' he says, then the bell goes but he 
runs off in the opposite direction, out of school! A man with a donkey and sacks 
of sand and mud on its back passes the gates to go out of the village, whilst 
children pass him carrying buckets of water into school. Then another man passes 
the school heading towards the village accompanied by 2 donkeys and empty 
sacks, which he is evidently intending to fill and use for building material. The 
school children crowd around a mound of gravel that stands outside the school 
gates and then the caretaker rings a small gong for assembly to start. Pravin races 
through the school gates followed by his friend Vikrurn and joins the back of his 
class' line. Whilst assembly is taking place a sweeper sweeps the playground and 
the care taker sits smoking on the step near to the gates, waiting for late comers, 
whom he stops and asks 'why are you late today? ' 

Meanwhile, in the classroom, Nilesh is sweeping the floor along with Suresh and 
they place the mats in lines on the stone floor. In the playground: the caretaker 
beats the gong again to signify the second bell. The bead shouts 'come along 
children' in Hindi and sends 2 children to call any children who have remained in 
the classrooms. 

The head shouts a religious greeting repeatedly and the children stamp their feet 
each time it is said. They sing a Hindi prayer with hands together. As usual 
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some older children stand at the front. They sing one verse at a time and the 
remainder of the school follows. Some of the infants are so absorbed in the 
assembly and they hold their eyes tightly shut and concentrate on the singing. 
(Adapted from field notes: Friday 22 nd January, Thursday 29h July 1999, 
Tuesday I Oh August 1999) 

5.9iv Attendance and drop-outfor the case study children's class 
Table 5.9 lists the numbers of children and the castes for the five preceding years, that followed 

the case study children's class through to the 5th year. Figures were taken from attendance 

registers: 
Table 5.9iv: Numbers of children by caste/sex for the 5 preceding years that followed the 
case study children's class through to the 5'h grade 

Year/grade No. of girls No. of boys Total no. Sc BC OBC 
children Girls oys Girl oys Girls oys 

1999: 5th 18 16 34 8 6 2 3 7 1 
grade 
1998: 4th 19 16 35 2 4 7 8 3 2 
grade I 1 1 
1997: 3rd 23 16 39 6 7 2 2 6 3 

_y, 
Eade 

1996: 2nd 34 20 54 6 15 3 3 - - 
grade 
1995: Ist 26 34 50 4 15 3 3 

I grade I I I I I I I 

In agreement with the literature (Agarwaal 1998) the highest time for drop-out in this school 

was in the second year. Madam explained that this was a common occurrence due to failure or 

unsettled circumstances as she explained: 

Madam: Some failed, some were late admissions. So for example they've come 
in October, that means they stayed for 5 months; so he's not covered the syllabus; 
or he's not been there long enough, some children go and then come back - so 
hadri is short. 

RC-D: What's hadri - attendance? 

Madam: Yes attendance, it becomes less. Some will have failed in the 3rd and 
some will have failed in the 4th; then 34. Some leave the village. 

RC-D: So does this go on all the time? 

Madam: All the time. The number children that are in the Ist year, by the 5th 
year ifs half that or one class goes - these two things happen; some will leave the 
village; some will take their certificate and go with their mum and dad and 
transfer; some fail and then they're left; so if s going to be less children isn't it? 

RC-D: And does this go on mainly in the 2nd? 

Madam: They'll drop out of the 2nd, the 3rd they might fail, and in the 4th. 
(DPEP village school: Interview, Madam, November Oh 1999) 
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5.9v Yhe classroom environment, routines, timetables and lessons 

0 The classroom environment 
The children in this study were in the 4th year at the start of the fieldwork. During the following 

fieldwork visit, they had all entered the 5th year. They physically changed classrooms and 

retained the bare necessities of a blackboard and a teacher's desk. In the fourth year, children 
brought in their own plastic mats to sit on during lessons (when they remembered), but by the 
following year, the Rotary Club had donated long hard-wearing rugs which the children rolled 

out into lines in the morning prior to lessons. Funds (from DPEP) had also been allocated for 

children to produce displays on the work they covered in class, and a few drawings were visible 

on the classroom wall - one of a religious festival of 'Raksha Bhandan' and another of a 
description of a cow. 

* Daily routines, timetables and lessons 

After prayers the children would assemble in their classrooms and sit in their lines facing the 
blackboard and the teacher's desk, the brighter students sitting closest to the front. As soon as 
their class teacher, whom they called 'madam', arrived, Sarasvati, the class monitor, would 
draw the class's attention and shout 'class stand', at which point the class would immediately 

follow the instruction, jump up to stand and salute madam shouting 'jai', a religious greeting of 

respect. This would be followed by roll call. 

The morning lessons would involve mathematics and Hindi and usually the Hindi would 
involve the children reading and learning a chapter, which madam would then read with them 
before they were to complete and memorise the questions and answers from the textbook. 

Mathematics would usually begin by madam dictating questions from the textbook that the 

children would complete on their slate. This procedure would be followed by the children then 

going on to individually answer the maths exercises from the text. If a new topic was being 

introduced or children were having difficulty with the maths, madam would conduct a class 

explanation at the blackboard. 

Morning lessons would finish at around 11.30 or noon for lunch. Those who lived near to the 

school sometimes returned home for lunch, either brought their lunch to school, or did not eat, 
having had a filling breakfast before arriving at school; whilst others bought their lunch from 

the vendors on their cycles who stood outside the school gates. I would usually spend my 
lunchtimes with Sarasvati and was guided into the lunchtime ritual. That involved visiting the 

water tank outside school to wash hands before eating, eating lunch in the classroom, visiting 
the water tank to drink water and to wash hands after eating, and visiting the nearest toilet 
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(which for the children was the open land behind the school - by the end of the fieldwork there 

were plans to install toilets in the school for the children). After lunch children would play in 

the playground before the afternoon lessons began. Field notes provide a brief illustration of the 

children's routine activities during lunchtime: 

Lunchtime: today I have lunch with the children who have lunch at school and I 
sit in the classroom. 2 boys sit in the comer eating their meal and 3 girls 
(Sarasvati being one of them) sit in a group eating theirs. 'I've only brought 
Parathas (Indian breads) today' say Sarasvati. Sarasvati tells me that after they've 
eaten, they'll go and have water and wash their hands at the tank outside the 
school and then they'll go to the bathroom. 'Where's the bathroom? ' I ask. 'It's 
the jungle at the back of the school. The problem is that men come up there. 
There used to be a toilet for the children but they really dirtied it and there was no 
water' replies Sarasvati. 

In the playground: Around 10 of the girls play an Indian version of hopscotch 
where they catch each other. 4 children line at one end and 4 at another. I of 
them hops to the other line and tries to catch someone. It's called 'lungri tang' a 
child explains. 'There are 2 lines, I of each line catches the other. Once one is 
caught, they become the catcher'. The boys are playing 'pukrum puckrai'. It's a 
chasing game and if they're caught, they stand near the wall. Jatin, Nilesh and 
Vikrum play marbles in the playground. 

The bell goes. The children are told to pick up litter and that they are supposed to 
do it every day. The classes begin. Class 4 is told to get out their 'paat' (lesson). 
They sit outside with the other classes. Older classes sit in a circle, whilst other 
classes sit in their respective classes on the veranda. The sun is beginning to 
shine and I am clad in thick jumpers and an Indian shawl. Pravin hasn't returned 
from lunch. (Field notes: DPEP village, Monday 90'August 1999) 

Typically the afternoon lesson would involve reading and learning a chapter from the social 

studies textbook or reading and learning a chapter on science. The children would read it in turn 

to the class and madam, and she would explain the content at various points of the reading, 

often asking questions to check that they had listened to the answer she had just given them. 
Then the children would read and memorise the chapter by themselves. They were quite free to 

talk to each other and there was usually a relaxed feeling in the classroom. 

At the end of the day, children would walk home to different parts of the village, usually in 

groups with friends and siblings. Some boys from the 5th year would remain behind to lock up 
the classroom and pack away the furniture into another room. They would then play together, 

whilst the teachers remained on the school grounds. The teachers would remain at school for 

half an hour after the children had left. 
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5.10 The Head Teacher / Class Teacher for the Case Study Children 

Madam was head of the village school and had been class teacher for the case study children 

since the time they began at the school. Within this school, then, the class would be allocated 
the same teacher from the Ist to the 5th year. Madam had been teaching since 1966, and her 

qualifications were a JBT Ounior basic training) teaching qualification, which she obtained after 

passing the metric examination. She planned to retire from teaching in the year 2000 and had 

ensured that her own children were educated up to degree level. In fact, Madam came from a 
family of teachers and chose to enter the teaching profession as a vocation. 

Madam had been teaching at this school and held the responsibility as head teacher for five 

years; previous to that, she had worked in two other schools in the district. Within her class 
there were 34 children. 

5.10i Madam's perceptions and expectations: gender, caste and attitudes to learning 

Within her current class she did feel there were gender differences in attitude to school work 

among the children, which she explained was due to the fact that in India an educated girl would 

go into a more fmanciallY secure familY when she married; and indeed Madam had aimed to 
instil this fact to the girls in her class as she explained: 

Madam: Girls are more sincere in their studies - my girls. The girls are more 
sincere; the boys are less so. 

RC-D: Why? 

Madam: With boys, in their head they're thinking more about playing; with the 
girls, I make them understand, look love if you study, you'll make something of 
your life. In their head is, yes madam is giving the right advice; if we study 
nowadays, if we're educated then ... and I've explained to them an educated girl 
gets a good marital home. They'll marry into a good home; if she can work, then 
she can go to a better family. In their heads is this, so they can make their life. 
(Interview: Madam, November 60' 1999) 

And although Madam was neither of high nor low caste, her expectations of the children in their 

standard of behaviour and work were the same, irrelevant of their caste, as she asserted: 

If a boy who's a Yadav, a higher caste, misbehaves, I say 'go and call your 
father'. For me, all the children are one - rich or poor homes. My schedule caste 
children are the most intelligent. They do the work. If the higher caste doesn't 
do the work and misbehaves, he'll also be told off. (Interview: Class teacher, 
Madam, 19'h November 1999) 
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5.10H New trends in pedagogy - thefear ofthrowing out the baby with the bath water 
Although DPEP was being introduced as a rolling programme and was now only in the I st and 
2nd grades (with associated children's workbooks and teacher guides), Madam had attended the 

early school cluster workshops in 1997 on the new teaching methods which involved training 

children into orderly routines and learning how to elicit knowledge from the children's 

experiences, as she explained: 

Many schools got together, and 2 or 4 teachers from each school were called and 
made a group of 50. Over there, there were 3 or 4 other teachers who used to tell 
us: 'do prayers in the morning, this is how to bring the children to the classrooms, 
this is what you have to do, this is - for example suppose I was giving them the 
description of a cow, or about trees; like this you say 'this is a tree', you stand the 
children near the tree and then tell them to write the description. So by seeing it, 
the children do it themselves; they do the writing themselves; after that you look 
at the children's work. 

I went on the course in the holidays. They also gave me this sort of training. The 
point was that to teach the children in such a way as to get the children's feelings 
('bhav') out of them; show them so that they can tell you themselves (Interview: 
Class teacher, Madam, 19'5 November 1999) 

Madam contrasted the difference between teaching methods prior to DPEP and those of the 

current trend and explained how she reconciled the requirements of the syllabus with newer 
teaching approaches associated with DPEP. In the past, the teacher would lecture the children 

and the children would listen, as a result of which she felt only partial knowledge was retained. 
In contrast, the present trend involved the idea of 'I see, I do and I remember'. She perceived 
her own teaching methods for the case study children in the class as a combination of the new 

methods, which she adopted, but as an addition to the required syllabus for which children 

would have to sit board exams in the 5th year. She explained her methods: 

Madam: I give them knowledge like this, for example I've given them some sort 
of a description to do - about a tree, or their mother, or a cow or school -I say 
you've got a school here, now write about it yourself. Then they've written it; 
those children who have written it, I ask 'how have you written it? How has the 
other one written it? Whatever is in their experience, we've brought it together; 
and some of the things from one come out correct; some of the things from the 
other come out correct, some of the things from the 3rd child will be correct, 
some from the 4th - so the description gets made. 

RC-D; But you don't get time to do these sorts of things do you? Because you 
have a syllabus to do? 

Madam: I've done this work with them in the beginning in the 4th; then the 
syllabus 

141 



RC-D: And what about in the 5th? 
Madam: I did it in the 5th -I did it on writing about their mum 'my mum' -I 
said write about your mum. 'What does she ask, what does she do, how does she 
give you food, what else - they wrote about it. I do these things in between. 
They still have to sit those papers ... so we have to do both things. We have to do 
the course - the syllabus and also have to teach them that new way; we have to 
complete the course don't we; because if anyone comes they'll see the course. 
They have the papers until the 8th grade (Interview: Class teacher, Madam, 19'h 
November 1999) 

There was a sense in which Madam feared throwing the baby out with the bath water, given the 

requirements of the school syllabus, which was dictated, at the state level, by virtue of 

assessment procedures which involved 'papers' set by the state board of education. 

530iii Teaching the syllabus: teacher, textbook and blackboardpractice 

As far as teaching the syllabus was concerned, madam taught from the textbook but interweaved 

the written word with her own explanations, both verbal, with the use of the blackboard, maps 

where relevant to the lesson, and most importantly, questions and repetition of answers to 

ensure the children had retained the information they had learned. In maths for example, 
Madam's pedagogical procedures aimed to ensure that the children understood all the steps 
leading up to an answer, either before allocating a page of text for the children to attempt 

themselves, or after she had seen they were having difficulty with a given mathematical 

problem that she had dictated from the text! 

5.11 Conclusion: Key Issues in School and Classroom Settings 

This chapter has addressed issues concerned with the school setting and classroom contexts. In 

doing so, it has described the communities that the two schools in the case study served. The 

Private Model School primarily served the female MEO community alongside other social 

groups who inhabited the local area. In the main, the DPEP village school served members of 

the migrant population who occupied rented accommodation in the village, and who had 

relocated themselves to the area on account of its close proximity to New Delhi and subsequent 

perceived availability of employment. 

Within the school and classroom contexts, this chapter identified some of the teachers' 

perceptions of change and 'development', which were taking place at the time of the study with 

reference to teaching methods within the provision of 'quality' education. 

* An example of blackboard practice in mathematics is located in the appendices. 
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Plate 5a (1): The Local Area sur oundini! the Private Model School 
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Plate 5a (2) The Local Area Su rrounding the DPEP Village School 
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Plate 5b (2) School Infrastructure and Facilities for the 
Children at the DPEP Village School 
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Plate 5c (1): Private model school: Social Practices in School and Classroom Learning 
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Plate 5c (1): Private model school: Social Practices in School and Classroom Learning 
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Plate 5c (2) DPE ze School: Soci a l Tractices in Classroom LearninE 
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Plate 5c (2) DPEP Village School: Social 
Practices in Classroom Learnin2 
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6.1 Sarasvati -An Introduction 

So what do you both want to becomeT I asked. 
'We'll become what our parents want. They say what will you do ifyou study? ' 
explained Supria. 
'MY dad spent loads on my brother and be failed' said Sarasvati 'My other 
brother is at an English school, my dad said I should go but for now it's a 
Hindi school'. 
'And then there's housework to do' adds Supria. 
'My sister used to do the housework' said Sarasvati. Now my mum does it. 
One sister's gone to our village in Utter Pradesh because Granddad and 
grandma are there and they're getting old, so she's gone to live with them 
and one of my sisters is in the same class as me. She's not here today'. 
'WhyT I ask. 
'She didn't want to come. She said madam's not there anyway'. 
'So what about your third sisterT I enquire. 
'She's marr ied and staying with her in-laws. She comes once in a while, but 
it takes a day to travel from our village'. (Wednesday 13th January 1999: 
walking to Sarasvati's home) 

The above conversation occurred during one of my first encounters with Sarasvati. In it she 

revealed the salient points about her family and their education. Sarasvati came across as a 
happy, bright and confident little girl. She was from a schedule caste family and who, like other 
families in the study, struggled financially and had learnt to live with the way of life that 

poverty, her gender and her caste brought her family. In fact what was different about 
Sarasvati's story is that it illustrated that despite, or perhaps because of the constraints of 

gender, low caste and economic circumstance within her family, Sarasvati was driven 

educationally. Her success at school was reinforced in the home. The one thing that 
differentiated Sarasvati from others in her family, was the fact that she excelled at school. Her 

parents had not been educated, although her father had attended school up until the Yd grade. 
But in Sarasvati's story, school made a difference to her identity as a learner and her self-esteem 

generally. Sarasvati's success at school and her identification with her teacher as an intelligent 

child was reinforced both within school, as she was perceived by other children, as well as 

within her home environment, particularly through her parental approval, given that she was the 

only sibling who had excelled academically within the schooling process. Indeed Sarasvati's 

academic success affected both her self-assertiveness and her confidence both within the school 

context and out of it. It affected her relationships with siblings and her leaming strategies. 
Within school, in academic terms, she always attained first rank amongst her peers and 

competed silently with her friend Renu, who was a little behind Sarasvati. This pattern affected 
Sarasvati's sense of self-esteem and her attitudes to learning. She was also considered and 
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considered herself to be a class leader and this role was reflected in the responsibility given to 
her by her teacher and her school peers' perception of her. 

This chapter aims to set the groundwork for a later analysis explaining Sarasvati's socialisation 
for learning. The forthcoming sections of this chapter beg the question 'how did Sarasvati, with 
her family and community, construct her identity as a learner, and what part did the school play 
in this process? ' It is with that question in mind, that the reader is asked to reflect on the 
following holistic account of Sarasvati's case study story. 

6.2 Sarawati's Family 

Prior to the onset of Sarasvati's school career, family life had been dictated by geographic 
mobility in her father's attempts to sustain employment. As a result her elder siblings had not 
had the stability of living in one place. and attending one school for any length of time. The 

younger siblings had, in contrast benefited educationally, from a more 'permanent' lifestyle, 

although job insecurity remained a recurring problem for Sarasvati's father. 

6.2i Position infamily 
Figure 6.2i represents members of Sarasvati's family and her position in the family. 
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Figure 6.2i: Sarasvatils Family 

Grandparents 

(Nani and Nana: Mother's side) 

Sarasvati's Mum (one of 
seven sisters and 2 brothers - 
2 siblings deceased) 

I 

Grandparents 

(Dadi and Dada: Father's side) 

Sarasvati's father (one of 2 brothers and 2 
sisters -brother deceased) 

I 

Sarasvati's Mother and Father 
(Aged 37 approx. ) I- 

(Aged 45) 

Sarasv Shabana, Krishna 
Pria (sister r ash UrJ a ati (sister- (brother - 
-19) 

(brother - (sister- 10) 5) 
-17) 15) 

6.2ii Educational history OfSarasvati and her sihlings - attendance, retention, learning 

achievement and drop-out 

The three youngest children had attended the local nursery. Sarasvati had begun her school 

career at the local state nursery with her sister Shabana, and had then progressed on to the 

primary school as her mother explained: 

Mum: Sarasvati was 6 years old when she started school and Shabana was 4. 
Shabana looks taller. The teacher thought that they must have been born at 
the same time, so she put them both in the same class. So Shabana's 9 and 
Sarasvati's 11. Sarasvati used to tell me to put her name down and so I 
spoke to her dad and her dad said well, if you drop them off and pick them up 
because of the main road, then fine. 
The Indian government has set up a scheme where young children are taught 
to sit and come and go to school (a nursery 'anganwari'). Sarasvati went 
there first when we came to this village. She was 4 years old and she went 
for a year or a year and a half, with her sister. After that, the madam there 
actually said to me 'your children are getting older. Why don't you put their 
names down in the bigger school? 

When Krishna was little I used to go with him because the road was nearby 
and so I used to sit with him. They used to speak in Hindi and there are toys 
there for him to play with. 

(Returning to talking about Sarasvati and Shabana): 
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So I said to their dad, put their names down. She (Sarasvati) went to school 
on the first day and madam told her what books she needed and we bought 
her them and a bag. Madam gave them a test - verbal and written. It's not 
much, they just ask what they've done at the nursery school. Then Sarasvati 
went to school and she liked the teacher from the start. She said that she 
explains and teaches well and I like her. The difference between Sarasvati 
and Shabana is that Shabana's a bit behind her. (Wednesday 25tb August 
1999: conversations with Sarasvati's parents) 

Sarasvati's parents aimed to provide a stable lifestyle for their younger children for as long as 

employment permitted and this was reflected in their attendance at school. But although both 

parents wanted Sarasvati and the other younger siblings to do well in life and Sarasvati's mother 

expected Sarasvati to get a job with a 'chair' (a white collar job), there were different 

expectations of the younger son, and this was reflected in the fact that he was sent to an English 

medium school: 

I asked Sarasvati's mum why she's sent her younger son to an English 
school. She tells me that there's English everywhere now, and that they'd 
kept their other son in a Hindi until 10th and he couldn't get on; so at 3, she 
said, we sent the younger one to an English medium school. They don't take 
children until they're 6 at the school Sarasvati attends, but his name is on 
their list. If he doesn't study he'll go there too. There's also the fee; the 
teachers take 100 Rupees a month. (Field notes, Wednesday 130' January 
1999) 

So, unlike his sisters, Krishna, Sarasvati's younger brother, attended a local private school as his 

parents hoped that learning to speak English would secure him better future employment than 

his eldest brother had attained. Prakash, the eldest brother, had failed in his education, had been 

unemployed, tried to run a tea shop with his mother and had held various short-term jobs, 

usually as a painter. Prakash had attended school near his home village in Utter Pradesh and his 

father had spent money on his education. However Prakash perceived that there were other 

reasons for his failure at school, notably the lack of educational background at home, as he 

explained: 
Prakash: its like this; lets say we have 5 people living at home, 4 of them 
aren't educated, can't read and write, and I is; he has to live with the 4 every 
day, so will he become educated - he'll never become educated; it doesn't 
happen like that; whatever your home is like, that's how you'll be. If there's 
some influence living with other people, if one person is studying and the rest 
are sleeping, then can he study, his mind will go on other things. Every 
person has their own thoughts; I thought I would like to study and make 
myself go forward, but our society is useless. Now here we've got big, big 
people, and they get educated and become something. But us, we have to do 
it slowly, slowly. But now you'll have seen the kind of children that go to our 
schools, and now quite a bit of understanding is there, first there was nothing 
Mum: now there's more understanding (Family interview: Sunday 12'h 

December 1999) 
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Unlike Sarasvati or Shabana, the two elder sisters had not had a continuous education. Pria the 

eldest sister had never attended school and Urja had chosen not to attend school after the 5th 

grade. Again much of this was due to family circumstances. Sarasvati's Mum explained those 

circumstances: 

Mum: 'we didn't educate the older daughter. We'd stay 6 months at a site; 
for work, wherever their dad could get work, we'd move there, that's why we 
didn't educate her. And him (Prakash) we sent him to the village, he studied 
there, staying with his grandparents. And her younger sister, Urja, we also 
sent her, and she studied until the 5h, after that she didn't study. Then she 
said, 'I don't want to study. It not as if I'll get a chair by studying' that's 
why she didn't study.... She used to say, 'mum you go out and work so hard, 
I'll come with you. In the home there's work so she used to do it. That's 
why she didn't go to school in the village... And the oldest, well she was ill, 
and then we moved, 6 months somewhere, 10 months somewhere else, so 
that's why she didn't study. (Parent interview, Tuesday 20"' April 1999) 

Urja (15 at the time of fieldwork) had chosen not to attend school after the 5th grade for two 

reasons. First - she did not think that the school taught anything of use and that it would not 

provide future employment *and second, she felt she was more of use at home, as she and her 

mother explained: 

RCD: (speaking to Urja) so did you go to school? 
Urja: I used to go in the village. 
Mum: she went until the 50'grade. 
Urja; they didn't do anything so I didn't feel like studying (mun). 
RCD: so after the 5h you didn't go. But then what did you do every day? 
Urja: well four 4 days I used to go with grandma to the fields and work there. 
RCD: so what work did you do in the fields? 
Urja: cut the grass and sit and play all day. 
RCD: so are all the children like that, they don't feel like going? 
Urja: yes. 
RCD: why? 
Mum: she didn't get the habit; ' we were living here, she was living at home, 
so there was no one to tell her. She would make the meals for her grandma 
and granddad, and they said that's good that you've made the meals dear. So 
she used to bring the water from the well, and they said its right that you've 
brought the water daughter. So they went to the fields, to work and she had 
to stay at home and do the work at home, and so she didn't go to school. 
That's how her studies got spoilt. (Thursday 26th August 1999: Sarasvati at 
home with the family - conversations) 

* In Sarangapani's (1999) research children made distinctions between the curriculum and employment 
options - first literacy and numeracy, second 'cultural capital' the marks of an 'educated man', third 
'English' to get a 'sitting in a chair' white collar job - all indicative of the respectable rich man. 

157 



6.2M Thefamily's homestead and home 

When the fieldwork for this study began, the family lived in a storeroom within an elite housing 

complex near the DPEP village. They had lived there for six years, the longest period they had 

stayed anywhere. The accommodation was provided to the family as part and parcel of 
Sarasvati's father's employment as a contractor for the building company that were continuing 

to build elite houses on this previously used farmland. Given the size of this colony, there was a 
large expanse of land where children could play and facilities for the children included an area 

with swings, which the children called the 'park'. However, within a few months of my arrival, 

the landlord had asked them to leave and there was no more employment. 

Sarasvati's mother began making alternative arrangements and building a small homestead 

herself in another area on the outskirts of the village, of which the land belonged to the village 

council (panchayat). 

On return for my final fieldwork visit in July 1999, the family had moved into their self-built 

two-room homestead. It was an area occupied by people who lived in juggis'. These are 

considered as 'raw' homesteads, or huts, in that their roofs are usually made of straw. In 

contrast, Sarasvati's mother had ensured their homestead had a more permanent fixture as a roof 

-a sheet of corrugated iron held down by rocks. There were no facilities for children in this 

area and the children made up their own games and pastimes when playing with each other. 
However water was available at a tank within half a km walking distance and electricity was 

available at certain times for a fee, to those who could afford it, from generators being used at 

another elite housing complex nearby. 

Although the family considered the community of huts their living place, like many other 
families in the study they did not consider it their 'home'. 'Home' was their village in Uttar 

Pradesh (UP) and, other migrant workers, the older members of the family had remained in their 

home village occupying the family house, whilst the younger members had migrated to other 

parts of India for employment. 

6.2iv On approaches to bringing up children 
On approaches to bringing up children, one can begin to see that Sarasvati came from a family 

where Sarasvati's father was the provider, her mother ran the home and female siblings helped. 

Values of effort and hard work and educational success were praised in this family. Putting 

Sarasvati into the family context, she was the first child to have a continuous education. Her 

father valued hard work and effort and her mother supported the activities of the home. The 
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family income was between 5 to 6, OOOR (00-80) per month but, according to Sarasvati and her 

mother, this was very little considering the expenses on health-related problems and the costs of 

school fees, books and tuition for the youngest son. 

6.3 Sarasvati in the Home Environment 
63i Relationships with parents 

* Sarasvati and her father - knowledge, respect, discipline, provider and modest pride 
In a patriarchal society, Sarasvati's father stood for discipline, a font of knowledge and if major 
decisions were to be made, his word was final. If Sarasvati or her sister required help with 
homework or revision for exams, they would approach their father and, if he could, he would 
help them. Indeed Sarasvati looked up to him as provider, and the fact that he was, if necessary, 

willing to do any sort of work in order to provide for his family, as she explained in 

conversation: 

Mum: her father's work isn't secure at the moment. 
RCD; really. 
Mum: yes he's doing building work at the moment - and what does a builder 
earn, nothing. There's no work around at the moment. 
RCD: is there no building work? 
Mum: no one can get anything. 
Sarasvati; otherwise my papa doesn't just do building work, if he works 
doing something else, he'll do that. 
Mum: he'll do anything. (Sarasvati's diary interview, 26h August 1999) 

Sarasvati liked to follow her father's interests and so she took an interest in the news on 
television, unlike her sister, Shabana. Sarasvati's father would religiously watch the news on 
the television every day as would Sarasvati. Sarasvati's behaviour towards her father was one 

of deferential respect in the presence of company; somewhat unlike her behaviour towards her 

mother with whom she spent most of her time. And as for Sarasvati's father's perception of his 

daughter, it could be summed up as modest pride. This pride was based upon what other people 
had said about Sarasvati's intelligence, and upon her results in school tests and exam papers. In 

fact, both her father and grandmother praised Sarasvati for success in school, although 
Sarasvati's mother was uncertain of their ability to provide for future education, given the 
family's financial insecurity: 

Dad: this girl they say she's intelligent. 
RCD: what do you think? 
Dad: I think that must be right - they say and the children at school tell me, 
the teacher also says. 
RCD: the children at the school? 
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Dad: yes - they say 'your daughter is intelligent' (we laugh) so I think well 
that's good, if my daughter's intelligent that's good. 
Mum: they come sometimes don't they, to meet us and go past us and say 
sauntie ji, auntie Ji, Sarasvati is very intelligent' I say that's good, thank you 
god, let her stay intelligent. 
Dad: the main thing is while we can try, we'll get them an education. The rest 
is in the hands of the one above as to what will happen and what won't 
happen. All a man can to is try. 
Mum: is Renu good at studies? 
Sarasvati: we just had a test, she came third. She couldn't do some of it. 
Dad: who came first? 
Sarasvati: me. 
Dad: good. 
Grandma says a blessing for her. 
Mum: it depends on her fate, who knows what will happen, whether fate will 
change; how a son will turn out, how a daughter will turn out, no-one knows. 
Some people get work and some don't; its all depends on fate, what can a 
mum and dad do. 
Dad: nowadays it's difficult to get work. There's no employment in India 
left. Never mind government jobs, you can't even get work in the private 
sector. (Sunday 21' November 1999: In conversation with Sarasvati's father - 
life story) 

0 Sarasvati and her mother - the 'scaffolder' and 'mediator' 

Sarasvati had a close relationship with her mother and her conversations with her were 

challenging, argumentative but they also teased each other. She would help her mother with 
household chores although, as her mother stated, this was optional, primarily because Urja, her 

elder sister, was temporarily at home. Sarasvati's mother saw Sarasvati as tidy and orderly with 
her schoolwork, which she contrasted with her sister Shabana, who was of a similar age. She 

saw Sarasvati as efficient at completing her homework and as being able to understand things 

quickly. In fact Sarasvati perceived herself in a similar light as they both explained: 

RCD: so how come you understand? You don't have tuition do you? 
Sarasvati: no. He's got tuition (referring to Krishna). He's about to start, its 
finished, now it will start again. 
RCD: why is he having tuition? 
Sarasvati: well, he doesn't study here at home, so that's why. 
RCD: so who decided he'd have tuition - mum or dad? 
Sarasvati: mum did. 
RCD: I don't understand - you don't get help at home, you don't get tuition 
from outside, so how come you have always been ahead of the rest of the 
class. How has that happened? 
Sarasvati: well I study; but at home I don't study that much. In school, I 
study and then I come home. But now we have to see who will come first. 
Because, from now on, our madam isn't setting and marking the papers. 
Someone will come from outside, there'll be police, to see who cheats and 
who doesn't. Whoever cheats, they'll get 3 years cut off. Their name won't 
be allowed on the school register for 3 years. 
RCD to Mum: I was just asking her - she always comes first, she doesn't get 
much help at home, because her older brothers and sisters haven't studied 
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Mum; this is the problem. 
RCD: and she doesn't go to tuition, so how does she always come first? 
Mum: she does it from her own head and studies like that; she asks her father, 
but he can't do it. He studied until the 3d grade, her father. He says 'I don't 
know love, the sum'. 
RCD: that's why I'm so shocked - how does she manage to come first all the 
time? 
Mum: well, it's something from god. 
RCD; other children get help at home, because sometimes their family is 
educated. 
Sarasvati: yes. All Renu's family are educated. 
RCD: so I don't understand how you do it and you don't have books at home. 
Sarasvati: now how do I knowl 
Mum: it's like this - listen to me. Madam explains it to her once, and at that 
time she takes it from her, she doesn't ask again. And other children ask 
madam again. And when madam's explaining the next one, she's asking 
about the P one 'madam how do you do this sum, how do you do that'. 
That's why she ... Sarasvati: if I'm explained it once, I understand it. 
Mum: it's like this - if you explain it once, that this is like this, she will 
understand it. She understands quickly. (Saturday I Ph September 1999: 
conversation with Sarasvati and family) 

Like most children, there were occasions when Sarasvati liked to have her own way, but 

economic circumstances dictated that it was not possible. Conversations between Sarasvati and 
her mother revealed how Sarasvati's mother would reason with Sarasvati in order to ensure her 

understanding of the situation in hand. Such situations often involved ensuring that Sarasvati 

understood that she had to learn to live without certain things, but at the same time her mother 

encouraged and advised her to find other ways to satisfy her needs or to solve her worries about 

school work given the family's financial circumstances. The following field note illustrated a 

situation where Sarasvati was concerned about her mathematics, but her mother explained that it 

was not possible for her to have tuition, and that she would be able to resolve her worries 
through her own efforts: 

Sarasvati: in the 5t" grade I definitely want tuition; I don't get tuition. 
Mum: (turns to me often when Sarasvati and mother are in conflict the 
conversation is directed at me) Now you listen to me, now there are 5 months 
left until the board papers; so I said when there are 2 months left, then take 
tuition. Time is there isn't it - now for 3 months where will we get the 
money to give for tuition? 
Sarasvati: starts shouting and switches to a different dialect. 
Mum; so when the papers come, study at home, that's even better. The 
money that has to go on tuition, eat that money in your home. Isn't that the 
way. 
RCD; so is she making a fuss about tuition? 
Mum; yes - she's saying she wants tuition. Get me tuition; that's what she's 
arguing with me about. I have said to her, ' no love, your father hasn't secured 
his job as yet; he started yesterday. He's went yesterday to do duty (work). 
RCD: but why do you need tuition Sarasvati? 
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Sarasvati: I don't understand certain sums. 
Mum: so I've said ask your madam. 
Sarasvati: madam explains it but I still can't do it; I may understand a bit 
better. Then I come home, and then I don't understand. And at home, no one 
will be able to do what's in the papers; so whom do I ask. It is necessary 
isn't it? 
Mum: she says she wants tuition and says 'mum send me to tuition'. I 
haven't even sent him yet (the young son). He's at an English school. 
Sarasvati: his work is easier that ours. 
RCD: But why are you going to send him? 
Mum: it like this with him, I don't know in Hindi and in maths, his marks 
aren't good. 
RCD: how do you know? 
Mum: they tell me, when he's done the papers. 
Sarasvati: didi if he doesn't study at home, then how will he understand over 
there (at school). 
Mum: he doesn't study at home. He spends all day ... like today he's sitting 
around waiting to go to the town in Gurgaon. Otherwise he goes over there to 
fly kites. He does that all day. 
RCD; who with? 
Mum: with the children around here. 
Sarasvati: I took a photo of them. 
Mum: they also both go (Shabana and Sarasvati) sometimes. 
RCD: now you seem a bit worried (talking to Sarasvati). 
Mum: yes, 'how will I pass' that's the worry she's got. (Saturday I Ph 
September 1999: Sarasvati and family, field notes and conversation) 

During the course of this conversation with her mother, Sarasvati's concern for her ability to 

cope with the mathematics in school and her perceived need for tuition escalated. They 

challenged each other. Her mother tried to reason with her on two counts. First - that two hours 

of tuition would make little difference if Sarasvati had not understood the work that was taught 

at school. Sarasvati returned this argument by pointing out the fact that a paid tutor's role was 

quite different to her teacher's role. Sarasvati also argued that her peers were given help - either 
through tutoring, or through an older sibling who had studied which, Sarasvati said, amounted 

to the same thing. In response, Sarasvati's mother explained how everyone's circumstances 

were different. Since the conversation seemed unresolvable, Sarasvati's mother eventually 

resorted to telling Sarasvati to consult her father. The extract below illustrated the incident 

between Sarasvati and her mother: 

RCD: I've noticed that quite a few children in Hindustan take tuition. 
Mum: yes - too many. 
RCD: they go to school and they also have tuition? 
Mum: now see, for 8 hours, madam teaches them. And it that time if it 
doesn't go in, then for 2 hours, 2 and half hours, how will they get it from 
tuition? 
RCD; true. 
Mum: if s true isn't it - this is what there is to think about. That how can they 
study in 2 hours, when for 8 hours that teacher teaches them; then that 
teacher gives them tuition, they can't possibly improve in those hours. 
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Sarasvati; listen didi. The teacher doesn't explain it to you for I hour; she 
explains it for 5 minutes or 10 minutes. And in tuition she'll explain it for an 
hour, for a sum, because we going to give them the money for it anyway. 
That's why. We don't give madam money to teach us. Madam has to teach us 
anyway. 
Mum: doesn't madam take money from the government? 
Sarasvati; yes she takes it from the government, but not from the children. 
Mum: and doesn't she take fees for each month? And for papers? 
RCD; do you have to give fees for this school? 
Sarasvati: yes, we have to give 5 rupees for each paper, and in a year we have 
to give now in the 5e and 6th, we have to give 25 rupees. 
RCD; is that per month or for a year? 
Mum: in a year the fees comes to 25 or 30 Rupees. Up to now its 25; now 
she's in the 5h, in the 5th its 30 rupees each; and in the e year, then it will 
cost me 40 rupees for the year. Their papers that they have every month, 
madam will ask for 5 rupees. 
Sarasvati: I just have to give 5 rupees and Shabana 5 for the papers. 
RCD; oh I see, not for each paper, 5 for the lot. So do your friends have 
tuition? 
Sarasvati: Renu goes to tuition and Seema doesn't go, because her older 
brother is studying higher, he's doing his BA; so he's studied so you can see 
it as tuition, so she studies from her brother. Hala also goes to tuition and 
Mona in another class, and Jaya's sister in the 9h, so she studies from her. 
And I don't know of others. They're the only ones who have told me. 
RCD: so how have you come to know? 
Sarasvati: they tell me don't they that we go to tuition to study. 
Mum: that's the thing you see (mum starts getting wise, metaphorical and 
philosophical again) Some people eat clarified butter and milk, and some eat 
just bread. They shouldn't have to do more; if you've got your own brain, use 
it to study yourself. Otherwise ask madam. If you still don't understand, then 
ask one or 2 sums from someone else. That's the way isn't it (looking at me). 
RCD: I'm not coming in between you both. 
(mum laughs) 
Mum: That's the thing to speak about - you are 4 or 5 sisters and brothers, 
tell me - he says tuition, she says tuition, she says tuition. She will stay 
uneducated; and the other older daughter. Pria is totally uneducated - she's 
just ayasee. 
RCD: aysee meaning? 
Mum: she's ungoota chaat. If anything has to be written, she'll put her 
thumbprint on it. And I'm like that. My mum and dad didn't get me 
educated; we were 6/7 sisters with our mum and dad, and nor did they 
educate us. And she (Urja) we left in the village, UrJa. But she didn't study 
in the village; that's why we arranged her marriage quickly, so that she has 
her own home. And Pria has been with me living here and there; 2 years 
here, 4 years somewhere else - that's why Pria hasn't been educated; she was 
with me. And Prakash studied from his own head; he got a lot of money spent 
on him. 
RCD: really? 
Mum: yes; we gave. a lot of money. 
Sarasvati: didi he was given a lot of money and they should also give it to 
me. 
Mum; now you'll have to discuss it with your father. You see ji (turning to 
me), I don't earn money. Her father earns, and whatever he earns I feed them 
from it, whether its clothes, food, and I run the home and look after everyone. 
In a month he might give me a 100 or 200 rupees, then I have to manage it all 
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for the month; I've got to carry it for a month haven't I- whether he gives 
me 5000; so if he gets work for 5000, then we have to do everything with that 
amount. I have to look after running the house for a month. Now you tell me, 
what can I do. 
Sarasvati: Hindi is the easiest because I can memorise that quickly; 
Mum: she gets worried more about maths. 
Sarasvati: yes, in maths ... first when I was in the P and the 4 th 

, at that time I 
thought I couldn't do the sums; then when I reached the 5th, then I thought 
those other classes were easy. Now when I pass the 5th and go into the Oh, 
then I'll say yes the 5th was easy. 
Sarasvati: just keep trying to study at home love; if you can't do it, put your 
mind to it and keep finding out how its done, how its not done, study and put 
your mind to it. (Saturday I Ith September 1999: Sarasvati and family, field 
note conversation) 

The underlying issue that Sarasvati's mother tried to explain to Sarasvati was to understand that 

each family has different sets of circumstances and that their particular family was constrained 
by financial circumstances. 

Despite the underlying worry about finances, both Sarasvati's parents continued to be proud of 
her success at school, as was her grandmother. Sarasvati was considered to be the clever 
daughter. Her mother would often pop in to school to see her for some reason, whether it be to 

meet Sarasvati from school on the day of her resulis, drop off some fruit for her and her sister or 
to collect Sarasvati's school bag which needed to be stitched. Sarasvati's mother never spoke 

with the teacher about Sarasvati and on the one occasion she spoke with the teacher, it was for 

me to arrange my first visit to her home. But at home Sarasvati was not the only child. She was 

one of three younger siblings and three elder siblings. It is to Sarasvati's relationship with her 

siblings that I now turn. 

6.3ii Relationships with siblings 

0 Sarasvati and Shabana 

Perhaps the closest relationship Sarasvati had out of all her siblings was with her sister Shabana. 

Both sisters were in the same class at school, travelled to and from school together, sat next to 

each other in the classroom but rarely studied together. According to Sarasvati's mother there 

existed the usual squabbles associated with sibling rivalry between them. In fact in 

conversation Sarasvati was often critical of Shabana. Sarasvati's mother would often compare 
the both of them. For example, whereas Sarasvati, she said, liked to study, Shabana liked 

climbing trees; Sarasvati was capable - capable of doing household chores and schoolwork with 

a feisty character; whereas her sister Shabana liked to go off and play. 
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0 Gender, age and sibling relationships 
Aside from Shabana, Sarasvati's relationships with her other siblings differed according to their 

gender and age. She had 
'a 

wann relationship towards her two elder sisters and was always 

excited at the news that they were coming to visit. Whilst the elder sisters were visiting, 
Sarasvati helped in minor household chores such as collecting water, but she saw such tasks as 
the domain of her mother and elder sisters Whilst they were at home. Sarasvati was well aware 
that she had received a better education that her elder sisters and would compare her education 

near the city, to that of their village in UP, where her elder sister Urja was educated until the 5th 

grade. In fact Sarasvati believed that in the village, girls were rarely educated and that, that was 

one of the reasons that her sister Urja's education was poor. 

Her relationship with her brothers was a little different. Although Sarasvati was well aware of 
her elder brother's failure in education, conversations with him indicated that she regarded him 

as knowledgeable when he expressed his opinions and knowledge. Observations of Sarasvati 

indicated that she would learn by listening and joining in as her mother and brother talked over 
things. In this respect she would for example, learn about the poverty or lack of it in different 

parts of India, as the following conversation illustrated: 

Prakash:. In our India Bihar has a lot of poverty. 
Mum: that's it, the only place in India is Bihar's poverty. 
Prakash: wherever you go in India you'll see people from Bihar working. 
Mum: they have little shops, sell vegetables. 
RC-D; they come for work? 
Mum: yes, they do everything. And if anything bad's done, then everyone 
says it's a Bihari that's done it. They don't go back for 10 years at a time. 
Prakash: even if they've children at home there. The thing is the big, big 
people it's their Raj (domain). 
Mum: like Bania's (a member of the trading caste). 
Prakash: like we're jamidhar, so that's our Raj, in our village. 
Mum; it comes on the TV, they tell us in Hindi, in the day at 1.25pm and in 
the evening at 9 o'clock, they tell us what's going on in Bihar. 
Prakash: otherwise in India, everyone's okay. 
RC-D: meaning? 
Mum: everyone is able to eat. 
Sarasvati: everyone's got their own things; everyone has their own, like they 
want to make their own homes, they want to make something with their lives. 
Prakash: there are just two bad things about India. Police and ... (Uses a 
word, which I think means corruption but I ask and mum explains). 
Mum: like if we have a run in with the police, they'll take a 1000 Rupees 
from me and a 1000 from you. 
Prakash: our thanna's (chief police station of a sub-district) here, we see 
things don't we. (Tuesday 20th April 1999) 
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Sarasvati's relationship with her younger brother was that of a supportive sister where she 

would show him the correct way when he was in difficulty. This applied as much to leisure as 

scholastic activities. For example, during the period of the year when all school-attending 

children in India sit for the March papers, Krishna wanted to take the day off school. Sarasvati 

strongly advised him not to do so, explaining that by missing a paper he would waste the year, 

as schools usually retained children in the same class if they did not pass the papers. She would 

also help him with his studies where she could, even when her father was unable to do the work. 
In doing so, she expressed how her father would, once again, be pleased with her abilities as the 

following field note illustrated: 

RCD: is this your youngest brother Krishna? 
Sarasvati: yes he's the youngest and he's my brother Krishna. 
RCD: Krishna what are you reading? 
Sarasvati: he studies in English doesn't he, so they're his books; look so he 
learns his work in English; we study in Hindi and he studies in English; and 
these are all his books - Hindi science, English, Hindi - this Hindi, they 
don't teach him; I've taught him Hindi, he couldn't do Hindi; I can't do 
English, sometimes papa teaches us, but papa hasn't studied much; so 
sometimes he asks a bit to papa and then his madam And I've also taught him 
maths, he couldn't do the maths, he has to write in English. But the kind of 
sums in here, my pap couldn't do them, the whole household was stunned, 
but when we used that little thing you get, papa uses one, like a computer. 
RCD: calculator. 
Sarasvati: yes, from that papa wrote the answer and showed me, and said 
now you do the sum and show me. I did it on my own and it was right, no 
one could do it except me, without looking at it. Then papa checked it on the 
computer. 
RCD: calculator. 
Sarasvati: yes calculator - he checked it afterwards and the answer was 
absolutely right. No one could do could do that sum, and then I did it straight 
away. (Thursday 26ýh August: Sarasvati at home with family, field note 
conversation): 

Although Sarasvati was happy to help her younger brother in his studies when she could, at 

times she expressed the feeling that she thought it was unfair, that tuition money had been spent 

on her brothers. Nonetheless she persevered with her school work when in school. 

The next section examines how Sarasvati occupied her time when she was in the home 

environment. 

6.3iff Socialpractices in the home environment 

* Daily routines 
Sarasvati's home diaries revealed her daily routines before leaving and when returning from 

school. Her morning routine involved a daily worship ('puja') as followed by her father and 
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elder brother; from whom she had learnt the rituals of doing this religious activity when the 

family celebrated religious festivals. When Sarasvati returned home from school, which was at 
1.30pm during the summer terms, she would usually eat a meal, take a short nap and then 

complete her homework before playing, watching television and helping with household chores. 
Homework always involved re-writing and memorising the lessons covered during the day at 

school. During the time preceding the two sets of exams in the year, Sarasvati's madam had 

given the class a verbal timetable to structure their revision when the children were out of 

school. It involved eating a meal, resting, spending one hour upon each of the four school 

subjects, and madam suggested that they should begin their studies from 5pm. Sarasvati 

adapted the timetable to suit herself in order to make her after-school task easier. Thus she 

completed the homework quickly, by ensuring that she understood the work whilst she was in 

school, as she explained: 

RCD: so when is this timetable from school starting for you? 
Sarasvati: I study at night - from 8 o'clock; not from 5 o'clock. 
RCD: for how many hours? 
Sarasvati: for 4 hours. One hour passes on Hindi, the next hour on maths, 
third hour on social studies and 4h hour on science. 
RCD: don't you feel sleepy, going to sleep at 12 o'clock? 
Sarasvati: I do it before 12 o'clock. We only get a bit of work to do. I do it 
quickly, in a short time. 
RCD; how do you manage to get it done so quickly then? 
Sarasvati: Whatever madam explains, at that time if I understand it, then I do 
it quickly; If I don't, then it takes a long time. (conversation, Saturday II th 
September 1999: Sarasvati and family and Sarasvati's Diary) 

* Playing with the neighbours; 
Sarasvati would play with the neighbour's children, who did not attend the same school. Most 

of the children would play together on the nearby rocks. They would fly kites. In the fruit 

season, they would pick berries, they would play playground games that they played at school 

or make up role-play games like 'lord and serf, or 'pretend TV'. Sarasvati would usually play 

with three sisters who were the neighbour's children and relatives of their sublessee. The three 

sisters were Sonia (13 years old), Mona (10) and Meera (8). They also had two brothers. All of 

them attended an English medium school. 

e Caste and the neighbouring community 
Sarasvati's family tried not to have too much contact with neighbours whilst living in the 

storeroom or when they moved to the community of huts. In that community, all of the families 

were migrant workers from Rajasthan but were of the same caste as Sarasvati's family. 
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However, Sarasvati's parents had decided to inform the neighbour's that they were from a 
higher caste, in order to maintain a level of detachment from them as her mother explained: 

RCD; so here - the people that live close by - the neighbours. 
Mum: they're all of our caste (whispers the word caste) they're all chamris. 
RCD; how do you know? 
Mum: they told us from the start. That girl that was here, she's also chamar 
(she whispers). So we haven't told them we're chamar, we've told them 
we're Yadav, Ahir. 
RCD: why? 
Mum: we've said that because, they come here, and they all start sitting here 
in one place; her father (Sarasvati's father) doesn't like all that, people 
coming and going all the time. 
(Sarasvati's home: field note conversation, Sunday 12th December 1999) 

63iv Socialpractices in the 'real'home 

Like many migrant workers, home for Sarasvati and her family was not within the community 

of huts that they occupied in Haryana. Their 'real' home was in their village in Uttar Pradesh. 

* Perceptions and experiences of education in the 'real' home 

Sarasvati perceived people who lived in her village as 'backward' compared to where they lived 

now. This she believed was because of their lack of knowledge and education. For example, 
Sarasvati's mother explained how her sister's two sons were victims of polio as a result of the 
belief that 'if you give medicines something will happen to my child'. Sarasvati explained that 
it was because they weren't educated. With respect to her own immediate family, Sarasvati's 

elder sister's lack of education was, in both Sarasvati's, her mother and her siblings' opinion, 
due to the fact that the education for girls in the villages was poor. Sarasvati's believed that her 

own family had only appreciated the value of education as a result of living closer to the city. 
Sarasvati and her mother explained: 

RCD: so what's the education like in the village? 
UrJa; I don't know - its okay. 
Sarasvati: it doesn't make you remember anything. 
Uria; no I don't remember. 
RCD; didn't you like it? 
UrJa: no. 
RCD: why not? What did they do? 
Sarasvati (interrupts): didi in our village it's like this, like on the 15 th August 
(independence day), they sing film songs. 
UrJa; yes they sing film songs. 
Sarasvati: yes, over there there's no work from madam, she just makes you 
study a little bit and then sits there, the education isn't good. But in the town 
that the village belongs to - over there the education is good. That's where 
my older brother was educated. In our village, they don't educate the girls 
anyway. They take more notice of the boys and less of the girls. (In 
conversation with Sarasvati's family, 20h August) 

168 



RCD; yes but still, you can't read and write, but you want your children... 
Mum: yes, we do, but in our village they say 'well c'mon ... Sarasvati: we came to know through coming to the city, what education is 
about. Now if we were staying in the village, who knows what we would 
know. 
Prakash: the thing is, in our Hindustan very few people think of those things; 
they think just work, don't study too much, just educate them a little, so they 
can read their letters, and that's enough. They themselves are not fully 
educated; and in one's youth it's important to become educated. But in our 
caste, our masters (teachers) don't attend properly, they'll come and go in the 
morning; and the facilities aren't proper. There's no road in the village, no 
light, so all this is there. 
Sarasvati: there's not even water for the school. 
Prakash: the boys have to come from far to study; and if its raining they can't 
go. Like here from Haryana, we can go ... but where we come from, there's 
mud. 
Mum: there's mud everywhere there. 
Prakash; its all fields and mud. (In conversation with Sarasvati and family, 
Tuesday 5h October 1999) 

So although Sarasvati's family owned their own land, a lack of education, proper roads for the 

children to walk to school to in the rain and a lack of electricity made their current location 

seem like a better option to live, and benefited the children in terms of school attendance, as 
Sarasvati and her mother explained: 

Sarasvati: over there, it's just that they don't cater for education. 
Mum: over there - there's no town nearby; it's all village. And it's all 
slippery in the roads, yesterday like it was raining, and if they're coming 
from school. If they are returning from school over there, in the rain, they 
won't be able to walk in the road. 
Sarasvati: the roads are all raw, there are no proper roads. (In conversation 
with Sarasvati's family, I Vh September 1999) 

* Learning and comparing the village 'culture' about the 'real' home through family 

relationships and practices 
Sarasvati's knowledge about her 'real home', the village in Uttar Pradesh, came from listening 

to her elder siblings who had been brought up there, from her own annual visits, from listening 

to her parents and grandparents tell her about the village, showing her the few family 

photographs they had from a camera her elder brother had bought from someone, whilst living 

in the village, and from taking an interest in the activities of the state of UP by watching 

television. Through these forms of mediation she began to build up a picture of ways of living 

in her village, which included some of the advantages, disadvantages and comparisons to ways 

of living near a city. 

Sarasvati's knowledge associated with caste, and of how her caste was perceived, also derived 

from listening to her mother's experiences in the village, and being with her mother in their 
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home village. Comparing life in their 'real home' and life nearer the city once again, they 

claimed that those experiences did not occur in areas near the city: 

Mum: it's like this - it's because our'caste is Chamar. So in Hindustan they 
take that out on you. 
Sarasvati: if you go to the village, then you'll really see. 
Mum: they see it as choot. 
RCD: choot means? 
Sarasvati: didi listen, its like if we go to collect water in our village, we'll go 
and pass a house, and as we're going they will do choot ... they. 
(Demonstrates -moving her head away from me, and covering her cheek with 
her hand) 
Mum: like they'll turn their faces and talk from a distance; she'll talk in one 
direction and we'll talk in another direction. 
Sarasvati: and like if we're collecting the water, and so they won't collect the 
water from that place. 
Mum: she goes with me doesn't she. We go to get the water from the well 
and carry it up on the string; well she goes with me... 
Sarasvati: this sort of thing goes on in our village. 
Mum; I'm speaking of my own experiences; so if we go to their homes, we 
don't sit where their water and food is made. 
RCD; no? 
Mum: no - that's the bad thing in out Hindustan. And coming over here, 
well in Delhi everyone lives like one. And if we go there (in our village), 
they will eat chapattis at our home and then if we go to their homes they'll 
say 'why have you touched our utensils, why have you stepped into our 
house and here they'll sleep and eat, and there they'll go and make a fuss. 
That's the thing. We are below them. (Sarasvati: in conversation with family, 
Sunday 12'h December 1999) 

So it seemed that whilst Sarasvati took an interest in learning about her 'real home', she was 

quite sure that her experience of schooling in a village near the city of New Delhi had been 

advantageous. It is to a closer examination of her experiences at school that the next section 
tums. 

6.4 Sarasvati and the School and Classroom Environment 

6.4i Classroom Learning - Tasks, Strategies and Values 

e Leaming tasks - revision lessons, the syllabus, DPEP ideas, values and the hidden and 
formal curriculum 

Sarasvati experienced four different kinds of learning tasks within the school year. First there 

were the revision lessons, which occurred prior to the papers and followed the completion of the 

syllabus; second there were lessons which concentrated on the content of the syllabi; third, there 

were the more open-ended tasks, following the DPEP ideas. In those lessons children did not 

work from a task in the textbook. Madam usually taught this kind of work at the beginning of 
the year before starting the syllabi and after the syllabi was complete. Finally there were the 
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learning tasks, which installed certain values, customs, and religious based mythologies some of 

which that appealed to Sarasvati. These were mediated through the hidden curriculum of 
textbook material and teacher explanation. 

Usually madam used a way of teaching that was reliant on the textbook. The textbook and 

madam's explanations mediated the content of the curriculum, which in turn dictated the syllabi 
for which the children would sit examinations. There were occasions when madam tried to 

encourage the children to think for themselves as the following field note in a science lesson 

indicated: 

M: tell me children, we're talking about our veins our bodies are working, 
they're relaxed aren't they? 
If I wear tight clothes what will happen to my blood, if I cut myself the blood 
will come out. If I wear tight clothes what will happen? 
Sarasvati: we can't play. 
M: and my blood won't circulate. Think with your heads, what would happen 
if this occurred; notjust the books. The questioning continues; with children 
answering together as a class. (DPEP village school: field note observation, 
Thursday 18th February 1999) 

However, such instances were far and few between. Some children relied heavily on other 

children, others just managed to do the task using the textbook; and the most prevalent learning 

strategy used by the children involved children helping other children. Of course, the learning 

strategies they used depended on the actual task, as different tasks would require different 

leaming strategies. 

9 Leaming strategies in the mathematics syllabus - the guidebook and self-mastery or madam 

and the blackboard? 
Self mastery was a learning strategy often used by Sarasvati when encountering all the tasks. 

By and large, in revision lessons Sarasvati worked independently with the use of the text and 
tried to master revision exercises herself, although on rare occasions a friend would test her. 

But how did Sarasvati approach classroom activities when she was not preparing for papers and, 
in particular, when she was having difficulty with her class work? In mathematics, Sarasvati 

would use a combination of three strategies when attempting to complete the tasks that madam 
had set. This included using different textbooks, asking peers and listening and watching 

madam's blackboard explanation. 

In the other subjects when the children worked from textbooks, Sarasvati appeared to have no 
difficulty. The tasks in those subjects invariably involved the routine of reading the chapter 
both with the class, or in front of madam and the class, then reading the chapter alone, reading 
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through the set questions with madam as a class exercise, and finally writing out the answers 

and memorising the questions and answers on one's own. Sarasvati felt that her memory held 

her in good stead. Such 'routine' lessons sometimes involved Sarasvati learning something 

new, particularly in mathematics. In those instances where Sarasvati was having difficulty in 

calculating the answer to a sum, even after Madam's blackboard explanation, she would refer to 

other questions and procedures in the guidebook to try to - understand different ways of 

calculating the answer to the sum. In the following conversation, Sarasvati and I were 
discussing some of the observations of a lesson on fractions. Sarasvati made a clear distinction 

between learning from the blackboard and from the guidebook. For Sarasvati, when she was 
having difficulty with a new task, she felt it was necessary to use both learning strategies to 

understand different ways of tackling the new task, as she explained. To put it into context, at 
the beginning of the mathematics lesson, madam had dictated a problem on fractions which the 

children could not do. When madam dictated the sum, Sarasvati worked on her own, spending 

considerable time looking at a guidebook. Having completed the task, she unusually was not 
the first to show it to madam. She looked worried, as did many of the other children. Madam 

noticed and asked the children to gather around the blackboard for an explanation. Madam then 

conducted a blackboard explanation of how to do fractions that were division-based. The 

following field note illustrated the process of Sarasvati's approach to learning in mathematics: 

Extract from the observation 1: 

From the look on Sarasvati's face, she looks as though she's a bit worried 
that her sum isn't correct. So Sarasvati and Renu talk and Sarasvati looks at 
Seema's slate. Shabana, Sarasvati's sister, also looks a little worried at doing 
this sum. The madam looks at everyone and says 'can't you do it. Okay 
gather around me'. And then all the class gathers around the blackboard and 
madam explains. She explains the original problem, which is a little 
complicated, so she goes on to explain a sum rather than a problem: 
5/7 X 3= 
M: how will you do it children? 
Ch: 3X5=15 =2 1/7 
M: times the 2 numerators; that's how you do the procedure. Look children: 
1/2 XI/3 X 3Y4 
This means you times 2 of them, then times it by the third. Put brackets- 
around the V2 so: 
(1/2 X 1/3) X% 
Or if you're going to do the other 2, then you put the V2on the outside 

X3 Y2 ( 1/3 K) 

She does both sums on the blackboard shouting out the calculations for each 
step and the children give the answers: 
M: first times the first 2; then times that by the third 
She goes on to explain another (Sarasvati at school, Friday I Oh September 
1999) 
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Discussion of observation 1: 
RCD: can you tell me what the problem was in doing that sum that madam 
set? 
Sarasvati: then madam explained it, then we understood it. 
RCD: Then madam did another sum on the blackboard - this one (shows 
Sarasvati notes with numbers) 5 sevenths times 3 ... Sarasvati: yes she was explaining that and she was asking how do I break it 
down? And when you've got 3 fractions, then do 2 first, and then afterwards 
do the 3d; or do these 2 first, and then afterwards do it with the first one. You 
can do it in 2 ways. (Saturday I Vh September 1999: conversation and 
Sarasvati's diary) 

What was interesting was that even though madam's verbal blackboard explanation seemed to be 

the same as the explanation in the guidebook, Sarasvati was more comfortable with having the 

guidebook procedure to grapple with after the blackboard explanation as discussion of the 

second observation revealed: 

Observation 2 

M: you have to turn it over if you're multiplying it 
So if we have: 
1/2divided by '/4, we turn it over, so the bottom is on the top: 
V2X 4/1 (she cancels down the 2 and the 4) =2 
And the top on the bottom, cancel it and times the top by the top and the 
bottom by the bottom. Madam goes on to explain that whenever you are 
multiplying a number by zero, the answer will always be zero. 
The children are told to return to their seats. 
Sarasvati returns to her place. She looks at the small guidebook with Renu 
and it looks as though they look at the explanation in the guidebook. 
Then she returns to study. She doesn't talk to Renu but does something on 
her slate. Renu chats with Sarasvati's sister. Some children refer to their 
texts; but no one's doing any sums at the minute. Sarasvati looks at her 
maths text and it looks as though she is one of the few children to try and do 
some of the sums, whilst referring to the small guide book explanation and 
the front and back of the large text for the questions and answers. 
M: are you working or not? She says to the class before she leaves. They put 
their heads down. 
Sarasvati is reading her small guidebook (the explanation) as well as the large 
one. Renu moves closer to Sarasvati to chat to her whilst Sarasvati continues 
writing on her slate. (Sarasvati at school, Friday l0thSeptember 1999) 

Discussion of observation 2: 

RCD. Can you tell me why you were looking at your small guide? 
Sarasvati: in the guide? 
RCD: yes; before madam explained, you spent quite a long time looking at 
your small guide. 
Sarasvati: that- I was looking at how to do the sum. 
RCD; I see - so didn't you understand it? 
Sarasvati: I understood it in the book, but I didn't understand the method; so I 
was looking at the method, how they do it. 
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RCD: so in the guide do they show you the full method? 
Sarasvati: yes - the whole method. 
RCD: so what was the difference between the blackboard method and that? 
Sarasvati: There is a difference between the blackboard and the other way. 
Because in the guide and the way madam explains it is a different way, and 
there are other ways that are different in the book. I was looking at the 
procedure; I understood that other way. Like it says you have two quarters, 
and what will you write for the next steps. I was looking at this. In the big 
maths book it wasn't written; so I was looking in the small guide to see what 
they write in the book 
RCD; so two quarters, then what happens to that? 
Sarasvati: then I didn't know what the next step was to write. So I was 
looking at what is written in the next steps and how it is written. 
RCD: can you make me understand - write it here for me. 
Sarasvati: (writes a division fraction on paper and explains. She writes: 
V2divided by -- = 3/2. 
Sarasvati; and I didn't know how to do the next step, so in that guidebook it's 
written, for this division, and the answer will be given. 

Sarasvati writes Sarasvati: this is half, 
V2 dividedby - 3/2 and madam said divide 

it 

RCD: but shouldn't 
there be something 
else in the space next 
to the half? 

1/2 x 2/3 Sarasvati: yes, over 
here there should be 3, 
and then 3 will be put 
here on this other side 
then; 

V2x2/3 =3 Sarasvati: and so the 2 
will cancel into 2, 
that's how it's written 
there. 

Sol/2divided by 3= 3/2 Sarasvati: and then 
when you times them 
the answer is 3 

RCD; so this wasn't explained on the blackboard? 
Madam: no this wasn't explained on the blackboard by madam. 
RCD: so you look at other things and ways? 
Sarasvati: yes. I couldn't do the sums you see; that's wýZ. Then I looked in 
that guidebook and then I could do it. (Saturday 1.1 September 1999: 
conversation and Sarasvati's diary) 

9 Values based learning - the curriculum and personal values 
It was quite common to bear Sarasvati's teacher bring out a practical and moral message in a 

story if it allowed, whilst in other lessons Sarasvati reflected on some of the values in them that 

she liked and could relate to. She explained this in her diary and in conversation. Her diary 
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also revealed other values that were channelled through the content of the curriculum, for 

example that one should respect what a guru (learned guidc/tcacher) teaches; that one should 
realise the difference between those that are sincere friends and those that are not; and that one 
should treat all people with kindness and consideration, regardless of their caste or wealth. The 
following extract from Sarasvati's diary and conversation about the diary provided Sarasvati's 

perspective on this: 

Tuesday I IO'August 1999: 
Yesterday it was the I O'h. I came to school and I went into prayers then I 
came into the classroom. Then we read lesson 16; after 15 we read 16 didn't 
we 
RCD: yes, what was it called? 
Sarasvati: (Shabana answers and Sarasvati repeats it) Shiksha pad doaye. 
RCD: did you read it on your own? 
Sarasvati: yes. I read it. 
RCD: and what does the title mean? 
Sarasvati: it means - what madam teaches us, that is Shiksha (education); 
meaning someone's' studying, And pud means - there is good knowledge in 
it, its to with giving good understanding of knowledge. 
RCD: so what was in that chapter? 
Sarasvati: in that chapter, how the first Rishis's used to teach. Like the things 
they used to say; there was a line and the next line would be another teaching. 
RCD: I ike 'from saying sweet things you get sweet things? '. 
Sarasvati: yes - so 'doaye' means like madam says 'by doing loving things, 
you get love back' meaning that we should live together in harmony; that's 
what it taught. 
RCD: and (referring to the FN observations) was there Guru Gobind and 
Sarasvati: yes Guru Gobind Singh and Kabir. 
RCD: someone was at his feet and a man said 'I will touch your feet and not 
God's because you were the one that guided and taught me ... ' RCD: and (referring to FN) wasn't there the line in every life, there are is 
always obstacles, whenever there are obstacles then you find out who is your 
friend and ... Sarasvati: yes, yes, and who isn't. Like my foot was hurting, you ask is her 
foot all right, and you say yes its fine, and then you go out laughing saying 
'yes her foot was broken, so it's okay'. So like on the surface you mighty 
say 'lets' pray it will be alright, but you get some people, who ask, how did 
you fall, and they want to know how it happened, - so from that you find out 
who is sincere to you and who is not. 
RCD: so you've explained what was in that chapter, so then? 
Sarasvati: yes, then I answered a question that madam asked. 
RCD: can you remember what that question was? 
Sarasvati: okay I'll tell you the question first; 'greet everyone, then. -Then 
the question asks you to complete the line and to say what it means? 
And the answer is that when you meet people, treat them kindly and with 
love and togetherness; whether they're rich or poor, or from different castes, 
or another caste, so you shouldn't follow that way, you should treat everyone 
with love and nicely. That's what it means. This language is 

th 
Sanskrit, its 

another language, you see; I don't understand it. Now in the 6- we'll get 
Sanskrit; it will be the most troublesome out of everything. (Sarasvati's diary 
interview: field notes, Thursday 26flAugust 1999) 
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Sometimes the children were given the choice to memorise a lesson of their choice, from any of 
the four subject textbooks. On one such occasion, Sarasvati chose a lesson out of her Hindi 

textbook that was to her liking. She recorded this in her diary and we talked about it: 

Sarasvati: 9h September 1999: in school 
After lunch we read social studies. Then madam said, choose a chapter you 
like, memorise the questions and answers for that. Then we played and then it 
was home time. 
RCD: so what do you mean in choosing what you liked? 
Sarasvati: meaning, that whatever chapter or book - learn that; whether it is 
Hindi, maths, SST or Science- from any of them and to learn the questions 
and the answers. 
RCD: so what did you choose? 
Sarasvati: I chose Hindi 
RCD: and what was in that? 
Sarasvati: lesson 6. 
RCD: and what was in that? 
Sarasvati: in that it was written about children should save; that supposing 
there is 5 rupees; out of that buy whatever you want to for 4 rupees; but 
always keep I rupee for your savings; like you put in a bank, like that; you 
put it away. 
RCD: why? 
Sarasvati: like for example, a problem arises for you; you have to give 
someone 5 rupees; you haven't got it. Now if you can say to yourself that 
'yes I've saved 5 rupees in the bank, I'll get it and give it to that person. I 
I iked that. (Saturday I 10' September 1999: field notes and Sarasvati's diary) 

Not only were Sarasvati's personal values about saving reinforced in the content of the school 

curriculum, but other values that appealed to her also presented themselves in the Hindi text 
book, as she explained in another diary entry: 

30'h August 1999 
Sarasvati: yesterday's date was the 30fl'. I went to school, went to prayers and 
came into the classroom. Madam said, read Hindi chapter I and 2.1 read 
them. I liked chapter 1. 
RCD: what was in it? 
Sarasvati: it was that one, where I was memorising the questions and 
answers; her parents taught him that one day you will definitely get 
rewards.... It wasn't a story (kahani) it's a poem (kavita). 
RCD: what was in the poem? 
Sarasvati: it was about the country. What Mahatma Gandi said - that was in 
it; and in it was written that whatever is said should be the truth. 
RCD: and what did it say about mahatma Ghandi? 
Sarasvati: the kinds of things he said, like speaking the truth and always get 
along with people, don't say anything bad to anyone - those sorts of things... 
I liked chapter I because of Bhapu Ghandi, whatever he said, on living 
together. 
And I liked the other chapter because it was talking about vidya and it said 
that without person effort you can't get vidya. 
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RCD: what's vidya? 
Sarasvati: like if I don't put effort in, I will fail; if I study I'll pass. Vidya - 
is if we don't study, like this chapter, if we don't read the chapter and study 
it, then we will suffer. Meaning that you have to put in the effort to get 
something. Then it was our lunch. (Saturday ll'h September; Sarasvati's 
house: diary and field notes) 

So values of hard work, effort, truth and treating others kindly, irrespective of their wealth or 

caste, - were reflected in Sarasvati's home context, and also in the content of the school 

curriculum that appealed to her. For the most part, she would work independently in the 

classroom, leading other children rather than following them as the next section aims to explain. 

64ii Relationship amongpeers in the school and classroom 
Sarasvati's role as monitor - relieving the teacher, assessing pupils, teaching the hidden and 
formal curriculum, maintaining discipline, permission giver, a reassuring role 

Whilst assessment was a contextual issue dependent on certain times of the year, it affected 

children's learning strategies all the time. So in the classroom there were children using their 

guidebooks to assess themselves and there were children also correcting other children's work. 
This was usually Sarasvati in her role as monitor and it was as part of a planned system to 

relieve the teacher of work. So children were assessing children and therefore making 
judgements. Sarasvati, in her role as class monitor, was a key leader in this process and whilst 

she evidently carried out her responsibility, there were occasions when she expressed the view 

that it was not an easy role to play: 
Sarasvati asks me when I'm coming tomorrow and what my plans are. She 
says that by the time I'll have finished doing the rounds at all the houses 
she'll be back from school; 'and then I expect madam won't come tomorrow. 
And then my head will hurt because madam won't be here, and all the 
children will be playing - (doing shore). No one sits down. It takes me an 
hour to get them sitting down. And if I give Renu the responsibility - well no 
one's scared of her, they just hit her back. The way she hits, you can't feel 
her hand. (field notes, Sunday 28ýh November 1999). 

Typically madam would have to leave the classroom for short periods and the children would be 

told to get on with their work. Sarasvati, in her role as class monitor, would stand at the front 

and read the questions for them from the textbook and the children would in turn follow the 

instructions. Later she would either check individual children's work as she patrolled the room, 

or individual children would approach her to check their answers which in mathematics would 
be written in chalk on their slates. If it were a mathematics lesson, she would follow the same 

pattern as madam - dictating a sum at a time, in between which she would check individual 
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children's work. As she would patrol the class she would shout 'don't show it to him', 'do it on 

your own'. * 

Because Sarasvati held the position of class monitor, she held a position of authority in the 

classroom and as such, her peers would often approach her for a number of reasons, which her 

role provided for. For example they would approach her to solve disputes amongst themselves, 

to ask permission - for example to leave the classroom - to check their work, to ask for help in 

their work, or to simply be given reassurance that their work was correct. Thus her role as 

monitor involved maintaining discipline, giving permission, teaching the curriculum when 

madam was not present, checking the children's work, reassuring them and helping them 

complete the tasks correctly and speedily. 

When madam was absent Sarasvati would take over the class for her, and sometimes she would 
be informed of what chapters to teach them. Again, she would follow a similar pattern to 

madam's teaching method, also allowing for more leisurely activities as madam did on 

occasions. For example, sometimes towards the end of the day madam would tell the children to 

organise themselves and to play a game. Extracts from Sarasvati's diary illustrated Sarasvati's 

role as monitor. In the first extract, Sarasvati's role was one of permission giver, whilst in the 

second extract, Sarasvati aimed to ensure that the children memorised the work thoroughly for 

their examinations: 

Extract 1: 

Friday 22d October 1999 
Madam didn't come, so I taught the children. I asked them questions and 
answers for the first chapter on Hindi. I listened to the questions and 
answers, and on the black board I asked the children to write down all the 
answers. I would ask the questions and they would write the answers on the 
blackboard. We listened to the questions and answers and then I asked them 
to write the questions; like the fill in the blanks. Then the children did their 
homework. The work that madam had given then, they did that. Then I sat 
down. Nameeta came up to me. And then Pravin came, Nandan, Seema, 
Poonum, Lallita came. And Seema said to Nameeta 'do you know any songs 
from Orissa? Nameeta said 'Sarasvati can P' I said to Nameeta 'okay sing 
songs'. She sang songs; so she sang to us - songs from Orissa. And Renu told 
us a story. Renu said didn't she, the day that madam doesn't come, I can't 
remember when she said it, but she said that the day madam doesn't come, 
that day I'll tell you one of my stories. So that day she told us a story, I can't 
remember what it was about. Then it was lunchtime. (Visit to Sarasvati's 
home, Sunday 28 th November 1999: Sarasvati's diary - extracts for inside the 
school and classroom) 

* This kind of socio-cultural activity is an example of how Sarasvati's participation changes from being 
peripheral in madam's presence, to observing and carrying the teacher's role in madam's presence, to 
then being responsible for the class (Rogoff and Wenger 199 1) 
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Extract 2: 

Saturday 23d October 1999 
Madam didn't come. She hadn't come for 2 days. I taught the children. 
Questions, answers, word meaning, fill in the blanks was what I gave them to 
memorise. It was all in one chapter. On the blackboard I asked them to write 
-I wrote the questions and they wrote the answers. 
Then I asked them. So I asked the questions and they wrote them on their 
slates. They I checked them. 
RCD: so you did the same thing twice (written and verbal) 
Sarasvati: yes because then it becomes permanent ('pukka'). Then in the 
papers they'll be able to do it quickly. (Visit to Sarasvati's home: Sunday 28 th 
November 1999: Sarasvati's diary - extracts for inside'the school and 
classroom) 

9 Peer expectations of Sarasvati in mathematics 
In fact if Sarasvati was unable to do the work herself, and madam was not available to explain 
it, Sarasvati's sister Shabana considered that it was highly unlikely that the rest of the class 

could do the work as the following quote from her sister illustrated: 

Sarasvati, Renu and Shabana sit and chat together and the 2 new girls watch 
and listen. The class is sitting in their usual lines. Shabana turns to Sarasvati 
'Sarasvati show me how to do this one sum please'. She takes the book and 
Jaya and Shabana watch. Sarasvati says 'well its explained in the book', 
'well if you can't even do it, so how can we? ' retorts Shabana 
'Well what can I do. No I can't' and hands it back. Shabana turns to 
Sarasvati 'I'm going to do question and answers Hindi work'. Sarasvati says 
nothing. (Field note observations: Sarasvati in school, 27fl' July 1999) 

This expectation of Sarasvati as being capable of tackling the work was reinforced by madam, 

and in certain situations if Sarasvati was incorrect with her work, both madam and other pupils 

would display a sense of shock, as the following field note observation in mathematics 
illustrated: 

In the maths lesson; madam dictates the following sum: 2,345 x 301 
Vikrum is the first to finish. ... Sarasvati made a mistake 'what's wrong with 
you' says madam to her. Vikrum is shocked and says 'Sarasvati made a 
mistake'. (Field note observations: DPEP village school, Thursday 180' 
February 1999) 

0 Sarasvati and Renu 

Given then that most of Sarasvati's time in the classroom was spent interacting with Renu as 
they sat next to one another, it seemed appropriate to explore their relationship with one 

another, and in particular Sarasvati's perception of Renu. Here there were a number of 

recurrent issues that arose in conversations and observations of the two of them. First, Sarasvati 

perceived that in school she helped Renu with her school work, and certainly observations 
indicated that Renu often looked over at Sarasvati's work, particularly in mathematics, but 
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Sarasvati expressed the opinion that this help was not reciprocated, but hoped it would be if the 

need arosc. It was for this reason that she claimed to help Renu in the classroom, as she 

explained: 

She (Rcnu) says 'oh show me' and then if I don't she says, 'I won't tell you 
then'. Now if I don't remember something on some occasion, then I have to 
ask her and she never tells me. She says 'oh you didn't tell me, I won't tell 
you'. Then it causes a problem for me, so that's why I have to tell her. It 
becomes a problem for me occasionally if can't understand something. 
(Tuesday Yh October 1999: in conversation with Sarasvati at home) 

Sarasvati was mistrustful of Renu, to the extent that Sarasvati would question whether she was 
truthful: 

RCD: so did everyone else understand the sums today? 
Sarasvat i: that I don't know - whether they could do it or not. 
RCD; what about your friends like Renu? 
Sarasvati: Renu couldn't understand any more. I understood little by little, 
but she didn't understand any of it. She wasjust sitting there. Whatever I am 
doing, she does, all the time. 
RCD: yes, that's what it looked like, she was looking at yours and writing. 
Doesn't she do it on her own then? 
Sarasvati: she doesn't do it. She goes home and says I sleep at 12 o'clock, 
then I get up at 4 o'clock in the morning and study until 6 o'clock; but if she 
were studying didi, then she'd be more intelligent than I would. But she 
doesn't study that much and she tells me lies. 
RCD: what does she say? 
Sarasvati: she says she studies at night and sleeps at 12 o'clock and studies 
from 6 o'clock in the night. Even then she can't understand even the amount 
that I can. I don't know. (Saturday I Vh September 1999: Sarasvati's diary 
and conversation, in school activities) 

Sarasvati expressed her rivalry with Rcnu. Certainly their backgrounds were quite different. 

Renu was from a family where the adults had all attended school, they were seen to live 

comfortably and they were from what was considered to be a good caste (upwardly mobile). 
Sarasvati held onto the fact that despite those advantages that she herself did not have, she could 

still retain her first rank in class and in that respect she was better that Renu. In fact Sarasvati 

would compare her success in school to Renu, pointing out that she had made achievements 
despite her circumstances at home, as the following field note illustrated: 

Sarasvati: she's got her mum, her dad, her, sister, her grandma - she still 
doesn't come I st and I come I". And I haven't got anyone to help me study 
at home; and she also studies, but still, she doesn't come first. And I never 
study at home, only in school. 
RC-D: don't you study at home at all? 
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Sarasvati: no, the exam days, those days I study. But some people have 
everything at home, all their family, still they don't have understanding of 
their studies. (DPEP Village School, Tuesday 201h April 1999) 

Both Sarasvati and her sister expressed a dislike at the way they had heard Rcnu refer to their 

caste as they explained: 

RCD: can you make me understand a little bit about your caste. 
Sarasvati: (voice lowers) I don't know much about my caste either, mum 
knows, you'll have to ask mum. Mum doesn't even tell us. Over here you 
see, some people see our caste as something bad. 
RCD: how do you know? 
Sarnsvati; I know. In school they all say 'chamar, chamar' to others, and 
that's our caste. That's why people see it as something bad. 
RCD: they also do it in school? 
Sarasvati; hmm also in school. That Rcnu, who thinks and shows a lot of 
herself. she also does that. In school when they say that, first that used to 
happen a lot, notjust a bit. 
RCD: what do they say then? 
Sarasvati; they say - that's a chamar's child; we won't play with them, we'll 
staY with these. I've heard them. 
RCD: what when you were little? 
Sarasvati: no recently. They say, 'oh this is a chamar'. 
Shabana: yes - Renu also says that . Renu causes a lot of trouble for 
everyone. 
Sarasvati: yes, don't think that Renu is any less. She may be small, but she's very crafty 
(chalak). 
RCD laughs and so does Sarasvati. 
Sarasvati: I know what she's like. She shows that she's really important (amir 
pan); its because she's rich, that's why. And when, didi, when she hits me, 
whatever she does, I don't hit her back. And if I move a little away from her, 
then she tells madam saying 'madam Sarasvati hit meji' and madam will say 
'first you hit her, then I'll hit you'; with these petty little things she starts 
arguments with me. The thing is it should be each to his own .. so she is rich 
herself, and we are poor for ourselves. Everyone's got their own lot. So she 
makes herself like that. (Sunday 12th December 1999: in conversation with 
Sarasvati at home) 

Sarasvati tried to explain that despite what people said about her castc, there was nothing wrong 
with it. According to Sarasvati, it was simply ignorant people and children who spoke badly of 
it. This rcflected a certain amount of maturity in Sarasvati's understanding as the following 
field note illustrated: 

Sarasvati: (lowers her voice) but the thing is didi, charn ... (this is the 2d 
time she avoids saying the word and changes to 'our caste') our caste * 

don't 
misunderstand, it isn't bad. The president of India, the leader of whole of 
India, he's also of our caste. Our caste, isn't totally low, its also good. But 
those people who aren't educated, they say those sorts of things, children say 
it. And the one's who are educated, they understand everything and 
understand this is also a human being; they don't say anything. They also 
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live peacefully. Renu's is Yadav. Pravin is ours, so is Vikrum. (Sunday IP 
December 1999: in conversation with Sarasvati at home) 

However there was one occasion when Renu was a help to Sarasvati and that was in celebrating 
her birthday. Sarasvati's family did not celebrate birthdays on account of the expense and 

therefore considered to be a waste of money. 
So Sarasvati decided that she would celebrate her birthday, at school. After all her friend Renu 

had celebrated her birthday albeit at home with her family. In her diary Sarasvati explained 

that madam had allowed her to celebrate it at school and Renu had advised her where to buy the 

appropriate things to eat and how she celebrated it with her family and friends. Sonia, 

Sarasvati's friend who lived in the community of 'juggis' was present during our conversation. 

Saturday 3 01h October 1999: 
Sarasvati: ... In Hindi I taught the questions and answers to the children. 
RCD: but wasn't madam there? 
Sarasvati: yes. But madam told me to do it. So I asked the questions and they 
wrote the answers on their slates. Then I went outside. Then I returned into 
the classroom, chatting. Then I celebrated my birthday. That day, on Friday 
we celebrated it at school. It was actually on Monday, but Sunday was in the 
middle. 
RCD: so what did you do to celebrate it? 
Sarasvati: the children brought pastries, and I cut it. 
RCD: so all the children brought them? 
Sarasvati: no, I bought it. I took the money from here, from mum. So when I 
went outside, then I bought it from the shop. 
RCD: what that biscuit shop opposite the school? 
Sarasvati: no, but I bought biscuits too. Where your car is usually parked, 
there's a big shop there on the road; you can get them there. 
RCD: I see, so what did you buy? 
Sarasvati: pastries - that's all. Renu said, we'll buy pastries. 
RCD; what sweet ones? 
Sarasvati: no, it looks like ice cream and on top of it is cream. 
Sonia: the one's I've eaten, they have a bit of colour in them, like a red bit. 
RCD: like a cake. 
Sarasvati: yes a cake.... the children fed me pastries; you know like people 
feed you on your birthday. 
Sonia: no on birthdays they cut the cake. 
RCD: so who fed you? 
Sarasvati: they all did. Hala. Poonum, the first person to feed me was Renu 
Sarasvati: then we cut the cake. Hala brought a knife from her home. 
RCD: so did Renu tell you where to get the cake? 
Sarasvati: yes. (Continues) and I gave everyone some cake. Then it was home 
time. 
RCD: was madam not there? 
Sarasvati: she was. Madam went outside. She knew it was my birthday; that's 
why she gave us time to celebrate it; and then home time came along with it. 
Then I came home. (Sunday 28h November 1999, Sarasvati's home: 
Sarasvati's diary and conversation) 
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Sarasvati did not celebrate her birthday at home and the fact that she was given the time to enjoy 
her birthday celebration with her friends was because of her madam. Madam held Sarasvati in 

high esteem and it is to Sarasvati's relationship with madam that I now turn. 
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6.4iii Relationships with Madam 

Sarasvati's teacher, known as 'Madam Ji', had remained as her class teacher from the outset of 
Sarasvati's school career. She would remain so until the end of the 5th year, when Sarasvati 

would, upon passing the 'board exams', progress into the 6th grade with a new teacher and 
'madam' would be retiring. . 

0 'The kind of child a teacher can rely on' 
Madam had a firm relationship with the children in her class. She held Sarasvati in high esteem, 
describing her as intelligent, well-behaved, able to grasp the content of the school work easily 

and quickly, responsible and able to lead the class. She explained: 

Madam: in school Sarasvati is a very intelligent girl and the best girl out of 
all the class. The thing with Sarasvati is, lets say I've explained the work, 
and any work, like I've given them to memorise, she is the kind of child 
who would stand up and tell you what you've taught; she's the kind of child 
a teacher can rely on and say 'yes that child will drive my car and she will 
listen'; whatever it is, whether its to do with me teaching something or 
memorising something; sometimes I'm not here and I'll have told her what 
we're doing and she'll listen to the class, and she'll do the maths with them 
and the Hindi with them; and give them the work to be done; she can run 
the class. If the teacher is not here, she can run the class; even if the teacher 
is here and gives the children the work, she'll tell the children. 
RCD: so there's just one monitor then and that's the child that comes first 
in rank? 
Madam: Yes, she's the most intelligent child out of the whole class; from 
the first grade she's been intelligent; whatever work I give her, she'll go 
and learn it. She has no weaknesses. (DPEP Village School: Thursday 29 th 
July 1999, interview with class teacher re sample) 

Madam had a good relationship with Sarasvati, although during the fieldwork periods there was 

no contact with her parents. Sarasvati also liked her teacher; she felt that madam listened, 

explained and told the children what to do and in turn, in lessons, Sarasvati always did what she 

was told to do. 

In fact, Sarasvati was Madam's 'right hand' in class. As Sarasvati encountered learning 

challenges in classroom tasks, madam appreciated her efforts with praise in front of the class, 

when she produced correct work. Sarasvati would take over many of aspects of Madam's role 
in her position as class monitor and Madam would sometimes tell Sarasvati to explain the work 

to individual children as field note observations illustrated: 
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Madam reads out the next sum: 
M: 100kg of chickpeas cost 1800R. What does 25kg cost? 
Sarasvati writes out the question and works out the answer on her slate, as do 
the other children. Sarasvati finishes, and we chat. 
Madam returns from leaving for a few moments. She turns to Sarasvati: 
M: explain the sum to her, because she's got it wrong. Do it step by step. 
... Madam addresses the class. 
M: the girls show your answers to Sarasvati, the boys also. 
Leyla turns to Sarasvati (Renu listens in). 
Leyla: look if 6 chairs cost 1200, then one chair has to cost 200. 
Sarasvati: okay, do it your own way. 
Individual children approach Sarasvati. Her comments included; 'yes correct, 
don't show it again'; its wrong'; its wrong'. Many of the children come up to 
her and she tells them its wrong. She shouts at Nandan as he gives her his 
slate 'how can it be 2 Rupees for a chairP Pravin's is wrong too. She 
corrects the setting out and writes 200xl2. Then she ticks it. Eventually, all 
the children have shown their slates to her. (Field note observation: Sarasvati 
in school, Tuesday 160' February 1999) 

0 Sarasvati as mediator between the class and madam 
When madam was present Sarasvati would mediate class requirements to madam if, for 

example, spellings needed marking or slates needed checking. In maths Sarasvati would 

mediate to madam for the class and herself when neitlýer understood new content. In fact 

Sarasvati felt that she was the mediator between the children and madam as she explained in a 

conversation about madam's questioning: 

Monday 25th October: diary 
RCD: did she ask you in particular? 
Sarasvati: no, whoever wants to answer does so. But usually no one else 
speaks in our class, I have to speak. They all come to me and bring their 
problems to me first, then they go to madam don't they. If I don't tell them, 
they don't go to madam. (Sunday 28th November: Sarasvati's diary interview 
and conversations about in school activities) 

* Madam as non-confidante 
There was only one aspect of madam's behaviour upon which Sarasvati expressed anguish and 
that was in her madam's open referral to children's caste when conducting administrative tasks. 
Sarasvati explained; 

In school madam gives us money, we get money from school once a year, 
I ike I just received 210 rupees from school and Shabana received 2 10 rupees 
from school. We received 400 rupees, the two sisters. For one week it 7 
rupees or 6 rupees. In a year, there are 360 days; they'll get 300 if they come 
for 300 days every day. 

RCD: so the days that you attend 
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Sarasvati: yes for that day I'll get I rupee. Then in the holidays, and this is 
why madam gives us holidays, because we don't go to school. In our class 
there is only Sapna of our caste, Sohnu and those who failed ... those who 
failed, they don't get the money. Those who pass, they get the money 

RCD: so how do you know about all this? 
Sarasvati: madam tells us doesn't she. When madam says, 'Sarasvati you're 
chamar, aren't youT then I feel really cheated, all the children say 'are you a 
chamar? ' so I don't want her to tell them. This is one thing I don't like about 
madam, then madam uses an English word and says SC, the children don't 
understand that; those children who are clever, they know it all, who are the 
SC, all the girls know who SC is. Madam also says chamar, that day I get 
angry with madam. Madam shouldn't say it in front of everyone, because 
when the children hear it, it causes conflict between the children; that's why 
madam should secretly speak about it. Renu's come to know, that's why she 
keeps her distance from me. (In conversation with Sarasvati, 12 th December 
1999). 

Sarasvati explained that in her class there were probably ten or twelve children who were of her 

caste. The boys, she said, did not receive the financial incentive to attend school, but in 

conversation Sarasvati explained that the situation in India was one where certain families would 

not educate girls and for this reason the government provided them with incentives: 

Boys don't get money, only the girls. The boys don't get, but the boys have 
to work with their hands to earn and eat or whatever they do. But the girls 
can't earn and eat what they earn on their own. You don't know it, but in 
India there are some people who don't acknowledge girls. They say, if we 
educate her, what good will it do us; she's got to go to her in-laws, That's 
why the government give money to buy fabric, books, shoes, the government 
gives us money. (In conversation with Sarasvati, 120' December 1999). 

6.5. Conclusion: Identity and Approaches to Learning to School 

In order to arrive at who Sarasvati is, and in particular how the social practices of her family 

life affect her relationships within the family, with her peers and with her teacher (all of which 
inform her identity) and bow this influenced her approaches to learning at the time of this study, 
it is useful to return to the conceptual framework of Corsaro (1997) upon which much of this 

study was based. 

6.5i Returning to Corsaro 

According to Corsaro (1997), children participate in society taking information from the adult 

world and interpret their meanings therefore contributing to their learning. One way this occurs 
is through language and cultural routines. Alongside this process, children interact in different 

locations within 'fields' or 'institutions' - the family, the economy, the 'cultural', political, 

occupational, community and religious. Over time children interact with peer cultures within 
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the institutions. As children move through and with peer cultures of different age groups - pre- 

school, pre-adolescent, adolescent and adult - so their experiences and interactions guide their 

values and thoughts and the child both learns and contributes to the ideas of the peer culture 

around them. The 'family' serves to connect the 'culture' of institutions' to the child. So in 

some way, the values and thoughts that the child both learns and contributes within the peer 

cultures must reflect or be reflected by those that exist in the home. Corsaro (1997) refers to 

this process of socialisation as interpretative reproduction, a concept that he illustrated through 

an -'Orb web model'. Part of this aspect of Corsaro's theory is essentially symbolic 
interactionist in perspective; in that we derive our meanings, our understanding of our selves 

and the people and situations around us, through our interactions with other people over time. 
At the same time, Corsaro (1997) pointed out that children are ruled by the rules of society (of 

adults) so they may also reproduce those ideas that adults have. Clearly, this is an issue of the 
distribution of power and the social status that being a child in different contexts occupies. 

Let us now begin to try to apply some of these ideas to Sarasvati's story, in order to arrive at an 

explanation of Sarasvati's identity through her family, peers and relationship with her teacher 

and, in turn, to her approaches to leaming. 

6.5ii Language, cultural routines and cultural tools - Sarasvati, family and classroom 

assessment procedures 
Cultural routines usually occur in adult child interaction, the key to this process being language. 

By interact ions with adults, the child is provided with a shared understanding of a social group, 

whilst also producing socio-cultural knowledge; so the child can handle problems that confront 
them. 

Sarasvati's everyday talk in the family occurred with her mother, father, her conversations with 
her grandparents and her elder brother, and elder sister Urja. Sarasvati would either reproduce 

what she had heard or extend her knowledge through her interactions. The field notes 
illustrating Sarasvati's knowledge about her 'real home' suggest that her knowledge of 

perceptions towards education, how girls were perceived, the perceptions of her caste, the rituals 

associated with various celebrations and indeed the disadvantages of living in the village in their 
'real home' was more often than not a reproduction of what she had heard in conversations with 
the significant adult members of her family. 

Her conversations with her mother were often challenging. In many of her conversations with 
her mother, Sarasvati's knowledge of the cost of living, and indeed the concept of opportunity 

cost, was extended as she challenged her mother in a desire to get what she wanted. 

187 



Nonetheless, Sarasvati gained a shared understanding of the financial situation of her family, 

and the constraints that were placed upon them. In this way Sarasvati learnt how to handle, for 

example, the problem that she could not be given tuition. Of course this was also influenced by 

the fact as a child she had little power to do anything else other than to accept the decision that 

the family could not afford to pay for tuition for her. One of the ways Sarasvati tried to 

overcome such circumstances was to save her own money and rarely give it away to her mother. 

The idea of cultural routines may be extended to that of cultural tools whereby routine 

participation in and with certain activities also serve to provide a shared understanding of a 

social group. The heavy reliance on the use of written texts and memory work at school, for 

example, provided Sarasvati with the knowledge that success in the schooling system was about 

passing the papers by ensuring that the chapters in the textbooks were leamt. 

But what institutions and locations did Sarasvati interact in? Who were the peer cultures with 
whom she interacted? What opportunities were provided for her to learn? And how did those 
learning experiences and perceptions of herself, then relate to her family and the home? For that 

we must turn to Corsaro's concept of interpretive reproduction. 

6.5iii Sarasvali and learning how to learn -fields of interaction, learning experiences and 

challenges and strategies and theformation of identity 

To begin with, we can briefly identify the locations and institutions within which Sarasvati's 

experiences and interactions lay. In this respect, Sarasvati spent most of her time with pre- 

adolescents and adults in the family, in school and in the community of huts where she lived. 

Within the family, she would be located at home, and her home village in UP. At school she 

would be in the classroom, playground or outside the school gates, and in the community she 

would usually be involved in activities close to her home. The adults and pre-adolescents that 
Sarasvati interacted with were members of her family (extended), where she spent much of her 

time with her mother, her friends at school, her neighbours' children and her teacher. 

There were a range of learning experiences Sarasvati gathered in those interactions. They 

involved school learning, values learning, practical learning, political learning and religious 
based learning. Table 6.5 summarises the kinds of relationships and activities through which 
Sarasvati learnt how to learn; and her identity as a learner began to be informed. 
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But how did those social practices, relationships and learning experiences in the family, with 
her peers and with madam influence her approaches to learning in school? 

There were two issues that challenged Sarasvati's school learning, which were based upon the 

structural conditions of her family life - namely lack of human and financial capital. The first 

was the knowledge that there was no help available at home if she was having difficulty with 
her school work; neither could her family afford to buy in help as other students were able to. 

The second was her relationship with Renu at school. Since she could not compete with her in 

terms of her social status, she felt it was important to retain her first rank in class. 

Nonetheless, Sarasvati had maintained a strong sense of self-confidence with regard to her 

ability to help others in their school tasks and herself, with very little reliance on support at 

school from her peers. She identified with her teacher, and her role as class monitor and 

retaining first rank in class helped sustain this identity. At home her mother's and father's 

perception of Sarasvati as an intelligent child reinforced Sarasvati's confidence. The 

opportunities to learn that lay in the home were largely values-based, political-based and 

practical-based. Unlike the school learning, which relied heavily on explanation by stating the 

rules, where madam talked about the task or Sarasvati used the textbook to mediate her 

understanding, the practical learning in the home occurred in everyday situations, with guidance 

and participation in tasks at home - what Rogoff and Gardner (1984) referred to as 'proleptic 

instruction'. Sarasvati learnt about the differences brought about by gender and caste, a form of 

political learning. She learnt that gender, caste and social circumstance made a difference in 

how one was perceived. The experience of poverty brought about 'values learning' concerned 

with effort and learning to live without. Values concerned with effort were also reflected in the 
hidden curriculum at school and in madam's expectations of her pupils. Such experiences 

provided Sarasvati with an impetus for self-determination to continue to succeed at school. 
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Plate 6a : Sarasvati's Fami ly and Home Environment 
MIPW 

Sarasvati's family posing for a photo in the Sarasvati and her mother, sister Shabana and 
courtyard of their homestead in the community of brother Prakash sitting in the store room home 
huts. Sarasvati's mother searches for some old 
(From left to fight) Back: father 

, mother. Pria, photographs of their real home in a village in UP. 
researcher and Urja 
Front: Sarasvati, Krishna, Meera (a neighbour) 
and Shabana 

_ 

W 

Left and right : The community of huts Sarasvati's family moved to after living in the storeroom. The 
brick building on the left is Sarasvati's homestead, that the family built themselves. 

on" .ý - 3; 0ý- - 
: WW-Z-- 

A closer look at Sarasvati's family's homestead. A view from afar. The community of huts where 
Shabana, Sarasvati's younger sister stepping Sarasvati's family moved to. 
outside to say hello. Sarasvati's mother is sitting 
outside her homestead washing clothes in a 
bucket. 
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Plate 6a : Sarasvati's Family and Home 
Environment 

0 

I 

Sarasvati and her sister Shabana (left) sitting and 
chatting together in their courtyard 

I 
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Plate 6b: Sarasvati -Social practices outside the school and classroom 

Ot 0 

(Left) Sarasvati: this is ýeEiný my home, I am cutting wood; she doesn't know how to take the photos, 
Shabana, I told her when I'm fully in the photo, then take it. I was cutting the wood to take into my ID house 
RCD: so do you do this job very day or sometimes? 
Sarasvati: um, sometimes once in two days; sometimes 
Mum: we have to cut it every day to make the chapattis 
Sarasvati: if its large stick, we just cut them into small pieces and keep them aside 
Mum: we collect them and keep small pieces in the home to light (in the wood stove) 
RCD; so where do you get the wood? 
Sarasvati: just here, behind us and we collect it from there (pointing to the fields) 
(Right) Sarasvati: here I was cutting it; I was cutting it with an axe; Mona and Meera are sitting behind 
me; they go to the English school; they're in their dresses 

40 
, 419 _, 4 ;U' 03 ý _17161 . 

4 

., ý P ,,, - Jw 

zý , 

(Left) Sarasvati: this is just outside where everyone sits in the evening -all the people that live around 
here. All their children come and we play. We play whatever; but I don't go. That day it was raining 0 0, 

and loads of cows came and I went to move them on. 
(Right) Shabana: I was with Sarasvati and went to move the cows on. There's a dog there and I'm 
scared of them 
Sarasvati: because she was bitten before 
Shabana: he bites everyone around here 
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Plate 6b: Sarasvati - Social Practices outside the school and classroom 
NOW- 

71 

(Left) Sara. s% ati: this is Shabana doing her homework 
(Right) Sarasvati: I'm in this one. I'd come home from school and I was doing my schoolwork. These 
others are nei-hbours and this is Krishna standin- 

T-1 

. *am 

0 

'ý 
W 

- --- --- , t Skz 
., P -- 

- I- 
Sarasvati is carrying Gulu, the infant that lives in Sarasvati; I made this, mum and I (the floor). I've 
the homestead across from Sarasvati's. Her just bathed, that's why my hair is loose. And then 
mother is busy washing clothes and her sister I was washing the floor when you arrived. I 
Shabana is watching. didn't know how to make this. 

RCD: what did you do then? 
Sarasvati: well at the start it's covered in a white 
paste. Then you layer it with cow dung and water 
and leave it to dry. 

A 

Sarasvati: this is that little boy that just came. I Sarasvati (right): we were just collecting some 
was playing with him in his house. Sometimes he dung, then Krishna called us 
comes here, sometimes Shabana and I go here Shabana: look I've made all those dung pats 

Sarasvati: well I did, Mona did, and Shabana did. 
We've put them under there (points), because 
when it's raining so it they won't get wet. Right 
now there's no electricity. It's 12 o'clock and now 
the licht's o0ne. And at 12 O'clock Shaktiman is 
on the TV. 
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Plate 6b: Sarasvati - Social practic outside the school and classroom 
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Sarasvati: this is my aunty (not real) that woman who's there in the blues sari. When she comes, then 
all the gossip comes here; she comes sometimes. I was sitting there and listening to their chatting. They 
were talking - things like, how does the water get here, do they argue around here, these sorts of things. 
RCD: so where does the water come from 
Sarasvati: from the tank. It's theirs. They made it. Now they've made 6 taps - it's a big tank. Its made 
of stone (adds Krishna) 
RCD: meaning? 
Sarasvati: there's just one tank. On it are numbers are wfitten - no. 1, no. 2 like that. There's a supply of 
water that comes to the tank through pipes at 5 O'clock every day, and in the morning at 7 O'clock 
RCD: how do you know? 
Sarasvati: I know the times that the water arfives. Then we go and collect the water in the buckets. We 
get 2 small, 2 big, and 4 of those that we can carry in other containers. So we get 6 to8. And we keep cl 
them in the bathroom and outside the house. 
RCD: and who are all these other ladies - like the one in the white on the chair? 
Sarasvati: that's my mum. 
Mum: this her mum (the sublessees mother), this is her daughter and her son; and there's a mother and 
daughter who live nearby and there's Shabana. They're all the neighbours. That fat girl was just 
standing here, she is in them. That's me - that day I wore a suit; my older daughter was leaving that 
day, so I wore a suit that I was keeping 
RCD: so you were all sitting together chatting? 
Mum: yes we all sit together with the children, and Sarasvati said 'Mum I want to take a photo'. This 
woman is 'my mother' (says another woman standing there) 
Sarasvati: its her mum, the people, who own all this, and her mum was there. 

(Right): Sarasvati: this is also that, this has got fewer people in. That's Shabana-mum was tying her 
plait, with the fibbon 
RCD; she's making her hair; what time was this then? 
Sarasvati: it was about 4 O'clock at the time; her hair had come open so mum remade it. 
RCD: so where was your brother Kfishna 
Sarasvati: Kfishna was playing there. That family has a little brother; so they were playing 
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I Plate 6b: Sarasvati - Social oractices outside the school and classroom I 

(Left) Saiasýali: Krishna is holdin- a kilcý but a boy came and took it. I was rolling up the string ofthe 
kite. I was helping that little boy, he lives just here. All these children are from around here. Krishna 
took the photo. It was kite day. 
Sarasvati: all the children play marbles around here. So many people live around here, I can't count 
them. There are lots of areas for us to play. Over there (behind them) the tank; and some buildings and 
the Plaza tower. You can see it all. If we go right to the top didi, you can see all the huts. ID ID 
RCD: It was up here that you made your dung pats here didn't you? 
Shabana: yes -I did it like this ( and Shabana demonstrates the actions with her hands -a bit like the 
slapping of pizza dough or naan bread) 
(Right) Sarasvati; this is where we play on the rocks; just behind our house. They are all neighbours. 
They don't go to our school, just one of them - he does (in the brown trousers). They all go to different 
schools - some to English. 3 of them of to there, and 2 of us in Sukunderpur. They're 8,9 and 10 years 
old. I was taking the photos. 3 of them are 10 years old. We used to play here (referring to Mona). I 
used to be madam and she (Mona) used to me my servant, and she used to make my dinner and I used 
to sit here. She (Mona) used to make my meal and bring it to me 
Mona: she (Sarasvati) used to sit here from the start and I used to - see these flowers and this grass -I 
used to drive her car here 
Sarasvati: and then I'd come and she used to make my meal and leave it here - Mona did (they all 
laugh). 

W -MIr ,, 

0 opt, 
76 lký 

Sarasvati: in this one I (Sarasvati is bending over 
at the front) went to buy vegetables from the 
market. The market will be on today, in the lane 
to the plaza. It's the Tuesday market; Many 
people will go today. This is mum (bending over 
in the background) this is Krishna, (standing), and 
that little boy Gulu, that's his mum 
RCD: do you go every Tuesday? 
Mum: yes we go every Tuesday to buy 

C, 
vegetables; its only open once a week C, 
Sarasvati: Tuesday and Fridays 
Mum: sometimes we go on Friday, and sometimes 
Tuesday 
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Plate 6c Sarasvati - Social practi es inside the school and classroom 

Vlý 
Sarasvati reading to the class and madam. She is Sarasvati standing next to madam is having the 
reading a lesson from the social studies textbook sum on her slate checked. Other children are 
and the class and madam listen as they follow it standing around her, waiting for their sum to be 
from their own textbooks checked too. 

or A 
-* haýo a. F7, 

Aj Ij 

lid& 

Sarasvati revising her Hindi lesson on her own C, 
from her textbook 

Sarasvati sitting with a group of girls trying to C, t' 
solve a maths problem. Renu is pointing to the 
blackboard and the steps madam has written 
down, whilst Santoshi, sitting next to her, listens. 

Sarasvati sitting next to Renu writing out the Hala is testing Sarasvati in a revision lesson. 
questions and answers from a chapter in her Hindi Sarasvati has been memorising a Hindi chapter. 
textbook. 
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Plate 6c : Sarasvati - Social practic 
maw 

es inside the school and classroom 

(Above) As class monitor Sarasvati is taking the 
l lesson. She is ho dina the textbook and askinc, the Solk 

class questions from it. Individual children are 
raising their hands to answer the question. Renu is 

standing at the side, following the lesson whilst 
reading her textbook. 

(Right) As class monitor Sarasvati patrols the 
class and approaches Renu to check her sum. 
Sarasvati is marking Renu's slate and correcting 
her sum. . 

A-C, i r 
71 

As class monitor Sarasvati is answering a query As class monitor Sarasvati approaches Deepak to 
from Pravin about the lesson they are learning show him how and which questions to do in the 
from in the Hindi chapter. Hindi chapter. Suresh is leaning over to see how 

and what is to be done too. 

(Right) As class monitor, Sarasvati is approached 
by Pinky to check her sum. Sarasvati is marking 
her slate for her. 
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Sarasvati sitting in the classroom with Santoshi Sarasvati eating a lolly outside the school gates C, C, C, 
and Leena haviner their lunch together. with Minakshi at lunchtime. The ice lolly 

vendor's bicycle is standing behind her. 

Sarasvati eating a plate of 'gol ouppe' (savoury puffs filled with chick peas and tamarind %Aater) "ilh 
Minakshi at lunchtime outside the school gates. The vendor from whom they have bought them, sells a 
plate of 4 which costs I Rupee. 

Sarasvati plays a clapping and singing game in the It i. s too hot to play outside at lunchtime, 
C, a, ýý 

classroom at lunchtime with Santoshi and her Sarasvati is oreanisina a aame for the class to Cý 0 ID 
sister Shabana. Pravin walks in and watches play together. Some of the boys join in too. Renu 

CD 
them. is standina at the side aivinc, the same instructions 

C, C, C, 
as Sarasvati. Pravin is standing and watching 
with 2 of the airls. 0 
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Plate 6c Sarasvati - Social practices inside the 
school and classroom 

W. 

Sarasvati playing skipping with Renu and 
Shabana on the veranda, outside the classroom at 
lunchtime 

I CI 

N 

Sarasvati standing with her sister Shabana and C, Santosh outside the school at home time. They 
are waiting for some more children as they 
usually walk in the same direction to their 
respective homes 
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7.1 Introduction 

Farzana was a quiet and somewhat reserved Meo child. Whilst the literature highlighted the fact 

that, compared with other social groups within the Indian education system, the Meo's were one 

of the most illiterate, with female Meo's being amongst the most disadvantaged groups, Farzana 

and her family were an exception to these generalisations. Farzana's story illustrates the 
influence of family resources and support for learning (as human and social capital) which in 

turn informed Farzana's success, interest and identity as a learner in school as well as out of 

school. Whilst economic resources (financial capital) are always of help to existing 

circumstances, people themselves are also resources. In this respect Farzana's parents and 

members of the extended family were a useful resource in helping to support Farzana's learning 

experiences at school. The family's interest in education arose from their own experiences of 

education and indeed the biographies of both Farzana's father and in particular her mother, 

provided an insight into the circumstances and biographies of an upwardly mobile Meo family. 

7.2 An Educated Family 

Farzana lived in a large rented house on a government housing colony, where class 2 

government employees (professional class) occupied the majority of the houses. As such the 
family was economically secure with a joint income of up to 30,000 Rupees (E428.00) per 

month. The house accompanied her father's employment. She lived with her parents, a 

younger sister Samina, two younger brothers Arif and Amir, and her grandmother from her 

father's side. For a few months during the course of the fieldwork, Farzana's teenage cousin 
(her mother's sister's daughter) also stayed with the family. Her grandparents of both sides 
lived in another area of Mewat but visited the family regularly and Farzana and her parents 

would visit them at the weekends. As a result, despite the fact that both parents worked and 

often Farzana's mother arrived home late in the evening, there were family members who acted 

as baby sitters. Figure 7.2 represents Farzana's immediate family: 
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Figure 7.2: Farzana's immediate family (ages at the time of onset of fieldwork): 

Farzana's grandmother 
I 

Farzana's 

Mother and Father 

(Aged 32; field officer for MDA) (Aged 35, District Lighting engineer for the I 

HEB*) 

Farzana Samina Arif 'Amir 
(Al ged 9) (Aged 5) (Aged 4) (Aged I and a half) 

(*Haryana Electricity Board) 

Farzana's mother's background is crucial to understanding much of Farzana's educational 

experiences. She was a pioneer (in educational terms) for rural girls of Mewat. Tosomeextent 

she overcame the gendered constraints of education from her own family; she was self-driven 

and, after her marriage, was supported by her husband to fulfil those educational aims that were 

not possible as an unmarried woman. 

7.2i Mother's educational hiography 

Farzana's mother's family (three sisters and two brothers) all attended school from an early age 
because her own mother did not have the time to look after the children on account of household 

and agricultural chores. In particular Farzana's grandmother had felt it important that her 

children were educated. Farzana's mother explained: 

So as soon as we could, we were sent to school by our mum. We were only 
about 2 years old; but she had to do all the housework -the looking after the 
cows and buffaloes, all that responsibility. And if there's a small child 
around how can you do the work. So she sent us to school saying at least 
they'll study there. And we did all of us. There were many factors in her 
reasoning for doing that. (PMS: Farzana: parent interview, Saturday 4 Ih 
September 1999) 

Farzana's grandfather on her mother's side also believed that education was important. 

Although a small farmer, he had much to do with a local lawyer and in doing so, realised that 

education was a way of improving his own children's prospects. 
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As a result, all of Farzana's mother's siblings were educated up to the 10th grade, after which 

the eldest sister remained at home to help whilst the others continued their studies. Farzana's 

mother had to overcome much family resistance - both social and economic - to leave her 

village and commute on a daily basis so that she could study for her first degree. She explained: 

For one year I commuted to the city, because I hadn't married, so the family 
wasn't ready to allow me to go. First we weren't economically sound, and 
second they didn't like to send an unmarried woman outside the family. 
Because up until my graduation, they did so much for me. At that time, no 
one studied. Only my older sister did teacher training, but we didn't think 
that we could go any further. Even boys didn't go on to study. And the 
thought of girls going on to study wasn't even considered. But it was just my 
sister and myself, out of this area which is rural that did it; in the urban areas 
it was known of. (PMS: Farzana: parent interview, Saturday 4th September 
1999) 

Farzana's grandmother had been a key influence on Farzana's mother breaking out of existing 

gendered social constraints. She instilled confidence, encouragement and a 'you're as good as a 
boy' attitude, standing up for Farzana's mother in the face of resistance from brothers and male 

cousins. In addition to her mother, Farzana's mother's school principle had influenced the 

decision and helped her to overcome economic and social constraints through his moral support, 

and by financing her education. She explained: 

RCD; so who was behind you allowing you to fulfil what you wanted to do 
educationally? 
Mum: my mother mainly, she used to motivate us. My father never used to 
stop us, he said, that's good, if you want to study, keep studying. But like if 
you're a girl, the women say look she's grown up now, you should stay at 
home. My mother never did that. She used to say 'you're also boys, why 
shouldn't you study. Others used to say if you go outside something will 
happen. But my mother used to say 'be bold'. and if you stay bold and see 
yourself as a boy, then you won't be any lesser than them. At that time my 
cousin who's like a brother used to live with us too. He was totally opposed 
to me going away to college. 
RCD: why? 
Mum: because they didn't send girls to college; they would say if she goes, then 
the other girls will go and my reputation will be spoilt. So my mother asked him 
'how will your reputation get spoilt? You can stay at home but she will go to 
college. The thing was that Meo girls had only studied up to metric at that time. 
So my father told me in the evening that my principle had come and tomorrow 
you'll go to college. So my principle played a big role. My parents were ready for 
me to study further; it was leaving home that was a little difficult. It was only 15 
kin but I was still leaving the village. Once you've left its not difficult. But the 
principle said'I'll take the responsibility for hee. 
RCD: so was there a hostel to stay in over there? 
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Mum: No; I used to travel going and then coming in the evening. This was 
for my BA after I'd done my metric. (PMS: Farzana: parent conversation, 
Saturday 4h September 1999) 

Farzana's mother graduated in 1983 with a combined BA degree; at which point an opportunity 

was opened by the Mewat development Agency (MDA) which allowed more Meo females to 

teach in the area. Although Farzana's mother would have liked to continue postgraduate study, 
it would have meant breaking the conventions of unmarried women leaving home. She married 
during that year, on the arrangement that as a married woman she would be allowed to study. 

7.21i Father's educational biography 

Farzana's father was born in a neighbouring village to his wife and is 35 years old. He studied 
in his village until the 5th grade and then went to a neighbouring village to attend the same 

school his brother had attended, who went on to study for a BSc. Indeed, although he came 
from a family where his parents were small farmers and uneducated, he also came from a family 

where three of his four brothers had been educated and had taken up professional jobs, two of 
them being teachers. The youngest brother did not want to study and went into farming. 

After completing school and college, Farzana's father entered the army where he remained for 

17years (from 1972 to 1989) and during that time he completed his BA, an MA, an MI in 

Electronics, a diploma in medical equipment and an LLB in law. When he left the army, he 

practised law as an 'advocate' for four years and was Sarpanch (head of village council) of his 

home village. In 1993, he obtained his current employment as a lighting engineer, where he had 

seventy villages under his jurisdiction 

Farzana's father attributed his educational biography as being influenced by a combination of 
both economic constraints and social influences, where key figures of influence included his 

elder brother, his father and his experiences in the army; which included a great deal of 

scientific knowledge. 'It was in the army that I made my education' he remarked. Economically 

there was a lack of future prospects in the family's source of work as farmers, so education was 

seen as a way out of economic constraints. He had had no particular career path in mind and 
joined the army as a result of a recruitment drive. His father had encouraged his sons to take up 

science subjects despite the constraints of the English language used in such subjects as 
Farzana's father explained: 

When I used to go to school in the village and outside it was in English and I 
had done sciences but in the village it was general science, and things like the 
symbols in chemistry, I didn't know what they meant and everything was in 
English, so I said I'll go into the arts the BA. So my father said though he 
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was illiterate, he was intelligent, he said 'if you want to get work, then 
without the sciences you won't get anything% I still remember those words. 
He said even if you fail twice, still study the sciences. Because the science 
students are considered intelligent and get work. (PMS: Farzana: parent 
interview, Saturday 13'h November) 

7.2iii Establishing careers -family support and ahead start educationfor Farzana 

Whilst her husband was in the army, Farzana's mother completed an MA in History and 
Political Science in New Delhi and a further BEd in another district in Haryana; after which she 

completed a library science course and was offered a job at one of the model schools as a 
librarian. In 1997, Farzana's mother joined the MDA and worked as a field officer co- 

ordinating and monitoring development projects in the different departments. As a Meo woman 

she worked on community development projects with Meo women. 

According to Farzana's mother, the family had settled down to family life rather late. This was 

not only because of her mother's educational aspirations, but also because her father was 

completing his education whilst working in the army. 

The process of establishing her own career as well as her husband doing so, meant that 

Farzana's mother had to call on a great deal of extended family support to help look after the 

children. 

During Farzana's formative years, Farzana had been sent to the cr6che in another area of 
Mewat, where Farzana's mother's sister worked. Then when Farzana's mother was a librarian 

at a sister private model school, Farzana attended the same school until the end of the 3rd grade. 
However, since her mother's employment with the MDA as a project worker and her father's 

employment for the electricity board was close to the fieldwork private model school, the family 

has relocated their residence. As a result, when the fieldwork began, Farzana was in her first 

term at the private model school where the fieldwork was located. 

7.2iv Parental educational aspirations and 'quality education' 
Farzana's mother had clear perceptions about what quality education was about; and in 

particular believed that infrastructure facilities, facilities in information technology and the 

ability to speak English, were crucial for opportunities in later educational experiences as she 

explained: 
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RCD; you were saying that the private model school is supposed to give 
quality education but what does that mean? 
Mum: well in the government school the standard is falling, in the exams there's 
cheating or the staff don't come and the infrastructure is less. - So those facilities 
are hoped to be provided in the MDA and the private model schools; they need 
English because when they go to the upper institutions the children who've 
attended Hindi medium school, even though they're intelligent, are weak at 
English and because of that they can't compete. Children feel it; they feel 
inferior when they go outside in the long run. And in higher education much of 
the printed material is in English. 
RCD; so staff level, infrastructure and syllabus are quality education. 
Mum; yes all of those things (PMS: Farzana: parent interview, 176' April 
1999) 

She was happy with the school that Farzana attended but was aware of her own contribution 
towards Farzana's developments and as such held plans for the future. Both parents, being 

educated, held clear opinions about how children should be provided with certain facilities. 

However this was a double-edged sword. On the one hand Farzana's parents felt that they 

needed to complain about a certain lack of facilities to move things forward, but they also felt 

that this might propel negative relationships between them as parents and the teachers and those 
in authority. 

The fact that Farzana's parents were educated also reflected in their planning for Farzana's 

future education. In fact they held quite high expectations for her; her father in particular hoped 

she would enter a senior civil service profession: 

Farzana's dad: we care a lot about her studies, because we'd like her to study. 
She puts in a lot of effort and she listens and she's friendly and cares that she 
does well at school and comes first in class. Even then it depends on the 
children's fate. We have high expectations of her though, because up to now in 
this mewat area, no one has been able to become IAS from this area. No Meo. 
Not even from the DSP or HCS (IAS- Indian Administrative Service; DSM- 
Deputy section Police; HCS - Haryana Civil Services). So we expect Farzana to 
do as well as she can (PMS: Farzana: parent interview, 40' September 1999) 

7.2v Socialpractices within thefamily 
Farzana seemed to come from quite a modem Meo family. The children were always dressed in 

western clothes and although a priest would come to teach Farzana and Samina Arabic for an 
hour after school, the children were not expected to keep fasts, or have lessons in Arabic when 

school exams were taking place, or to pray five times a day. In fact Farzana's parents did not 

comply with those regular rituals although they kept some of the fasts during Ramadan. 

Farzana's activities at home centred on her family, in particular siblings and parents. Inside the 
home Farzana would read, watch television and play games with her brothers and sisters. 
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Sometimes her father would play at crosswords with the children. Outside the confines of the 
house, but in the courtyard, the sisters and brothers would play team games and their father 

would play badminton with them. In the evening the children would accompany their mother 
for a walk, following which they would eat a family meal together. They also ate family meals 
together at the weekends. There were regular family trips, for example to their grandparents' 

village, or to uncles and aunts from both her parents' sides of the family. When wheat needed 
to be collected from the fields in their home village, resources such as a car and driver were 

available to the family as a consequence of her father's employment. And in the summer 
holidays Farzana, Samina and her mother visited an aunt in New Delhi where they saw all the 

main tourist sights. The sisters and brothers would play together, watch television together, do 

their homework together, eat together, with Farzana often showing concern for her siblings as to 

whether they had changed out of their school uniform and eaten their meal. Farzana rode her 

own bicycle and would also visit the shops for her mother to collect the daily litre of milk. 

7.3 Family Relationships and Farzana: Resources, Support and Significant 

Others 

7.3i Resourcesfor a 'culture of learning' 

Resources for learning can be divided into two kinds. First the economic resource (financial 

capital), which is provided by material resources, and second a social resource, of which people 

are a key provider. Farzana was in the fortunate position of circumstances which allowed for 

both of these resources; and indeed her parents almost created a 'culture of learning' amongst 
the siblings within the context of the home. 

9 Farzana and developing an interest in learning with her mother 
Farzana was exposed to a school environment and books from an early age as she accompanied 
her mother to work at the school library. He mother described her as an early developer 

linguistically; who had learnt the alphabet in English and Hindi before starting formal 

schooling. In this respect Farzana's mother was her most important learning resource during her 

pre-school years. This had two implications. First, Farzana was ahead of her age in school and 
began her schooling career in the Ist grade rather than the kindergarten. Second, Farzana 

wanted to start school, but her mother was reluctant to put her into the formality of the 

classroom situation, anxious not to temper any interest Farzana may have in her approach to 
learning. She explained: 
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RCD: do you remember Farzana's first day at school? 
Mum: I started to take her to school with me. Because I was a librarian at the 
time and didn't have any teaching work to do, I just had to sit in the library 
and give the children books. So over there I used to give her books to read 
and her whole day would be spent with me and she would be playing. I never 
sat her in the classroom and she was there for the whole year of 92 and 93. 
Then in 94,1 put her into school. She went straight into the first grade, not 
kindergarten. She never expressed a dislike for school, and that she didn't 
want to go; because from the start she liked school because mummy was 
there (unlike her brother who won't go). And in her studies she was very 
intelligent. I used to look in all sorts of books, dictionary type that I gave her 
- which showed types of animals, types of fruit, types of birds - that sort of 
thing. So she could do everything, without studying and the rest of the 
children couldn't do all that work. She would just ask me 'mummy what is 
this? ' I would say that its part of animals and it's a camel or whatever and 
we'd look at the photo. And so she went direct to the first grade and she 
came first in class and has always come first in class. So in this way she 
herself has wanted to do well in school and was interested in sitting in the 
classroom because she'd seen it so many times; and she used to ask me if she 
could right at the beginning. But I said no. Because it shouldn't be forced 
from the start, if a child is forced then the interest can diminish. (PMS: 
Farzana: parent interview, Saturday 40' September 1999) 

Her younger brother presented an opposing problem and at the age of 5 had only attended 

school a few times. He disliked school and refused to attend. Since Farzana's mother believed 

that a child's interest in learning should not be stunted, she and her husband had decided not to 
force him, but to send him the following year. 

0 Sibling relationships, activities and learning 

Farzana's diaries indicated that her time at home was structured by routines with her sister 
Samina, for much of which she was self-reliant. In fact her mother perceived her as an 
independent child and certainly observations confirmed so in after-school routines. The 

children, especially the two eldest Farzana (aged 10) and Samina (aged 7), spent time together 

both outside school within the family in play and learning situations, as well as in school, where 
Farzana would visit the nursery block at lunchtimes and they would eat their meat together, in 

much the same way as her mother had sat with her when she was small. Samina would tell 

Farzana about what she had done in school and Farzana would advise her if she was not sure 

what to do. I observed for example Samina telling Farzana that they had to write a story and 
Farzana advising her and citing some examples of stories she'd heard and that she could write: 

Farzana: is that what you're worried about. Give me your copy. 
Farzana talks to her sister Samina 
Farzana: do you remember a story? 
Samina: bits of it. 
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Farzana: tell me then. 
Samina; starts to tell Farzana bits of the story. Farzana takes over and starts 
to tell her the story. 
Farzana: listen carefully, because this is in your paper and you'll get marks 
cut if you can't do it. 
She asks Samina and her brother whether they know the other stories. 
Farzana: oh you know the cat one do you? 
Samina; yes and we also know the monkey one. Samina names a couple of 
others. 
Farzana: okay. So you do the cat and you do the monkey, she says to her sister 
and brother in turn. And then these questions are important, so find out from 
madam tomorrow. 
Samina nods. (PMS: Farzana: field notes, Wednesday P March) 

Through such conversations about schoolwork, Farzana was informed about what her sister was 
doing in class, as she explained: 

Now she's doing things like writing 2 and 2 and then she has to add them 
together. And then she's doing the letters for the Hindi alphabet and how to 
write it; and she says that's what we did in maths and that's what we did in 
Hindi. (PMS: Farzana in conversation, Saturday 4h September 1999) 

The two sisters sometimes returned from school together but if the weather was fine, Farzana. 

would return on her bicycle. 

0 Routines to organise leisure and learning time 

Farzana organised her learning time at home so that it was punctuated with rest and play and she 
had taken this advice from her mother: 

RCD: so how many hours do you do of study? 
Farzana: for the Monday test I did one hour, and then mummy said if you get 
refreshed you'll feel better. So then I played for a while and had my meal, 
then after I play for half an hour, I return to the revision. That's what I do. 
Then I went and played outside for a long while and when I came in I bathed, 
and then I started preparing a bit more for my Monday test and then I 
watched TV for a little while. Then I had my dinner. Then I checked through 
everything I knew for the Monday test, then I drank some milk and went to 
sleep. (PMS: Farzana: diary conversation, Saturday 18'h September) 

Their routine usually involved a period of rest and television-watching after returning from 

school; eating with siblings, playing for a short while and then getting on with homework. The 

sisters would then have an hour's Arabic lesson with the Islamic priest; fýllowing which it was 
back to homework. Towards the evening, Farzana would go to collect the milk for the home on 
her bicycle and then return to doing any unfinished homework or to asking her father to explain 
the day's maths she had covered in school. The day would end with a walk with her mother and 

212 



siblings, watching television and playing before retiring to bed. She usually spent her television 

time with her siblings although her parents encouraged her not to watch too much television. 
She watched a variety of television programmes. The children were trained to be quite orderly 

and Farzana's mother saw Farzana as extremely tidy and orderly compared to the rest of the 
family. Indeed the fact that their father had spent so many years in the army may have some 

relation to this kind of training. Thus Farzana and her sister would return from school, take off 
their socks and shoes, stand them in the correct place and then get changed into their home 

clothes. They had each been allocated a shelf in a cupboard where they kept their respective 
books and play things. During the summer holidays Farzana would organise her time by 

spending one month playing and the following month doing her homework - which involved 

completing exercises to chapters in all subjects, and their subsequent revision. 

0 Material learning resources for the family 

Farzana's mother strongly believed that creativity was the most important aspect of a child's life 

and that it should not be stunted or distracted. As a result the children were not expected to 

undertake any household chores, but to develop their own interests. A maid took care of 
household chores until Farzana's mother would return from work. In this respect, Farzana's 

mum would encourage and provide resources for reading, drawing and craft making. Farzana 

would often refer to ideas in the children's section on craft activities in the family's Hindi 

newspaper. And Farzana's Mother, whose interest lay in history, would bring home children's 

stories about history, as well as those books which installed a sense of religious and moral 

education. In fact Farzana's mother provided material learning resources for all the children at 
home, as she explained: 

Mum: we've bought them some colouring pens, so all day they do their 
drawings. Samina, did you do any today, show me. These two play with 
their toys. They've all got their own toys and they keep them separately in 
the wardrobe. Samina's is the bottom one; Farzana's is in between. 
(PMS: Farzana: family diary conversation, Saturday 17'h April) 

Mum: Farzana just carries on and makes things herself. (Farzana and her 
mum show me of her creative objects - taken from a newspaper 'children's 
comer'- it's like origami. 
RC-D: where's she leamt to do this? 
Mum: I don't know; all day she does this sort of thing. She takes interest in 
creative arts. 
RC-D: really. 
Mum: yes she does; our children take a lot of interest in art things; they make 
all sorts of things, the three of them. The little ones, they're now in nursery, 
they're only 4. (Children screaming in the background). 
RC-D: but from where does that interest come? 
Mum: In the newspaper, there's a children's comer. In there are different 
things; like how to make greeting cards; how to make other things. 
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RC-D: so is it an Urdu newspaper then? 
Mum gets the newspaper out - it's a Hindi newspaper. 
Mum: she makes them from her own mind; they're her own ideas. They (the 
newspaper) show how to make things. 
RC-D: what's this? (Referring to some cut out shapes of leaves that 
Farzana's made) 
Mum: well I had some packaging from Diwali presents; and whatever was 
nice, we kept. She's involved in her playing, in her studies, or she'll make 
something or other; she does a lot of drawings. 
RC-D; so she keeps herself busy. 
Mum: always. And when it's the housework, we could ask her, but well 
because she keep herself busy with these things, we don't disturb her much, 
so that her creativity grows. If we block it, then it might stop. So that's why 
we don't interfere with what she's doing; we make sure she definitely drinks 
her milk, despite her fussiness. (PMS: Farzana: family diary conversation, 
Saturday 170'April) 

9 Sibling and family support for learning 

It was a regular occuffence to see all the children with books sprawled out in front of them 

doing something in the living room; or Samina, sitting in the same room as Farzana doing her 

homework and Arif singing whilst looking through a book. And all the children benefited from 

help and encouragement in learning. For example Farzana's diary notes stated; 

Wednesday I st September 1999 
Farzana: Today when I arrived home from school, Samina hadn't gone to 
school. Then I changed out of my uniform and had a meal. I rested for a 
while and then I did my homework. I had the work left for one subject left to 
do when the Molvi came to teach me Arabic. He taught me for I hour and 
then he went. Then I finished my homework and then papa came. Then papa 
rested for a while. Arif got papa to explain a complete maths unit today. And 
then I played with my sisters and brothers for a while and then I came home. 
(PMS: Farzana: diary entry, Saturday 18'h September) 

This ambience of learning existed amongst the siblings during their 'family' time with their 

parents as Farzana explained: 

RCD: so when you're doing this, what are your sisters and brothers doing? 
Farzana: Arif just keeps playing on his own or with Amir; and Sarnina 
studies, like she does her ABCD or spelling, that she has to revising, and the 
numbers up to hundred and their spellings. She does that with mummy. And 
when mummy's not here and comes home a bit late, then papa gives the work 
to do to Samina and she does them. But for a lot of the time, she also plays 
after she's done her homework. She only does extra sometimes. And at night, 
mummy and papa help us to revises our tables, for both of us Samina and me. 
(PMS: Farzana: diary conversation, Saturday 18 th September) 

There was evidence of learning to 'score' during game playing amongst the siblings, where 
Farzana had taught her younger siblings to play a game, and her Father had also played at 
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crosswords with the children. In fact there was always a sense of interest in Icarning as a family 

activity, with the children showing work to their mother, working together, and a sense of 

encouragement as the following field note illustrated: 

Arif shows me how he has written his ABCD and that he's written himself 
RCD: so do you teach him the alphabet. 
Mum: yes I teach him the alphabet and the numbers; Samina will have 
written this: - they've been playing a game and making a score. 
It says: Farzana/Samina /Arif and Amir. 

10 /7 /1 /3 
RCD what were you playing? 
Farzana; thief or policeman. 
Mum: it's a game where one of them is a king, one is a prime minister, one 
will be something else and they'll make a slips for them; and whoever picks 
up the slip becomes that person, and they get 10 marks, and if it's a King 
they score 10 marks, if it's a policeman it's 3 marks, and prime minister its 
another score. They make slips from card for them and throw a dice. 
(Farzana explains) 
Farzana; I've learrit this game at school when I was little. I used to play and 
then Samina also learrit how to play it; I used to say this is how you play it 
and then we used to play it. And now Arif plays it. 
Arif. papa and Samina played this one. 
(It's another game -it a crossword) 
Arif. this is a drawing I've made of ghosts. 
RCD: you've written more of the alphabet. 
Arifi yes mummy taught me (PMS: Farzana: field notes, Saturday 18a' 
September) 

When the children showed their mother the activities they had completed at home, whether it 

was a drawing or a piece of art and craft or a piece of writing or a sheet of sums, there was 

always an encouraging response. She would praise them for what they had done and if they had 

misbehaved she would say things like 'that's not how a good boy behaves, and you're a good 
boy'. 

Out of school time, the siblings were encouraged to stay with each other and occupy themselves 

together at home, rather than to mix with the children in the neighbouring area. In fact 

Farzana's mother explained how many of the children in the neighbouring area attended Hindi 

medium schools and she preferred the children not to have those kinds of outside influences, 

given her father's position as she explained: 

RC-D; so you want good influences on your children. 
Mum: yes; so I don't encourage them to go out too much. I tell them not to 
go out, but to do whatever they want at home. We'll give you all the 
colouring pencils and the paper, whatever they want, but do it at home. Then 
in the evening they play nearby, but amongst themselves; not on their own; 
whatever they want to play, badminton but amongst themselves and not on 
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their own. Sometimes he, Arif goes out on his own, having made a fuss; but 
he's a boy. (PMS: Farzana: diary conversation, Saturday 17ýh April) 

During the period of the fieldwork, Farzana's teenage cousin was staying with the family and 
had been a valuable resource for Farzana's leaming: 

RCD: so the Monday test was Urdu. How did you do? 
Farzana: I got 20 out of 20; the things that I couldn't do; my cousin (baji) can 
do. So I spent a long time understanding it from her. I have a book that mum 
brought from the library; from that my cousin explained it all to me; what 
symbol goes here and what goes here. So I learnt all my Urdu with her help. 
(Diary conversation, Saturday 18'h September 1999) 

7.3ii Parents as significant others 
RCD: how is Farzana in her studies? 
Mum: she's good. We don't have any problems with her. Because she comes 
home, if she's got homework to do then that's the first thing she does. She 
changes her clothes and begins her homework; she doesn't even eat, that's a 
secondary thing for her. Education is the most important thing for her. 
The fact that we're both educated so she doesn't have a lack of guidance; and so 
she doesn't feel that you know that in maths she can't do it. In maths she needs 
out help a little; but not in any other subject much. (PMS: Farzana: parent 
interview, Saturday 17'h April 1999) 

Knowing and sharing Farzana's school and classroom experiences: the role of Farzana's 

mother 
Farzana's mother perceived Farzana as a child who took responsibility for her own leaming. 

Certainly Farzana was in a position of responsibility being the class monitor, but she also took 

responsibility for the presentation and completion of her schoolwork and was generally collegial 

with her peers, although not over-friendly. And indeed her teachers had reinforced those 

remarks. Her mother explained: 

Mum: in her class, she keeps up with her work and she's the class monitor, and 
she makes sure her writing is presented well, she never presents poor work or 
argues with anyone or is dishonest or talks too much to anyone. So I've got quite 
a bit of knowledge about how she is in the classroom, because I've been to see 
once or twice, and I've talked to her teachers and asked how is she getting on. 
RCD: and what do they say to you about Farzana in'the classroom? 
Mum: They say she's fine. (PMS: Farzana: parent Interview, Saturday 4th 
September 1999) 

Farzana's parental knowledge of her school situation extended to the knowledge that there were 

children in class who Farzana competed with for first rank; in particular Farzana would keep her 
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mother informed of the difference in marks and kept a running record of where she would have 

to increase her marks. Her mother explained: 

There are 3 children she competes against; there's Vippin, Sumaya and 
Farzana. She's very competitive with them. 
RCD: really. How do you know? 
Mum: Because before Farzana came, Vippin used to come first all the time. 
So Vippin's words were 'you've come first this time, never mind- we'll see 
the next year. Next year we'll see who comes first'. From the beginning of 
the year Farzana has been in competition. Then she feels that every Monday 
we have a test; this Monday test I got so many marks, Vippin got this many, 
Sumaya got this many. She keeps a record of all their marks. And she'll say, 
why has he or she got more marks here; that's where I have to put in more 
effort in the next Monday test; she wants to complete the marks if she has 
lost some marks. So from this it looks that in her studies she's very conscious 
of what she has to complete, and the marks she needs to get, or I'll be left 
behind. So she has quite a bit competition with the others. She tells me it all. 
The day she has a test, she'll come home that day and tell me about it. The 
day she comes first and the teacher tells her, she comes home and tells me all 
about it and the day her marks are less, that day she tells me a bit softly; 
because she'll say I got a few less marks, I or 2 (mum says laughing). So 
now she's saying I'm 2 or 3 marks behind Sumaya, and she's ahead of 
Vippin. You're ahead of Vippin aren't you? 
Farzana: nods. (PMS: Farzana: parent interview, Saturday 40' September 
1999) 

Farzana's mum kept herself informed of the kinds of tasks Farzana was given for homework 

and would check her book for her and help her to do the homework if it required a task for the 

children to do by themselves, as the following extract illustrated: 

RCD: you get quite a bit of memorising to do for homework. 
Mum: yes they get memory work and work to write up; they get both; like 
sometimes she has to write the questions and answers; What they do is these 
children write it more in their rough copy at school, and then they copy it in 
fair for homework. 
RCD: so what was she doing yesterday? 
Mum: yesterday she was writing the questions and answers to a Hindi 
chapter. 
Farzana: they weren't Hindi. They were SST - it was Lesson 11. It was 
about new treatments for illnesses. 
Mum: yes treatments and inventions; and which scientist invented them 
RCD; how do you know? 
Mum; because I was reading her book yesterday; I was checking her book for 
her; she was asking me to tell her about smallpox. 
Farzana: madam had told us to do that ourselves; so mummy read the lesson 
and told me what to write. 
RCD: so you explained it to her. 
Mum: yes, it was a very big question; so madam had said its a very long 
answer, you children just write about it yourself - make it a summary, that's 
what she had to do. And she said mummy I would have to write the whole 
story - why, what they thought and what they did and she said she would 
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have to write the whole account in detail, and not a summary. So I did the 
summary for her. It was for her homework. 
Farzana: so I did 2 pages and mummy helped me. (PMS: Farzana: diary, 
Saturday 4"' September 1999) 

* Mathematics and Farzana's father 

If Farzana was having difficulty in understanding work at school, she would usually ask her 

family at home for help; this was usually in mathematics. Farzana discussed her mathematics 

with her mother but, because her mother had studied mathematics in Hindi rather than in 

English, the terms used were different which is why her father was often called upon for help. 

In mathematics, it was her father who played the role in underpinning her understanding. For 

example, Farzana had particular difficulty in grasping the concepts on the units in decimals that 

she had covered in school. As a result she had chosen to do extra work on this area by herself 

and had also approached her father to explain the work she could not do. He in turn would give 
her additional sums to practise her understanding. Farzana explained in diary conversation: 

Saturday 4h September 1999 
Farzana: today when I arrived home I changed my clothes and started 
watching TV and then started playing and then I finished my homework and 
started preparing for my Monday test. I revised for I or 2 hours then I started 
playing. In the evening the Molvi sahib came to teach us Arabic and then 
after that I played. Then I studied my maths and watched TV and after my 
dinner I watched TV for a while and then I slept. 
RCD: so when you're studying your maths how do you do it? 
Farzana: it was decimals I was doing; Afterwards papa explains it, then he 
gives me some sums and I do them, that's how I study my maths. 
RCD; so that day was it papa that was with you doing the maths? 
Farzana: yes, he showed me what to do gave me some sums and then he 
checks it. Like there are some things I can do myself, like the sums to do 
with the circle like diameter; but what I ask papa to explain to me are the 
previous chapters. When I'm doing them myself like the work with the 
circles, I do the questions from the book. 
RCD; so how do you actually make yourself remember the maths, like in SSt 
you look at the book and cover it and write or say it; well what do you in 
maths? 
Farzana: first from papa I have it explained so I understand it; I don't 
memorise maths. If I can't do something I ask papa to explain it so that I can 
understand it. And if I do understand it, I ask papa more things about it. And 
as I begin to understand it, papa gives me sums to do. Then whatever is 
incorrect, then papa, like if it's a big sum, then he gives me a bigger sum, 
then if its incorrect he gives me another sum to do. That's how I practice the 
maths. (PMS: Farzana: diary conversation, Saturday 18'h September) 

This help in maths also occurred in preparation for final and mid-term examinations. Farzana 

felt that in school her competition lay in maths where she had lost marks in the Monday test. 

She believed that much of her problem arose because of her fear and dislike of maths. She 
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explained how she had discussed this with her parents and they in turn had advised her to 

prepare well for the forthcoming paper. Farzana explained: 

RCD; so did you have the maths Monday test after he gave you the syllabus? 
Farzana: yes and we've had the marks too. (she says in a soft voice) 
RCD: what did he say? 
Farzana: mine was 15; and Sumaya's was 18 and Vippin's was 17. Last time I 
was the one who got 20; Vippin got 16 and Sumaya's was 17. So we've had 2 
rounds. 
RCD: so what happened? 
Farzana: I told papa and papa said make sure you prepare well; papa had 
actually spent until late teaching me, but in maths, if I'm scared then I can't 
do too much. I don't like it a little bit so that's why in maths, in our class the 
one who got the highest out of everyone was Seema- 20 out of 20. 
RCD: how come? 
Farzana: her papa; for most of the children its their papas that teach them the 
maths; so he taught her. 
RCD: so did you tell your mummy about your maths marks? 
Farzana: yes. 
RCD: what did she say? 
Farzana: mummy said that make sure you're well prepared now the papers 
are coming. Now at the moment I have some free time after I've done my 
homework, so that's when I'll study the maths. I've done units I and 2. Now 
in maths I'm not finding it too difficult; because first of all unit 8 is very 
easy. Units 1,2,3, and 4 were all in the test. Its just 5 that I have to prepare 
for. I can do the units for science, although I'm a bit raw on unit 8. In that 
there's not much on the syllabus. They haven't given us the written syllabus 
in English and Hindi as yet. (PMS: Farzana: diary conversation, Friday 170' 
September) 

During Farzana's mathematics revision at home, she was reproached by her mother for 

watching television when she had only revised a small amount of work. Farzana however felt 

confident about her mathematics as she had been formatively covering her mathematics with her 

father, as and when, she covered the work in lessons at school. As a result she had felt 

confident in her final understanding of the mathematics in preparation for the paper, as she 

explaincd: 

Farzana: then it was maths. In the evening papa prepared me for my maths. 
Papa came home very late in the evening. Then mum didn't know too much 
of the maths and couldn't do it really well. It's always papa who teaches me 
maths. Then papa came in the evening. Mum showed me how to do units I 
and 2. And then we all fell asleep. Then I went to watch TV. Arif said 
'grandpa you also watch it' my grandpa was here then. I said c'mon we'll 
watch it. So I started watching it, then when I came mum said ' you haven't 
done anymore units, you've just done 2 units'. Then papa said, 'bring it over 
here, I'll do them with you'. In any case I could do all of them. But it was 
necessary to do them again. In any case, when sir was doing it with us, I 
would do it with my papa everyday, so I could do it all. Then papa said' 

219 



'bring it, let me show you'. Then papa gave me 3,4,5, and 8- he showed me 
how to do 4 units. (PMS: Farzana: diary conversation, Tuesday 120'October) 

* Preparing for papers: ensuring understanding and time management 
Farzana's concern for her marks, the relative lack of difficulty she experienced in different 

subjects, and her concern for her position in class, dictated the relative proportion of time she 

spent on each subject and she had also discussed this with her mother. Thus she had decided to 

spend proportionally less time on preparing for the 'General Knowledge' (GK) exam compared 
to her mathematics, as she explained: 

Farzana: but in any case for GK you get marks and then from the marks they 
give us a grade. The GK paper has 50 marks, so they add up the marks and 
from that they decide on a grade. There's also not much worry about GK. 
Mummy also said 'GK won't effect you marks for position in class; so do the 
maths. You find maths hard anyway says mummy, so how will you revise for 
it all in one dayl' Its like GK was one day and maths was on the next; so how 
can I revise all of it in one day. (PMS: Farzana: diary conversation, Tuesday 
12 1h October) 

Farzana's support for learning at home in preparation for papers involved her mother going 
through the work in English for her by translating from Hindi to English for example, in order 
to reinforce Farzana's understanding of the work, as she explained: 

RCD; so when you were preparing for your papers; how did you revise? 
Farzana: well first of all I learrit all the questions and answers; then the Hindi 
wasn't coming out well from me; the fill in the blanks. So after I memorised 
the questions and answers, I did the workbook. In the workbook I left out the 
fill in the blanks. Then when mummy used to come home from the ofrice, 
then she used to do the fill in the blanks with me. 
RCD: how did she do that with you? 
Farzana: she used to tell me the Hindi; I myself won't be able to do the 
Hindi, translated from English; so mummy told me the Hindi and explained 
that this will come here and this will come here. Like if there's a word, she 
would tell me what the Hindi equivalent was. 
RCD: (reads) once there lived a miller called Wang. 
Farzana: mummy would translate that in to Hindi and tell me. 
RCD: so you would understand it properly. 
Farzana: yes, because I couldn't translate it into Hindi, I asked mummy and 
then mummy explained it in Hindi and then I could do it. 

, Farzana: so when you understand it in Hindi, then you can understand the 
English. 
Farzana: yes. (First she has to understand it in Hindi and mummy explains it 
to her) 
Farzana: the rest of them I could do myself. And like mummy explained this 
one to me: 
RCD: (reads)' fill in the blanks part c, with the verbs in the present tense' 
Farzana: mummy told me this one. 
RCD: what did she tell you? 
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Farzana: that if it's 'one', then we put 'go' , Like 'I go'; like if it's 'he', then 
4es' will be put with it if it's one. Like that she told me in Hindi. So this 
grammar and fill in the blanks mum explained to me, and the rest I did 
myself. (PMS: Farzana: diary conversation, Tuesday 120'October) 

On the advice of her mother and from her own thinking, Farzana had made what she considered 

a wrong selection of her revision for the computing paper and as a result she had missed out a 

question. To rectify errors made, she ensured that she revised the question for the practical 

paper when sir would give an oral examination at a later stage, in which she later obtained full 

marks. 

7.4 Peer Group Relationships and Responsibility 

When Farzana mixed with peers within school, it was usually on an individual or small group 
level during lunchtimes. 

In the games lessons following 'recess' Farzana would usually be involved in a team game with 

girls in her class, sometimes Vippin would join in. They would organise the games amongst 

themselves. She would mix with any one of the girls in the classroom, although Rabia, who sat 
behind her and relied heavily on her for help, would often call on Farzana's attention, and 
Farzana in turn would turn round and talk to her, check her maths for her and give her her 

exercise book to copy. 

7.4i Fear offavouritism and its implicationfor success in classroom learning 

When Farzana talked of her attitude towards peers, she would not respond to questions about 

the children of teachers, for fear of reprimand. This occurred despite her mother assuring her 

that researchers always make a promise of confidence and that she would be in a better position 

to inform the reseircher as she sat in the same class as those children. Her parents explained 

that the reason was that at home she would complain of the favouritism in tests or felt that 

because these children had teachers as mothers, they would achieve better marks. This 

perception that Farzana held of her peers was a key factor in her decision-making process, when 
it came to choosing a language option in the 5th year. Whilst Farzana's ultimate aim was to 

retain her first position in class, Sumaya, a child in her class with whom she competed, had a 

mother who was also the Urdu teacher. This troubled Farzana. Farzana's mother advised 
Farzana to take Sanskrit instead of Urdu, if she was so concerned about losing her first position 
in class. She pointed out that it would make little difference as to what choice Farzana made, 

and that it was 'all in Farzana's head'. Her parents explained: 

221 



RCD; but what's the reason for feeling that; is it that the children of teachers 
- what is it exactly? 
Mum: you'll have to ask her. 
RCD; I did, but she doesn't answer. 
Dad walks in: yes she feels it and what does she say, who's that who's 
mummy teaches Urdu, Sumaya, 'papa she'll come first' because her mummy 
teaches the Urdu. 
Mum: she says mummy, look she's teaching her the Urdu and for them 
Urdu's going on in every language; so I stopped her, I said ' don't take Urdu, 
take Sanskrit then', because Sumaya is in competition with her, and her 
mummy teaches Urdu; and I said to her, 'nothing is going to happen', its just 
that a child gets psychologically down; and its only because her mummy is 
teaching her, so then she thinks she'll come first'. I mean children have to 
study with children, whatever language. Then she said 'I don't know what to 
do, all the girls have taken Urdu, I said, 'so whaW. She was psychologically 
getting down, so I said 'take Sanskrit if you want to'. But she chose Urdu in 
the end; she's doing very well in school. The day after tomorrow she has a 
test, the Monday test. At the moment it's in her head that 'the other girl 
(Sumaya) will come first, I won't come first'. I've told her its stuck 
psychologically in your head; its not based on facts. It's affected her 
confidence. (PMS: Farzana in conversation with family, Saturday 46' 
September) 

This anxiety that Farzana experienced only occurred in Urdu because Sumaya was her 

competitor and also the teacher's daughter. Farzana's mother had tried to persuade Farzana to 

take Sanskrit on the grounds that she would be learning Urdu at home through her study of the 

Qur'an and that Sanskrit would give her an additional language. However Farzana had decided 

to take Urdu of the basis of the fact that most of the girls had taken it as a language option. 

7.4ii Peer group competition and strategic approaches to classroom assessment 
The peer group that Farzana took the most interest in was of those three children with whom she 

competed with for rank position in class. In fact Farzana judged her ability in relation to the 

marks that she received, in comparison to the two children that she competed with, as 

conversations about her diary illustrated: 

Farzana: in the 2 nd period it was science. Madam listened to us give the 
answers to the questions in lessons 3 and 4. Science is one of my best 
subjects. I got 100 marks in the 40'year exams. 
RCD: so whom are you competing with at the moment? 
Farzana; its with Vippin and Sumaya; but Vippin didn't do one Monday test, 
so his marks have become less; so now he'll aim to get more marks in the 
papers. So in the Monday tests, it's just with Sumaya at the moment; she has 
8 marks more than I do at the moment. 
RCD: how do you know? 
Farzana: I keep a note of all their marks when madam gives the test marks; so 
because Vippin missed one test (when the weather was bad) and even 
without that he was 6 marks less than me; and Sumaya is ahead of me; I got 
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less marks in SST. I got 9 marks; otherwise I would have more than Sumaya. 
So now I'll aim to get more marks in the paper. (PMS: Farzana: diary 
conversation, Friday 17'h September) 

Farzana's conscientious behaviour towards her work and the associated competition with peers 

towards the test marks, extended to her strategic approach in answering the questions to papers. 
In this respect, she would answer all the questions on the paper, rather than the number required, 
in order to achieve the most possible marks and counterbalance any lost marks through mistakes 
in other questions. She explained the process when we discussed the papers in diary 

conversation. The following extract illustrated her strategic approach in the English paper: 

(Farzana brings the English paper over. It says: 
'First Semester Exam: English 5 x3 hours 
General Instruction. This paper has 3 parts. All parts are compulsory. Marks 
for each question are given against it. Do neat and clean. 
Part A: answer any 6 of the following questions 
Farzana: I did all of them in part A. if you make a mistake in one question, 
you can pick up marks in another question. That's why I did all of them. 
There are 7 questions there, so I did all seven instead of 6, so if one was 
wrong, then I could get marks from the others. I just made a little mistake in 
this section. In the answer I was supposed to write 'turned', but I didn't write 
turned. But I'll still get marks for it, because I did 7 questions completely 
(PMS: Farzana: diary conversation, Tuesday 12th October). 

Whilst Farzana felt she had achieved good results in mathematics, she retained an element of 
disappointment when comparing her results to her competitors. The fact that she was so 
diligent in adding up her marks ensured that she reserved a higher position in class than her 

teacher had designated. She explained: 

Then my paper went very well; but I got 83 marks. 
RCD: what's wrong with 83 marks? 
Farzana: Vippin got 91 marks - he got the highest marks out of all the class. 
RCD: so you came second? 
Farzana: As yet we haven't been given the marks for all the subjects. 
RCD: bit you came second in maths -what did Sumaya get? 
Farzana: she got 82. Sir had given me 81 marks. So I added them up and it 
was coming to 83. And I said to Ramila, 'look my marks are coming to 83, 
and Sir's given me 81'. Then Ramila said 'yes it is 83', so I went to Sir and 
sir asked 'is it 83? ' and I said 'yes sir, you add it and see'. So then sir gave 
me 83 marks. And Vippin's was 91, and Sumaya was 82 ... Ramila got 84; 
she got one more mark than I did. And Vippin and Rabia -I saw those; and I 
saw Secma's. Seema's marks were the highest in the tests, but in the paper 
she got 47. Sir had given her 39, then she added it up and it was 47 marks. If 
she had 39, then she would have failed; because the pass mark is 40. Rabia 
failed in maths. (PMS: Farzana: diary conversation, Tuesday 12'h October) 
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7.4iii Perceptions ofFarzana -conscientious and responsible 
In fact members of Farzana's class expected Farzana to get top marks in tests and examinations 

and when she did not, they compared their own marks with hers, surprised by her lack of 

achievement as the following extract illustrated: 

It's the SSt lesson on desert lands. They do the questions from the text. 
Farzana copies out the work in her rough copy whilst chatting to her 
neighbour. Children shout out their marks to each other. 
RCD: what are they saying. 
Brilla: they're saying that Nittin got 16 and Farzana only got 12 for the SSt 
paper. I got 12 and a halE 
RCD; that's unusual for Farzana isn't it? 
Brilla: yes, Farzana usually gets 20 out of 20; 1 don't know what happened. 
(PMS: Farzana: field notes, Tuesday 17'b August) 

Because Farzana held a good reputation in terms of her conscientiousness towards her work, the 

girls would borrow her exercise book to catch up on any work they had not completed. Rabia in 

particular looked up to her, shocked that she would be able to revise all her work within some of 

the lessons. Farzana's conscientiousness extended to the point where if in any given situation 
she realised that she had not completed the work that another child had completed, she would 

cross-check their work against her own alongside the requirements and the answers in the text: 

Farzana is just about to pack away her science book, when Disha asks to see 
it. She wants to know if she's up to date. There are some drawings Farzana 
hasn't done that are in Disha's book. 
Farzana: I haven't done these. (They are pencil drawings of different limbs). 
What's this? 
Farzana compares what Disha's written, to her own work and then looks at 
the textbook to triple check the questions and answers. (PMS: Farzana: field 
notes, Tuesday August 17'h) 

In between lessons Farzana would take on her responsibility as class monitor by visiting 
individuals rather than spending time standing at the front of the class. Farzana held the 

responsibility of monitor and explained that her role was to ensure that the class was always 

provided with a teacher. She had been voted in by her peers and persuaded by her teacher to 

take on the responsibility; and she had accepted despite some reluctance at having to control the 

children. Her assistant, the second monitor, was little help to her as observations confirmed. 

When the teacher was not present in the classroom, most of the class would not be concentrating 
on their work but Farzana maintained a sense of responsibility. Within lessons she was 
organised; thus, when she had finished a task, she would quietly pack away her books into her 
'organiscd' bag. In between lessons, she would approach peers and join in conversations and 
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games; for example, she would play noughts and crosses with her neighbour. However this was 

only when she had completed her work and packed away her books. 

7.5 Conclusion: Farzana and her Identity as a Learner 

7.51 Social practices and Relationships in thefamily - learning to approach learning 

The case study that has been presented identified certain issues that the data revealed were 

central to Farzana's identity as a learner and those key influences informed her approaches to 
learning. I began by explaining the key social contexts that revolved around Farzana's life and 

central to that context was family life. Family life was characterised by clearly structured 

routines for all the children, and those routines involved school learning; interest-based leisure 

learning; play and sports with siblings and father; and leisure activities with siblings and 

parents. Since Farzana was the eldest child, she was considered to be fairly self-reliant in her 

ability to structure her routines and take responsibility for completing her school-based learning 

successfully. She was brought up in a family which, contrary to most Meo families, had 

successfully progressed along the ladder of social mobility by virtue of becoming educated. 
Farzana was a second generation learner, had a very strong female role model in her mother, 

who had become a 'respected' and responsible member of the community. Alongside this, she 
had a father whose educational success lay within perceived high status subjects (the sciences) 

and who also held a post within a management position which involved a great deal of 

responsibility within the community. 

The values Farzana's family placed on education were not only reflected in their own 

educational biographies, but in their relationships with their children, the eldest of whom was 
Farzana. Those relationships placed considerable time, as a resource, on learning activities with 
the children and amongst the siblings. I termed this kind of environment a 'culture of learning'. 

At the same time Farzana's parents not only mediated this kind of learning environment, by 

providing the material resources as well as their own time, but were also identified as significant 

others. In this respect they were the key people in Farzana's learning to whom she turned for 

help, confided her successes and indeed her anxieties. In tum their responses in the learning 

context were positive, in that they were able to provide her with help in her school learning, 

praised and encouraged her successes and provided advice and help to alleviate her anxieties. 

Her identity as a learner was therefore very much informed by the environment she experienced 

at home. She saw herself as someone who was interested in learning and who could succeed 

within the educational system providing she put in the effort to understand and take 

responsibility for her schoolwork. In particular she had, from her parents, learnt how to study 
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different subjects. Thus comments like 'that's how I study my maths' would be preceded by an 

explanation of how her father would bring about her understanding in mathematics. This 

process of 'learning to approach learning! had begun very early on in Farzana's educational 
biography, the root of which, once again, came from her home. 

As a second generation learner she was given a head start to educational experiences by virtue 

of having learnt the alphabets in English and Hindi before starting formal schooling, and also 
having spent considerable time with her mother on a number of pre-school learning activities. 
This of course resulted in Farzana beginning her school career with experience of learning with 
books and as someone who saw herself as knowing about school book learning. In this respect 

she had, from the outset, achieved successful outcomes of learning experiences at school and 
this again informed her identity as a learner. This identity was reflected in the fact that she 

always took account of the extent to which her marks would effect her ability to retain first rank 
in class. Central to Farzana's identity was therefore the drive to maintain a 'successful' 

outcome of learning experiences in terms of attainment. It affected her relationships with peers, 
her interest in certain peers and her choice of subjects. 

This account of Farzana's case study story has illustrated the main issues, in terms of social 

practices and relationships, that were central to influencing her identity as a leamer and in tum 
her approaches to leaming. Table 7.5 provides a summary of all of the relationships and 

activities within the contexts of home and school environments that influenced her identity and 

subsequently, her approaches to learning. 
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Plate 7 Farzana - Social practices in the home and school environment 

ON 

Playing with sih1ings Learnin- with siblinos 

.0 

'ZI 

ing ludo in between lessons 
I 

Being class monitor C, 
lia N"' 

7W. W S4 

I MWVIý- 

Leaving for school with siblings c frorn. school with mum and siblings 

229 



CHAPTER 8 

RABIA'S STORY 
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8.2i Employment and education 
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8.3 Strategy and Constraint: Within and Without the Family 

&3i Rabia and successful learning strategies: reproducing home to school successes 
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8.1 Introduction 

Several interactionist-based researchers in England have indicated that encounters that pupils 

experience in the classroom can be characterised in terms of strategies (Woods 1980; Pollard 

1985). The concept of constraint has also been conceived as a 'social strategy' where strategy is 

a 'purposive guiding autonomous element, within individual group behavioue (Lacey 1977). 

Rabia's story illustrated an implication of this idea, with the use of peer group relationships. 
Rabia's own inabilities, particularly in mathematics, coupled with the help and lack of help 

received at home with her school work and her own purpose within the classroom situation, 

needed to be taken account of when exploring her approaches to learning in this story. It is 

from an explanation of her constraints and strategies towards her approaches to learning that the 

focus of this story takes its impetus. It does so by juxtaposing Rabia's successes in learning 

against her difficulties in encountering new learning content, particularly in mathematics. Much 

of her successful learning could however be traced directly back to her family. 

8.2 Rabia's Family 

8.2i Employment and education 
Rabia! s family were not natives of the Mewat area and were Islamic rather than of converted 

religious origin. Her father was originally from UP and her mother from New Delhi. The 

family had relocated from living in Ghaziabad (which lies on the border of UP and New Delhi) 

due to economic circumstances. They had lived near the private model school in Mewat for two 

years at the time that the fieldwork began. They occupied a rented, centrally located, first floor 

flat, which was close to the market and a school bus journey away from the private model 

school that Rabia and her brother attended. 

Prior to attending the private model school, Rabia and her brother had attended a private 

English medium school in UP; whilst her elder sisters had remained in Hindi medium schools 
during that time. At the time of the fieldwork both her elder sisters were attending a local Hindi 

medium college. The choice of schools for the children was based on the need to ensure 

continuity of education in terms of the medium of instruction. 

The children in Rabia's family were all second-generation learners, with both parents having 

read for first degrees. Her mother was also able to write and speak fairly fluently in English. 
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When the fieldwork began Rabia's father was running a poultry farm business some distance 

away from the family home. During the latter half of the fieldwork, the poultry farm venture 

was closed due to its lack of success and Rabia's father worked as a paint contractor in New 

Delhi. Because of her father's employment situation, his monthly income was unsteady. 
During the latter half of the fieldwork Rabia's mother secured a teaching job, teaching Urdu at a 

sister model school. This work provided the family with between 2,500 and 3000 rupees per 

month (06.00443.00) and the total family income varied between 3,000 and 5,000 rupees 
(E43471) per month. Rabia was the youngest of four children. Figure 8.2 represents Rabia! s 
immediate family: 

Rabia's I arents 

Ri - fat Naýirn Ej az Rabia 
(ýged 18 (Aged 16) (brother: aged 12) (aged 10) 
12 grade 
Aim: study commerce) 

Figure 8.2: Rabia's immediate family 

Since Rabia's father worked away from the family and only visited them once or twice a week, 
his visits were a source of great excitement. As a result of this situation, the responsibility for 

disciplining and training the children lay with Rabia's mother as her father explained: 

It's my wife that discusses their education with them because I don't stay 
here much. I have large poultry farm about 35 kin from here. I stay there. it 
runs fir the whole year so I can't give time to my children. My wife knows 
about the schoolwork and homework. She checks it and if they have any 
difficulty she helps them. She disciplines them. I come for one day in a week 
and when I come there's no discipline problem so I don't interfere in the 
discipline. (PMS. Rabia: parent interview, Monday 12'h April 1999) 

&2H Familypastimes 

At home Rabia spent most of her time with her mother and elder sisters, whilst her brother was 

usually out playing or at the mosque. In fact religion played a vital part in Rabia's routine, 

where she would rise early in the morning to read 'namaaz' (books from the Qur'an) and was 

expected to undertake this ritual five times a day as did her siblings and mother. Since her 

sisters were occupied with their own schoolwork, she would usually discuss her school work 

with her mother. However most of her leisure activities occurred with her elder sisters and the 

neighbours children, who did not attend the same school. 
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8.3 Strategy and Constraint: Within and Without the Family 

8.31 Rabia and successful learning strategies: reproducing home to school successes 
When Rabia approached the 5th year at school, she chose to study Urdu as a language option 

rather than Sanskrit on the basis that she thought it would be useful in life and found it an easy 

subject in which she could excel. She was confident about her abilities in Urdu and pleased to 

belong to the top three ranking girls in Urdu as she explained: 

Rabia: the most easiest for me is Urdu. Even if I don't revise for the paper I 
get good marks, because from before I can do it all ... In the 8 th period we 
had Urdu, it was dictation and I got it completely right. I was very happy. 
RCD: and how did the other children fare? 
Rabia: A few girls are good at it - Farzana, me, Sumaya, Parvati, and Ramila. 
Its because they're all Muslim, that's why they can do it; Parvati is Hindu, 
that's why she can't do much of the Urdu. Her writing's okay though; she's 
getting better but she's not as good us 3. But her marks were good in the test, 
she got 20 and so did I. Farzana was saying that now we'll see who does 
well in the Urdu paper. I said Sumaya will come first, she can do Urdu well; 
she can write anything in Urdu, like a letter ... (PMS. Rabia: diary 
conversation, Tuesday 10 September 1999) 

9 The role of religion and Rabia's mother 
Much of Rabia's success in Urdu, as she claimed, was due to her religion. Her mother had been 

teaching her to read Arabic from the age of 5, in order for her to fulfil her obligations towards 

her religious rituals as she explained: 

Mum: Each Muslim after the age of 12 must read Namaaz. So from now I'm 
putting her into the habit, so that she goes on the right path. 
RCD; so now she reads it once a day? 
Mum: no she does it 5 times a day. At night it's a bit late for her, so she reads 
it in the day, after she comes back from school. And in the evening I teach 
her these small books from the Qur'an Sharif, These are in the Qur'an Sharif 
and they're part of the namaaz she reads. Read some so we can listen. (It's a 
small book that Rabia is directed to read. Rabia covers her head with a scarf 
and reads form the religious book; she reads in a harmonious tone, almost 
singing, and reads it fluently) 
RCD; so where has she learnt to read this, because this is in Arabic isift it? 
Mum: yes, she's learnt it at home from me. Because it's in Arabic but we 
have Molvis, they teach the children Arabic. Some children aren't taught by 
the Molvi and the family teaches them themselves. I teach her myself. I 
learnt from a Molvi and I've taught her myself. 
RCD: so when did you start teaching her Arabic? 
Mum: when she was 5, that's when I started with the alphabet. Now I have 
to complete teaching her. She's had no difficulty. I teach her in the evening, 
and I read the namaaz too. Sometimes she reads it with me; sometimes she 
does it on her own. In the morning, I may have gone to bathe, because there's 
a time limit for reading namaaz; and you have to read it during that time, 
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after that you can't read it until the afternoon comes. That's how each of the 
5 times are organised with time limits (PMS. Rabia: parent conversation, 
Tuesday 14'h September 1999) 

9A relaxed relationship with the class teachers 

In school Rabia seemed to have a good relationship with her class teachers in both the 4th and 

5th grades and was confident in approaching them in lessons. She would ask for clarification 

and also contribute to answering the questions in class as the following field note illustrated: 

If she can't read a word she asks sir what it says. She contributes to 
answering the meaning of one of the words with confidence shouting out 
Sir: suit means things that go together. 
Rabia; sir its jachna in Hindi. 
Sir: suit means clothes and dress. 
She's not afraid to ask sir if she can't see, or tell him that he keeps changing 
the spellings in Hindi. (PMS. Rabia: field notes, Wednesday 18'h August 
1999) 

9 Using English - handwriting and speaking 
She enjoyed participating in competitions, particularly those that required the use of spoken 

English or handwriting, and she achieved a level of success on previous occasions as she 

explained: 

Rabia: In the 4g' there was a reading competition but we weren't told who 
came first. We had English writing competition; I came first in that. Many 
children about 6 or 7 form our class entered it and I came first. I thought 
Farzana would come first and Vippin. But I came first. I did it at school. 
RCD: so what did you write? 
Rabia; I wrote a paragraph from a book. All the children had to write that 
paragraph in their best writing. 
RCD: I see - it was a handwriting competition. 
Rabia: and I came first in that. Because most of all madam likes cursive 
writing; not straight writing. Cursive writing is in the book, and all the rest 
of the children did it in straight writing. That's why I came first. 
And in Hindi there was also a competition, and sir said 'like it's written in 
the writing book, really big and round', sir said 'write it like that, not how 
you write it in your copies'. And no one, not even Farzana could write like 
that, but I wrote it. But all the children were saying that you've come first in 
the Hindi writing competition, but madam didn't let us know ... It was in the 
5th grade. (PMS. Rabia: diary conversation, Tuesday 14th September 1999) 

In fact Rabia spoke confidently about subjects such as English, drawing and Urdu. In English 

for example she was able to address an audience and speak over a microphone: 
Rabia tells me about a school function at a sister school that she attended, 
where she spoke on the microphone. 
RCD: so who told you to speak with the microphone? 
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Rabia: the director asked sir to choose someone out of your class who speaks 
good English, so sir asked me. 
RCD; so what did you have to say? 
Rabia: it was written for us; if sir had even given me a long piece to read in 
English, if he'd given it 1 or 2 days beforehand, then without looking at it, I 
would have been able to say it. 
RCD: so you like English? 
Rabia: yes I enjoy speaking it; the director had said if you can't read it in 
English then you can do it in Hindi. I said no, I'll say it in English. (PMS. 
Rabia in conversation, Thursday 14th October 1999) 

9 Sibling support in the 'arts' 

Her interest in entering competitions and in subjects such as singing, drawing and English was 
informed by her sister Nasim. who, at home, would help her to prepare for such presentations as 
both sisters explained in diary conversation: 

Thursday 19'h August 
Rabia: The Oh period was music. Madam listened to us sing national songs 
(songs about India). I sang one, Parvati also did. 
RCD; so where did you learn that song? 
Rabia; I think Nasirn taught it to me. It was really good. Nasim taught it to 
me and I also sang it in my previous school as well. 
RCD: so where did you learn it Nasim? 
Nasim: I rn just interested in things like that, so if I hear one I learn it. So if 
she's entering a competition which is to do with giving a speech, a dance or a 
song then I show her what to do. I've done speeches with her many times, 
and national songs and dances. 
Rabia: I've told sir and madam so may times, please put me in a speech 
competition, but they haven't entered me. I was really disappointed, because 
I had totally prepared for the speech competition. It was the other day, but the 
children weren't told until that day. It was happening in another class. Many 
children from our class were disappointed, but it was in the older classes, 
even though sir said our class would be in it. I had prepared a really good 
speech, I showed it to sir, and sir said it was really good as well. Nasim 
wrote the piece for me and I memorised it. 
RCD: so what was it about? 
Nasim: it was about 15'h August - Independence Day (PMS. Rabia: diary 
conversation, Tuesday 14th September 1999) 

She enjoyed drawing and her sister Nasim, who was a talented artist, would help her: 

RCD; so did you also draw the posters for the classroom display or did your 
sister Nasim? 
Rabia: Nasim helped me. In a book it showed how light was drawn and then 
we drew the rest the 2 of us. 
RCD: and that was the poster on air pollution. Where did that idea come 
from? 
Rabia: one was in the book, I looked at how the red light on the traffic light 
was drawn and then we did the rest ourselves, like the cars. Sir had told me, 
Parvati and Sumaya to draw it at home and bring it; and sir had said put in 
the traffic I ight and then I also added the litter ... (PMS. Rabia in conversation, Thursday 14fl'October): 
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Her friend Farzana also perceived her as a good artist: 

In the art paper they gave us a choice - scenery, a flowerpot, a design and I 
did the scene and Rabia did the flowerpot. Her's was really good. She's 
really good at drawing. Her sister teachers her. (PMS: Farzana in 
conversation, Tuesday 12'h October 1999) 

And because Rabia's family had no working television (they would visit a neighbour at the 

weekends) she would spend some time during the day listening to the radio with her sisters as 

she explained in a diary conversation: 

Rabia: Thursday 21 October 1999: 
6pm: listened to the radio. They were saying how you can make a drawing 
and how to do it, they were saying you should do it well, and the colours 
should be good in it, and to use light colours in it. They said the scenery 
should be from a distance from mountains, and you should show trees next to 
them, but draw the mountains and hills behind the trees and use light colours, 
and not to use dark browns, but mix it with cream to make a lighter colour. 
RCD: who else listens to the radio? 
Rabia: my older sister Rifat, she really loves the radio. When the electricity 
goes she gets really mad and shouts 'why has the electricity gone? ' 
Whenever there are good programmes on we listen to them. There's one 
about 2 boys, it's a comedy, and one of them acts like a man and the other 
like a woman. It really makes us laugh. 
RCD; how do you know when the programmes are on then? 
Rabia; my older sister, she knows when different programmes are going to 
come on, so I'm here and I listen to them too. (PMS. Rabia: diary 
conversation, Saturday 1P November 1999) 

In this section I have attempted to show Rabia! s successes in learning, their associated contexts 

and how they were reproduced in school from the social practices and relationships in the home. 

Thus her successes in school lay within Urdu, English reading and speaking, within 

competitions and presentations, handwriting and singing and drawing. The activities and 

relationships at home with her elder sisters and mother mirrored those successes and interests in 

school situations. 

The next section conversely explains Rabia! s anxiety towards learning when the experiences at 

school could not mirror those at home, and how Rabia reconciled this 'problem' by using peer 

group relationships. 
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8.31i Rabia and peer group relationships: constraints as a strategy for learning in the 

classroom 
In the classroom Rabia would usually sit on her own at the back of the room behind Farzana. 

Sometimes she would sit next to one of the other girls although there was no particular friend 

she chose to sit beside. Whether sitting alone or with a neighbour she was usually quite chatty, 

playful and rarely sat still for long periods of time without punctuating it to talk to a friend. 

o Reassurance from Farzana 

Observations revealed that in most school activities Rabia sought reassurance and help from 

friends. She would often speak to peers about the work in hand, asking questions such as which 

exercise book the work was to be copied into. She would ask to look at their work, usually 
because she had not been able to finish copying up the classwork by the end of the lesson. As 

such there was often a backlog of work she needed to complete. She referred to this in her diary 

as 'pending work'. The friend she would look to for most reassurance was Farzana and this was 

observed in both the 4th and Sth grade and extended to a number of curriculum subjects, which 
included science, English grammar, computing and mathematics. The following extracts 
illustrated Rabia seeking reassurance from Farzana for different subjects: 

Rabia is looking at a test paper that she did in science. She talks to Farzana 
'colourless, I made a mistake with kerosene'. 
Farzana: what that it has no colour? well that's right. It doesn't have a colour. 
Let me check in my book. Farzana gets her text book out and then looks at 
Rabia's test paper. 
Farzana: you've written its smell less, it does have a smell. 
Rabia: A so if I wrote it has a smell, it would be right. 
Farzana: yes. (Field notes, Wednesday 3rd March 1999) 

Rabia: Farzana look, look what I've made. (giggling) 
Farzana: it looks fine. 
Rabia: is it fine? Is it right? 
(Rabia has drawn a picture of different joints. She's written Hinse joint 
instead of Hinge, elbow joint, and ball and socket) (PMS. Rabia: field notes, 
science lesson, Wednesday Wh August 1999) 

In English too she would seek reassurance from Farzana, but was not afraid to ask the teacher to 

explain the work: 

Rabia turns to Farzana as somebody completes one of the statements on the 
B/B (it is a lesson on the present and past tense, plurals and the verb 'to be') 
Rabia: singular is 'was', isn't it? As she watches the B/B. 
Farzana nods. 
Farzana is asked to complete no. 7. There is a problem. Farzana write 'you 
was playing hockey'. It's wrong. The teacher explains in Hindi. 
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T: if it is 'is', put are, if it's 'was', you put 'were'. This applies with 'you' 
only. 
Rabia completes the rest of the statements and gets them correct. 
As the children pack up, Rabia goes up to the teacher with another child and 
the teacher explain: 
T: if it's one child, its 'was', if it's more than one it's 'were'. (PMS. Rabia: 
field notes, Wednesday Yd March 1999) 

In fact Farzana felt that Rabia was quite reliant on her for English and mathematics as she 

explained: 

RCD: so Farzana tell me. Okay we'll move on. Tell me about Rabia. What's 
she like in her studies? 
Farzana: she's okay. She's not very good. (Pauses) 
RCD: I've noticed she worries a lot. 
Farzana; she doesn't put much effort in her work; just now at hometime she 
said 'Farzana will you complete my whole exercise book? ' and I thought 
her's isn't completed. So I brought mine and her's wasn't a little bit but of lot 
of work to do. So I said I will come in the evening; and I'll do a bit at that 
time and go. She doesn't complete much work. 
RCD; do you know why? 
Farzana: In maths nothing stays because her papa doesn't live with them; and 
her mum she explains a little, but she had an accident so she can't do a lot of 
her work. She does the same in English. Otherwise she's okay. 
RCD: so where does she get her help? 
Farzana: she does a bit herself and then I explain a bit to her and then she has 
older sisters, so they used to explain it and she does the rest of the subjects in 
school. 
RCD: so how does she get on with the other girls? 
Farzana: okay, she does a lot ofjoking about. (PMS: Farzana in conversation, 
Saturday 4h September 1999) 

0 Mathematics and peer relationships - perceptions and reliance 
Rabia's greatest difficulty lay in the area of mathematics and she and her peers were aware of 
this difficulty in the 4th grade; with her friend Disha confirming that whilst Rabia was able to 

tackle the 'sums', she was not able to do the 'problems'. At that time Rabia claimed that the 

teacher would explain it twice over, and then she would understand but that she did not 

understand very much from friends. However, in the 5th grade Rabia talked to her friends about 

not understanding the maths work: 

Rabia mumbles that she doesn't understand. Disha looks at her and explains. 
Rabia listens but doesn't say anything. Sir goes through the next question 
decimals that are like and unlike. Rabia is busy chatting with Ramila, telling 
her exactly what she doesn't understand. Sir writes on the B/B (PMS. Rabia: 
field notes, Friday 6 th August 1999) 

She was aware that other children did not understand the maths but that with family support 
they were able to extend their understanding in mathematics, as she explained: 
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Rabia: In the 8ýh period sir was explaining the work on the blackboard. 
RCD: so he was explaining it on the blackboard, so did you understand what 
he was doing? 
Rabia; I could do little bits of it. (she says quietly) 
RCD: and what about Disha. (referring to observations) 
Rabia (voice becomes loud and confident again) yes Disha was saying I don't 
understand any of this; she could only do one or 2 questions. She said I don't 
understand it from sir. 
RCD: so what will she do? 
Rabia: she'll ask her brother to explain it; he teaches her, at the time of the 
exams. (PMS. Rabia: dairy conversation, Thursday 14'h October 1999) 

Rabia had no such outlet at home. She chose not to ask the maths or class teacher for help, as 

she felt that her lack of understanding would only lead to reprimand. On one of the few 

occasions she had decided to ask for help, she had felt intimidated by peer group responses, 

which suggested that they perceived her as an inadequate pupil, who lacked effort, as she 

explained: 

Rabia: sir does explain, but I can't do it; some of the children can, and there's 
also this, please don't tell anyone. 
RCD: no, no, I won't. 
Rabia: when I've said to sir that I can't understand this, then Farzana says 'sir 
she can't understand it' she starts doing that, and I don't like that. She says it 
straightaway, 'sir she doesn't understand anything'. Then afterwards she says 
to me, 'why don't you understand any of it? You don't study, you don't 
study', and she does that. 
RCD: and what do you reply? 
Rabia: I don't say anything. Once I did say something (lowers voice), once 
sir said to me, 'don't you understand iff I said 'no sir' so sir expla ined it and 
I still didn't understand it. So Farzana and Disha said to me so many times 
'that you don't understand anything' and I didn't say anything or we would 
have had a big argument. I don't like it, you know if I don't understand it, 
and you do, well that's okay. And then when I tell sir that I don't 
understand, then you're like that to me. Like today Disha asked a question to 
sir. If I did it, and said 'Disha why can't you do it, why can't you understand 
iff then she would start arguing straight away. But I don't say anything 
because what's the point of fighting, so I don't say anything. (PMS. Rabia in 
conversation, Thursday 14'h October 1999) 

As Rabia felt unable to do the maths in the classroom, she would rely on friends. She would ask 
Farzana what page sir was going to do, if she could use her text book, and she would ask friends 

to lend her their homework books, so that she could ensure that she had completed the set work. 
There were occasions when friends tried to explain the work to her, but this only led to 

frustration and anger on Rabia's part, as she felt unable to understand the work. This was 
illustrated in the following field note of classroom observation: 
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'Disha' she says 'show me your like and unlike from the maths homework 
yesterday' and she looks at it. It's yesterday's homework that Disha shows 
her. Rabia hasn't done it. Disha brings her exercise book over and Rabia taps 
her head saying 'oh God' gesturing in worried way. I ask them if they had an 
argument yesterday because it seemed as though something was wrong. 
'No' says Disha. 'The thing is, she didn't understand anything. So when I 
was saying I'll explain it to you, she said I don't want to learn. But we break 
up for 2 minutes and then make up after 4. ' 
Rabia responds 'yes yesterday I couldn't understand anything, so I was 
getting angry'. (PMS. Rabia: field notes, Friday 60'August 1999) 

It was to Farzana that Rabia approached most often for help in mathematics, and indeed Farzana 

claimed that all of Rabia's mathematics during the 5th year was Farzana's work: 

RCD: so which children come to you to get help? 
Farzana: Rabia comes to me. 
RCD; yes I've noticed, she comes to you quite a bit. 
Farzana: yes she comes mostly. No one else comes; once or twice Sumaya 
has come. 
RCD: so which subjects do they come to you for? 
Farzana: it could be any subject; it's mostly maths I've done for Rabia, her 
maths was all mine. We do the maths in class and then she takes my copy; 
sometimes it's something else. 
RCD: so how do you actually help her? 
Farzana: I show her my work; or if she brings her copy to me, I write it for 
her. 
RCD: so you write it for her? 
Farzana: yes; or she writes it. (PMS. Rabia in conversation, Saturday 4"' 
September 1999) 

Rabia's help from friends extended to help from her mother who on one occasion copied up the 

work that Rabia had borrowed from a friend: 

Rabia shows me her maths exercise book. 
Rabia: look, my mum did all this work. 
RCD: didn't you? 
Rabia: no, my arm was hurting. 
RCD: so did mum actually do the sums? 
Rabia: no, I gave her Disha's book, because I missed the work because I was 
on lazium (preparing for independence day celebrations). (PMS: Rabia: field 
notes, Wednesday 18 th August 1999) 

In fact Rabia was often observed 'catching up' on her maths in between lessons and during 

lunchtimcs by copying a friend's work: 

In between lessons: 
Rabia gets on with her maths sitting on her own. She approaches Seema and 
asks her for her maths book. She shows her maths, and Rabia in turn corrects 
her own maths. (PMS. Rabia: field notes, Tuesday 3 1' August 1999) 

240 



* The mathematics 'paper' and grappling with a lack of understanding 
During the 5th year, the children were to sit for a maths test and then the formal papers. Rabia 

experienced difficulty preparing for the maths test and as a result had not attended the test. 

Despite her non-attendance she tried to prepare herself to sit it at a later date; this process 

presented her with a number of difficulties as she grappled with her lack of understanding in 

mathematics. 

The preparation process involved her practising the units for the test. In order to do this she 

would refer to the answers at the back of the text book, and then she would attempt to construct 

a procedure for the question which 'fitted' the answer. After several unsuccessful attempts she 

resorted to asking friends, first Farzana and then Seema. Although she asked for explanations 
from friends, they in fact did the work for her. When she then attempted to do the work by 

herself, she again sought reassurance from Farzana and a subsequent mistake in her 

multiplication tables (in trying to fit in her procedure with the answer) caused her some 

embarrassment and a perception of inadequacy amongst her peers. The following illustration 

gives an account of this incident: 

Rabia puts her head in her hands trying to do her maths. She has someone 
else's book placed discreetly next to her as she copies it into best. She bangs 
her head with the book and Seema just looks at her. She seems frustrated 
with her maths. She writes in pencil in her rough copy and then looks at the 
best one. But whatever she writes, she rubs out. I wonder what she'll do to 
solve her problem. Rabia refers to the back of her textbook for an answer. 
And when she gets it right looks at me. I don't make eye contact. 'I'm not 
getting the answer' she says to Farzana. Farzana turns round and watches her. 
Rabia smacks her own head. Farzana turns back round and stretches out her 
arm and gestures to Rabia to pass her book to her. 'Explain it, explain it' 
says Rabia to Farzana. So Rabia bobs down next to Farzana's desk and 
Farzana does Rabia's work and also explains it to her. I take a photo. A 
senior student supervising the class tells Rabia to return to her seat. 
Rabia: I'm understanding some maths. And Farzana continues to write out 
the answers to the sum whilst explaining it. Moments later, Rabia returns to 
her seat and begins to copy up the maths neatly, talking in baby language, 
saying 'now do it yourself' and when she doesn't understand she asks 
Farzana again. 
Rabia: does this number stay on top then? 
(It's a sum on converting fractions to decimals). Rabia shakes her knee in a 
nervous disposition. Farzana watches her. Rabia goes onto the next sum and 
attempts to do it herself. She checks the answers at the back of the textbook 
and then attempts to do the sum to fit in with the answers. For the next sum 
she decides to copy the question down. She taps Farzana on the back. 
Rabia: 6x9 are 27? She says rhetorically. Farzana looks at her. 
Farzana: 6x9 are 27? She replies, looking surprised. Seema looks at Farzana 
Seema: 6x9 are 27? 'Listen to what she's saying', says Seema to Farzana. 
6x9 are 271 
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Farzana turns round and she stares at Rabia. Rabia looks at her. 
Rabia: 6x9 are 27 aren't they? she asks, sounding puzzled. Farzana looks at 
her. 
Farzana: they're 54. 
Rabia: what is it again? 
Farzana: 54. 
Rabia: but the answer is different, says Rabia looking at her book. Then she 
goes on to the next sum, trying to get Farzana's attention again: 
Rabia: Farzana we had to do no. 9 didn't we? 
But Farzana has turned round to the front with her back to Rabia. 
... I return to watching Rabia: 
'Simplify' she shouts out to herself, as she tries to tackle the next sum and 
copies it down, writing an answer, turning to the back of the text and then 
rubbing out her own answer again. She gives all the non-verbal signs of 
really struggling to be able to do this work - she shakes her head, taps her 
pen, makes noises. Eventually she goes to sit next to Seema as Farzana is 
doing the monitoring now. Seema explains a sum to her, but Seema does it 
for her and Rabia watches. Rabia returns to her own seat to eat some lunch, 
whilst Seema is checking her own maths books. 
Seema: yes, I've got it. Now hurry up, she says to Rabia. But Rabia continues 
eating. She's help now, which's the main thing. She constantly fidgets and 
shakes her knees like she's constantly worried. 
10.45: Recess. 
Rabia: just as I've understood my maths, its lunchtime. Sometimes I don't 
understand it and I get so angry she says to the researcher. (PMS. Rabia: field 
notes, Tuesday 3 1' August 1999) 

Rabia ensured that her friend Farzana knew why she had not sat for the maths test or indeed 

why she could not do the work, explaining that it was due to a lack of help at home. Despite 

this reason, there was a child, Parvati, who was cynical of Rabia's attitude to her work: who felt 

that Rabia should be concentrating on attending tests, rather than to be seen playing: 

Farzana: Today the work that Rabia was doing was practising the units for 
the test. She hadn't prepared for it yesterday. Her dad wasn't at home and 
her mum, when she teaches her, she gets pain in her eyes after a while, so 
that's why Rabia couldn't study and prepare and she herself has difficulty in 
understanding the maths. We had a maths test in the second period ... Rabia 
was angry yesterday because when she was playing Parvati told her off. She 
said 'now you're playing and you didn't even bother to sit the test'. (PMS: 
Rabia: field notes, Tuesday 3 1' August 1999) 

Her closest peers - Farzana, Sumaya and Disha - held differing opinions about Rabia's difficulty 

in mathematics, particularly after Rabia failed the 5th year maths paper. Farzana for example 

was fairly sympathetic towards Rabia's dilemma, which involved her inability to understand the 

mathematics, a lack of help at home and fear of reprimand from the teacher. At the same time, 

Farzana did express the view that Rabia lacked the will to understand and that this constrained 
her abilities in mathematics, as she explained: 

242 



Monday 20'h August 
If anyone doesn't understand it, then sir explains it again to him or her. 
RCD: I see. So who didn't understand that day for that chapter? 
Farzana: yes, Rabia couldn't do it. She finds it very difficult to do decimals. 
She says that from unit one onwards, I don't understand anything. Her papa 
doesn't live with her here; nor can her mummy teach her. So that's why she's 
weak at maths. So she's the one that doesn't understand mostly. Or if there's 
a little bit of difficulty, some other children don't understand. (PMS: diary 
conversation with Farzana, Friday 17th September 1999) 

Farzana: Rabia failed in maths. 
RCD: so that's why she was feeling down? 
Farzana: sir also told her off. He said 'Rabia, you don't study'. The thing is 
she can't do maths very well; nor can her mummy teach her and her papa 
doesn't live with them. So she can't do the maths. She doesn't understand 
any of it from sir. She says that from Unit II haven't understood anything. 
For one thing, her heart isn't in her maths, that's why she doesn't understand 
even a little, when Sir explains it. She starts worrying. If your determined, 
that today I will understand from sir, then it is possible to understand. But 
she doesn't feel like understanding. And sir, if you ask more than twice and 
say that you don't understand, then Sir tells you off. So today Sir explained 
it and I understood it all. But with Rabia, she does have the will; so that's 
why she doesn't understand. (PMS: Farzana in conversation, Thursday 146' 
October 1999) 

Sumaya and Disha, however, were not so sympathetic towards Rabia. Sumaya felt she did not 
try hard enough and Disha acknowledged that a little more effort in mathematics, a serious 

attitude towards her work and a less playful attitude in class, was required on Rabia's part, as 
the following extract illustrated: 

Sir addresses the class: 
Sir: stand up those who got less than 40 marks in the test? 
9 children put up their hands. Rabia is one of them. 
Sir: you should be ashamed he says to an individual child. He asks 
individuals to state their marks; and says 'try harder or you'll stay in this 
class'. 
Rabia starts to cry. The lesson ends and Rabia doesn't seem to stop crying. I 
take her into a comer and try to calm her down. Disha comes up to her: 
Disha; the thing is she sits and laughs and plays. 
Farzana: the thing is she doesn't ask she's scared of him. 
Sumaya; what's the point of crying now, just try harder. 
Disha: But I don't understand sir either. 
Farzana and Disha discuss what's happening and Rabia sits head on desk, 
crying. 
Disha: you only needed 2 more marks to get 40; just a bit more effort next 
time. 
Farzana: yes but how's she going to understand. Her dad doesn't help her, 
and sir tells you off if you don't understand. 
Disha: my mum says that if you're good at maths then you're life will be 
made. 
Farzana: my mum and dad just say keeps coming I st. 
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A little later Parvati comments to friends 'first she should learn all her tables 
in Hindi, then I think she'll be able to do her maths' (PMS: Rabia: field 
notes, Thursday 28'h October 1999) 

However, Rabia's self-expectations were high and she looked up to her friend Farzana, whom 

she judged by her achievement in the papers. She aimed to achieve similar status with more 

effort: 

Rabia: now what I want is that I should try so hard, that I should get marks 
like Farzana. Farzana ýets really good marks. (PMS: Rabia: diary 
conversation, Tuesday 14 September 1999). 

Such self-expectations, coupled with levels of anxiety associated with an inability to achieve 
those expectations, provides the groundwork for the concluding section on Rabia's identity 

towards her approaches to learning, particularly in the area of mathematics. 

8.4 Conclusion: Rabia and Identity as a Learner: Reconciling Dependency 

and Control 

8.4i Disappointment in the 41h year exams 
In the 4th grade examinations Rabia did not achieve her self-expectations, ranking I Ith in class. 
She saw herself as a hard worker but believed that her downfall was due to the fact that she had 

little help at home. She reiterated this perception of her situation after sitting for each paper. 
The response from her mother at her results was to tell Rabia to put more effort into her work: 

RCD: tell me about the exams. 
Rabia: I put in all my effort and then I came I Ph. I didn't do well because 
my mum couldn't teach me, she had an accident in the 2 nd semester, and she 
smashed her spectacles and her eyes have difficulty, so she can't teach me. 
So I did at I the preparation myself, that's way I came I 10' 
RCD: so what did mummy and daddy say when you told them about your 
rank? 
Rabia: Mum said work harder, put in effort in the Sth; 
Parvati: she started crying in class. (PMS: group interview, Monday 12'h 
April 1999) 

In this respect Rabia saw herself as only able to fulfil her self-expectations and avoid difficulties 

in learning if she had the help at home. 

8.4ii Taking control in the 51h year 
As I have explained earlier, Rabia's lack of help at home and associated anxiety in school 
became particularly apparent in the area of mathematics during the 5th grade. Her anxiety 
towards her mathematics was further exasperated by peer pressure to sit the mathematics test. 
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Rabia had in fact made an unsuccessful attempt to gain control over the situation by seeking 
help from the class teacher, with whom she had a good relationship, as she explained: 

RCD; you're worrying a lot today aren't you? 
Rabia: yesterday everyone was being nasty to me because I didn't do the test, 
but I will do it, on Thursday. I wasn't feeling well. In the evening I went to 
the class teacher's house. My brother has tuition with another Rita didi. 
When I arrived he was having his dinner and so I walked around outside. 
After 2 hours I went in and after 5 minutes my brother arrived, so I didn't 
have much time for tuition. I got home and cried because I couldn't 
understand my maths. 
RCD: why don't you ask the maths teacher or your sisters? 
Rabia; I thought its better to go to someone I understand work from. And I 
understand things from the class teacher. My sisters are all busy in their 
studies, so I don't know where I'm going to get help. And at school, I can't 
take tuition from the class teacher because the director has stopped it. So the 
teachers don't give tuition. When mum used to explain, I used to understand 
my maths. But now she can't because of her eyes. Dad's really good at 
maths, but he only comes every 2 or 3 days to our house. In my last school, 
when my mum was well, I used to get 93% and mum used to explain it really 
well. So I don't know what to do. (PMS. Rabia in conversation, Tuesday 3 1' 
August 1999) 

Rabia resolved to return to the class teacher in another attempt to get herself some help. In this 

respect she tried to take responsibility for her shortcomings in maths, and in particular saw 
failure in maths as a fatal experience: 

Rabia: I'll go to the class teacher's house at 5 o'clock. I do worry, because I 
think to myself if I fail in maths what will I do? That's why I went to the 
class teacher's house to get help. He might change the name; he can't call it 
tuition, but he'll be helping me everyday. (PMS. Rabia in conversation, 
Tuesday 3 1' August 1999) 

By the end of August 1999, Rabia had decided that revision for her exams was more important 

than attending tuition, and that she should try to overcome her difficulty in maths herself- 

RCD: so that's your timetable, Will you not go to tuition today? 
Rabia: maybe I'll go, I'll see. Today we've got a lot of work to do you see, I 
was thinking that perhaps I should do extras revision to prepare for my 
papers. And its very far to go to sir's, it all the way back to school. And I get 
tired. I'm thinking at home I'll try to do it. (PMS: Rabia: diary conversation, 
Tuesday 140' September 1999) 

8.4iii Losingfaith in teachers 

In fact it became clear that Rabia had decided that the tuition was not worth the bother, found it 

difficult to keep up with other school work when she had attended tuition, and was upset by her 

experience of tuition with the class teacher. She explained: 
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Rabia; yes I've been going to him for the last 2 or 3 days, but he doesn't have 
time either, he just teaches for a short while. I go there, and I study for 2 or 3 
hours and come home. Then when I come back I do my homework. At night I 
feel very sleepy, so I just revise I or 2 chapters and I sleep. And then I wake up 
in the morning at 4 O'clock. I wake up and I go jogging with my sister. (PMS: 
Rabia: diary conversation, Tuesday 14'h September 1999) 

The class teacher who was tutoring her in mathematics had made her aware that it was 

necessary to maintain a degree of continuity if she was to improve in maths. Despite this advice, 
Rabia felt that the workload that she had was too much to cope with if she included the tuition: 

Rabia: yes I'll see. Sir also said 'if you have a lot difficulty coming and you 
get worried, then leave it for I or 2 days. But he said that that's not the way 
to get the work done; by taking a couple of days holiday and then starting 
again; sir said like that I won't be prepared that way. That's why sir said 
come every day. I said to sir, I'll see. Today I've got a lot of work. (PMS: 
Rabia: diary conversation, Tuesday 14'h September 1999) 

According to Rabia's mother, her difficulty in maths had started as she had encountered more 
difficult content and was not able to get help from her mother: 

RCD; first she didn't have it when I met her in the 4th did she? 
Mum: no, no. 
RCD; so what's happened? 
Mum: maths is easy in the beginning, later on it becomes harder. in the 
beginning I used to teach her, and she used to do it herself; but now its more 
difficult and I cannot help her. (PMS. Rabia in conversation, Tuesday 14'h 
September 1999) 

In fact Rabia was adamant that the only person from whom she could understand her maths was 
her mother, who was unable to help her as she encountered more difficult work. Rabia was 

quite clear that it was because she did not understand the work that she disliked the subject. 

RCD: so do you understand from the class teacher? 
Rabia; a little; but its mummy I understand the most from. When I 
understand something I start liking it, but the things I don't understand, it's 
horrible. 
RCD: yes it's like that for everyone. (PMS. Rabia: diary conversation, 
Tuesday 14'h September 1999) 

Since Rabia knew she could not understand the maths in class, her strategy was to ensure that 

she had copied the work down from the blackboard in the classroom, and then to try and 

understand it herself at home as she explained in her diary: 
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Wednesday I S'h August: 
Rabia: in maths Sir did page 85.1 also did it. He was explaining, but 
nowadays I don't understand anything in maths. I just copied what sir was 
saying into my copy. Whatever sir was saying on the blackboard I was 
writing and I thought, I'll go home and try to understand some of it myself. 
So that's why I kept copying it into my copy (exercise book). After doing it, 
I wanted to understand the sums, but I could understand any of it. I was 
thinking that I should try and understand it here at school; because at home I 
can do some of the other work, but I didn't understand anything. (PMS. 
Rabia: diary conversation, Tuesday 14'h September 1999) 

In fact Rabia had come to the conclusion that any help she sought for her maths from teachers 

resulted in reprimand because of her inability to understand the work: 

RCD: so explain to me, I won't tell anyone, tell me when sir asked 'do you 
understand or not? ' why didn't you answer him. 
Rabia: because Sir will explain it again, and I still never understand it, so 
what's the point he'll only tell me off. He says if you don't understand it 
once, the next time he tells you off. He says 'why don't you understand it? I 
was explaining it well. 
(We pause) 
RCD: and then when sir said to you 'that you don't put in the effort', and 
you've told me that you've put in effort, what did he say to you exactly about 
the papers? 
Rabia: Sir was saying that your marks are not good, put some effort in, put a 
little effort in at least, he said hasn't your mummy told you off. I said 
nothing. 
RCD: so why didn't you explain that you do put in the effort, and that you 
tried to get help. 
Rabia: Then sir says come to me. He doesn't say anything else. 
RCD: and what about your class teacher, what happened there, because you 
told him about your difficulty didn't you? 
Rabia: mmm, sir said just come to the exam ... If I tell sir I can't do it, he 
tells me not to worry, everything will be all right. That's all he says. But as I 
said I only understand from my mummy. I went once to Sir's to study, so I 
couldn't do the work and he started shouting at me. He said 'why can't you 
do it, I'm having to explain it to you so many times'. So all the teachers say 
that. In our class, the maths teacher, he also says that, when we don't 
understand then sir should explain, he doesn't explain, he tells us off saying 
4you're not working with your heads, you don't understand' he says that. 
RCD: so your class teacher also said that? 
Rabia: he explained something to me twice, then I understood it. Then when 
I was doing it I started getting worried, when sir gave me some sums to do, 
so I couldn't do it, so sir told me off and said 'you don't put effort in your 
studies'. He did that when I went to his house to study. (PMS. Rabia in 
conversation, Thursday 14 th October 1999) 

8.4iv Effort equals success? 
The message that Rabia received from peers, the maths teacher, the class teacher and her mother 

was to put in more effort and in turn Rabia. felt that with more effort she would be able to fulfil 

her self expectations in different subjects and therefore achieve a good rank in class: 
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RCD: so can you tell me about today? 
Rabia: today it's Thursday. Sir went to get the marks for the Hindi test. I got 
78%. It wasn't that good, but it was okay. I revised for it; but I thought my 
marks were just okay. Now for next time I will prepare more so I can get 
more marks. They're less at the moment. 
RCD: why do you think they're less? 
Rabia: when it's 91, then I'll like it. 
RCD: who scored 91? 
Rabia: no if I got something like 91, in any subject, like I got 93 marks in 
Urdu, so I liked that, I said I should get marks like that for every subject. 
Then I will get a good rank. (PMS. Rabia in conversation, Thursday 10 
October 1999) 

Interviews with teachers reinforced the perception that Rabia needed to put more effort into her 

work. She was perceived as a compliant child of average ability who had some difficulty in 

memorising the work. Her class teacher in the 5th year was well informed about her difficulties 

in maths. He perceived Rabia as a worrier who aimed to achieve a good rank, but needed more 

effort and less dependency on others for help, as he explained: 

CT: Rabia has a bit of problem in maths. I've come to the conclusion that 
she's behind in maths. She fails in maths. But in other subjects, she okay but 
if she just put a bit more effort in. For one thing, that girl either she's a 
worrier or there's something else inside her ... inside her she's got a lack of 
confidence; but she tries to take other people's help. She wants that the 
teachers should help me in giving me better marks or that if I take the help 
from other children, I'll get better marks in my papers. That's her bhavana. 
RC-D: what's bhavana? 
CT: like her aim. She thinks like I'll get help from a third person, then I'll get 
further in my rank. But she should do it herself, I've explained to her, I've 
said that listen dear, from your own understanding take the responsibility for 
your work and do it yourself, then you'll definitely go further. 
RC-D: and what does she do? 
CT: at the moment that girl hasn't got the self-confidence. She's nervous 
about it. She wants someone to take her by the hand and move her forward. 
She doesn't want to do it by herself. If I tell her that the path to your home is 
that way, then she gets scared. She'll say sir take me there. She lacking in 
self-confidence. (PMS: teacher interview 5th year (5a); class / English 
Hindi teacher, Thursday I Ph October 1999) 

The class teacher had in fact spoken to Rabia's mother about her difficulties in learning: 

CT: her mother said 'sir she's always been weak. I don't know. ' But I told 
her in detail that her base is weak; the things that were taught in the P, 4,2 nd 
that she was supposed to learn, she can't do those things. That's why she 
can't go forward. 
RC-D: so what did her mother say? 
CT: she said, I'll see at home, try to tell her.; I told her that if there's problem 
to send her to me I'd teach her. 
RC-D: so did she send her? 
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CT: yes, she came before the exams. After that she stopped. 
RC-D: why? 
CT: just -I don't know. Mother said that she'll see to her or then she'll send 
her. I've told her not to always ask for help; perhaps that's why she's not 
come. (PMS: teacher interview, 5th year (5a); class / English / Hindi teacher, 
Thursday I 11h October 1999) 

The perception of Rabia as being dependent on others, a procrastinator and a child that needed 
to take responsibility for her work, was reinforced by her maths teacher in the Sth year as he 

explained Rabia's difficulties in mathematics: 

I think her weakness is that she delays her work and puts it off. Like today, I 
looked at her copy again (exercise book), it wasn't complete. And in maths, 
the biggest thing is, if you haven't completed today's work today, then the 
next day it won't happen and you forget it. So unless you do it, your concepts 
won't be clear and you won't understand it. And if today's work is done 
today by the child, then the child will get 100% understanding. If the child 
does today's work tomorrow, then their understanding will be 75 to 50%. 
And if today's work is done 2 days later, then 25 or 30% is a possibility; and 
then if their doing it 5 or 6 days later, then 10 or 15/20% happens. Because 
all the concepts get forgotten; the memory of it gets destroyed in the time lag 
and that's why it becomes difficult for the child. That's the thing with Rabia; 
that the daily work isn't done daily. Then when she sits down after 4 days to 
do that day's work, well she's forgotten the previous work and she can't do 
today's work, because the previous work is empty on the register. So she 
gets confused - should I do the previous work first, or should I do today's 
work now; then she thinks, and then just leaves it. Then when she opens her 
work 4 days later, she leaves that again, then on the 50' day she'll get 
someone's copy and cheats. Because she has to complete her copy, so she 
has to see someone else's. The learning method you see Madam, in maths, is 
that in maths if the child does a little work then they won't have difficulty; 
but if the child isn't putting in the effort, the child isn't doing the work on a 
daily basis, then they have difficulty in learning. She doesn't do it herself in 
maths. (PMS: maths teacher interview, Friday 12th November 1999) 

Clearly, observations and conversations have illustrated how Rabia used her peer relationships 

to try to achieve her own purpose within classroom situations, which was at the very least to 

keep up with the class work. And where this proved to be unsuccessful, in terms of her 

understanding, she had tried to take control through tutoring exercises with the class teacher. 

Such processes reflect Rabia's approaches to learning when encountering difficult learning 

situations in school. 

Her self-expectations were high and judged in relation to the achievements of her friend 

Farzana, who ranked first in class. In turn Rabia saw herself as able to achieve that self- 

expectation, provided she put in the effort, as she had been told by the significant others in her 

life. 
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Table 8.4 summarises the relationships and practices in the home and school environments that 
influenced Rabia's sense of identity as a learner, which in turn informed her approaches to 
learning at school. 
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9.2i Poverty, Punctuated Employment and Illiteracy 

9.3 Classroom Relationships and Strategic Adaptations 

9.3i Errand Running and the Teacher 

9.3ii Context, Peer Groups and Learning 

"A peripheral role in group work 

" Low peer expectations in language based activities 

" The context of mathematics 
9.3iii Risk Taking, Peer Groups and Learning 

" The 'crib sheet' in classroom tasks 

" The 'crib sheet' in examinations 

" 'Fighting and hitting' 

; Truancy 

A Conclusion: Strategic Adaptations and Approaches to Learning 

254 



9.1 Introduction: 

Pravin's story illustrated the influence of peer group relationships against the backdrop of his 

relationship with the teacher, as an adult authority figure. In his approaches to learning in 

school, Pravin would both strategically adapt his relationships with his teacher and use his 

relationships with his peers, in order to define his own status in the school and classroom 

situation. 

The data revealed that Pravin used the classroom context almost as a stage in which to set his 

own perimeters of what he wanted to do, one could refer to it as 'choreographed learning. He 

used two strategies in the classroom in order to achieve this end. The first involved undertaking 

errands for his teacher, which were pursued by leaving the classroom situation and the 

associated learning task. The second involved taking risks in order to achieve either a) the 
learning goal or b) avoid the learning task set his teacher within the classroom context. The 

following sections illustrate and explain how Pravin achieved what he wanted to do within the 

school and classroom context. First however, it is necessary to briefly examine Pravin's family 

life in order to later arrive at an explanation which reveals the social practices and the 

relationships within his family life, with his peers and with his teacher and its relationship to 

Pravin's sense of identity as a learner and in turn informed his approaches to learning. 

9.2 Family and Home Circumstances 

Pravin lived with his parents in a room that stood within a cramped courtyard 
where a number of rented rooms stood adjacent to each other. The ground was 
littered with rubbish and wastewater with the smell of urine, dung from passing 
cows, and flies multiplied as the weather grew hotter. Infants walked around 
naked and the sound of crying babies persisted. 
The room: no more than 3 metres square. A small cooking area accompanied 
by the usual stainless steel utensils stood on the floor in one comer. A small 
wooden shelf was nailed on the wall above it. On it lay a comb and above it 
hung a piece of cracked mirror. The black and white portable television 
stood in the opposite comer, with the customary shrine found in most Hindu 
households hanging above it. Clothes were hung along the walls and shelves 
above them held the quilts for wintertime. A charpoy (wooden bedstead) 
with another one stacked beneath it stood against another wall, which would 
be removed at night when the room was converted into sleeping quarters. 
(DPEP village school: Pravin: Adapted from field notes January 1999) 

The family lived with an assortment of relatives in the same location and rented 3 of the rooms. 
They included Pravin's father's 4 brothers, their wives and their children; as well as his sisters' 
husbands and their children. Figure 9.2 represents Pravin's immediate family, of which he was 
the youngest son. 
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Pravin's Parents 

(Age unknown: estimate early 40't but look much older) 

Savustari Kehesteri 

(age unknown (age unknown 
Approx. 20) approx. 19) 

married married 

with children with children 

Des Raj Kalpana 

(age unknown (age unknown 

approx. 16) approx. 14 

unmarried -at home living in Rajasthan) 

Pravin Raj 

(approx. 10) 

Fig. 9.2 Pravin's immediate family 

9.2i Poverty, Punctuated Employment and Illiteracy 

His family was Harijan by caste. They were natives of the neighbouring state of Rajasthan and 
had left their village five years ago in search of labourers' work. Like most of the people in the 

village they were migrant workers. Pravin's parents were both labourers, where the work 
included breaking bricks for building materials. His mother also worked as a servant at the elite 
housing colony close to the village. However employment was scarce and erratic and there 

were many occasions during the fieldwork that Pravin's parents were unemployed for short 

periods at a time. When I spoke to Pravin's father in December 1999 the situation had 

worsened. He informed me that there had not been any available employment since they 

returned from their village at the beginning of November after the festival of Diwali. 'We're 

buying groceries on credit' he said 'if my son gets regular work, he brings home 120ORupees a 

month; 50ORupees rent is each room; but he doesn't get work all the time' explained his Father. 

1200 Rupees was the equivalent of approximately seventeen pounds at the then exchange rate. 
Pravin's brother Desraj was the only member of the family who had attended school for a brief 

period. Having failed his papers in the Oh grade, he had dropped out of school at the age of 11. 

At the beginning of the fieldwork. Des Raj was, like his parents, working as a labourer. Within 

a few months he had secured temporary employment fitting lights at the nearby colony and was 

sustaining the family's livelihood. 

At home Pravin's sisters and his father informed me that he spent most of his time 'out playing 

around the village' and ate his evening meal with his elder brother, Des Raj. Certainly when I 

visited his home, he was always out playing somewhere and on occasions was also observed 
doing small household chores that he was expected to help out with. His sister explained: 

Sister: he does the work in the home if that has to be done 
RCD: what work does he do at home? 
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Sister: he fills the buckets with water; mum and dad go to work so he fills the 
buckets with water; he chops the wood; he also sweeps the floor; sometimes 
he washes his and his brother's and his father's clothes. What to do, if you're 
poor you have to do something. (DPEP village school: Pravin's sister: 
conversation: September I Ph 1999) 

9.3 Classroom Relationships and Strategic Adaptations 

When*Pravin was within the classroom, he sat amongst a group of four boys or, as was more 
often the case during the fifth year, he would sit with Vikrum. Vikrurn would help him by 

allowing Pravin to copy his work. This applied in all subjects. They also spent their break 

times together, playing in class or outside in the playground. Pravin liked to contribute to 

answering questions in mathematics, but according to Sarasvati when he did so ' he was trying 
to impress madam, he had looked up the answers in the book'. According to his teacher, Pravin 
had improved over time and was able to take on small responsibilities for her: 

Madam: when he came he wasn't very bright; but from that time he has 
progressed - the way he speaks, in his studies has become good; if he's told 
to do jobs, he also does that. She explains more about Pravin - he likes to 
play a lot; she says (DPEP village school: Pravin: Interview class teacher: 
July 29h 1999) 

The field notes of observations revealed that he was however, more often out of the classroom 
than inside the classroom. During these periods he was usually running an errand for the class 
teacher, to whom he, like all the other children, was highly obedient and respectful. 
Alternatively he would take risks by finding 'short cuts' to the learning tasks or by truanting. 

The first section turns to Pravin's relationship with his teacher and his errand running. 

9.31 Errand Running and the Teacher 

From the outset of the fieldwork, it was evident that Pravin's day at school began with 

undertaking errands for madam and ended in much the same way. Following the morning 

prayers in the playground, Pravin would begin by bringing the register into the classroom, then 

madam's hand bag, to be followed by a return visit with a chair for her. These 3 morning trips 

were a regular occurrence for Pravin. At the end of the day he would help 3 other boys lock 

away the mats, all the teachers' chairs and desks, following which he would confidently stand 

upon a chair to padlock the top of the classroom door. He would not only volunteer for these 
jobs but was frequently requested to do them by madam. As Sheila, one of the girls in class 

explained 'madam said if Pravin doesn't study, never mind he can do my work because he does 

madam's work quickly' (DPEP village school: Pravin: group interview: 27th July 1999). 
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In fact the course of Pravin's day would often be punctuated by such errands; where if anything 

were needed by madam, perhaps a glass of water, administrative material, or tasks involving 

collecting and counting books - Pravin would do it. Within the classroom Pravin would be 

attentive when madam asked for a textbook to begin the lesson, handing one to her immediately 

and informing her of what chapter they were working on in mathematics, for example. The 

following extract is illustrative of Pravin's errand running for madam: 

8am: Pravin is busy organising infants to sit in straight lines outside the 
classroom - they're the I't years. Nitesh and Vikrurn are helping him, and 
madam instructs them and supervises them ...... I sit next to Sarasvati... 'I don't think we'll have our test today didi, because 
there's 300 children to look after' she says 
... Pravin has just been on an effand; he's been on errands since I walked in. for 
example, he's been carrying madam's chair into the doorway, so that she can 
keep an eye on her own class and other classes. He's been getting water for her. 
He is told to check and tell her how many boys are absent. 'Hey Pravin' shouts 
Renu, 'tell madam out of the girls, Minakshi's not here'. 
Pravin seems to be in his element; because he seems to be spending most of 
his time out of the classroom so far, until now. Now he sits down. He sits 
near the door against the wall, with Vikrum on his other side. Like most of 
the other children, Pravin has a guidebook in front of him -a small one. And 
he revises. They're revising chapters that they'll be tested on. Pravin sits and 
reads aloud to himself. 
'Pravin' shouts madam from outside. He stands and salutes playfully to 
himself, and then beckons to the call. Madam sends him on an effand. 
Lord knows where Pravin has gone, but a moment later, he returns, sits down 
and then is called again. He gets up, slams down his book, and beckons to the 
call again. He is asked to give a file to another teacher. When he returns, he 
doesn't sit down, but decides to walk along the boys' line and chat to the 
boys. 
'Go on move' he says to Sundeep, the new boy. But Sundeep ignores him 
and then shakes his head. Pravin tries to get various boys to move so that 
more space is created and at the same time, signals his friend across the room 
to come over. 
Just then he's sent on another errand, to take some registers to another 
room.... 
8.50am: Madam comes into the classroom 'Sarasvati have you any chalk? ' 
Sarasvati hands madam some chalk. 
'I'll write the questions on the blackboard' she says to the class ' do what you 
can and don't cheat. There are 100 other children I've also got to look after. 
They'll fight, but you're older, so you should understand how to behave. I 
may also give you another test, because some children are not here. Give me 
a book'. 
Pravin is up to hand madam a text, but someone beats him to it. Madam 
writes test questions on the blackboard. They're from the text. Its all in Hindi 
(DPEP village school: Pravin: Field notes August 27h 1999) 

Pravin Raj in fact enjoyed 'doing madam's work', believed that he did it well, and would often 

stand up quickly with his hand up when madam needed ajob doing. It was not actually a setjob 
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for him alone; but he was the boy who volunteered and would be requested, as the following 

conversation indicated: 

RCD: so in the day, when you're at school; you do madam's work? 
Pravin: yes I bring her chair, bring the register, lock the rooms, I get the mats, 
and I go to the other classes and after that go to the bathroom. 
RCD: so why has madam given to all these jobs; because whatever has to be 
done, its Pravin that's asked - why do you think that is? 
Suresh: it's not j ust his j ob, anyone can be asked 
Pravin: because I do good work; I don't do bad work that's why; I've been 
doing it since the first year (DPEP village school: Pravin: In conversation: 
1 Ith September 1999) 

9.3ii Context, Peer Groups and Learning 

9A peripheral role in group work 
Madam's presence in the classroom, as a figure of adult authority, presented Pravin with a 

situation within which he had to show that he was working during those periods. He seldom 

worked alone, but usually with his male peers and Vikrurn in particular. Within a group 
learning situation, Pravin would play a peripheral role. He would spend much of his time 

chatting and play fighting (twisting other boys' wrists), and he would follow the group leader's 

instructions, which included checking answers at the back of the text book - thus showing that 

he was part of the group. Figure 9.3ii represents the most usual seating arrangements where 
Pravin would sit beside Vikrurn and a group would slowly develop, as the boys crowded around 

one another. Pravin sits with Vikrum as usual at the front of one of the 2 rows of boys, furthest 

from the teacher and close to the open door: 

T's 

Desk 

G 

G at wall Entrance 

PR IV 

G 
I 
B at wall 

Another 

x Entrance 

RCD 

Figure 9.3ii represents the most usual seating arrangements 
*B/G (boys/girls) 
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* Low peer expectations in language based activities 
Pravin's peers considered him unable to carry out learning tasks and Vikrum would comment 
for example by saying, 'he can't read it, I'll do it'. And Pravin would in turn agree with him 

saying 'no, I can't do it'. His lack of ability in language based activities were also revealed in- 

group interactions and in conversations. For example when Pravin was reading his diary, which 
he would read very slowly, the children, would make fun of how he read. On such occasions he 

would seldom defend himself. In conversations with the researcher, within or outside of the 

school context, he would always ensure that another pupil was present, to aid his conversation 

and reading as the following extract illustrated: 

Pravin sits with a group of 4 boys. Suresh and 2 others. They're all writing. 
Sarasvati asks Pravin what he's written. 'I haven't' he replies and holds up 
his 4 lines. I ask Pravin if he'll read me his work (as the others have). He 
brings it over and Suresh reads it for him, as Pravin is reluctant to read it. He 
reads it as the following: 
'I get up at 7.30 in the morning. I pay my respects to God. I get up in the 
morning and say namaste to my mother and father. I go to the bathroom in 
the morning and clean my teeth. Then I have a bath' 
'Look at this you Bihari' says Suresh to Pravin, as he reads his incorrect 
spelling. 
' then I have a meal. My mum made parathas for me. Then I came to school. 
Then my mum dressed me. ' I can't understand the last line that he's written'. 
Sarasvati corrects it for him. Sarasvati; 'it says that my mum dressed me ' 
says Sarasvati 'he can't write' says his mate. 'Then I came to school comes 
at the end' says Sarasvati (DPEP village school: Pravin: Field notes: 
February 2 nd 1999) 

9 The context of mathematics 
In language based activities, Pravin made no effort to respond to criticisms from peers. In fact 

he would in fact agree with them. The situation differed in mathematics however. A number of 

theorists have discussed the need to take account of context (Light and Butterworth 1992; 

Rogoff and Lave 1984). When Pravin was learning with peers in mathematics lessons, his role 
in the group situation was more involved in the activity. Although peers often expressed low 

expectations of his ability, in mathematics, unlike language based activities, Pravin did not 

verbally agree with them. Instead he would make physical attempts to show some ability in 

mathematics. Whilst he was never the leader within the group learning task, he tried to help 

other peers in mathematics if they were in difficulty, whilst at the same time looking for 

approval from those whom he considered more able than himself in mathematics: 
Mathematics: all 3 boys have their slates out. Pravin has found the page from 
which they should be working; Vikrum has directed him in finding it and he's 
getting on with his task whilst Pravin is looking at Vikrum's work. Jitesh in turn 
looks at Pravin's work. They work from the mathematics textbook with the sums 
in and work through the sums. The first question comprises of 6 numbers which 
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they are to write into words in Hindi. The numbers are 48582. Jitesh turns round 
and says 'that's not how you write 82% they look it up at the back of the book. 
Vikrum turns and says 'your mistake, and you're telling me I'm wrong'. 
Question 2 is the reverse of question I- the question requires that the children 
convert the words into numbers. Pravin helps Nitesh to revise the vocabulary for 
the numbers. Occasionally Pravin shouts out to Vikrum and reads the number out 
aloud and then writes it - for example: 9999. ... Pravin does one on his own and 
says ' look ' to Vikrum. Vikrum replies "look it up in the back". Pravin nods. 
.. They turn to chapter 2 and answer the questions which are about converting 
numbers into words - 395672029. Pravin works out and reads aloud the ones he 
can read and Vikrurn watches this time; as does Jitesh. 
It's 10.50am: .... Vikrum turns to Pravin and shouts 'you're cheating aren't 
you! '. Pravin quietly gets on..... (DPEP village school: Pravin: Field notes: 
February 5th 1999) 

In the following extract of a group situation in mathematics, the learning challenge was to work 

out the answer to a sum. Pravin attempted to fit it his answer with the answer at the back of the 
book. Only when he repeated the process with Vikrum, did they arrive at the correct answer. It 

was an example of the 2 friends scaffolding each other's learning in mathematics: 
Madam tells them to do yesterday's question again 
The question the children are having difficulty with is: 
Ram had 12% left over from his commission. He had Masi's (aunty's) 
1250Rupees. 
Vikrum. explains: 'masi has 1250P, how much commission did she get 
So Pravin writes 12/100 X 1250 which he cancels down to 6/2 X 125 =6/IXIS 
15OR 
PR: you cut the zeros, now cut the 5's 
RCD: but how do you get 150 
Pravin write: 12/100 X 1250 (he cancels the zeros, divides 5 into the 
10, writing 2, and into 125, writing 15 instead of 25, then divides the 2 into 
12, writing 6 over 1- so he's obviously knowing what to do, but making 
errors) 
PR: it's in the book 
Vikrum: no you can't cancel the numerator with the numerator; 1' he did it, 
then I did it 
PR: sometimes I help him and sometimes he helps me. Now we'll do this 
question again. We did it yesterday but we didn't understand it so we've got 
to do it again to make sure we understand it. He returns to his seat with 
Vikrum. 

.... After a while, I decide to ask Pravin again: 
RCD: I understand that you divide by 5 but not the next bit. Pravin sets it out 
again. As he does it, he does a division sum of 125 divided by 5 and finds it 
to be 25 instead of 15. Vikrurn then decides to try multiplying 6X 25 in his 
book. The answer is 150 (as it says in the text). They discuss the answer and 
they correct where they've gone wrong 
Vikrum: that's it, I told you how to do it. (DPEP village school: Pravin: Field 
notes; 8 th October 1999) 
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9.3iii Risk Taking, Peer Groups and Learning 

e The 'crib sheet' in classroom tasks 

In those classroom learning tasks (other than mathematics) which were underpinned by 

language ability, the issue of 'cheating', (as the children referred to it) was a central thread in 

observation and peer group perceptions of Pravin. Pravin was often reprimanded for his 

cheating in class and particularly when he was copying Vikrum's work to catch up on pending 

work. 
Pravin is asked to bring out his exercise book. He gets it out of his bag and 
madam asks him questions and explains as she marks it I if he's giving it to 
him, how will he learn? ' she says looking towards Vikrum. As madam 
marks the work, Pravin watches. 'Sarasvati show me your Hindi grammar' 
requests madam. Madam checks it against Pravin's work (DPEP village 
school: Pravin: Field notes; 7h September) 

In group situations with his male peers, there was often a 'copy syndicate' process, which 

occurred. It usually involved Pravin having a piece of paper on which the answers to the task 

were written; and the piece of paper was discreetly passed around the group. The following 

extract illustrated this process of group interaction and risk taking: 

As Pravin writes his description about the cow Vikrurn copies what he's 
writing 'from the milk, clarified butter cane be made. Pravin seems to be 
copying the work from a folded piece of paper he has in his hand. Vikrum- 
calls Nitesh over. He passes the piece of paper to him and then he copies it 
too. Pravin borrows Vikrum's book and copies the remainder of the work 
out. He's written 12 points about the cow. He writes the last few by himself, 
without the aid of the piece of paper. They lean over to each other and read 
out their work. ... Nitesh comes over 'look this line is wrong' he points out 
referring to the piece of paper. Vikrurn turns round and says 'he wrote that', 
pointing to Pravin; 'I changed mine', says Vikrum. Nitesh replies 'read it' 
'children and old people drink milk'. Vikrum asks ' do old people drink milk, 
children do! ' he says emphatically. 
I look at what Pravin has written in his book - he tells me what he's written 
As he dictates to me Vikrum turns to Sarasvati: 
V: Pravin's been cheating. He throws the piece of paper toward her 
G: What he still doesn't know about the cow! (Sounding astonished) 
V: He'll have to cheat in the papers (DPEP village school: Pravin: Field 
notes: February 18'h) 

* The 'crib sheet' in examinations 
Pravin's use of the 'crib sheet' to help both himself and his peers achieve the learning task, 

extended to when he sat the exams aswell, and he had done this the previous year according to 
Sarasvati. In January, three months preceding the final papers, the children had completed the 

syllabus and were revising the chapters from the text. Madam reminded them they were soon to 
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sit for their exams and whilst the children discussed amongst themselves, Pravin proudly 

proclaimed he would cheat as the following fieldnote illustrated: 

Madam tells the class that they're on holiday tomorrow and that the exams 
are soon. The children start to discuss the exams amongst themselves. 
Pravin says he'll cheat. Sarasvati says 'last time didi, he brought his guide 
book and told me to hide it so that he could cheat' (DPEP village school: 
Pravin: field notes: January 22 nd 1999) 

And this was confirmed in the next set of examinations: 
In the papers: since some of the P year boys hand in their work and leave, 
the 4b year boys are now sitting close to each other. Suresh, Pravin, Jitesh 
and Vikrum are all siting close together. Pravin helps Suresh and passes him 
a crib sheet, who then looks at it, writes and discreetly shuffles it back to 
Pravin. (DPEP village school: Pravin: Field notes -13th March 1999: papers) 

After the 50'year papers, Sarasvati commented about what Pravin had done: 

Sarasvati: He's very crafty. In the papers he brought the guidebook, and 
madam took it off him. He brought the book hidden on his stomach. Then on 
another occasion, he brought the answers that he'd written and hid them. 
Madam took the page from him. He'd still got 2 other pages hidden though. 
He'd put them in his pocket. (DPEP village school: Pravin: In conversation: 
Tuesday. 50'October 1999) 

0 'Fighting and hitting' 

Pravin's risk taking also extended to disruptive behaviour amongst the children. When madam 

was not present in the classroom, Pravin would usually be the first child to stand. More than 

often this would result in him hitting another child, snatching something from another child or 
involving himself in antics such as trying on another child's shoes, play fighting, dangerously 

playing with a yo-yo. In fact a number of children complained about his constant 'hitting' and 

one peer claimed he had a longstanding reputation for this kind of violent behaviour. Whilst 

Suresh had been friendly towards Pravin during the 4h year, he kept his distance from him in the 

fifth year. Suresh explained: 
Suresh: Pravin is always being told off because he keeps hitting people and 
he does hit people all the time. Do you know what Pravin did! He was 
having a latrine and threw a stone at a gentleman who was also relieving 
himself and then, he told the gentleman that I did it and I was blamed for it. 
That's s an example of how Pravin does wrong things and always blames 
other people. There's tension between us today because I'm fed up of the 
way he always fights'. Sarasvati agrees saying' Pravin always fights and hits 
people'. 
'Yes he hits me often and so I leave him; because I don't hit anyone much' 
replies Suresh. 
Pravin says nothing in defence. He kick boxes and holds out his fists instead, provoking 
Suresh. I sit next to Suresh who sits next to Sunil and Nitesh. I ask them where 
madam's taken Pravin 'oh just to sit with her, because he keeps hitting everyone' 'So 
how long has he been like this? ' I ask 
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'Oh, since the 3 rd grade, says Nitesh. He was moved in the Yd grade and he 
only actually joined us in the Yd or the 4tb grade, because of his behaviour 
with another teacher. He used to hang around with Krishna in the first few 
years, and that's how he became really bad and then he was taken off the 
register and then his father brought him to this class. 
RCD: and what happened to that other teacher 
Nitesh: oh she's retired now 
(DPEP village school: Pravin: Field notes: July 27a'1999) 

This kind of behaviour had not gone unnoticed by his teacher who repeatedly reminded him that 
it was effecting his work at school and she would sooner or later have to speak to his father 

about it: 

... Children leave to be excused 4 at a time. Madam moves Pravin. She tells 
him to move back to sitting at the front of the line ' its because you're 
becoming weak in your studies and better in arguing and fighting. I'll have to 
call your father'. Pravin moves quickly and quietly (DPEP village school: 
Pravin: Field notes: July 27ýh 1999) 

0 Truancy 

Disruptive behaviour was accompanied by deviant behaviour when Pravin would find ways of 
truanting lessons or avoiding being in the same place as his teacher: 

Madam arrives - children give usual greeting 
The boys who were absent yesterday are told to stand - madam questions 
them. 
M: Pravin you stand up; come and stand here to one side. Why didn't you 
come yesterday? You disappeared yesterday, without even asking 
permission. Where did you go? (I can't hear what he says: I think he says he 
went to his aunty's) 
M: if it happens again, I'll speak to your father, says madam. He returns to 
his seat (DPEP village school: Pravin: field notes 70' September 1999) 

On one occasion this was taking to the extent of him writing a note to madam explaining that 
his absence was due to his father's illness, only to be found watching television at home. The 

following extract illustrates the incident: 

M: where's Pravin? She asks and is handed a note saying his father's ill. 
M: who knows Pravin's home? 
Suresh and some others put up their hands 
M: go and find out if his father is really ill. He's left this note and didn't come to 
me to ask permission. 
10 minutes later... 
Suresh and Vikrum return with Pravin 
M: I told you to tell his dad. I wanted to see him not for you to bring Pravin 
back 
Vikrum: he told us not to tell his dad 
M: Pravin who are you to tell them what to do when I've sent them to get 
him. I'll speak to him later. (DPEP village school: Pravin: Field notes 
Thursday 9th September 1999) 
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9.4 Conclusion: Strategic Adaptations and Approaches to Learning 

The analysis within the case study story of Pravin suggested that for Pravin it was in the leisure 

based social aspects of his daily activities both inside and outside school that he was most 
interested. Those social aspects revolved around his relationships with peers. In this respect his 

approaches to learning were informed by his ability to anticipate how he could reconcile the 
demands of the classroom situation with his own interests in any school task that did not involve 

individual based text book learning. In those situations where he was compelled to sit on his 

own and participate in a classroom culture that required him to work on his own, his teacher 

commented how it was clear to her that he was uninterested and required a firm hand, which 

needed to be accompanied by a constant remainder to focus on the content of learning, as she 

explained: 

Madam: if I say anything, he's looking as though he's listening but his mind is 
somewhere else - in playing; 'I'm going to play with him, I'm going to give him 
this much, I'm going to hit him'. That's why whatever's going on doesn't go in 
his head 
RC-D; so his concentration is lacking 
Madam: that's why. When I put his mind in the centre, then he's intelligent. 
He writes well, he remembers, but hut still he's lost his concentration. Other 
things are in his mind (DPEP village school: Pravin: teacher interview 13"' 
November 1999) 

The issue of self-identity and approaches to learning require some exploring in the case of 
Pravin. The contextual issues that Rath (1990) raised may be of relevance in the case of Pravin 

Raj. Quoting from an Indian context, Rath (1990) wrote: 
From our studies it is clearly seen that levels of educational and income 
aspirations as well as job requirements are extremely low in the scheduled caste 
and Scheduled tribe children as well as their fathers... When the teaching and 
learning situation is dull and it becomes increasingly difficult for these children 
to cope with it, they are out of school as quickly as possible (Rath 1990 p. 77. ) 

Rath(1990) pointed the reader to issues concerned with problems relating to personality ' and 

adjustment in the context of the educational process: 

In the atmosphere of the new sub-culture, the disadvantages children may 
develop a low self-esteem and inferiority in comparison with others. There is 
enough evidence to indicate that children with a low level of aspiration and an 
almost zero educational background have low self-esteem and strong inferiority 
in school environment. This itself maybe the single major cause of early 
dropout' (Rath 1990 p76). 
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Later in Rath's (1990) paper the role of the teacher is called into question - pointing out that the 

teacher should be conscious of the disadvantaged student and arrange a set of social 

reinforcements accordingly. Certainly, it may be the case that Pravin's class teacher's decision 

to give him responsibility in school may have helped him to feel a sense of being valued in the 

classroom situation. And in those situation which required him to conform to a classroom 

culture of learning and assessment, but where he could achieve little success on the basis of his 

own abilities, by his own self perception, and his peers' perception of his abilities; in those 

situations it was his peers he turned to for a sense of belonging to the leaming situation. I have 

termed his strategy for creating that sense of belonging in the leaming situation as 'strategic 

adaptation' (Lacey 1977), where constraints is a strategy used to redefine the situation. So 

Pravin would take risks by cheating, copying and only occasionally try to become more 
involved in the learning task with peers if the subject was mathematics. At the same time, when 

the adult authority figure of the teacher was not present, Pravin would create his sense of 
belonging in the classroom through disruptive 'anti- school' (Willis 1977) behaviour amongst 

peers. It his unclear whether his 'resistance' to compliant behaviour, and his anti-school 
behaviour amongst his friends was a cause or consequence of his lack of achievement in school 

and classroom attainment, given that this sort of anti-school behaviour was also evident outside 

the school according to Suresh, a boy in his class. 

Certainly there was no evidence of this at home. However Pravin was rarely to be seen at home 

and when he was seen, it was usually amongst adult authority figures where his behaviour was 

compliant and obedient. Much of his time out of school therefore was spent 'on the streets' of 

the village playing with other street children and in this respect Pravin was perhaps part of 

another culture which lay outside the boundaries of school and adult authority cultures in the 

home and school environments. This may explain the relationship between Pravin's behaviour 

at school and at home both with peers and adult authority figures, and in turn his approaches to 

learning (or avoiding learning) in the classroom. 

Table 9.4 summarises the relationships and practices in the home and school environment that 

influenced Pravin's sense of identity as a learner, which in turn informed his approaches to 

leaming at school. 
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Plate 9 Pravin - Social practices in the home and classroom environment 
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He stands at the back with big, bright red plastic 0 c' 
sunglasses. The family is taking part in a ritual for 
Raksha Bhandan, which represents the bond 
between brothers and sisters. 
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PART 4: RETURNING TO THE PROBLEM - EXPLANATION 

AND ARGUMENT 
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CHAPTER10 

CASE STUDY COMPARISONS AND THE PROCESS OF SOCIALISATION 

10.1 Introduction: Variances, Substantive Issues, Key Settings and the Process 

of Socialisation 

10.2 Economic and Social Context Comparisons 

10.3 Comparing Identity, Processes and Outcomes of Learning 

10.3i Forming children's identities - the influence of family, peer culture and teacher 

relationships; material, cultural and linguistic resources 
" The influence of family relationships upon identity 

" The influence of peer culture relationships upon identity 

" The influence of teacher relationships upon identity 

" The influence of material, cultural and linguistic resources upon identity 

10.3ii Learning challenges -the influence ofhome-based and school-based learning 

" The influence of home-based learning upon approaches to learning 

" The influence of school-based learning tasks upon approaches to learning 

10.3iii Support in learning contexts -opportunities to learn and the quality of teaching and 

assistance 

* Drawing on relationships and resources to gain support for opportunities to learn 

10.3iv Personal outcomes of the children's learning 

10.4 Patterns, Similarities and Substantive issues 

10.4i Assessment, expectations and mediational relationships 
10.4ii Mediating mathematics 
10.5 Key Themes, Settings, Concepts and the Case Study Children 

10.5 L Sarasvalkfamily, community, the teacher and school learning - resistance with 

conformity at school, resistance as non-conformist at home (in context) 
10.5iL Pravin: peer groups, strategic adaptations and school learning - resistance as non- 

conformist with peers, reliance on peers, resistance with conformity with adults 
10.5iii Renu: family, peers, the teacher andschool learning- compliance with adults, 

resistance with peers /children 

10.5iv. Suresh: family relationships - compliance and independence 

10.5v Farzana: family - resources, support and significant others - resistance as 

conformist in the school environment 
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10.5vi Parvati: family - mother and teachers - compliance in school learning, resistance to 

peers in classroom peers (in context) 
10.5vii Rabia: peer group relationships as strateSy and constraint -resistance as non- 

conformist in school environments (in context) 
10.5 viii Vippin: family relationships and learning - compliance, conformity with resistance (in 

context) 
10.6 Strategic Actions Influencing Approaches to Learning in Different Fields of 

Interaction or Settings 

10.61 Dimensions ofstrategic action and the Orb Web model 
10.7 Collective Actions in the Socialisation Process - The Place of Language and 

Cultural Routines as Processes of Mediation 

10.7i Collective actions and learning by being part of adult, peer and sibling cultures 

* At home Farzana learns how to be a good student through collective actions 

9 At home Sarasvati learns how to be good at 'managing' through collective actions 
10.7ii Collective actions and variance between the DPEP and model school case study 

children 
10.8 Conclusion: Mathematics, Peers Groups and the Home Settings - Implications 

for Micro-planning 
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10.1 Introduction: Variances, Substantive Issues, Key Settings and the Process 

of Socialisation 

This chapter begins by making comparisons across the case studies and identifies differences 

between them. It progresses to identifying the substantive issues that span and were common to 

most of the case studies. The chapter then returns to selective themes that were identified for 

each case study child and highlighted in the case study stories. It locates the case study material 
into the conceptual framework. In doing so the empirical work is applied to the process of 

socialisation for learning. The analysis is located within Corsaro's model of socialisation which 
he termed 'Interpretive Reproduction', and examines the place of language and cultural routines 

within the model. Relevant concepts informing the processes of approaches to learning were of 
identity, strategic actions and mediation within the context of collective actions. In this respect 
the final section of this chapter uses the concepts of identity, strategic actions and mediation 

within a broader understanding of the concept of socialisation, in order to explain the processes 
by which the social practices and relationships in different settings informed the children's 

approaches to learning. 

10.2 Economic and Social Context Comparisons 

The experiences of the families and children reported in this study and their relationship to the 

wider social context varied. In terms of economic security we can consider the income- 

generating jobs held by the parents. Only Suresh's and Renu's fathers were self-employed. In 

that respect they exercised some control over their working context; although Renu's father 

drew upon considerable support mechanisms by virtue of living within an extended family 

context. It allowed him to draw from a pool of both human and material resources through 

which his family could live comfortably. The constant insecurity of work was also a recurring 

problem for Pravin's, Rabia's and Sarasvati's families. In contrast, both parents of Farzana, 

Parvati and Vippin worked within different sectors as government employees and their 

accommodation was provided as part of their employment. Parvati's and Vippin's parents faced 

some insecurity in the fact that they were migrant workers, unlike Renu's and Farzana's parents, 

who were both indigenous to the area. Renu's parents lived in their own home, whilst Farzana's 

parents had their own home in a village close by but maintained a comfortable lifestyle given 
the status of the government posts which they occupied. There were therefore considerable 
differences in the security and permanence of the families across the community context, which 
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related to the wider macro context, and their economic circumstances, which centered on the 
issue of employment and associated circumstances of poverty. 

In terms of the social context we can consider the disposition of each family in relation to caste, 

religion, gender and their associated values, culture and education. Renu's family could 

probably be deemed to represent relatively 'traditional' forms of aspiring middle-class Indian 

conventions that dominated in respect of their attitudes to education. Her father visited the 

school regularly whilst her mother kept the children on track in terms of their education. It was 
believed that the girls should be educated, but that they would eventually marry rather than 

work after a certain amount of education. The girls were sent to Hindi medium state schools, 

unlike the boys, who attended English medium private schools. The girls would be attending 

single sex schools when completing the duration of their primary and middle school careers. In 

addition the family had passed on clear values with respect to associations with the rules 

governing behaviour to those who were of a lower caste. At the other end of what could be 

termed the middle class spectrum was Farzana's family. 

Farzana's was an exceptional case because her family was of Meo origin. The literature and 

existing research on this community reported that their 'traditional' belief system secured their 

position of economic and educational deprivation. In this respect Farzana's parents were 
'modem'; and this 'modernness' was conveyed in more liberal ways of living, dressing and 
their educational aspirations and achievements both for themselves and in terms of their 

children. 

Ranged within that middle-class spectrum were Vippin's and Parvati's parents who, being 

educated themselves, spent considerable time with their children helping them to attain good 

results at school, whilst also encouraging them to pursue other learning interests. In Parvati's 

case, it involved the development of 'performance' abilities. In Vippin's case it involved 

encouraging him to achieve his educational ambitions, just as his sisters were doing. Rabia's 

case was a little different in that although education was valued for its intrinsic worth, given that 
both parents were also educated to degree level, her family was quite traditional in respect of the 

rules governing an Islamic way of life. This however seemed to benefit Rabia in her success at 

school when she was studying Urdu. On a parallel spectrum were Sarasvati's, Pravin and 
Suresh's families. 

At one extreme was Sarasvati's family - extreme because, in Sarasvati's case, she was most 

unlikely to succeed educationally given the combination of her gender, caste and a family 

history of illiteracy, drop-out, lack of retention and lack of learning achievement in school. 
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Nonethetheless Sarasvati's relationship with Renu (an aspiring middle class, from an 

economically comfortable family of a higher caste), her teacher's supportive role and 

expectations, and Sarasvati's own abilities and popularity at school, reduced the extent to which 
her caste, gender and social class affected her integration at school. This in turn produced a 

sense of encouragement from her parents to continue to perform well educationally, despite her 

social and economic circumstances. At the other end of this spectrum lay Suresh, whose parents 

valued education and had some education themselves, were satisfied with the schooling that 

Suresh was given, although in their minds a 'good' school was an English medium, Catholic 

school. Between Suresh and Sarasvati lay Pravin, who was also from an illiterate, schedule 

caste family, with a brother who had dropped out of school at the age of 11. Whilst his parents 

saw the value in education, the family did not feel that his school offered him any valuable 

opportunities. 

10.3 Comparing Identity, Processes and Outcomes of Learning 

10.3i Forming children's identities - the influence of. - family, peer culture and teacher 

relationships; material, cultural and linguistic resources 

e The influence of family relationships upon identity 

Of the eight case study children, three were the youngest members of the family; two were the 

eldest and three lay in the middle between siblings. Parvati, Pravin and Rabia were the 

youngest children within their families. Within this setting gender also played its role. Parvati 

for example made comments which suggested that she 'looked up' to her elder brother's 

successes but spent very little of her out-of-school time playing with him. Pravin on the other 
hand, who had both an older brother and three sisters, also looked up to his older brother but 

talked about spending time with him only when he returned from work in the evenings when 

they would eat their evening meal together. Both Pravin and his elder sisters talked of the older 
brother reprimanding Pravin if he misbehaved. Rabia looked up to her elder sisters' artistic 

abilities and would spend time with one of them, going for morning jogs and listening to the 

radio; but she spent little time with her brother, a year older than her but who was usually out of 
the house, unlike his sisters. 

In contrast, Suresh and Farzana were the eldest children of their respective families and were 

therefore expected to help the younger members of the family, particularly with schoolwork, 

and they would spend much of their out-of-school activities with their younger siblings. 
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Renu, Vippin and Sarasvati occupied middle positions within the age range of siblings (second, 

third and fourth respectively). Certainly Renu and Sarasvati struggled to assert their identity 

against elder siblings and towards their younger siblings. This manifested itself in terms of 

arguing with the elder sisters, being'bossy' as well as 'helping' younger siblings in Renu's case; 
Sarasvati arguing with her elder brother and helping her younger brother. The difference in age 

range between Sarasvati and her younger sister was only a year and so there existed a great deal 

of rivalry between the two of them which was displayed in activities which competed for 

parental approval. The issue of gender rivalry permeated Sarasvati's relationships with her 

siblings in that she would argue with her mother about how money was spent on the education 

of both her brothers, but not on Sarasvati, when she was having anxieties about her ability to 

sustain her school achievements. In all cases rivalry aimed to achieve status and recognition, 
but cannot be characterised by age alone but was combined with the characteristic of gender and 

available role models in terms of educational aspirations. 

Thus in the case studies of the girls, with the exception of Sarasvati, all identified in some way 

with either their mothers or their elder sister with respect to educational aspirations. Thus Remi 

would request support from her mother and elder sister when preparing for sitting papers: she 

wanted to attend tuition classes like her older sister in order to attain better marks in 

schoolwork, she planned to attend the same upper school as her elder sister, and expected her 

younger sister to follow her, so that 'all the girls could be together'. Rabia followed an interest 

in the arts like her older sisters and tried to develop her interest in drawing. She enjoyed being 

taught by her mother from whom she felt she had achieved success in understanding 

schoolwork. In particular she gained success in Urdu and English and looked up to her 

mother's abilities in those languages. Parvati would often take on the role of 'teacher' like her 

mother. She would for example organise games amongst the girls in school and with female 

friends out of school. She would also take part in social and cultural events that her mother was 
involved in as a teacher. Farzana was well aware of her mother's academic achievements and 

aspired to sustain her own academic achievements. The exception to the cases was Sarasvati. 

No member of the family had achieved educationally and so in this respect Sarasvati drew upon 
her own abilities and from the available resource that her teacher was able to be. In fact she 
'resisted' the female roles associated with the home by avoiding as many household chores as 

she could, and this was accepted with good humour by her mother and siblings because she was 

able to achieve academically. In all the cases aside from Rabia, whose father only visited the 
home for one or two days of the week and therefore left the responsibility of the children's 

education to her mother, it was the father's approval of educational achievement that was 

ultimately sought. This is indicative of traditional patriarchal societies. 
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For the three boys, gender identification was the strongest with Suresh who looked up to his 

father whom he called a 'doctor' and whom he helped a great deal in the 'shop'. For Vippin, 

although his father was the disciplinarian in the family and the person who helped, monitored 

and supported all of his children in their educational aspirations and achievements, it was 
Vippin's eldest sister who had exceeded the educational achievements of his parents, and to 

whom he looked up and in whose educational career path he wanted to follow. At school too, 

Vippin was the only boy who would readily approach the girls and talk orjoke with them. 

Pravin presented rather a different scenario. Most of Pravin's time within the home 

environment focused outside the home, playing and chatting with a whole range of people who 

were usually males, but he rarely spent time with his father, although his evenings were spent 

with his eldest brother with whom he ate his evening meal and who reprimanded Pravin for 

watching television. Table 10.3i summarises family influences on learning and the ways 

relationships within the family mediated school experiences. 
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* The innucnce of peer culture relationships upon identity 
With respect to peer cultures in school, the most obvious gendcrcd peer activity was in terms of 

the seating arrangement in a classroom task. In both schools children would sit in gendered 
lines and work on tasks with children of the same sex. Whilst girls and boys in the DPEP 

village school organiscd themselves in terms of their sex during activities in the playground and 
in the classroom during breaks, the activities were not gender-distinct. Both played chase and 

running activities as well as skipping and team games, although the girls often played a 
hopscotch game and the boys were more often than not playing a chasing game. Gender- 

distinct cultures and activities of girls and boys were more apparent in the model school, where 

the boys would be found playing football or cricket in the games lessons and the girls would 

play a team game of Coco, %%hich the boys would somctimesjoin. Other girls'games included 

singing and clapping games and 'teacher teacher' (schools) in the classroom and, for the boys, 

cricket score games. Such processes are interactive and contribute to the process of gender 

cultures with %%hich an individual identifies (Pollard with Filer 1996). 

Amongst the case study children there were differences in terms of their status within peer 

cultures. Sarasvati was influential amongst peers in the DPEP village school, and they would in 

turn approach her to organise games. On some occasions Renu would try to take the lead with 
Sarosvati by standing beside her and repeating the instructions, and on other occasions she 

would play on her own or with other friends, asserting her own identity. Within the model 

school it was Farzana who was expected to organise outside team games but, when in the 

classroom, Parvati asserted her own identity by organising games such as 'teacher teacher' or 

quiz games for %%hich she made the required materials. Rabia tended tojoin in whatever was 
being played unless she had to catch up on lesson work. 

or the boys it was only Vippin who was influential in the development of peer culture. Pravin 

and Surcsh tended to follow rather than lead, although in the 5th grade, Suresh started to assert 
his own identity towards his sibling rather than with members outside his family. So for 

example, he would decide to play chase with his brother instead of his class peers. 

The eight children's experiences of peer culture were varied, with Sarasvati, Renu, Vippin, 

Farzana and Parvati very much asserting their own identity with peers, leading them and 

reinforcing the identity developed at home. That is not to say that Pravin, Suresh or Rabia did 

not assert their own identity with peers: they were equally strong characters but who were not 
'looked up to'. who did not see themselves as particularly 'intelligent' or show strong self- 
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esteem and confidence with respect to learning in school. In this respect they were neither 
followers nor Icadcrs, and their identities developed at home were not reinforced at school. In 
fact these three children were risk takers to differing degrees (cf Pollard 1996). For these three 
children, school was not a place %Nhcre success was achieved. Within the home context, Pravin 

spent most of his time outside the home, playing. Within the school context, he spent most of 
his time avoiding school learning and where possible leaving the classroom. Within the home 

context, Rabia enjoyed learning with her mother and sisters; within the school context she found 

no-one she could learn from, so instead depended on Farzana to do the work for her. And 
finally, within the home context, Surcsh spent most of his time at his father's shop, where he 

enjoyed learning how to run the shop and treat patients and being the apprentice (Rogoff 1990). 
Within the school context there existed no such responsibility for him, aside from helping to 
clcar up the room at the end of the day; as a result he complied with what was required of him in 
Icssons by the teacher, but his sense of interest in learning was channelled towards his 

expericnccs outside the classroom. 

9 Ile influence of teacher relationships upon identity 

Much of this explanation also relates to the degree and type of interaction the children had with 
their teachers. Pollard (1996) provided a useful analytic dichotomy that can be used to identify 

children's tendencies towards the kinds of interaction they have with their teachers. The 
dichotomy was presented as low-risk strategies, where children tend to be conformist. 
Juxtaposed to that are the high risk-takcrs, who tend to be non-conformist. Those children who 
on rare occasions were prepared to negotiate with the teacher - for example to redefine what or 
how something was taught -included Vippin, Parvati and Rcnu. They were self-confident 
enough to take that non-conformist role; to ask questions, to suggest how many questions they 
should be given, to playfully argue orjoke with the teacher. Rabia also did so in English, where 
she felt she had achieved a degree of success, and on one occasion in mathematics where she 
told the teacher she did not understand the work. However, as this resulted in reprimand from 

the teacher and ridicule from peers, Rabia's sense of identity became threatened and therefore 

she decided to withdraw from her mathematics teacher and develop alternative non-conformist 
strategies in order to cope with the demands of her mathematics leaming. Pravin's relationship 
with the teacher was extremely non-conformist, and he was continually strategically redefining 
his role as a pupil in the classroom, wearing the teacher down to such an extent that she resorted 
to sending him on errands in order to maintain an element of conformity on his part. It was 
interesting to loam that the two girls who came first in class in the two schools, Sarasvati and 
Farzana, both adopted low-risk strategies and were highly conformist in their relationship with 
the teacher. They were 'good' and moreover achieved this by watching and following exactly 
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what the teacher was teaching them. Surcsh also tended to adopt low-risk strategies, sometimes 
worrying about the teacher's response to his work. 

0 The influence of material, cultural and linguistic resources upon identity 

In terms of material resources, occupational and housing indicators provide an indication of 

rank order of the case study families in relation to wealth. The order would be that of Renu, 

Farzana, Parvati, Vippin, Rabia, Suresh, Sarasvati and Pravin. The range in material resources 

was rcflcctcd in some of the activities available to the children, such as outings, toys (including 

bicycles) and the ability of families to send their children to private tuition. Was material 

wealth a major factor in informing the children's sense of identity then? Certainly Sarasvati 

was well aware of the differences in life chances that she was likely to follow and her friendship 

and perception of Rcnu reflected this factor. 

The cultural resources on which the children drew seemed more apparentý however, since they 

reflected the values, priorities and practices of the parents, as mediated by the parents and other 
family members. The extent of the mediation varied, but all of the parents with the exception of 
Pravin's had spent time on differing activities with their children. In all of the cases of the 

children who attended the model school, one parent would be involved in activities reinforcing 
the understanding of children's learning at school where it was possible and, common to all the 

children, was help in understanding mathematics and in preparation for the exams. In Rabia's 

case, her mother could no longer help her with her mathematics as it was beyond her own 

understanding, and this inevitably led to Rabia's poor achievement in mathematics at school. 
To differing degrees the parents of the children in the case study schools also involved 

themselves in other kinds of learning that their children were interested in, thus Parvati's mother 
involved herself with activities that were directly involved with school learning because of her 

own involvement with the school as a teacher. Consequently, she would support Parvati in her 

interest in drama-relatcd activities by taking her to cultural events held by the sister schools, by 

taking her to the drama classes that were held for the older children and by supporting her 

involvement in competitions which allowed Parvati to perform. Rabia's mother's involvement 

on other learning activities was not directly linked with school but had an influence on Rabia's 

performance in school and this was particularly the case in Icaming Urdu, which Rabia excelled 

at, because of her mother's encouragement and support in activities related to maintaining the 
Islamic faith in the home (namcly reading Arabic). Similarly, Vippin's interest in books was 
broadcned by his mother's activities where she would take Vippin to religious places and buy 

books for him about different religious leaders. He would also refer to his older sister's books 

that she used for college. It was only in Farzana's case that both parents were strongly involved 

in extending Farzana's learning to a wide range of activities, thus her father would play 
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badminton and quiz games with the children. Her mother would take her for a walk on a routine 
basis, bought her books to read and provided materials for making crafts or drawing at home. 

As for the case study children in the DPEP village school, only Renu's parents, her mother in 

particular, were involved in reinforcing the learning activities at school. This involved ensuring 
that Renu and her siblings completed homework and were given help with revision during the 

preparation for exams. The activities that Sarasvati's mother was involved in were usually 

concerned with other kinds of Icaming such as helping to maintain the homestead by building 

the wall or resurfacing the flooring. Similarly with Suresh, his father involved him in the 

activities of the work at the shop that provided an income for the family. There was no 
evidence to show that Pravin's parents were involved in any learning activity with him. Such 

activities reflected the child-rcaring expectations and cultural assumptions of the parents. 

The media in the form of television, comics and newspapers were also important influences on 
the children and sources of both entertainment and cultural resources. With regard to television 

the influences were mediated in Vippin's case by his parents, through their restrictive policies 

on television watching. In fact this was the case with Farzana and Rabia's parents who 
discouraged too much television watching. In this way those parents helped the children 

establish the view that there are activities more important than watching television, which 
included prioritising school work where television would be seen as a distraction. 

In the case of the children in the DPEP model school, television viewing was not restricted and 
in Sarasvati's case was valuable in reinforcing much of the learning about her home village, as 

she watched the news with her father giving information about activities in Uttar Pradesh. 

Television viewing was restricted in the sense that electricity would only be available at certain 
times of the day in the village. 

Two of the most significant areas of cultural resource in this study concern gender and, to some 

extentý caste. The data from the case studies provided evidence to show ways in which the girls 

modelled themselves on their mothers (as in the case of Farzana and Parvati), female friends (as 
in the cases of Rabia and Sarasvati) and female teachers (as in the cases of Sarasvati, Farzana 

and Parvati - with the latter two mothers involved in teach ing-related employment). The boys 

too were influenced by male images, male teachers (in the model school) and by the male peer 
culture of the school and the surrounding community. Suresh was strongly influenced by his 
father, and Vippin by his own father and his male teachers, particularly the computing and 
mathematics teachers whom he admired. In the case of Pravin, whose home life was dominated 
by the number female members, it was only his brother with whom he interacted and that was 

285 



only in the evenings. However, since Pravin spent most of his time outside of the home, his 

main influence was that of the community male street culture with whom he interacted on a 
regular basis as he played and chatted with boys and men on the streets of the village. 

The linguistic resource that supported children's learning presented a different picture. In all of 
the cases aside from Pravin and to some extent Suresh, parents or siblings talked to children 

about their school work, discussing problems, successes and new experiences supportively. 
Where it was possible, particularly in the case of the children who attended the model school 
and also in the case of Renu at the DPEP village school, there was explicit help in terms of 
teaching and reinforcing the work that the children were expected to understand at school. And 
in Farzana's, Parvati's and Vippin's cases, it extended to areas beyond the range offered to the 

children at school. In Sarasvati's case, where her parents had not attended formal schooling 
(although her father had attended school until the 3rd grade), support was offered in the form of 
advice to provide for intrinsic motivation and confidence in order to encourage Sarasvati to 
tackle problems in understanding the work at school by herself. 

Thus, in terms of the formation of 'school identities' of these children, the main conclusion 
which might be reached is that material, cultural and linguistic resources seemed to either 
reinforce or be completely different from the expectations within school, which either served to 

reinforce an identity which was consistent with the expectations of the school, or to help 

reproduce an identity which was in contrast with the school environment but consistent with the 
kinds of activities the children were involved in within the home context. In turn the case study 
children were either confident at school or not confident at school. 

The next section turns to examining what the children had to learn. 

IO. Jil Learning challenges -the influence ofhome-based and school-based learning 

o The influence of home-based learning upon approaches to learning 

Most of the social adjustments the children faced as challenges to their learning involved those 

concerned with school tasks. Thus Sarasvati's overall challenge was to try to reconcile her 
family's financial situation which constrained her from having tuition when she was trying to 

overcome difficulties in understanding mathematics. Renu and Vippin struggled with their self- 
determination to gain better grades at school against the successes of other children in their 

classes, which they aspired to; and Rabia struggled to build up her self-confidence and ability 
to achieve, as she was faced with ridicule and failure at school in mathematics. Parvati and 
Farzana seemed to reconcile their confidence at home and at school with their own abilities and 
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intercsts; whilst Surcsh and Pravin found outside pursuits to help maintain their levels of 
conridcnce and identity. 

9 The influence of school-based learning tasks upon approaches to learning 

One particular challenge which faced all the case study children, aside from Pravin and to some 

extent Suresh, was in terms of the school curriculum and in particular the leaming tasks in 

mathematics. Similarly the focus on assessment in both schools in the form of 'papers' 

presented a challenge to all the case study children. Most of the time the children were 
concerned to do as well as they could, thus satisfying the expectations of significant others such 
as parents, teachers and peers in order to protect their status. This was particularly the case with 
Sarasvati and Farzana who held first positions in class. 

For the most part, learning tasks associated with the school curriculum were relatively 
routiniscd across the two schools attended by the case study children. The key difference 
between the two schools was the breadth of the curriculum. The DPEP village school 
curriculum involved four basic subjects - Ifindi, mathematics, social studies (a combination of 
history, geography and humanities) and science; whereas the model school's curriculum also 
included computing, a choice of Sanskrit or Urdu, drawing, music, English and library periods. 
In both schools children worked from the textbook and the blackboard. 

In terms of classroom pedagogy the 'drilling' (Clarke 1999) procedure was more apparent in the 
DPEP village school both in mathematics and in all other lessons, the reason being that it would 
4sit' in their heads (Sarangapani 1999; Clarke 1999), according to the teacher. Having gone 
through the questions as a class exercise, the children would write up the questions and answers 
in their textbook. In both schools the lesson work for all the lessons was written in 'rough' and 
the children were expected to write it in best for their homework. The process of learning tasks 

was thus predictable for both classes in the two schools. - 

It is possible to compare the level of motivation the case study children expressed. In the 
DPEP village school there was a sharp contrast between the case study boys and girls, thus 
Sarasvati and Rcnu were highly motivated to succeed in all learning tasks, always totally 

engaged and determined to tackle learning challenges. For Renu, the cultural and material 
resources available to her at home helped her to be able to tackle her concerns in mathematics. 
And in school she would listen, ask questions, make an attempt, discuss with the other children, 
compare, try again and evaluate her attempts to do her 'best'. Sarasvati, who was equally 
determined, had no such resource at home, although her mother's encouragement, alongside her 

teacher's high expectations, provided Sarasvati with the impetus for self-determination to self- 
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master the maths work. In the classroom she would listen, make an attempt at answering and 

understanding the question by referring to the procedure in the 'guide book' in order to master 

the mathematics. Occasionally she would discuss and compare the work with other children, 
but for the main part they came to her, assuming that she would be able to do the mathematics 

tasks. I have discussed mathematics here, since the learning tasks in the other curriculum areas 
did not pose any difficulty for the girls, as most of the other tasks were underpinned by being 

able to write clearly having understood the chapter and then memorising the answers. 

The boys showed quite different levels of determination from the girls, except for Vippin. 
Vippin was similar in the sense that he showed a strong determination to succeed, and this was 
manifested in school by the fact that he would ask and answer questions in all lessons, usually 
asking questions in areas such as computing where he fclt he needed to improve. In 

mathematics he often worked ahead of the class on the follow-up exercise. At home too he drew 

on the knowledge his eldest sister could provide, both by talking with her and reading her 

books; he would also ensure that his homework was completed every evening and took 

responsibility for his own revision planning with his father. In contrast Pravin and Suresh 

showed little motivation to succeed at learning tasks. Pravin would usually rely on peers in the 

classroom to cope with the classroom tasks or in copying up homework and would also cheat in 

the papers. Surcsh would ensure the work required was completed but showed little motivation 
to ask questions or volunteer at reading. It seems that there was a relationship between the 

children's determination to succeed and the range of strategies they adopted. Tlius, when 
children were more determined to succeed, they worked harder to develop their strategies to 
learn and drew on available resource modelled by parents, teachers, peers and siblings or other 

members of extended families. This then leads us on to ask how support was provided in 
learning contexts. 

10.31il Support in learning contexts -opportunities to learn and the quality of leaching and 

assistance 

0 Drawing on relationships and resources to gain support for opportunities to learn 

Sarasvati recognised the constraints of her opportunities in terms of a lack of material resources 

and human resources as well as the structural constraints of her caste and family's position in 

society. This lack of opportunity, coupled with her success in schooling based on her own 
ability to master new learning, made her all the more determined to continue to succeed in the 

schooling process. Renu, who showed equal determination to work, drew on all her available 
material and human resources at home and in peer relationships in order to maximise her own 
potential to learn successfully at school. In a similar way all the case study children who 
attended the model school drew on their resources at home in order to maintain their level of 
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success in certain subjects at school. Vippin in particular also drew on his relationship with his 

peers, as a competitor in all aspects of school life (including the playground) to establish 
himself within the school context. Rabia too drew on her relationship with Farzana in the 

classroom, as well as her relationship with the class teacher, in order to develop strategies for 

being able to keep up with the work required of her in mathematics, but it was to little avail and 

resulted in no success in her mathematics learning. Parvati drew on her relationship with her 

mother and other teachers to maintain a degree of success in her schoolwork. Those examples 

can be contrasted with Suresh and Pravin, who showed little determination to succeed at school 

and in particular Pravin, who took particular risks in order to avoid being within the classroom 
context. 

* Drawing on the quality of teaching and assistance to gain support in Icarning 
T'his brings us to the classroom settings themselves and to how supportive the classes were as a 
learning context. The class lessons in both schools and in both the 4th and 5th years, were 
charactcriscd by well-understood conventions and routines; strongly associated with memory- 
based classroom activities and with clear expectations from madam or the teachers which the 

children adhered to. In the DPEP village school the same teacher taught the children from the 
Ist to the 5th grade inclusively. In contrast the children in the model school were taught by 

subjcct-based teachers as they entered the different classes. As a result of being taught by 
different teachers, the case study children experienced the classroom environment differently 
from each other. Rabia for example felt extremely insecure within the classroom environment, 
could not keep up with the level of work tasks to be completed and could not cope with the level 

of understanding in mathematics. To some extent Farzana also felt a level of insecurity in 

mathematics, but with careful preparation from her parents she was able to maintain a good 
level of understanding with her work. In terms of the quality of teaching and assistance in 
learning, effective support was not consistent and this had the consequence that intellectual 

support was seen as a hindrance and threat rather than as a help or an opportunity to learn in 

Rabia's case. In contrast, Vippin's experiences of the mathematics lessons were quite different. 
Ilis relationship with the maths teacher and his peers was very positive and he would ask 
questions and work on tasks ahead of the rest of the class. Thus we see a differential access to 

assistance in learning between Vippin and the other case study children in the model school. 

The learning experiences for the eight children who have been studied were not identical. Their 
different structural positions in terms of their graded position in class, their access to resources 
outside the school, their relationships with the teachers and possibly their own gender meant 
that the contexts were experienced in different ways. The result was 'differential' access to 

289 



assistance in Icarning - in other words, equality of opportunities to learning as outcome were 
clearly different. 

Sarasvati provides an example of a child who listened and worked hard, held a position of 

responsibility as class monitor and as a result was often called upon to take the lessons so as to 

relieve the teacher when she was absent or had other pressing work to do. She was sufficiently 

self-confident, mature and successful to fulfil this role whilst at the same time mastering any 

new learning tasks using her own abilities to refer to the guide books that the school provided 
(which provided step-by-step processes in mathematics). She had the ability to understand new 
learning at the first explanation and a capacity to memorise the work easily, although she felt 

that she was disadvantaged in terms of the out-of-school resources she could call upon if she 

was anxious about her ability to achieve successful results in school. 

Rcnu provides an example of a child who Madam described as liking to 'mix with intelligent 

girls to improve herself. She would listen and work hard, would seek her teacher's and peers' 

attention if she had any doubts about how to carry out the task and would be fully absorbed in 

the task. She was sufficiently confident and relaxed with her teacher to approach her and ask 

questions. She took her school work seriously to the point where, when madam was absent for 

a number of days at the beginning of the Sth year (due to a broken bone), she telephoned her to 
find out when she would be returning to school to teach them. In her attempts to improve 

herself, she would use parental and sibling help at home as well as attend tuition classes with a 

neighbour's child who was in the same class as her. She was extremely disappointed when she 
failed to achieve first position in class, and claimed that that was her chief aim for the following 

year. 

Pravin provides a different example, one of pupil resistance (Willis 1977). He attempted to 

evade the classwork where he could and Madam found that Pravin had to be continually 

reminded to concentrate on his work and that his mind usually wandered to playing or towards 
his next distraction. She had said "if he doesn't study he can do my work'. In other words she 
decided to ensure that he held some responsibilities for her and the class, and would therefore 

run errands for madam or do "jobs' for her. 

Suresh, according to Madam, was an average student who was relatively new to the school 
having arrived in the 4th year. During the Sth year he was absent on a number of occasions and 
Madam felt he had become less interested in his schoolwork. This, as she explained, may have 

been due to family circumstances and working for his father. 
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Turning now to the case study children at the model school. 

Farzana provides an example of an extremely obedient and compliant child who, whilst able to 
'mix' with other children, took her own responsibilities for her studies seriously. Farzana. 

reduced risk as much as possible by saying very little to the teachers, to the point where a 

number of them commented about how she did not ask any questions until it was really 

necessary. However, the teachers felt that because of her parental help at home she coped very 

well with classroom tasks and was a mature pupil. 

Rabia, in contrast to Farzana, is an example of a child who was highly reliant on peers and, 

according to teachers, dependent on others and lacking in confidence. In those subjects where 

she could get help at home, such as Urdu and English, she was more confident and kept up with 
the pace of the work and enjoyed the leaning. Her problems primarily arose from mathematics 

where she felt the teacher gave no help whatsoever and would humiliate her in front of her 

peers. In fact Rabia felt so vulnerable at the thought of ridicule from peers and reprimand from 

the teacher, and after several unsuccessful attempts at getting help through tuition from her class 

teacher whom she felt more confident with, that she decided to simply copy up work. In this 

respect her strategies could be perceived as those of pupil resistance in mathematics (Willis 

1977). 

Vippin was described by his class teacher as an ideal pupil. In fact all his teachers praised him 

highly. Here was a child who was interested and enthusiastic about his learning and this showed 
itself in his classroom behaviour. He would ask questions, always had his hand up to volunteer 

answers, provide explanation in class and help others when he was asked to - especially during 

group work in computing. His peers too looked up to him and he was popular with them, both 

in the playground and within the classroom context, to the extent that he was voted as class 

monitor but relinquished the role as it caused conflict with his peers. At home too he was 

regarded as a talkative, interested, intelligent and a 'good boy', in that he understood things and 
took responsibility for his learning. 

Parvati, a happy-go-lucky little, girl enjoyed performing of all sorts and gained her confidence 

with teachers as she had been exposed to the world of teachers from a young age as she 

accompanied her mother to most places. She was considered to be an average student and saw 
herself in much the same way. She took responsibility for her school learning, asked and 

answered questions in class and always completed her work quickly, putting her books away 

and then organising a game with the girls who sat behind her and beside her. 
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For each case study pupil within the two schools, the classroom context was both the same and 
different. They were the same in that the pupils engaged in the same activities; they were 
different in that each child's experiences of the classroom were associated with their particular 

structural position, learning stance, interests, strategies, identity and home background. As 

Pollard with Filer (1996) stated, 'the way in which each child interprets the classroom setting, 

acts and learns is bound to reflect this differential positioning and to lead, in consequence, to 

differential experiences and outcomes' (p281). 

10.3iv Personal outcomes of the children's learning 

Whilst formal curricular attainments are an important contribution to long-term 
learning, they will have more impact when they also explicitly build up self- 
esteem and social status. If this occurs, a positive cycle starts to be completed 
because of the ways in which self-esteem and social status contribute, in 
formative ways, to identity, self-image and engagement in future learning 
challenges (Pollard with Filer 1996: 281) 

So Sarasvati's achievements reinforced her self-confidence and her ability to self-master new 
learning and, similarly, Farzana's achievements against the peer group with whom she 

competed, coupled with a great deal of encouragement and help at home, also reinforced her 

self-confidence. Rabia suffered from a lack of self confidence and social acceptance which led 

to a negative cycle of achievement; whilst Vippin's and Remi's determination to succeed was 

superseded by their level of confidence teachers and parents had in them in terms of their 
intellectual abilities. Parvati succeeded in her efforts to achieve at an average level and held a 
healthy sense of self-confidence, as did Suresh. This contrasts with Pravin who clearly suffered 
from a lack of self-confidence with respect to learning tasks and therefore used non-conformist 

strategies in order to achieve some sort of social acknowledgement, rather than acceptance, 
from his peers. This will have affected the quality of his learning attainment. 

Table 10.3iv summarises the way in which practices and relationships within the school settings 
informed the sense of learner identity for the children. 
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Having discussed the comparisons of the case study children, let us now turn to some of the 

patterns that occurred within the analysis of the case studies. 

10.4 Patterns, Similarities and Substantive Issues 

During the analysis of the case study material, certain issues emerged time and time again and 

those issues applied to two or more of the case studies concerned. The substantive issues that 

arose across the study can be characterised as forms of mediation. This section of the chapter 

examines those issues. Although sibling, peer group and teacher-pupil relationships arose as 

separate issues, this section has grouped them together for the purpose of explanation. The first 

recurring issue I would like to turn to is that of assessment and its expectations. 

10.4i Assessment, expectations and mediational relationships 
In the context of this study, assessment is defined as those curricular tasks that the children are 

expected to memorise for the purpose of school leaming. In this respect it was not only a 

contingent factor, subject to summative tests and papers held at different times during the year, 
but also to homework tasks. In the DPEP village school for example, for homework the 

children were expected to memorise the content of the chapters learnt in the lessons as well as 
their questions and answers. In the model school, the children were expected to memorise the 

content of chapters learrit during lessons for a weekly test on a particular subject. At the same 
time all the case study children sat for 'papers' twice a year, in September and in March, the 

March papers being termed the 'finals'. Assessment therefore was not simply a contingent 
factor that occupied the children's minds at certain times of the year but, because of its 

formative character, was a key issue that arose in concerns that all the case study children 

expressed. 

Thus, as Table 10.4(la) indicates, whilst assessment for homework and papers was a key 

concern for all the case study children, we can see that there were differences in term of the 

degree of concern. Thus we find that Vippin, Farzana, Renu and Sarasvati expressed strong 

concern for high achievement in texts and papers. In contrast Pravin, Suresh and Parvati 

expressed a weak concern for high achievement in tests and papers, whilst Rabia expressed a 

medium concern for high achievement, although this was expressed verbally rather than in her 

actions and there was a constant struggle for her to reconcile her self-expectations and 

achievement. 
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These three categories of children's concern toward their approaches to homework tests and 

papers indicated an aspect of their identity as learners. That is, Vippin, Farzana, Renu and 
Sarasvati were all high achievers in tests and papers, and clearly their concern reflected their 

determination to continue on those lines and moreover to compete to be the best. One can refer 

to that category as the competitors. Suresh and Parvati were average achievers and their 

concern reflected a sense of satisfaction on their part that was free from some of the pressures 

that accompanied the determination to be the best. One can call this category the contented. 
Finally there was Rabia who struggled in vain to fulfil her self-expectations, and Pravin, who 

simply cheated to achieve passes in tests and papers. One can call this category the resisters. 
Now one needs to consider what sorts of mediational relationships informed this sense of 
identity towards assessment concerns in learning. Again it is possible to identify certain 

patterns in the mediational relationships. Extrapolated from Table 10.4(lb) are four kinds of 

relationships that mediated understanding and preparation for tests and papers. These were 

relationships with parents, teachers, peers and siblings. 
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If we turn to examine which of the case study children used which relationship as a source of 

mediation, we find that: 

The 'competitors' all used their parents as sources of help to achieve their expectations, 

although where there was no educated parent within the competitors, as in the case of 
Sarasvati, then the teacher and textbook become a crucial source of understanding. Parvati, 

though not a competitor, used her mother as a source of help, but only to the same extent as 

the competitors. She was largely self-reliant. Competitors also used teachers as well as 

parents in order to achieve their level of self-expectation, and where there were educated 

older siblings, they also referred to them for help. The point is that those children who were 

competitors ensured that they used as much adult educated help as they could in order to 

achieve their potential. 

9 The contented tended to be self-sufficient and not rely on any additional help from 

mediational sources in tenns of adult help with schoolwork. 

0 Resisters tended to rely on peers in order to achieve their self-expectations or to fulfil the 

requirements of the assessment situation. 

10.4ii Mediating mathematics 
A further substantive issue that arose in the data was that of the children's concern for 

achievement in mathematics above all subjects. When asked about the area of mathematics, the 

case study children tended to regard the subject as the one where they needed help on some 

occasions, and a subject that could not simply be memorised by writing. Concern for 

mathematics was evident among all the case study children. They differed in their concerns 
from a strong concern to a weak concern (see table 10.4(la)). Thus, Renu, Sarasvati, Rabia, 

Vippin and Farzana showed a strong concern for achievement in mathematics. Now all of those 

children, aside from Rabia, were the competitors in the preceding section within the context of 

assessment. In the area of assessment Rabia was a resister, determined to invert the 

expectations of her. However, although she showed a strong level of concern for her 

achievement in mathematics, she could not be described as a competitor, but rather once again a 

resister. Suresh and Parvati remained in the category of the contented, in which they were fairly 

satisfied with their achievement in mathematics. Pravin too remained a resister in this context, 

relying heavily on others rather than himself to achieve in mathematics, but wanting others to 

see that he was able in mathematics. 'Relying on others' refers to the relationships the children 
became involved in, so that peers could mediate the mathematics leaming that the children did 

not understand. In this respect there were again certain patterns of relationships. Of the four 

competitors, two of them relied on parents to explain the maths they did not understand. This 
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was the case with Farzana and Vippin, with Farzana asking her father more frequently to 

explain her mathematics to her. Vippin would only ask his father on a few occasions and in 

preparation for exams. Interestingly, in both cases it was the father they would go to 

specifically for help in mathematics. The two other competitors were Sarasvati and Renu. 

Sarasvati's father had only been educated up to the 3rd grade, so Sarasvati rarely approached 
him for help in mathematics and therefore relied very heavily on her own abilities to master the 

mathematics - this involved reading the procedures from different exemplar questions in the 

'guidebook'. Renu's parents were educated up to the 8th grade and, although her mother and 

sister would help her to revise her maths in preparation for the papers, both Renu and her elder 

sister attended maths lessons with an outside tutor to improve their abilities. Their father was 

unable to help them a great deal as he was usually working up until late in the evenings. 
Competitors thus also used teachers as a source of help in mathematics. In Renu's case the 

teacher's influence extended outside that at school. Sarasvati's parents were unable to afford to 

send Sarasvati to a tutor, despite Sarasvati's resistance to this decision, therefore Sarasvati again 

ensured that she followed and listened very carefully to Madam's explanations. Sarasvati rarely 

asked questions however, and resorted to trying to understand from the guidebook and 
interacting with other girls to understand the mathematics. Interacting with other girls in groups 
to understand the mathematics was another strategy used by Renu. Vippin on the other hand, 

like Farzana and as a competitor, did not consult with peers for their understanding of 

mathematics but rather relied on adult explanations, from the teacher and their respective fathers 

but primarily from the latter. Rabia presented an exceptional case when it came to the area of 

peer and teacher relationships and mathematics, and this is an issue concerned with differences 

in approaches to learning depending on the social context. Thus, although a resister in other 
learning contexts, she was in mathematics on the surface a non-resister, in that she seemed to 

have a strong desire to do well in her mathematics. This was shown in the fact that she had also 

attended tuition classes with her class teacher and had informed the maths teacher that she did 

not understand the work in maths on one occasion when asked. However, her decision to stop 

attending tuition, to simply copy up the necessary work from her peers, primarily Farzana, and 

the fact that she blamed her lack of parental help in mathematics as a cause of her failure, were 

all examples of resistance to taking responsibility for her learning in mathematics. In particular 
it was her relationship with peers that was a key issue in maintaining a level of conformity to 

the requirements of the mathematics tasks in school. 

Figure 10.4ii represents the categories of children's approaches to 'assessment' and to 

mathematics through mediational relationships: 
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Table 10.4ii: Categories of children's approaches to 'assessment' and to mathematics 
through mediational relationships: 

Competitors The contented Resisters 
" use as much adult help as 9 self-sufficient Reliant on peers 

possible: parents, teachers, 
tutors 

" rarely consult peers, prefer 
adult and text explanations 

" if adult help is unavailable 
use of- 

a) self-sufficiency and mastery 
from textbooks 

b) listening and watching the 
teacher very carefully in lessons 
Vippin Suresh Pravin 
Farzana Parvati Rabia (unsuccessful attempts to 
Renu use strategies of competitors in 
Sarasvati mathematics) 

(See page 300 for description of categories in'lable m4n) 

The next section of this chapter returns to the selective themes that were identified for each 

child in the preceding case study stories. 

10.5 Key Themes, Settings, Concepts and the Case Study Children 

The case study stories identified. certain themes that were particular influences to each child's 

approach to learning. The key themes that were selected for each case study story were as 

follows: 
Child Key themes 

_ Sarasvati Family, community, the teacher and school learning 
_ Pravin Peer Groups, strategic adaptations and school 

learning 
Renu Family, peers, the teacher and school learning 
Suresh Family relationships -compliance and independence 

_ Farzana Family: Resources, Support and Significant Others 
Parvati Family - mother and teachers 

- Rabia Peers relationships as strategy and constraint 
Vippin Family Relationships and learning 

10.51. Sarasvati: family, community, the teacher and school learning - resistance with 

conformity at school, resistance as non-conformist at home (in context). 
Accordingly, within the context of the family occurred Sarasvati's relationships with parents 

and siblings at home and the subsequent activities of which those relationships were a part. 

Those relationships were located within a wider context of two communities; first, the area that 

she inhabited and second, which was to some extent more influential in Sarasvati's perception 

of her 'self', one in which her sense of belonging lay in her caste, gender, economic 

circumstance and her family's village in Uttar Pradesh. In this respect Sarasvati was a part of 
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two communities, which informed her experiences and identity as a person of constraints within 

a family and societal context. Part of that societal context was the school and classroom 

environment. 

Sarasvati's knowledge of her constraints outside of the school and classroom had a direct 

relationship on her identity as a learner within the school context. Sarasvati was able to 

positively construct this relationship through her relationship with the teacher, who in turn 

informed her relationships with her peers and her approaches to learning in school. This 

construction, although positive, occurred within a wider perception of 'resistance' to the 

constraints of family and community circumstances. Thus, when speaking of research in 

England, Gillborn (1990) when discussing gender and ethnicity referred to the work of Fuller 

(1980) and Mac an Ghaill (1988,1989) and stated: 

The girls' desire to prove their worth and to have some element of independence 
and control over their lives led them to value academic success as a means to an 
end. Fuller described the girls as 'pro-education' but not 'pro-school' where the 
latter is taken to provide a high degree of conformity with the official goals and 
values of the institution (cf Lacey, Ball, 1981; Hammersley) ... Mac an Ghaill 
has described a group ... of Asian young women who responded in much the 
same way as Fuller's girls ... resistance was carefully measured so as to avoid 
conflict with teachers ... Fuller's girls recognised the importance of teacher- 
pupil relations in as much as they carefully managed their interactions with staff 
(Gillborn 1990: 67) 

Sarasvati's identity as a learner can thus be located within a culture of resistance in response to 

her social and economic circumstances. This resistance was characterised by a high degree of 

conformity in school and some non-conformity in the home environment. Sarasvati conformed 
in the school environment by continuing to compete and to retain her first rank position in class 

and her associated role as class monitor, both of which she retained from the outset of her 

school career. Her reasons for conforming were that she saw the value of education as a means 

to an end. However this is set within a concept of resistance in respect of the fact that she was 
highly cynical towards the school's system of operation in terms of how they responded to 

helping those girls who were from schedule caste communities and the attitudes of non-schedule 

caste children such as her 'friend' Renu to her caste. Her sense of identity in terms of her caste, 

gender and economic circumstance was rooted in her knowledge of, and experiences within the 

family and community context. And whilst the analysis of Sarasvati identifies her as expressing 

resistance to conformity within the school environment, at home she acted with an expression of 

resistance as non-conformist. Her non-conformist behaviour at home was informed by her 

perception of her academic abilities within a school environment, which in turn had been 

informed by her attainment in exams, her teacher's perception of her intelligence, her peers' 
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perception of her intelligence and indeed her parental perceptions of her intelligence. Sarasvati's 

non-conformist resistance was illustrated in her reluctance to do any household chores, her 

reluctance to part with her savings, and her verbal challenges towards her mother with respect to 

allowing her to be given tuition in mathematics (as her brother had been given) in order for her 

to gain a degree of equality of opportunity of outcome when competing at school to retain her 

first rank position in class. 

10.5iL Pravin: Peer groups, strategic adaptations and school learning - resistance as non- 

conformist with peers, reliance on peers, resistance with conformity with adults 
Pravin's use of peer group relationships to strategically adapt to the requirements of the 

classroom situation may also be explained within a concept of resistance. However, this culture 

of resistance can be characterised as non-conformist within the school and classroom context: it 

was non-conformist in the way that Pravin was able to redefine what was required of him in the 

classroom. In his approaches to learning in school, Pravin would both strategically adapt his 

relationships with his teacher and use his relationships with his peers in order to define his own 

status in the school and classroom situation. 

He was able to do this in two ways, first by 'escaping' from the requirements of classroom tasks 

through a system of errand running for the class teacher, and second, by 'taking risks'. It is the 

issue of 'risk taking' where peer group interaction was crucial to Pravin's ability to cope with 

classroom tasks. In language-based activities Pravin's risk taking using peers took the form of 

copying the required work from his friend, or in group situations passing a 'crib sheet' with the 

answers written upon it, the latter approach also being used to cheat in the papers. Pravin's risk 

taking within peer group interaction extended to the realms of disruptive behaviour with other 

children when the teacher was out of the classroom. It was in the context of mathematics-based 

activities that Pravin tried to use his peer group interactions in more positive ways towards his 

approach to learning. Rather than cheat or copy he would try to become more involved in 

attempting to successfully solve the maths problems, particularly when working with his friend 

Vijay. However, his attempts to be taken seriously were often negotiated with his peers' (who 

included Vijay) perception of him as 'not being very bright'. For the main part however, 

Pravin's key social influence in his approaches to learning was his peers and this occurred 

within a form of resistance to school and classroom tasks with a high degree of non-conformity, 

whilst at the same time acting with conformity towards his relationship with the teacher as a 
figure of adult authority. 

This degree of conformity was also observed in the presence of adults within his home 

environment, where he would say very little but often then leave the home situation and be out 
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playing with peers. Within the out-of-school environment his activities mainly revolved around 
his peers, according to his family. There was very little space to sit in the room which was the 

homestead, and male adults were usually out of the homestead area working; those adults who 

were present were females who were involved in child-rearing or domestic chores. There were 

no strong friendships apparent outside of the school; instead, Pravin's behaviour can be 

characterised as more 'street-wise' where he would stop and chat to vendors in the village. What 

was observed was a high degree of freedom outside the homestead where he lived, so that for 

much of the time he was left to his own resources to do what he wanted to do. His behaviour at 

school can be seen to be characterised as his struggle to be able to retain that sense of freedom 

from adult requirements, and he negotiated those requirements through the use of his peer group 

relationships. 

10.5iiiRenu: family, peers, the teacher and school learning -compliance with adults, 

resistance with peers /children 

In the case of Renu, the interaction of three elements was selected to illustrate the social 
influences upon her approaches to learning. They were the family, peer group relationships and 
her relationship with the teacher. Those three elements can be located within'a wider concept of 

compliance towards school learning and with adults in the home environment, and resistance 

towards peers at school and children of her own age within the home environment. 

Renu acted in ways to show her compliance towards school learning both in the school and 
home environment by taking responsibility in her approaches to learning. Thus she would 

ensure that her behaviour at school was such that she always did what Madam expected and 

advised, often quoting her advice in conversations about how to tackle school tasks. For 

example, she would quote Madam's advice in how to be able to ensure that mathematics was 

understood. She also ensured that she tried to the work required at school by herself, again 

quoting Madam's advice. In mathematics this was not always possible for her and in those 

situations she would rely on group work support with peers in order to help her to understand 

the work. At home she ensured that she was thoroughly prepared for work that was to be 

revised for school, and used resources which were both material and human, that were available 

to her. Thus she would ask her mother and older sister for help in revision and when her elder 

sister began tuition classes in mathematics, Renu also requested her parents that she might have 

permission to go. In this way Renu tried to ensure that she would maximise her chances of 

equality of outcome in terms of her attainment in school, which was her main aim and one that 

that motivated her towards her approaches in learning. Why then was she motivated to 'be no 
less than anyone else' as she claimed? It seemed that much of this influence might have also 

come from the home. High parental expectations, a perception of Renu as an intelligent child 
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and the social and material status of the family, may explain her strong desire to attain first rank 
in class. It was not a question of seeing the value of education as a means to an end since, as 
Renu explained, unlike women of the west, females were not expected to enter the labour 

market after they were married. Indeed, within Renu's family all of the women were 
housewives and mothers, although her mother occasionally helped her father at one of the 

family shops. 

Renu's resistance towards peers occurred both in the classroom and with children of her own 

age within the family. She demonstrated this resistance by distancing herself from pupils at 

school who were not considered intelligent. At the same time, if she was able to tackle school 

tasks successfully by herself, she would distance herself from those pupils whom she considered 

more intelligent than herself, a prime example being Sarasvati, who always attained first rank in 

class. She acted in this way once again to maximise her chances of being seen as no less than 

other students were in the class. This desire to be seen as one of the best, was also manifest in 

her actions and conversations towards the children in her own family and towards neighbours' 

children who occasionally came to the house. Thus conversations with her cousin of a similar 

age or with her elder sister were often argumentative, showing a strong desire to show that she 

was right. And with younger siblings and a neighbour's child who was younger than her, she 

would take the role of 'teacher', teaching them their mathematics and telling them off if they 

repeatedly did not do the task in the way she had explained it. Again this 'resistance' towards 

peers and other children can be explained by Renu's strong desire to be seen and treated as 

someone who is intelligent; for her status to be recognised, and can also explain her deep 

disappointment when she failed to attain first rank in class in the 4th and successive 5th year. 
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10.5iv. Suresh: family relationships -compliance and independence 

The key theme that was used to illustrate the social influences upon Suresh's approaches to 
learning, was concerned with family relationships with a focus on compliance and independence 

towards school learning. Analysis of data concerning Suresh showed a strong relationship to 

social context and time. Where Suresh's data were different from the other case studies was in 

the fact that his approaches towards school learning changed in the transition from the 4th to the 

5th year, and this was as a result of resistance towards peer relationships. Thus in the 4th year 
Suresh acted in ways that were compliant with the requirements of the classroom situation. 
This included getting on with the tasks that were set and also working and chatting with peers 

within groups or pair situations. During the 5th year, however, his teacher pointed out that his 

mind was not so much on his work and she explained that this was possibly due to the fact that 
he was helping his father in his shop. The data revealed that during the Sth year Suresh acted in 

ways that were resistance to peer group interaction. In this respect he would often be found 

sitting alone, distancing himself from his peers, avoiding confrontational situations when they 

arose unless they involved defending any offence that was directed at his family and, when it 

came to the requirements of the classroom task, he would work independently. There were two 

reasons why he behaved with resistance towards peer interaction in the 5th year and began to 
become independent in classroom situations with less of an interest in his school learning, 

although still compliant in the sense that he completed classroom tasks that were required of 
him. The first was a response to his experiences with other boys in the class, particularly Pravin 

whom he claimed had been hitting him for no reason at all. As a result his mother had advised 
him to stay out of trouble, not to argue with the other boys and to get on with his own work. 
Suresh began to take a cynical attitude towards his peers, claiming that they only talked to him 

when they wanted help with their work. At around the same time, Suresh began to spend more 
time helping his father at work, minding the shop and collecting medicines for him, so the 

second reason was as a response to parental requirements in the work situation. The fact that 

Suresb's father had low expectations of his son in terms of his ability to tackle academic work 

and felt he was more suited to 'technical' work may also have redirected Suresb's motivations 
in the search for greater parental approval. 

10.5v Farzana: family: resources, support and significant others -resistance as conformist in 

the school environment 
An in-depth analysis of data concerning Farzana suggested that within her family background 

lay a culture of resistance as conformist towards school learning. Thus Farzana acted in ways 
that were conformist to school learning in much the same way as Sarasvati, by ensuring that she 

continued to compete to retain her first position in class. Where she differed from Sarasvati was 
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in the fact that it was not her relationships with her teachers that helped to mediate that 

competitive position, but the resources at home that were available to her. Those resources 

were primarily human in that her parents were highly educated, and helped their children in an 

atmosphere of encouragement, interest and knowledge. They also provided for material 

resources such as books, newspapers and educational visits. The reason that Farzana acted in 

ways that were conformist to the requirements of school was that, like Sarasvati, she saw the 

value of education as a means to an end and this insight lay in the biography of her parents, who 

were from a social group (the Meo's) of whom the ma ority had not progressed educationally. 
However Farzana's actions as conformist lay within a culture of resistance. This was evident in 

two ways. First, her parents were critical of the school's provisions for educating their child in 

terms of the quality of education available to them. At the same time they had decided not to 

complain to the school, for fear of being seen as over-demanding parents. They had reconciled 
this short-term dissatisfaction with a long-term view of sending Farzana outside the realms of 

the Mewat area to one of the nearby cities, so that her chances of equality of outcome would be 

maximised, in order for her to compete with higher level examinations and therefore attain high 

status employment. Farzana herself acted in ways that suggested a culture of resistance as 

conformist. First, like Sarasvati, Farzana was very much aware of the educational inequalities 

that existed towards females from her community and how her mother had fought hard against 

those inequalities of opportunity, and to some extent realised that she would have to work hard 

to attain success in her own education. Second, when Farzana was asked on several occasions 

about different peers in her class, she would refuse to reveal her perception of those peers whose 

parents were teachers. Her parents explained that this was because Farzana felt that those 

children were in an advantageous position in terms of being given access to relevant assessment 

and syllabus requirements. This perception of unfairness resulted in a considerable amount of 

anxiety on Farzana! s part when it came to her concern for competing for first rank in class. 
However, the fact that resources, encouragement and advice were available to her at home 

within the context of family relationships, helped to redress the balance. 

10.5vi Parvati: family. - mother and teachers -compliance in school learning, resistance to 

peers in classroom Peers (in context) 
Parvati's case study analysis revealed similarities to both Renu and Suresh in that she was 

compliant towards school leaming, but to some degree resistant towards peers in school. She 

demonstrated her compliance towards school learning by ensuring that the work that was 

required of her at school was always completed and tacked on her own with a degree of success. 
Her teachers felt that much of her abilities to cope with the work were due to the fact that her 

mother, who was a teacher, expected her to take responsibility for her work. In turn Parvati's 

mother perceived Parvati as self-reliant rather than dependent when it came to schoolwork. The 

308 



fact that Parvati's mother was a teacher in the same school provided Parvati with a strong 
degree of confidence when approaching teachers, so that if she was experiencing any difficulty 

in understanding the required task in class, she would have no hesitation in informing the 

teachers. In this respect she had relaxed relationships with the teachers compared to the other 

case study children. Her mother's role as a teacher also provided her with access to extra- 

curricular activities, giving her an extra sense of confidence, opportunities and interest within 

the performing arts unlike the other case study children. Because there were these differences 

between her and the other children, she did seem to distance herself to some extent from her 

peers when it came to school work, and this comment was also made by her teachers. In this 

respect she would complete her classroom tasks by herself, helping no-one and not expecting 
help from others. So when it came to classroom tasks, she showed resistance to peers and was 
highly cynical of those children who depended on others for help in class. However, when the 

social context changed to non-classroom activities such as games and playing, Parvati acted in 

sociable ways although she would always take on the role of the 'teacher' in terms of organising 

the game or activity, taking on a leadership role. Thus the influence of her mother as a 'teacher' 

was also manifest in Parvati's play activities. 

10.5vii Rabia: peer group relationships as strategy and constraint -resistance as non- 

conformist in school environments (in context) 
Rabia's approach to school learning with particular reference to mathematics can be explained 

within a concept of resistance as non-conformist. It was not that Rabia was motivated to act in 

ways that were non-conformist, but that she was unable to conform to the requirements of the 

classroom tasks in mathematics learning. Her strategy then was to redefine her approach to 

learning with the use of peer groups and tutoring, both of which had little positive reward in 

terms of outcome and her understanding of mathematics. After several unsuccessful attempts at 

using teachers both outside school and within lessons to help her understand her mathematics, 
Rabia increasingly began to act in non-conformist ways using peers, primarily Farzana. Rabia 

would therefore spend the entire lesson copying Farzana's mathematics or catching up on the 

previous day's mathematics by copying her work or repeatedly asking Farzana or another child 

what to do. She resorted to this level of dependency in order to fulfil the basic requirements of 

the teacher, namely to ensure that the work was written up in her exercise book, and regrettably 

not because she could understand the work. Her relationship with peers who did not help her 

with mathematics was one of resistance, where she decided not to tell them if she did not 

understand the mathematics for fear of the ridicule that she had experienced on earlier 

occasions. Rabia was aware of her level of dependency towards Farzana and attempted to take 

control of the situation by approaching teachers for help. However, experiences of reprimand 

subsequently led to a resistance to approaching teachers when it came to school learning in 
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mathematics, and this was shown in her cynical remarks towards the teachers, primarily because 

she had experienced constant reprimand and felt a lack of co-operation from the teachers whom 
she had previously approached for help. 

Although the analysis has highlighted peer group relationships as a key theme to understanding 
Rabia's influences on her approaches to learning in mathematics, it must be made clear that 

these relationships only became important as a response to first, being unable to get help in 

mathematics at home, and second, being unable to conform with the demands of classroom 

mathematics. In other subjects, particularly those of Urdu and English, Rabia was able to use 
the resources available at home and in those social contexts her sense of self and subsequent 
identity as a learner was one of confidence with a strong sense of self-esteem with resulting 

good attainment results in papers. 

10.5 viii Vippin: family relationships and learning -conformity with resistance (in context) 
in the same way as Sarasvati and Farzana, Vippin's approach to learning at school can be 

conceptualised as conformist, within a culture of resistance. He showed his conformity by 

acting in ways that would ensure that he would attain good marks in school and competing for 

top rank. He was highly motivated to act in those ways because he saw the value of education 

as a means to an end, and this was primarily because of the success his eldest sister had 

experienced through working hard and competing within the education system. Thus Vippin 

ultimately harboured ambitions to attain a professional job and in this respect his eldest sister 

acted as a strong role model for educational success. This approach to learning occurred within 

a wider concept of resistance. His resistance was shown in his attitude towards the assessment 

system at school which both his eldest sibling, his father and Vippin believed worked on the 

basis of favouritism within school. The family's attitude was therefore cynical towards the 

school system of assessment but they had reconciled this with the view that assessment in the 

final year of school would be based on externally marked examinations which would ensure a 
degree of equality of outcome. In order to maximise the chances of equality of outcome, 
Vippin's father had tutored all of his children and helped them to plan revision timetables in the 

weeks preceding the exam papers. 

Table 10.5 summarises the patterns of behaviour representing strategic actions adopted by the 

case study children across in school and out of school settings 
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10.6 Strategic Actions Influencing Approaches to Learning in Different Fields of 
Interaction 

Table 10.6 illustrates how the concepts identified as strategic actions influencing the children's 

approaches to learning in school can be located in different settings (or fields of interaction). 

Whilst the main settings remain as the family, school and peers; I have also included settings 
from Corsaro's fields of interaction that were relevant to these children's lives. 
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Table 10.6: Fields of Interaction (settings), strategies and relationships guiding children's 
approaches to learning: 

Sarasvati Compliance Reliance Resistance Resistance 
with 
Conformity 

Unable to 
conform 

Family x x 
Community x 
Peers x 
Educational x 
Pravin Compliance Reliance Resistance Res. with con. Unable con. 
Family X (A) 
Community x 
Peers x 
Educational x X (ch) X (A) 
Renu Compliance Reliance Resistance Res. with con. 

. 
Unable con 

Family X (A) X (ch) 
Community x 
Peers x 
Educational x 
Suresh Compliance Reliance Resistance Res. with con. Unable con 
Family x 
Community x 
Peers x x 
Educational x 
Occupational x 
Farzana Compliance Reliance Resistance Res. with con. Unable con 
Family x 
Peers x 
Educational x 
Parvatl Compliance Reliance Resistance Res. with con. Unable con 
Family x 
Community x 
Educational x 
Peers x x 
Religious x 
Rabia Compliance Reliance Resistance Res. with con Unable con 
Family x 
Community x 
Peers x 
Educational x x x 
Vippin Compliance Reliance Resistance Res. with con Unable con 
Family x 
Community x 
Peers x 
Educational X 
Religious x 
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If the children were unable to conform to the demands of the classroom tasks and if there was 
no assistance from the home, then the children began to rely on peers. In only one exceptional 

case was the teacher of greater significance than the peers, and that was in the case of Sarasvati, 

where there was no educational support at home but there did exist encouragement and a strong 

sense of belief in her abilities at home, and this was supported by the teacher at school. 

Table 10.6 highlights two particular issues, context and adult-child power relationships. For 

example in the educational setting, Rabia was compliant, resistant and unable to confonn 
depending on the learning task. In Urdu she was able to be compliant, however in mathematics 

she was unable to confonn and displayed strategies of resistance. Similarly, Parvati was 

compliant with peers during non-lesson activities, for example when playing games, but showed 

characteristics of resistance with conformity in the context of classroom leaming tasks. With 

respect to adult-child power relationships, for example, Pravin was compliant in the presence of 

adult family members and showed resistance but with conformity in the presence of Madam. 

This was contrasted in his interactions with peers, when he was both resistant and reliant. 

The concern for context is important with regard to implications when using the concept of 

mediation in the wider understanding of the process of socialisation. Mercer (1995) argued that 

whilst it is not possible to compare how effective one source of mediation (in terms of the use of 
language) is in guiding how knowledge is constructed, it is necessary to understand the 

mediational situations in contexts of settings and relationships. The supportive or lack of 

supportive context within the home and the strategies used to support the construction of 
knowledge, values and skills will be quite different from those available to the teacher in the 

classroom setting of in excess of thirty pupils. 

10.6i Dimensions ofstrategic action and the Orb Web model 
As an analytic device, constructed at a level of abstraction, the strategic actions influencing 

children's approaches to learning can be applied to any particular child and setting. This section 

applies the dimensions of strategic action to one of the children to demonstrate its use as an 

analytic device within Corsaro's Orb Web model as part of the socialisation process. It goes on 
to show that as one travels around the Orb Web model, each child carries their pyramid of 

strategic choice within different social settings, so that a child adopts a particular social strategy 
for different fields of interaction. This clearly holds implications for the mediational process. 
Figure 10.6 (1 a) represents the Pyramid of Strategic Action: 
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Taking case study examples, it is possible to illustrate how this process occurred. 

Considering the case study example of Sarasvati, the fields of interaction her life revolved 

around were the family, community and education. 

Within the family, Sarasvati adopted strategies that were both compliant and resistant in her 

relationships and activities with parents and siblings. Particular sources of conflict lay in the 

mismatch between her own educational aspirations and needs and the financial constraints and 

priorities within the family. So within the family field activities and relationships where she 

adopted a position of compliance lay in her relationship with her father, her relationship and 

activities with her younger brother, the shared activities of maintaining the homestead such as 

re-surfacing the floor, collecting wood for fuel, preparing dung pats for fuel and buying 

groceries. These activities were undertaken with her sister Shabana who was a year younger, 

and with her mother. 

Those activities and relationships where she adopted a position of resistance were with her 

mother, eldest brother and sister Shabana. They included disputes over where her mother 

allocated money for tuition fees to be paid - and this was for her younger brother; those 

activities where Shabana needed help with her learning and Sarasvati refused to help her; and 

conversations with her eldest brother where she would try to compete with his knowledge of 
different situations. In this respect the areas where Sarasvati adopted a position of resistance 

related strongly to her identity as a learner, which to a large extent had been gained through her 

successes at school learning which was reinforced through her praiseworthy perceptions of her 

abilities from her parents. 

Within the family field Sarasvati moved through a series of age-related sibling cultures as well 

as with the adult world which yielded her knowledge about her economic circumstances, her 

knowledge about her home village, her caste, the education system and the treatment of the state 

and society towards such groups. Her siblings were of early years at school (private) pre- 

adolescent, adolescent and her parents were adults. Now according to Corsaro, as a child 

progresses through the various ages s/he weaves their 'cultural' knowledge on the basis of 
interaction with peer cultures of that age and carries this 'cultural knowledge with them as they 

progress in life'. However Corsaro does not take into account the fact that a child may belong to 

one age group culture but may spin their own web on the basis of interaction with sibling 

cultures of many ages. In this respect her knowledge and indeed cynicism of politics, 

economics, caste, gender and society's and the education system's treatment of those social 

groups was yielded through her interactions with the adult and adolescent members of her 
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family, and not by direct interactions within those fields. So that knowledge which, according 

to Corsaro, would be gained in the political, religious and cultural field, was not yielded through 

being in those fields but gained within the family field. It is therefore possible to gain 
knowledge about other social settings without interacting in those settings. 

At the same time, given her success within the schooling system, she had a strong desire to 

maintain her success at school. Thus as Sarasvati moves across the series of sibling cultures 

within the family field, adopting both strategies of compliance with respect to non-pupil identity 

activities and resistance with respect to pupil identity activities, she goes on to move around the 

web where, within the educational field, she adopts a position of conformity with tacit 

resistance with her relationships with her peers at the pre-adolescent stage and with her teacher. 

That position in her approach to leaming was based both on her experiences within the 

schooling system - for example, her friend Renu's treatment of children who were of schedule 

caste, her experience of financial and material incentives for schedule caste to attend school on a 
daily basis, her success at school but also from those beliefs and values gained within the home 

environment, and a strong desire to maintain a level of status at school given her identity as a 
leamer. 

Moving back along the spiral from the family field to the community field, we find that 

Sarasvati adopts a similar strategy that she adopts in the educational field in her interactions 

with members of her neighboring community, that is, compliant but with a quiet resistance and 

cynicism towards for example their perceptions of her caste, which she had gained through her 

knowledge and experiences within the family. 

An illustration of the process is presented in Figure 10.6 (1 b) using the case of Sarasvati. 
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Having examined the process by which a child makes strategic choices in the setting, what 

remains to be explained is how the process is not an individual activity but a collective activity, 

which involves language and cultural routines. 

10.7 Collective Actions in the Socialisation Process - the Place of Language and 
Cultural Routines as Processes of Mediation 

Interpretive theorists (Bruner 1986; Cicoural 1974; Corsaro 1988,1997; Wertsch 1989) 

maintain that childhood socialisation is a collective process, where it is 'not just that the child 

must make his/her knowledge their own, but that s/he must make it their own in a community of 
those who share his/her sense of belonging to a culture' (Bruner 1986: 127). The interpretive 

approach views learning as reproductive and collective rather than linear and private or 
individual (as in behaviourist or constructivist approaches). 

10.7i Collective actions and learning by beingpart ofadult, peer and sibling cultures 
This section examines the ways in which children's collective actions (via cultural routines) in 

family life involved them becoming members of both adult, sibling and peer cultures, which in 

turn informed the kinds of information that they were learning about in family life. it uses the 

case studies of Farzana and Sarasvati as examples. Table 10.7 represents comparisons in terms 

of the fields of interaction (or settings) and the cultural information yielded for the case study 

children. 
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Table 10.7: A comparison of Cultural Information from fields of interaction for the 
case study children: 

Cultural Informa tion from Field s 
Child Family Community Educational Religious Occupationa 

Farzana Religion Curriculum 
Schoolwork and 
Art and craft assessment 
Learning with 
siblings; 
politics f 
gender and 
religious 
communities 

Parvati Religion Dance/drama Curriculum Religious 
Drama Religious and sites 
Some rituals/celebra assessment 
schoolwork tions 
Brother/sister Cultural 
relationships celebrations 

Rabia Religion Games Curriculum 
Some and 
schoolwork assessment 
Art 

Vippin Religion Sports Curriculum Religious 
Learning and sites 
from siblings assessment 
Brother/sister 
relationships 
Some 
schoolwork 
Politics of 
religious 
communities 
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Table 10.7: A Comparison of Cultural Information from Fields of Interaction for the 
Case Study Children: 

Cultural Information from Fiel ds 
Child Family Community Educational Religious Occupat- 

ional 
Sarasvati Religion Religious Curriculum 

Helping rituals/celebra and 
younger tions assessment 
siblings Cultural 
Household celebrations 
maintenance Role play 
Economics games 
Home village 
Politics of 
gender/caste 

Pravin Religion street Curriculum 
Home knowledge and 
village; assessment 
politics of 
caste 

Renu. Religion Tutoring Curriculum 
School work facilities and 
Politics of Economics assessment 
gender and Home village 

Suresh Religion Curriculum Father's 
Father's and occupation 
occupation assessment 
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* At home Farzana learns bow to be a good student through collective actions 
Farzana would play games with her siblings and father - they included crosswords, pencil and 
paper games with scores, and sporting activities such as badminton. When alone with her 

siblings they would all be involved in colouring and craft activities. She would also share her 
daily religious lesson with her sister where they both learrit how to read Arabic and gain an 

understanding of their religion with the 'Molvi' (Islamic priest). The daily evening rituals of 

completing homework, revising alongside their Father, the lessons learnt in school, whilst 
younger siblings would practise their multiplication tables and their English alphabets with both 

parents, were all examples of Farzana's membership into a sibling learning culture within the 
family. Her everyday conversations with her parents were related to concerns and successes 
about her schoolwork. Thus Farzana was learning along with her siblings about a child's social 
world, which was one as a student, and that in particular she belonged to that social group and, 
in turn, that adult culture held those expectations of her. So being a child for Farzana was about 
learning those adult expectations as well as attempting to fulfil those expectations of being a 
good student. This was able to become part of this process through her interactions with adults 
in her family and her siblings. In school this became manifest as she: 

a) shared her concerns for achieving good results with her peers as they revised and tested 

each other during revision sessions; and 
b) attempted to gain control by maintaining a 'secret' record of peer group test results. 

* At home Sarasvati learns how to be good at 'managing' through collective actions 
Sarasvati's conversations with her mother reflected her own concerns about her schoolwork, her 

interest and knowledge about her home village and the family's concern and implications of 
having so little money. In this way Sarasvati was again learning about the adults in her social 

world, a female of low caste with limited financial means, and the kinds of struggles that needed 

to be coped with, in order to manage living within one's means. Education for Sarasvati was a 

means to master the dominant culture. So being a child for Sarasvati was about learning about 

the adult world that she belonged to, through her collective interactions with her family, which 
in turn determined the way she approached collective activities in school as a student 
'managing' her peers. Her relationships with peers therefore demonstrated how she attempted 

to gain control and assert her identity as a learner whilst at the same time being characterised by 

'sharing' her abilities in helping other children who were unable to master the classroom work. 
Her motivations (to maintain first rank and status within the classroom situation) were shaped 
by a desire to master the dominant cultural values of Indian adult society and a knowledge of 
her existing social and cultural circumstances. For Sarasvati the effect was for her to take an 

active role in the management of her learning - producing a child who was able to take 

responsibility for her own learning, create situations and activities from which to learn, who had 
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a highly developed capacity for taking initiative and sustaining personal motivation (adapted 

from Paradise 1993). 

10.7ii Collective actions and variance between the DPEP and model school case study 

children 
A clear pattern of variance in terms of collective actions and cultural routines emerged between 

the case study children who attended the DPEP village school that Sarasvati attended, compared 

to those who attended the model school that Farzana attended. Those children who attended the 

DPEP village school and were of limited financial means (Sarasvati, Pravin and Suresh), 

participated in everyday family or community activities which were not related to concerns with 
being a 'student'. Thus in Suresh's case, the cultural routines around which his family activities 

were centred, were related to his father's occupation and the family livelihood, with most of 
Suresh's time being spent minding and helping with the activities of his father's 'surgery shop'. 
His relationships with his peers were characterised by a desire to gain control over his life and 

assert his independent identity. This he did by maintaining a distance from peers in the 

classroom, given that he was often the target (by Pravin) of ridicule as he lacked the skills to 

respond in a 'playful manner' or with a more clever insult when being teased (Labov 1972; 

Everhart 1983). At the same time he liked to take on a position of responsibility offered by the 

teacher (clearing the furniture after school) and would also keep watch over his brother's 

activities and peer groups during playtimes and after school. 

Pravin Raj's daily activities centred on the community surrounding his family's room where he 

would usually be found chatting with men at neighbouring kiosks or playing with friends. His 

relationships with his peers were characterised by conflict situations, where his concerns 

represented a rejection of academic concerns and the social values of the rest of the class. In 

fact he would defy the rules associated with academic learning and subterfuge rules associated 

with authority. His activities focused on fighting, insult exchanges and humour, since these 

were activities over which he had more control. He may possibly have believed them to be 

more masculine (Willis 1977). 

However, in the case of Renu there was a similarity in her cultural routines to the children of the 

model school. That similarity lay in the daily routines associated with school work in the 

evenings, where more time would be spent revising the lessons of the day, and family 

conversations centred around concerns for doing well at school. In this way Remi was learning 

that she too was a student and that was the social group she belonged to. Of course the fact that 

she was from a family where material and financial resources were readily available, ensured 
that Renu leamt that she was part of a culture that was able to call upon those resources. 
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Conversations with her elder sibling and cousins suggested that they had learrit about the rules 

of their caste, gender and the expectations as regards their 'place' in Indian society in terms of 

their caste, gender and economic resources. Such rules governed her adult world. Within peer 

relationships in the school setting, her relationships were characterised by: 

first -a strong concern for status in the class, which manifested itself in conflict situations with 

more able peers, such as Sarasvati, whom she refused to help; 

second - situations of shared learning with peers if she could not understand the work the 

children were expected to do; and 

third - social differentiation by caste and gender: she disliked playing with boys and was 
known for name-calling of lower castes. However the latter was overridden in her desire to 

achieve classroom status and illustrated by the fact that she liked to mix with brighter girls to 

improve her academic abilities. 

For Parvati, Rabia and Vippin, family activities centred around the activities associated with 

achievement in academic school learning and, in Parvati's case, family activities were also 

associated with extra-curricular non-academic school learning activities which she became 

involved in through her mother's role as a teacher within the school. In school, their 

relationships with peers were again characterised by a strong desire to achieve status, which was 
further fostered through a competitive spirit in sports and academic pursuits in the school 

setting. 

Thus Corsaro's Orb Web model of socialisation, which highlights participation in collective 

activities as part of the process of learning, is illustrated in that the case study children, in their 

transition to peer cultures from family activities, had not been learning individually but by 

participating in family life where social knowledge about adult culture was mediated by adults. 
As they moved outside the family into their peer cultures, they moved in specific directions with 

particular interpersonal and emotional orientations and armed with particular cultural resources, 

which came from their experiences in their families and the social knowledge contained within 

the adult world within the family. 

10.8 Conclusion: Mathematics, Peer Groups and the Home Settings 

Implications for Micro planning 

This chapter has attempted to apply the analysis of the empirical work, the key concepts that 

arose from it in relation to the ideas contained within Corsaro's model of socialisation. In 
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particular, issues concerning the development of pupil identity were applied to the process of 

socialisation to explain how family practices and relationships in different settings informed the 

strategic choices they made inside and outside of the school context. In this way it was possible 
to begin to problematise Corsaro's model for the process of socialisation. It particular the 

application of the empirical work to the model of socialisation showed that the model does not 
take into account two particular aspects which influence the process of socialisation. 

First, it does not take into account that children may learn about different fields of interaction 

(or settings) such as the political or religious and acquire the knowledge and understanding of 
those fields in different contexts without necessarily being directly involved those fields or 

settings. 

Second, although a child may be at a particular age-related stage within the Orb Web, that child 

may be interacting with sibling cultures from different age-related stages at the same time. 

The relationship between what is learnt or not learnt within the family of origin and the 

knowledge and beliefs encountered in fields of interaction within wider society holds more 

complexity given that language plays a major role in the acquisition of knowledge, values and 
beliefs. Within this study it seemed apparent from the data that education in schools was a 

separate institutionalised activity to the learning through conversations that were yielded at 
home. In the classroom situation of both schools 'Indian styles of communication' 
(Jayalakshmi 1993) were apparent. It involved a combination of traditional methods with the 

goal of ensuring that children memorised the schoolwork. However, one of the most distinctive 

characteristics of school learning in both schools in this study was that most of the learners felt a 

strong desire to achieve status in mathematics and felt continuously forced to compare their 

progress with other children. In those cases where there was little encouragement at home or 

where encouragement was insufficient to achieve educational success, there was either a 

rejection of the 'competitive spirit' of learning or a heavy reliance on peers. This therefore 
highlights the role of peer interaction and the involvement of encouraging adults central to the 

mediational process in the classroom situation. 

The issues raised concerning adults, peer groups, mathematics and children's strategic actions 
hold implications that can be applied to developing the quality of learning. 

First, any attempt to 'generate interest in the schooling process in order to prevent drop-out, 

increase learning achievement and maintain retention needs to take into account the children's 
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perspectives and their interests in schooling. In this respect, mathematics is a key area that 

could be used to enhance children's (and parental) motivation in the schooling process. 

Second, social relationships are a key to enhancing the quality of the learning process in terms 

of developing self-esteem and in turn success in learning. By implication, both teachers and 
family members need to have a clear understanding of the ways in which relationships with the 

children can help them in their motivation to learn and the associated implications this has for 

retention, drop-out and learner achievement. 

Tbird, the issue of context needs to be taken account of, so that those adults who educate 

children can develop strategies to transfer any success in learner achievement from one area of 
the formal curriculum to others. 

Fourth, and an implication of the preceding issue, there needs to be a greater use and 

understanding of peer work in the classroom, with particular emphasis on mathematics in the 
first instance. 

Fifth, the use of parents or older siblings to sit alongside children in the classroom - with 

particular emphasis on mathematics. 

And finally, a greater use of activities in mathematics which involve children from different 

grades working alongside each other with particular emphasis on mathematics in the first 

instance. 

This chapter has provided a detailed analysis of patterns of variance and commonalities in 

relation to the social practices and relationships in family life, with friends and with teachers 

and in turn their implications for children's approaches to learning. It has located the particular 
issues significant to each child's approach to learning, within a wider process of socialisation. In 

doing so, it has explained the strategic actions used by the case study children in their 

approaches to learning, in different settings and in the context of different relationships. The 

kinds of knowledge yielded in such practices and the associated collective actions and 

relationships were identified for each child, highlighting the parts played by the use of language 

and cultural routines with particular reference to the case study stories of Farzana and Sarasvati. 

Finally, a comparison was made between the collective activities and relationships of the 

children in both schools, in order to explain how the process of learning or 'learning to approach 
learning' was a result of collective activities and relationships in different settings. It also 
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showed how the socio-economic contexts of the children played a part in that process and 
influenced their approaches to learning. 

The chapter concludes with the assertion that with respect to learning in school, the case study 

children felt a strong desire to achieve status in mathematics and for some of them the use of 

peer group relationships proved an invaluable resource to learning. Accordingly, the chapter 

provided suggestions about how these issues could be used as an impetus for planning strategies 
to maintain retention, reduce drop-out and increase learner achievement. 
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11.1 Introduction - Returning to the Aims of the Study 

In this final chapter, I review the substantive areas and key issues that have been raised in the 

three parts of this thesis and consider the implications of this overall analysis. As a piece of 

ethnographic research, generalisations beyond the cases I have studied may not be made. In 

particular, the analysis is rooted in studies of Indian children, families and primary schooling in 

a particular district, and consequently reflects associated socio-historical and cultural contexts. 
However the value of ethnographic work lies in its ability to generate grounded, valid and 
holistic insights which may not be available in any other form of enquiry. So although the 

specific substantive findings must be treated as such, the conceptual and analytic tools have a 

wider application. In doing so, policy implications from the study are suggested whilst also 

asserting further areas of study that this research highlights as desirable. 

11.2 Summary of Preceding Chapters 

This research began by asking 'how do social practices that occur within family life, within 
friendships with other children and through relationships with teachers, influence how children 

approach learning in school contexts? ' This has involved examining the ways in which 
financial, human and social capital (social capital taking the form of relationships as resources, 

cf Coleman 1997), together with gender, socio-political and cultural circumstances influenced 

the development of eight children's identities and in turn their approaches to learning in the 

school settings. In this respect the children's school learning experiences and how they 

responded to those experiences were also examined in relation to issues raised from the home 

settings. The research has tried to locate and describe each child's sense of self as learners and 

their conceptions of pupil identity as they were at the time of the study. On an analytical level, 

it presented dimensions of the way pupil identity is played out in terms of strategic actions of 

children and the associated collective activities occurring through language and cultural 

routines, within a model of the socialisation process. The major focus of the research has been 

upon the influence of interpersonal processes upon approaches to learning within school and 
home environments using the concept of socialisation, within a wider context of providing 

quality education associated with poverty alleviation programmes. 

11.2 i The ýproblem' 

The thesis began by locating the study in terms of the 'problem' with respect to primary 

education in India, and the social context of the study at the level of Indian society, the state 
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level and district level in which the study was located. In particular, the concept of 'quality 

education' was explained in part one of the thesis, its wider relationship to poverty alleviation 

programmes and, in education in India, the problem of non-enrolment, retention, drop-out and 
its relationship to quality. 

The wider problem then is one of poverty alleviation and, in relation to education, the emphasis 

of donor agencies in conjunction with local and national governments such as India's, has been 

that of a global strategy for universal primary education, with the aim of improving quality. 

The elimination of poverty and progress towards sustainable development will 
only take place with increased and improved levels of education... At the world 
education forum, the international community reaffirmed its collective 
commitment to the achievement of the international targets. It elaborated the 
targets to emphasis the importance of inclusion, equity and quality... Improving 
all aspects of the quality of education and ensuring excellence for all, so that 
recognised and measurable learning outcomes are achieved, especially in literacy, 
numeracy and essential life skills (DFID 2000: 10) 

Of course, the question of what constitutes quality has long been debated amongst academics 
and donor agencies (Garrett 1999; Girsay and Mahick, 1991; Fuller and Clarke 1994; Levin and 
Lockheed 1993; Lockheed and Verspoor 1991; Janson 1995; Hawes and Stephens 1990; 
Crossley 1992). The issues surrounding the debates centre upon whether there is a distinction 
between effectiveness and quality, input / output and process, whether it is measurable, 
associated with the acquisitions of knowledge and skills or concerned with the development of 
creativity, critical thinking and standards of behaviour, product or process. There have been a 
number of proposals as to what areas do in fact contribute to the improvement of quality, for 

example decentralisation procedures as well as effective teaching practices as DFID have 

pointed out: 

Enhancing quality at the school level and practising whole-school development are 
dependent upon sufficient decentralisation of responsibility and resources to local 
and school levels. Support for head teachers is important. There is strong evidence 
that they are one of the key determinants of school effectiveness... It is important 
that decisions on school management are taken in response to local needs and 
priorities, and to facilitate co-ordination with other sectors at the local level. (DFID 
2001: 24, priority 6: Improving Quality) 

Improving the quality of teaching and learning means putting teachers at the heart 
of the learning process. Teachers need to be able to teach effectively, ... to help 
children achieve measurable learning outcomes. However, they also need to be able 
to develop good relationships with pupils and the wider community... Improving 
and sustaining quality requires capacity to assess learning outcomes and to use 
assessment to enhance to enhance teaching, not just for selection and promotion 
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purposes. (DFID 2001, ChA - Meeting the Challenge: priorities for governments 
and civil society: Priority 6: Improving Quality, p23) 

In addition, parental perception of quality, irrespective of their own educational achievement, 
has been attributed to problems associated with enrolment, retention and drop-out: 

The perception of both parents and children of the quality of education on offer is 
crucial. Their views on what constitutes quality may often be at variance with 
those of government officials or funding agencies. Recent consultations 
undertaken in Uganda and India both showed that parents place a higher premium 
than expected on adequate, waterproof school buildings. Parents are also 
concerned about the availability of opportunities to progress on merit to 
secondary education or vocational training. Economic incentives are very 
important for poor households, and demand is very much influenced by the 
likelihood that children will be able to acquire marketable skills. (DFID 2001: 19) 

It has also been recognised increasingly that greater participation of parents and 
communities in the education of their children plays a central role in stimulating 
demand at the local level, in building pressure for improved quality, and in 
developing accountability. There is evidence that this is so even when parent are 
illiterate, but it is clear that literate parents are more likely to recognise the 
benefits of education and to demand their right to be consulted, and to hold 
teachers and officials accountable. (DFID 2001: 19) 

11.2ii The context -national, state and district levels 

With respect to locating the context of the thesis, part one began by setting the context for the 

study. In doing so, it began by clarifying some misconceptions and conceptions about Indian 

society in general. Areas that were highlighted included the country's vastness and difference, 

its religion, caste basis and its historical legacies of foreign thinking with its implications for 

education. 

Moving on from the level of sub-continent, the study orientated the reader at the state and 
district levels within which the fieldwork for this study was located and identified the numerous 

efforts (both at the level of policy and grass roots projects) to confront the constraints of the 

school supply factors and to provide 'quality' education since the development of the Indian 

constitution (1950) which aimed to provide universal primary education. 

More recently and within which this research was located was The District Primary Education 

Programme (DPEP) initiated in 1994. This project, partly funded by the World Bank, was one 

of the largest development projects on primary education and centred on the principles of 
decentralisation and participatory planning. However the emphasis in terms of aims and 
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management has been upon the development of human capital and teaching materials rather 
than a focus upon the children and the influence that their relationships may have upon their 

approaches to learning. In this respect, the issue of quality has had a focus on 'inputs'. 

This research was located in the district of Gurgaon within the state of Haryana, which lies 

adjacent to the nation's capital New Delhi and borders upon the states of UP, Bihar and 
Rajasthan. The project explored the social influences upon eight children's approaches to 
learning within two schools, both of which were part of larger development projects aimed at 
improving the 'quality' of primary education, one of which was part of DPEP and the other was 

a smaller project managed by a private school organisation but funded by the government of 
Haryana. The private sector model of quality was examined in this research in recognition of 
the fact that India may learn from its own innovations: 

The potential role of the non-state sector as a provider of services, or as a source 
of finance, is neglected in many national policy frameworks. The extent of 
involvement of the private sector (including NGOs and religious institutions) is 
often seen as an indicator of poor provision, access and quality in the state sector. 
But the private sector's role need not be restricted to 'mopping up' those failed 
by government schools. It can be a vibrant addition to the education sector, 
including a source of replicable innovation. (DFID 2001, Financing Education 
Effectively p25) 

Both documentation (SCERT 1998/1999) and interview material at the school and district level 

revealed differing and overlapping criteria amongst the two projects with respect to developing 

'quality education'. For the DPEP model, within a decentralised system of management, school 

quality was about the quality of teacher, the kinds of text books and instructional materials, 

minimum levels of learning, and a school environment that involved the principle of 'joyful 

learning' as a means to improve the quality of the teaching learning process in terms of 

pedagogy. For the development model in the state-funded, privately managed schools, the 

director of the project claimed that on reflection it would have proved prudent to use the head 

teachers of the existing private schools in their organisation to foster change in the teaching 

culture. The project had focused on teachers and had used workshops to develop teacher 

training where the teachers from the private system would pass on their knowledge and 

experiences. One of the distinct ways in which this model aimed to foster an idea of quality was 
to pass on an institutional identity based on the status of the name that the organisation held. 

The process involved activities such as cultural functions and school exchanges amongst 
teachers and children within the two sectors, a uniform with the name of the private school 

prefixed to the name of the state school on children's jumpers, and a school almanac issued to 

every child with a similar name. Pedagogy had remained at the stage of tradition whilst 
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focusing on the stage of teacher commitment. The focus was to remove the work culture 

tradition of teachers in India that was prevalent in the perception of the government system. In 

this respect quality education was about quality teachers. This development model also aimed 

to create standards where there were considered to be no standards in terms of the quality of 
learner and teacher achievement. This was conducted through a process of centralised 

systemisation - of exams, books, syllabi and teacher attendance between a cluster of 
development schools. Quality as defined by the teachers of this school was about children 

asking questions, completing a standardised syllabus, instilling a breadth of experience, 

teaching children of similar ability together, developing independent thinking and providing a 

sense of identity. Quality as defined by parents differed according to the kind of school their 

child attended. So for those parents whose children attended the DPEP village school, 'quality' 

was to be found in a 'convent school', 'a boarding school' and 'an English medium private 

school' which had recognised forms of certification for children. Such preferences are based on 
institutions modelled on the influences of foreign legacies and located in the 'private sector'. 
For the one set of parents who were content with the DPEP village school that their daughter 

attended, they too chose to send the male members of the family to a private school and the case 

study child and her sister to private tuition. For the children of the parents who attended the 

'model' school, 'quality' education was about improving material resources such as clean 

toilets, workable fans to cool the classrooms in the summer, as well as the development of the 

curriculum to cater for more art-based activities, and the opening up of opportunities to progress 

to the level of the private system and colleges found in the state's capital or other well-known 

cities. 

Both models shed little light on learners' interactions inside and outside the classroom with 

adults and with other children to achieve learning, nor on outcomes of learner achievement as a 

measurement of inputs ignore the value of interactions (Govinda and Varghese 1993). 

This project therefore attempted to fill in this gap by addressing the question: How do social 

practices that occur within family life, within friendships with other children and through 

relationships with teachers, influence how children approach learning in school contexts? 

In order to explore this question the research examined the kinds of learning the children 

experienced through their relationships in school and out-of-school contexts. These were 

articulated as the different kinds of mediation influences in the children's lives. Such existing 

relationships that help or hinder children in their abilities can be referred to as their 'social 

capital' (Coleman 1997). Given that investment in human capital begins in the home and 

continues at school, then what kinds of social capital occur with and without the school context 
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that affects children's approaches to learning? Certainly the literature referred to family 

background as effecting achievement, and suggested that between 39-55% of achievement in 

literacy and numeracy lies in the resources provided by the home (World Bank 1996). 

In conceptualising the idea of 'social capital', the research distinguished between three forms of 

capital found in the home (Coleman 1997). They were: financial - which provided the physical 

resources to aid learning; human - which depended upon the parents' education, therefore 

provided a learning environment to aid cognitive development; and social - which is the social 

relationships between members of the family which aid learning. They require the physical 

presence of members of the family, and their attitude towards the child, which includes both 

expectations and the frequency of talking about personal experiences. So within the family, 

social capital acts as a resource for education and learning outcomes. 

Both the wider community and the school community also contain sources of social capital. It 

lies in the family's relationships with people within the area where they reside, as well as in the 

relationships with institutions of the community. In the school community, peer group 

relationships are a resource for children, where they may depend on, learn from and hold 

expectations of each other, which help the children act or behave in certain ways. Peer groups 

and school systems of how learning is achieved thus 'mediate' each other through collective 

actions (Corsaro 1997; Vygotsky 1978; Wertsch 1984). When considering the area of 

pedagogical styles, it is the relationship with the teacher and the teaching and learning styles 

with the texts and the curriculum (the latter of which is strongly associated with the textbook) 

that provide forms of social capital. This is because pedagogical styles influence cultural forms 

and values of a society (Kumar 1989). This is important in that a child's pedagogic experience 
influences psychological development (Vygotsky 1978). In Indian society the pupil's role and 
the 'ideal student' is to be modest, obedient and receptive. It is a traditional student-teacher 

relationship (Kumar 1989). 

How then did children use those social relationships in their development of knowledge and 

skills? In this respect, the pupils' interpretation and experience of the school context was 

crucial to understanding social capital in school. 

Part one of the thesis therefore put forward a series of questions to be explored in this project. In 

particular it asked: 

* Who and where do the children go to for help when they cannot do their schoolwork? 
What are the children learning about schooling - through exam papers and homework - and 
how does that influence how they approach learning for exam papers and homework? 
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* Where, who and what are the sources of leaming outside school and how do they impact 

inside school and vice-versa? 

9 How can the sources of influence inside and outside school be used to benefit a child's 
leaming? 

9 How is it possible to build the understandings gained from social capital or lack of it into 

existing models for helping children receive a 'quality' education? 

11.2iii A conceptualftamework 
The questions were explored within a conceptual framework that was outlined in part two of the 

thesis. The chapter examined two major concepts that were of relevance to the methodological 

and substantive explanations in this study; they were the concepts of childhood and of 

socialisation. 

The concept of socialisation was problematised by examining how it was defined and how it 

could be applied to studying the social influences upon children's approaches to learning within 

the contexts of in school and out-of-school environments. Two analytical models were used to 

explore the question: first, the theoretical field for the social study of childhood and second, the 

'Orb Web Model'. This was considered in relation to three areas of interest: 

1. children's perspectives; 
2. parental and family influence; and 
3. learning in school and out-of-school contexts. 

The chapter explained how theoretical approaches for children's study centred on the process of 
'being' a child and were associated with a shift in the 1990's to a redefinition of the concept of 

socialisation. This was juxtaposed with the more traditional approach associated with becoming 

a child and traditional ideas about the process of socialisation associated with functionalist 

perspectives in sociology. The concept of socialisation had become anchored within pre- 

existing beliefs that children should learn adult norms and had to grow up and 'settle down'. 

This links to the idea that the child is 'uncivilised' and in need of controlling. From psychology 
the behaviourist view held that learning occurs through reinforcement, which articulates directly 

with historically established traditional forms of didactic pedagogy. Accordingly, from a 
'traditionalist' perspective, if we are to overcome the 'deficiencies' of childhood, more 
induction, sequenced work and practice is needed. 
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What traditional approaches demonstrated was that there is a pattern in the way in which such 
ideas are anchored and objectified as common sense - it is consistently adult-centred (Pollard 

and Filer 1999), thus children are conceptualised not in their own right but in terms of how they 

impact on the lives of adults. There is an inability to understand children's experiences. 

For this reason, this research drew upon the works of a number of sociologists of childhood (for 

example, James et al 1998; Jenks 1996,1997; Qvortrup 1995) who break away from such 
images. They argued that a child should be understood in his or her own right - as a person, a 

status, a course of action, a set of needs, rights or differences. 

New sociological approaches to the study of childhood ... move to study real 
children or the experiences of being a child. The socially developing model, by 
contrast, rarely addressed children at all. Traditional developmental psychology for 
example, was outstanding in its dedication to fitting the child to a 'stage' or 'level' of 
attainment, and socialisation theory, in its mimicry, searched childhood expressions 
for evidence of adult interactional skills as steps towards the achievement of 
adulthood. Such approaches remain ignorant if the everyday, synchronic experience 
of the child actually living in the social world 'as a child'. (James et al 1998: 208) 

The chapter examined conceptions of the study of childhood and concluded that both the 

concept of the 'tribal' child and the socially constructed child were the most suitable to be 

operationalised, both methodologically and substantively, in this study. Methodologically, 

using the idea of the 'tribal child' was useful because it isolated the idea of a child and could be 

used to map their practices, motives and assumptions wherever they were located - in the 

classroom, in the family or with peers. As a classification it was to be viewed as separate from 

the idea of 'adulthood' identifying the child's 'culture' as a 'self-maintaining system of signs, 

symbols and rituals that prescribed their way of life within particular socio-historical settings 
(James et al 1998; Hall 1976, cited in James et al 1998). The tribal child was also used because 

it explored children's ability to exercise their agency in different localised settings, whereas the 

social constructivist perspective allowed the research to explore the conditions which helped to 

form children's identities as learners as particular to individual children, whilst at the same time 

identifying patterns which accounted for the social conditions that influenced their approaches 

to learning. 

In light of the criticisms highlighted towards the more traditional conceptions of 'socialisation' 

(associated with assumptions about children's inability to exercise agency) the chapter pursued 
Corsaro's (1997) concept of socialisation which he termed 'Interpretive Reproduction'. In this 

respect socialisation involves 'adaption, internalisation, appropriation, reinvention and 

reproduction' (Corsaro 1997). The two analytic devices he used to explain this concept were, 
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first, the use of language and cultural routines and second, the 'Orb WeV model. Learning thus 

occurs by participating in activities that involve talk and in everyday routines. The Orb Web 

model refers to different institutional contexts (or settings) where learning occurs throughout an 
individual's life history. The family serves as the means of connecting the culture of the 
institutions to the child and as such is crucial to the process of interpretive reproduction. The 

model aims to demonstrate how children are always part of two cultures, children's and adults, 

and that they weave between these two cultures. 

In recognition of the fact that the main aim of this study was to look at the social influences 

upon children's approaches to learning, the final area examined in the conceptual framework 

was children's approaches to learning. In this respect it examined leaming from a socio-cultural 

perspective, drawing on the work of a number of writers who have proposed or used this 

perspective to examine the learning process (Pollard with Filer 1996; Vygotsky 1978; Wertsch 

et al 995; Rogoff 1984; Butterworth 1992; Mercer 1992). The approach seemed to fit well with 
its possible application to Corsaro's model. Key concepts associated with the socio-cultural 

approach were examined. They included concepts and process of appropriation (internalisation), 

reproduction, the zone of proximal development, social contexts, and mediation as a 

transformative process; and the distinctions between proleptic instruction, explanation and 
demonstration as they exist in both formal instructional settings and informal instructional 

settings. Chapter 3 closed with a series of questions that were to be pursued in the analysis of 

case study material. Those questions including exploring: 

i) What the children's perspectives were of learning in terms of content and mediational process 

and how this related to family experiences of learning; 

ii) Who the children interacted with and who the mediators were, who scaffolded their 

understanding of the leaming process; 
iii) Where, when and what leaming occurs; 
iv) How mediation for leaming occurs in children's interaction. 

It was proposed that an exploration and ongoing analysis of the issues within these questions 

could begin to provide sociological explanations into the social influences that help or hinder 

what and how children learn. In this respect its relevance lay in its potential to contribute to an 

understanding of the sociology of childhood and the sociology of education in non-western 

countries. 
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11.2iv The research methods 
Chapter 4 provided an overview of the research methods used in the study. It included an 

explanation of the research design, together with field methods, which included interviews, 

observations, diaries, photographs, and video films. Questions of reliability and validity were 
discussed along with ethical issues of concern in the study. 

11.2v The school settings and case study Material 

Part 3 of the thesis turned to the case study stories of the children in this study (four of which are 

presented in the body of the thesis; whilst the remaining four may be found in the appendices). 
The case study of Sarasvati was an abridged version of a highly detailed 'holistic' case detailing 

all aspects of her social relationships and activities, whist the remaining seven case studies 
highlighted the key social relationships and activities that were pertinent to those children. The 

decision to organise the case study material in this way was largely pragmatic in that it was 

necessary to reconcile both the holistic requirements of case studies and elements of time and 

space in terms of fieldwork time and word length of chapters. To compensate for the non-holistic 

element of the seven remaining case studies, matrix charts were compiled which illustrated key 

issues that had not been addressed within the body of the chapters. A brief summary of the key 

issues raised in the case study chapters is as follows: 

In terms of Sarasvati's story there clearly lay little financial or human capital which could be 

used as a resource to help Sarasvati's learning. This lack of human and financial capital led 

Sarasvati's parents to believe that they would never be able to provide their children with a 

good 'quality' education. However Sarasvati's family and the relationships and activities within 
the family and the community were characterised as rich sources of social capital. For example, 
her mother's relationship with the community and the institutions provided Sarasvati with 
leaming experiences. Values associated with building for the future, effort, hard work and 

resilience underpinned her father's approach to his family as provider. The expectations and 

rewards for educational success in terms of praise and pride in Sarasvati characterised the 

relationships she held with her parents. Her conversations with her mother regarding her 

anxieties of maintaining success at school were characterised by values of effort and a sense of 

perseverance. At the same time Sarasvati would learn about the cost of living, the family's 

financial situation, maintaining the home and, in this respect, the importance of gaining an 

education to break out of existing financial constraints. Family members acted as mediators in 

her knowledge of her home village as did the television and her own experiences of life near the 

city in comparison to her own village. Moreover her home life provided a values-based 

education, a political education in terms of her knowledge of caste and gender, and a practical 

education. At school her relationships with the teachers and with pupils were characterised by 

341 



traits of the 'ideal' student driven by self-interest. What was different about Sarasvati's story is 

that it illustrates that despite, or perhaps because of the constraints of gender, low caste and 
economic circumstance within her family, Sarasvati was driven educationally. In Sarasvati's 

case, school made a difference to her identity as a learner. Her success at school was reinforced 
in the home. In fact Sarasvati's case study story provided an illustration of Corsaro's concept of 
socialisation occurring within different fields and peer cultures, but always relating to the hub of 
the socialisation process, namely the family and home. 

Farzana's story illustrated the influence of human and social capital resources for learning, 

which in turn informed Farzana's success, interest and identity as a learner in school as well as 

out of school. In this respect Farzana's parents and members of the extended family were a 

useful resource in helping to back up Farzana's learning experiences at school. The family's 

interest in education arose from their own experiences of education and indeed the biographies 

of both Farzana's father and in particular her mother, provided insight into the circumstances 

and biographies of an upwardly mobile Meo family. 

Pravin's story illustrated the use of peer group relationships as social capital to strategically 

adapt the influence of adults as authority figures. In his approaches to learning in school, Pravin 

would strategically adapt his relationships with 'Madam' (his teacher) and use his relationships 
with his peers to define his own status in the school and classroom situation. 

Renu's story illustrated the interaction of three elements - financial, human and social capital - 
informing her identity as a learner and in turn her approaches to learning at school. These three 

elements involved the influence of her family, her peers and her class teacher. In particular, her 

relationships, activities and forms of support within the context of her family, together with 
those received at school with her peers and her class teacher, combined to embed Renu's sense 

of self as a leamer and in turn her approach to learning in the school context. 

Suresh's case study story illustrated the influence of social capital in the form of family 

relationships, in particular the influence of his father, and in turn Suresh's influence upon his 

brother, informing Suresh's sense of identity and approaches to learning in school. 

Parvati's story illustrated the influences of human and social capital primarily provided by her 

mother as a teacher on her approaches to learning and in particular the implications this had for 

her interests and relationships with other teachers. 
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The concept of constraint has been conceived as a 'social strategy' where strategy is a 
'purposive guiding autonomous element, within individual group behavioue (Lacey 1977). 

Rabia's story illustrated an implication of this idea, with the use of peer group relationships. 
Rabia's own inabilities, particularly in mathematics, coupled with lack of both social and human 

capital with respect to mathematics at home, and her own purpose within the classroom 

situation, needed to be taken account of when exploring her approaches to learning in this story. 
It is from an explanation of her constraints and strategies towards her approaches to learning 

that the focus of this story takes its impetus. It does so by juxtaposing Rabia's successes in 

learning against her difficulties in encountering new learning content, particularly in 

mathematics. Much of her successful learning could however be traced directly back to the 

human capital within her family. 

His class teacher described Vippin as 'the perfect boy' in the 5th year. He excelled in school 

attainment, was popular with his peers, independent and highly competitive, both at school and 

at home. His relationships and their associated experiences held implications for Vippin's sense 

of identity, his self-esteem and for the ways in which he learnt from his experiences and 
knowledge within both in school and out-of-school contexts. Vippin enjoyed new learning 

experiences whether inside or outside school and so a central theme of Vippin's story is how he 

transferred his knowledge and experiences - his social and human capital - within the two 

contexts. 

11.3 Case Study Material, Learner Identity and a Model of Socialisation 

Part 4 of the thesis posed the question, what may be learnt about learning and socialisation in 

this study? Chapter 10 began by comparing the key areas across the case studies in terms of 

economic and social contexts, and processes informing identity and the outcomes of learning. 

In particular, the chapter examined the influence of family, peer culture and teacher 

relationships; and material, cultural and linguistic resources in the formation of children's 
identities. The learning challenges that the children experienced were discussed in relation to the 

influence of home- and school-based settings. The kinds of support and resources as 

relationships in learning contexts that were available to the children were examined. In turn the 

effect this had on the personal outcomes of the children's learning was explained 

The chapter progressed to demonstrate the patterns that identify key substantive areas raised 

across the case studies and explained particular issues identified to each child. Key substantive 
issues were associated with preparation for assessment, and the mathematics learning. The 

particular issues identified for each child as informing their approaches to learning were 
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explained by locating the themes and concepts relevant to each child in the setting of family, 

peer groups and school and the strategic actions which influenced their approaches to learning. 

Part of this process involved learning collectively and through language and cultural routines. In 

this respect the mediational means, which informed the children's approaches to learning 

involved examining the part played by language and cultural routines and relationships with 

peers, teachers and family. The strategic actions and explanations were located within 
Corsaro's concept of socialisation and its associated Orb Web model. The chapter closed by 

highlighting a number of issues, which included children's interest in mathematics and their 

relationships with peers. Accordingly the implications the analysis had for retention, drop-out 

and learner achievement were raised. 

In comparing the social capital through the relationships of the eight case study children with 
their parents, siblings, peers and teachers, similarities and differences between them were made 

more visible to the reader in terms of the ways in which these relationships informed the 

emergent sense of identity of each child. In this respect, this study focused on the social content 

of values, activities and interactions informing the socialisation process for learning and in turn 

the children's dispositions towards learning. 

The Findings: 

11.31 On theformation of identity 

In terms of the formation of 'school identities' of these children, the main conclusion which 

might be reached is that material, cultural and linguistic resources seemed to either reinforce or 
be completely different from the expectations within school, which either served to reinforce an 
identity which was consistent with the expectations of the school, or helped to reproduce an 
identity which was in contrast with the school environment but consistent with the kinds of 

activities the children were involved in within the home context. In turn the case study children 

were either confident at school or not confident at school. 

11.3ii On learning challenges 
There was a relationship between children's determination to succeed and the range of strategies 
they adopted in their approaches to learning. Thus when children were more determined to 

succeed, they worked harder to develop their strategies to learn and drew on available resources 

modelled by parents, teachers, peers and siblings or other members of extended families. 

11.3iii Onforms oftediation 
During the analysis of the case study material certain issues emerged time and time again, and 
those issues applied to two or more of the case studies concerned. The three substantive issues 
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that arose across the study were characterised as mediational relationships. Although sibling, 

peer group and teacher pupil relationships arose as separate issues, they were grouped together 
for the purpose of explanation. 

The three substantive issues characterised as forms of mediation (as social capital) were as 
follows: 

i) Relationships that mediated understanding and preparation for tests and papers 
There were four relationships used to mediate the assessment process - these were either with 

educated or uneducated adults, peers, family (including siblings and extended members) and 
teachers. In addition, material resources were used to mediate the assessment process. In 

analysing which of the case study children used which relationship as a source of mediation, I 

found that: 

Those children who were 'competitors' ensured that they used as much adult educated help 

as they could, in order to achieve their potential. Where there was no educated parent for 

the competitors, then the teacher and textbook became a crucial source of understanding, as 

well as the social capital derived from parental advice, expectation and discussion. They 

rarely used peers unless it was to help those peers. 

9 Those children who were 'contented' tended to be self-sufficient and to not rely on any 

additional help from mediational sources in terms of adult help with schoolwork. 
Those children without 'social capital' from the home - the 'resisters' - tended to rely on 

peers in order to achieve their self-expectations or to fulfil the requirements of the 

assessment situation. 

ii) Relationships that mediated approaches to mathematics learning 

A further substantive issue that arose in the data was that of the children's concern for 

achievement in mathematics above all subjects. They differed in their concerns from a strong 

concern to a weak concern. Their degree of concern paralleled the categories and mediational 

relationships reflected in the assessment process, although in one case there were strong but 

unsuccessful attempts to use the strategies used by competitors. This resulted in relationships 

associated with resisters, and as such the stories (of Rabia and Pravin) illustrated the ways in 

which children mediated by sharing their knowledge about mathematics with the 'resisters' in 

the classroom. 
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iii) Mediation through media: knowledge of the broader community 
The concept of media was characterised as part of a broader concept of community at a micro- 
level of civil society, of which the children are a part. Thus the influence of the media was 

perceived as impersonal forms of community which did not exist in the past, but exist now and 

cffect rural India - such as television - which bombards the homes and thus affect the children. 
Thus there were patterns which demonstrated how television informed the children's learning of 
the broader community. Areas showing patterns of influences of learning from the television 
included religious knowledge and values, sport, issues concerned with caste and poverty in rural 
India and in different states, alongside general knowledge about states where their home villages 

were located. This issue was not explained in detail, as the focus of the analysis was centred 

only upon those relationships and practices that linked the home, school and peer setting in 

terms of approaches to learning and learning challenges. 

Selective issues defined for each child identified particular relationships and strategies pertinent 
to each child, which informed their sense of learner identity. It became clear that in all the case 

studies the prime mediation process on children's approaches to learning in school arose from 

the family. If the children were unable to conform to the demands of the classroom tasks and if 

there was no assistance from the home, then the children began to rely on peers. In only one 

exceptional case was the teacher of greater significance than the peers, and that was in the case 

of Sarasvati, where there was no educational support at home but there existed a strong element 

of social capital supported by the teacher at school. 

11.3iv. The pyramid of strategic actionfor learning 

For analytic purposes the dynamics, strategies and relationships which informed children's 
identities as learners, were classified in terms of five categories located on a pyramid which 

each child would use in their approaches to learning within school and home contexts. Thus 

children could either show they were: 1) resisting with conformity, 2) unable to conform, 3) 

reliant, 4) resistant or 5) compliant. 

11.3v Socialisationfor learning through collective actions 
Collective actions of the case study children were central to Corsaro's (1998) concept of 

socialisation and demonstrated how the children were part of two and in some cases three 

cultures - the child, the adult and the sibling. 
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The pyramid of learning approaches was applied to the different fields of interaction within 
Corsaro's model of socialisation within the context of collective actions. In doing so the 

analysis revealed five issues concerning the process of socialisation for children's learning: 
i) The case study children were both active and passive learners within and outside of the school 
context (Edwards and Alldred 2000). 

ii) The children used collective actions and were part of two cultures - the adult and the child - 
in the process of socialisation. Collective actions in family life illustrated how they became 

members of both adult, sibling and peer cultures, and the kinds of social knowledge and values 

towards learning yielded in this process. 

iii) Strategic choice in children's learning approaches was strongly linked with the kinds of 

social relationships which infonn identity. A clear pattern of variance in terms of collective 

actions and cultural routines emerged between the case study children who attended the DPEP 

village school, compared to those who attended the model school. Those children who attended 

the DPEP village school and were of limited financial means, participated in everyday family or 

community activities, which were not primarily concerned with being a 'student'. 

iv) The symbolic culture (beliefs, concerns, and values) of the case study children's learning 

suggested that, to be a good student: - 
I Memory work is valued for school success; 
2 Mathematics is valued for school success. 

Children's collective activities contributed to producing shared knowledge amongst peer 

cultures, which help them to define their meaning of being 'good' students. 

11.3vi Socialisationfor learning, collective action, identity and strategic choice 
The pyramid, which presented the dynamics of strategic action as approaches to learning, was 
located within Corsaro's Orb Web model as part of the socialisation process. I proposed that as 

a child travels around the Orb Web model, s/he carries their pyramid and their characteristic 

strategic choice within different social settings, and a child adopts a particular social strategy for 

different fields of interaction. 

The pyramid model allows one to see patterns in pupils' approaches and responses to school 
learning as they shaped and maintained their learning identities across different settings in the 

home and school, which were informed by their relationships associated with their sense of self 

and learner identity. 
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In the process of applying this analysis, Corsaro's Orb Web model began to be problematised 

and two issues arose. First, the model did not allow for transference of learning within different 

&spaces'. In this respect it took no account of the fact that children may learn about different 

fields of interaction such as the political or religious, and acquire the knowledge and 

understanding of those fields without being directly involved with those fields. In fact the 

advent of television into most homes in India has allowed for a greater knowledge of different 

areas of life. 

Second, the model did not clarify dimensions of time and learning. Although a child may be at 

a particular age-related time in their life history within the Orb Web, that child may be 

interacting with sibling cultures from different generations at the same time. Those relationships 
in turn impinge upon children's hopes, motivations and aspirations of learning. 

11.4. Forms of Mediation as Social Capital, the 'Problem' and Human Capital: 

Findings from the Research 

11.41 Challenging traditional child andpupil representations 
Traditional 'child' and 'pupil' representations are challenged: 
The insights from this research show that children are active in the construction and negotiation 

of their lives both in school and out-of-school settings. They are not passive subjects enacting 

prescribed roles, fulfilling developmental models or accommodating to structural or curricular 
imperatives. Through their actions children also influence the lives of those with whom they 

interact such as their parents, siblings, peers, and teachers. 

The case studies in this research say a great deal about the active engagement of children as 
learners. However, in the school situation they were treated as passive objects who are to be 

controlled and instructed, unless the teacher had given them acts of responsibility. Children 

employed both active and passive strategies to learning as their identities informed them both 

within school and outside school. It is those strategies which hold negative dispositions that 

need to be addressed within the classroom, within a wider context of improving retention and 
drop-out rates. 

11.4ii Context, identity and strategic actions 
Learner identities and strategic actions are context-specific. The dimensions that have arisen in 

this study are located in the following cultures: 
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Compliance 

Resistance 
Reliance 

Inability to conform 
Resistance with conformity 

Some of these forms of strategic action are sites of tension; for example, between compliance to 

school expectations and pupil strategies of resistance with conformity; and between reliance, 
inability to conform, and resistance. Where the child's preferred approach to leaming and 
identity is not accommodated, aff inned or valued, it may be part of a cycle that involves 

negative relationships and loose motivation. Where pupils feel themselves to be valued and 

appropriately challenged intellectually, tensions arc reduced and a positive cycle of relationships 

and learning is more likely to develop. However, those 'cultures' are context-specific, in that the 

strategic action adopted differs according to the people, place and event. 

11.41ii Cultural contexts and learner identity 

Learner identities are culturally and contextually specific. A number of sociologists of education 
have drawn up typologies of the ways in which different children manage their identity and 

negotiate their opportunities in the classroom by balancing the relationship they have with their 

peers to that of the expectation of the teachers. Pollard (1985) has suggested that the enjoyment 

at school was associated with getting a balance between the expectations of these two sources, 

and that a tendency to satisfy peers, teachers or juggle with both could be associated with gang 

groups, good groups and joker groups within peer cultures (Pollard 1995). Other typologies that 
have been forwarded include: attention seekers; hard grinders; easy riders / intermittent workers 
(Galton et al 1980); sinners and saints (Bennet 1976); knife edgers (Measor and Woods 1984). 

The options that are put forward for children are either to challenge the teacher, conform or 

negotiate to suit your own interests (Pollard with Filer 1996). 

However, these patterns vary across contexts and are a product of the processes in which child 
identities are used in classroom settings to produce patterns of coping strategies. Thus in this 

study in mathematics and approaches to assessment we have competitors, the contented and 

resisters, those who actively use any available resource to gain understanding aside from peers, 

those who rely upon themselves, and those who rely upon peers. Such learner identities vary in 

contexts and fields of interactions. Similarly, the strategic actions the children adopt are also 

context-spccif ic, varying in fields of interaction. 
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With respect to the social factors within the classroom, the most effective learners are those who 

can manage their classroom identities so that they derive support from both their teacher and 

other pupils (Pollard with Filer 1996). However, in the context of Indian children with a 
'cultural' tradition of schooling based on the ideal pupil being 'modest, obedient and receptive 
(Kumar 1989), then the ideal pupil becomes the 'competitor'. They are children who actively 

use both books and adult help but rarely take help from peers, although able and willing to offer 
help. In this way they maximise their opportunities to learn whilst also achieving peer group 

status for their abilities. In the cases in this study most of the competitors, certainly in the areas 

of assessment and mathematics, strategically acted with an approach to learning that was 
informed by a resistance with conformity. In this respect the children are active, not passive 

users of their relationships to inform their self-interest in the learning situation. This active 

participation is prevalent in both the self-reliance of the contented and the reliance of resister 

although having a negative affect. 

11.4iv The range ofsocial relationships that inform identity and approaches to learning 

A range of social relations reflects identity and informs approaches to learning. They are the 

social relations and cultural expectations of home, school and community. Parents, siblings and 

peers provide particular mediating influences as new experiences are interpreted, and they are 

also themselves shaped by processes of challenge, negotiation and compromise (Pollard and 
Filer 1999). 

11.4v The effect of a range of social relationships upon identity and approaches to learning 

Changing power relations affect the children's sense of self. Power relations arise from factors 

such as the children's own structural position in terms of their age, gender and caste and the 

amount of human, financial and social capital that they are able to draw upon for resources. The 

adult-child relationship and its resulting power relations affect their level of confidence, self- 

esteem and motivations in learning. 

11.4vi Values and expectations produced by socio-economic and cultural circumstances 
Socio-economic and cultural circumstances produce certain values and 'expectations. The 

children's families produced values and expectations which were both in contrast and also 

consistent with those of the school and also provided and in some cases did not provide 

experiences and cultural, linguistic and material resources which supported the formal education 

offered by the schools. The patterns of the children's approaches to learning and the 

development of their identities would not have emerged in the same ways as they did if it had 

not been for the socio-historical circumstances of economically poor homes, the classroom and 

schools and their setting within the district of Gurgaon in the state of Haryana. 

350 



11.4vil Corsaro's model - individual learning through collective actions in different settings 
Corsaro's model shows a spiralling process of individual learning through collective actions in 

different settings. It includes schooling in the educational field, in which individuals form 

identities, encounter learning challenges in the different field of interaction (which can be seen 

as learning contexts or settings), are influenced by both the informal outcomes (such as 
language and cultural routines) as well as the formal outcomes such as those revealed in exams 

and other assessment procedures. All of these factors helped to develop the children's sense of 
identities and self. In this respect it is a product of individual learning within collective 

activities. 

11.4viii Family relationships as the 'hub'of influence 

Relationships within the family are the most important social influence. These have particular 

significance for any child because they provide the first, formative learning experiences. The 

results are deep emotional ties with parents and siblings and particular material, cultural and 
linguistic resources, which affect capacities for certain types of action, self-confidence, 

motivation and learning strategies. So, as Corsaro's (1998) model indicates, relationships with 

the family provide the formative influence on their sense of identity and a context of relative 

security as they progressively engage with the outside world. 

IlAr Relationships in school and with peers as settings of learning challenges 
The two major sources of challenge outside the home are relationships with other children and 

relationships in school. Corsaro's (1998) model takes into account that relationships may occur 

at an earlier age in different kinds of institutions, although in the context of this study they were 
in the fields that were relevant to children at a particular point in their lives. The kinds of 

challenges presented to the case study children when in school revolved around the curriculum, 

and particularly the assessment requirements of the schooling system. The case studies provide 

examples of the ways in which the children sought emotional, intellectual and practical forms of 

support as they encountered their anxieties. Fathers and mothers took on different roles, and 

even within the small range of this sample there were differences between the roles of the 

fathers and also the roles of the mothers. One issue that is clear is that those children who were 

most successful at school had one parent who took an active role as mediator in the child's 

education by being either enthusiastic, a confidante, an adviser, or a teacher. Where this form of 

social capital was unavailable, performance and motivation at school was considerably affected. 
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11.4x The vital role ofparents 
Parents thus have an absolutely vital role in education. They are the most significant reference 

points with regard to children's identity, their social capital influencing their learning 

disposition, the scaffolding of understanding, and the value of learning outcomes (Pollard with 
Filer 1996; Tizard and Hughes 1984; Wells 1987; Grant 1989). Mothers and fathers play an 

absolutely vital role in supporting children's identities, self-confidence and learning. 

11.5 Policy Implications 

The analysis in this research is significant for development projects in the area of primary 
education at the level of micro planning. 

1) A recognition of the role of relationships, values and beliefs in the home 
Whilst the developmental models that exist use specific systematic curricular specification, 
assessment, inspection and accountability systems, combined with professional training, to 
increase the quality of teaching across schools, it only gives partial credence to models of 
leaming. What this research argues for is that teachers must complement their sub ect 
knowledge with knowledge and skills concerning pupil motivation and awareness of the 'social 

capital' children arc able to call upon in their home, in particular a recognition of the role of 
relationships, values and beliefs in the home. Personal and social education is important given 
that poverty is the wider context, and transferring the social capital from the home to use in the 

classroom. 

2) A recognition of children's perspectives and interests in schooling 
Any attempt to generate interest in the schooling process in order to prevent drop-out, increase 
learning achievement and maintain retention needs to take into account the children's 

perspectives and their interests in schooling. In this respect, mathematics is a key area that 

could be used to enhance children's (and parental) motivation in the schooling process. 

3) A demonstration of the range of social contexts and relationships within which children 
learn 

Policy makers need to demonstrate their understanding of how learning is supported through 

experience, discussion and instruction and see the significance of the social contexts and webs 

of relationships within which children learn. 

4) Greater use of peer groups in mathematics 
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As an implication of the preceding issue, there needs to be a greater use and understanding of 

peer work in the classroom- with particular emphasis on mathematics in the first instance. 

5) The use of parents or older siblings to sit alongside children in the classroom - with 

particular emphasis on mathematics 

6) Developing ideas of institutional identity 

Development in micro policy planning within the state sector could develop ideas of institutional 

identity taken from the private model. in order to provide the children and parents with a clearer 

scnsc of bdonging to the school community. 

7) Use of children's rok in home/school and peer relations 
The children's role in home-school relationships needs to be considered if policy makers wish to 
increase peer and family involvement in education. Corsaro's concept of socialisation yields 
knowledge about children's active and passive learning in everyday contexts, which vary from 

school / institution, family and peer group; and a range of community and socio-economic 
factors are all likely to play some part in the process. This is where a model of social capital can 
be usefully developed, so that the children's role in home-school relations needs to be considered 
if policy makers wish to increase peer and family involvement in education. Social network and 

social support research has shown that for adults, social capital increases for those individuals 

who are well integrated into their communities and who have some sense of self-efflicacy 
(Morrow 1999). Can the children's role in home-school relations and peer relationships be 

usefully applied to human development theory in micro policy making? A model of the 

socialisation process where social capital, as relationships that children form, may be used to 

enhance the development of micro policy within existing human development projects that aim 

to improve tile quality of primary school education in India. 

Development projects as outlined are logically correct in investing in the inputs that are said to 

improve the quality of primary education. However, they suffer from a lack of attention to 

learners and to social influences on the teaching and learning contexts that they experience. The 

model thus appears to be a technical model of teaching - one that is dominated by the teacher; 

with pupils 'performing' to externally determined tasks. This is insufficient to understand the 

teaching and learning process in the classroom. In addition to models based on human capital 

theory, project developers need to incorporate the social capital element into their policies - the 

kinds of relationships that help to infonn learning. Yes, children go to school to learn basic 

skills and a certain amount of knowledge, but they also receive experiences and relationships at 

school and out of school which are of importance to them. Such experiences influence the 
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development of identity, and through identity the development of citizens in society. In this 

way the perspectives and needs of children as learners can be supported by the kinds of inputs 

of quality education that are outlined in development projects. They would involve developing 

positive social relationships and providing appropriate school experiences as a vital contribution 

to formal learning outcomes. In other words, curriculum knowledge, experiences and social 

relationships provide a model with a more coherent basis for the development of primary 

education. 

11.6 Issues for Further Investigation 

The availability of better data at national and international levels will allow 
governments, civil society and agencies to get a clear view of progress towards 
the targets, to identify regions countries or even districts where there are 
particular problems, and to take appropriate action. This will need to be informed 
by a deeper understanding of what policies are working and why, which groups 
remain excluded and why, and so on. This underlines the need for a qualitative 
clement in monitoring and evaluation systems, and for a more effective 
application of knowledge resources to understanding the process of change. It 
also underlines the need for increased opportunities for developing countries to 
share experiences, and to learn from each other (DFID 2001: 36 - Learning 
Lessons) 

Certainly at the time that the fieldwork for this study took place, much of the existing research 

on primary education was quantitative based and very little data was available about the 

children themselves. There therefore needs to be a steady build-up of qualitative based case 

studies about the influences upon different children's approaches to learning within different 

contexts in India. In this way it is possible to build up a social portrait of the value of social 

relationships in the development of children's learning. With this in mind, the following are 

proposed: 
Further qualitative work on the development and use of social capital for different social 

groups of children and families in different states, districts and villages of contrasting socio- 

economic circumstances. 

0 Further qualitative work on different states, districts and villages to understand conceptions 

of quality from different perspectives. 

* Further qualitative work- on projects in the private sector whose innovations can be shared 

with different states, districts and villages. 
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App. 1.1 Renu - An Introduction 

Whilst the other case study stories (aside from Sarasvati's) have for analytic reasons illustrated 

the influence of one key element informing the children's approaches to learning, Remi's story 
illustrated the interaction of 3 elements informing her identity as a leamer and in turn her 

approaches to learning at school. Those 3 elements involve the influence of her family, her 

peers and her class teacher. In particular, her relationships, activities and forms of support 
within the context of her family, coupled with those received at school with her peers, combined 
together to inform Renu's sense of self as a learner and in turn her approach to learning, school 
context. The key issue surrounding that sense of self was one of responsibility towards her 
learning and this in turn informed her relationship towards the teacher in the classroom. The 
first section of Renu's story provides a brief background of her family background and material 
circumstances. 

App. 1.2 Renu's Family 

Renu's family were indigenous to the village of Sikanderpur and Haryana and as such Renu had 
lived at the family home in the village all of her life. Figure App. 1.2 represents Renu's 

extended family. It represents members of the extended family who lived in the neighbouring 
houses with whom she occupied much of her time: 
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Renu's GrandDarents I Grandfather's sister-in-law 

Ren ncle Renu's Father Re s uncle Renu' Uncle Renu's Uncle 

m Ra 
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F- 
Kamal 
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Renu 

I 
Kiran 

I 
Munna 

(sister - 14) (10) (sister -6) (brother -3) 
Figure App. 1.2: Renu's Extended Family 

Renu's extended family occupied an entire cul de sac on the outskirts of the village, near the 

village school. The family owned three houses in all, the eldest of Renu's uncles occupying the 

largest house with his parents. A further house was in the process of completion during the time 

of the fieldwork. The additional house was being built as a preparation for the youngest uncle's 

marital home. The family owned a car, a scooter, ran a school bus for a private school, owned a 

grocery shop in the upmarket shopping plaza a few kilometres away, and owned another in the 

village itself which was run by Renu's father. The homes were equipped with cable television, 

and the family was shortly to let out the unoccupied parts of their houses (whose fronts faced 

the main road), for rent as shops. They had sold their farmland to the developers of the nearby 

upmarket housing colony and their livelihoods had changed. Although the individual couples of 
the family lived separately, Renu regarded possessions, such as the car, as belonging to 'the 
family'. The main house occupied by her grandparents and eldest uncle housed a water tank, 

which was shared by all members of the extended family for the daily activities of bathing and 

washing clothes. Renu's grandmother would sometimes stay at the main house and at other 
times stay at Renu's house. 

Renu thus perceived that she belonged to a fairly comfortable family, from a good caste, and at 

school her friend Sarasvati, and her teacher, also held similar perceptions about Renu. Her 

teacher commented: 

M: Renu's family live here, and she's been with me from the first... 
I've been to Renu's home - her family is very good 
RCD: so you've met Renu's parents 
Madam: yes 
RC-D: what are they like? 
Madam: they're very good. They have a shop; first they used to have a shop in 
this line, now I don't know. Her mum is very good; she always with the children. 
They are educated in that they can read and write. They're Ahir/Yadav caste. 
Their income is good; it's a good family, they have made nice new home. (DPEP 
Village school: Renu: Teacher Interview: Thursday 29th jUly 1999) 
Madam: those 5 children (in the sample) they have come from outside, these 
children, all but Renu. Renu is from rich home. They're from this village; 
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they're Ahir. They're' rich. But the girl is good, her mum and dad are good. The 
family is good. The speaking, the manners are good. I've been to their houses 
(DPEP Village school: Renu: Teacher Interview: Interview: November Oh 1999) 

Renu's Mother had been brought up in the same state but was not native to the village. 
However, there were often family outings or holidays where Renu would stay with her uncles 

and aunts (from both her parents' sides) in different locations. 

The family was Ahir by caste, an upwardly mobile caste, which was native to the village and 

surrounding area. Renu showed pride in her caste and knew of its rules as she explained with 
her elder sister Kamal: 

Renu; whenever we write our name we write Yadav, which is our caste. 
Kamal; in different castes they don't do certain things; like if someone is a 
chamar; you don't drink water from a cup they've drunk from 
Renu: so if a chamar's drank some water, and there's some left, then you don't 
drink that. (DPEP Village: Renu: In conversation with siblings: Thursday 9th 
September 1999) 

Renu held traditional ideas about gender. She expected to attend the same all girls' school as 
her older sister would, after she had completed the 8tb grade and Kiran, she explained (the 

youngest sister) was to follow in the same path. At the same time her brother Munna would 
attend the private school in Delhi that her cousin Munna attended. And at school she was clear 
in her ideas about playing with the boys as she explained: 

After having my meal I came back to school, and started skipping. I don't have 
one myself, now I'll get one. That was Naveen's ,a boy's we borrowed it from 
him. Our class played today, but usually all the classes play all the time. RCD: so 
you just played with the girls? 
Renu: Then what! Why should we play with the boys? 
RCD: Didn't the boys play skipping? 
Renu: They were trying to play with us; we said go way from here. We don't like 
it; we like to be with the girls. 
............... 
Renu In your country they earn money, in our country girls don't earn money 
RCD: no? 
Renu: after they're educated, they get married, after they're married no-one earns 
of -course 
RCD: so you won't earn then? 
Renu: I don't know. Whatever happens will happen. Now I'm small. (DPEP 
Village school: Renu: Diary Conversation: Thursday 7ýh October 1999) 

All second-generation members of the family, including the women had attended school. Renu's 

mother had attended school up until the 8ýh grade (aged 14) and her father had attended school 

up until the I Oh grade (aged 16). One member of the family, her father's younger brother (and 
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youngest uncle) had recently returned from working in Holland. He was fluent in English. Of 

the children in the family, all the boys were sent to private English medium schools. 

Renu's mother took a very supportive role in the everyday activities concerned with Renu's 

studies, whilst her father, who was often out at work until the late evening, kept overall 
discipline towards the children's education. They were both happy with the schools that their 

children attended although Renu's mother perceived the primary stages to be a training period 

rather than education as she commented: 
Mum: now it's not education; that will happen afterwards; after they've studied. 
Now it's studying. (DPEP Village: Renu: In conversation: Friday 5h February 
1999) 

I think she should study well and work then. Her father wants them all to study as 
much as they can; as much as they can study its good. All the subjects are 
important ... and she should do well in all of them as far as we're concerned. 
She's best in Hindi. She's a bit weak in maths, so I help her (DPEP Village: 
Renu: Mum- parent Interview: Saturday P April 1999) 

I want to become a pilot; I like that. I don't know what mum wants; dad wants to 
make me into a teacher. He says ""I make you into a teachee, Mum says 
"become what you want, it's not up to me' (DPEP Village school: Renu: Group 
Interview: Saturday 3rd April 1999) 

Renu. was perceived as a bright child compared to her younger sister, especially by her father as 
he commented on the difference between Renu and Kiran: 

This younger one, she's not that bright, she's average. Renu's the one that's 
really bright and really takes care with her work'. (In conversation with Renu's 
father; JuIy27th 1999) 

Mum: I don't ever go to their school. Their dad goes to see how they're getting 
on, every 2 months or so. Madam says she's good at studies (DPEP Village: 
Renu: Mum- parent Interview: Saturday P April 1999) 

For Renu, play was just as important as spending time on her studies. Indeed When she 

commented about her ideas concerned with managing her time between schoolwork and play, 

she referred to the advice that she said her father had given her. Renu perceived her father to be 

quite a strong influence on her thinking. He comments included the following: 

Everyone woffies about his or her studies, but some children don't worry about 
their studies and they play all day long. But if studying is necessary, playing is 
also necessary. And if playing is necessary, then studying is also necessary. If 
one just keeps studying, then you won't like anything. But if one wants to study, 
then it's important to play for one hour. 
RCD: who told you that then? 
Renu: if you play too much and all the time, then the things that you remember, 
you also forget that. 
RCD: so who explained this to you then? 
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Renu: my papa told me. Madam says so aswell. That play is important, and 
studying is important 
RCD: so what does papa explain? 
Renu: that its not good to study all the time, and that playing is also important; 
that's why when I play, papa doesn't stop me. There are some mummies and 
papas who always keeps saying 'you should be studying' and they don't let their 
children out. 
RCD: so a little of each is good 
Renu: not a little of each, both are good. Playing is very important. Studying is 
important, because one will be studying for a long time so that one can earn an 
income (DPEP village: Renu: Thursday 70' October 1999; Renu at Home and 
diary) 

In fact if one were to visit Renu at home, one would probably find her on the flat roof of the 

house, playing with one of her cousins, the neighbours children, or brothers and sisters. They 

attended a variety of schools, including English medium private schools and were of differing 

ages, spanning from 2 to those of Kamal - 14 years old. There were always toys around the 

house too. Her younger sister or brother would be riding a toy bike or her younger cousins 

would be present and they played with their toy cars. Renu would play with homemade dolls 

with her older sister up on the roof. During the holidays in the course of the fieldwork, Renu 

accompanied her grandmother on a4 day bus trip to Jaipur and stayed with her father's sister 

and her family (with their 2 young children) for a month during the summer holidays, whilst her 

elder sister spent a month with her Mother's brother and their family. Her parents remained at 
home with their youngest children. Special family activities occurring during the time of 
fieldwork included 2 family birthday parties with a cake and the use of outside caterers to 

celebrate the events. The parties were held at the main house and at her father's sister's house 

in a nearby district. On such visits to non-immediate family, 'Uncles' would be said to pick up 
Renu and drop her off. In this way the family was a community of people helping each other 

which extended outside the boundaries of the nuclear member as the unit. However, within the 

confines of her immediate family, Renu received much support and it is to forms of support that 

the next section turns. 

App. 1.3 Forms of Support at home: 

Renu's daily routines involved the shared experiences of learning with the presence of her 

siblings. After returning from school she would rest and play and watch televisions for a while 

and then set about doing her homework as did all the children in the family. There was the space 
for the children to study in the quiet of their home if they so wished. Her mother explained: 

She studies here in this bedroom and upstairs on the roof. All the children sit 
together and study. In the evening they play; watch the TV for a short while; first 
they do their homework ... she gets questions and answers to write and sums for 
homework; whatever madam does at school (DPEP village: Renu Mum- parent 
Interview: Saturday P April 1999) 

371 



App. 1.3 i Parental and Sibling Resources as Supportfor School Assessment 

One of the key forms of support Renu received at home was in preparation, during and after the 

school papers. Such support occurred through physical help from family members; especially 
her mother and older sister, within an environment of shared learning, overridden by the interest 

taken by her father. 

During the time leading toward the 4th year papers, Renu's mother and elder sister would help 

her revise her written work and explain the maths she did not understand. Her father could not 
fulfil this role as he was working for much of the time. This was revealed in conversations with 
Renu and her mother and elder sister as the following extracts illustrated: 

Mum: I used to teach her. She would do the sums on the slate. If she didn't 
understand it ,I would explain it to her. She would revise herself from the book 
and then I would listen .... her sister would study at the same time and I'd explain 
the sums to her too. 
Kamal: and mum explains it to me if I don't understand 
Mum: her father doesn't have the time. He's always at the shop. He comes home 
at 10 O'clock in the evening; then he sleeps.. He leaves it to me. He just sees in 
between whether she's studying and asks her and me 'are you teaching her or 
not? 
Kamal; she asks for help from me in Hindi and in maths 
Mum: she's (Kamal) very good in everything (DPEP village: Renu Mum- parent 
Interview: Saturday P April 1999) 

RCD; tell me Renu, when you were revising your work, who did you ask for help? 
Renu: ..... I used to ask for help from mymurn my sister, and sometimes my 
papa. They help me a great deal in my studies. They explain the maths or they 
listen to the questions and answers; they ask me..... 1 used to memorise it in my 
head and my mum would be making the dinner and my sister would be rolling the 
chappatis and I would be memorising it in my head. And when then my sister 
would be rolling the chappatis , she would listen. I would memorise and then she 
would listen. Then we would eat dinner and she would listen. Then she would 
ask me. She would ask the question and I would give the answer. (DPEP village: 
Renu: Group Interview: Saturday 3rd April 1999) 

During the course of these exams Renu explained how her father would ask her about the exam 

when he returned from work at the end of the day: 

RCD: so when each exam was over and you used to home afterwards, who did 
you tell about the paper you had? 
Renu: I used to tell my mum about the papers. Dad used to come home at night 
that's why he asks at night. He asks what questions did you do and what didn't 
you do. My sister, when mum asks, she listens. She's going be 13 and in the Oh 
grade. (DPEP village: Renu: Group Interview: Saturday 3rd April 1999) 
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Despite Renu's efforts in the 4"' year exams she had not retained the joint first rank in class that 

she had attained during the preceding year and was deeply disappointed when the results were 

read out at school. In fact on the day of the results data from observations revealed that she was 

crying as the results were being read aloud. 
Remi is with the 4year group and sits on the ground towards the back of the line 

making patterns in the sand and dirt; whilst talking to Sarasvati and Jhoti. She 

keeps turning round to see if madam's coming. 
The results are read out. For the 0' years, Sarasvati has come first. We stand and 
clap. Renu is second and Shabana is joint P. 'That girl's crying' says a child in 
front of me pointing to Renu. Obviously Remi is disappointed. Afterwards. most 
of the classes leave school. 3 in our class have failed - not part of the sample. 
..... Renu goes home alone; I see her walking to her home, followed by her 
grandmother. I decide not to go inside because she's obviously disappointed. 
Lastyear she camejoint first (DPEPvillage: Renu: Wednesday 31"tMarch 1999) 

She later explained how she felt but more importantly the support and advice she was given 

when she arrived home in tears: 

RCD; so when the results came out for the exams; it looked as though you were a 
bit heartbroken, because you'd put in a lot of effort 
Renu: yes 
RCD: then who was at home and when you told them what did they say? 
Renu: grandma and mum were at home when the results came. They said 'never 
mind, you've come second'. 
RCD: so what did you think? 
Renu: I said I put in so much effort, so why did I come second. They said you 
shouldn't put that much effort in. you can spoil your head that way. My mum 
said those who study too hard, they also also forget. (DPEP village: Renu: Group 
Interview: Saturday 3rd April 1999) 

Renu's mother explained how her father did not comment on her Renu's results because she had 
demonstrated that she realised that her results were not good enough, Had she not demonstrated 

such remorse, her mother explained that her father would have alerted her to the fact that her 

results could have been better: 
RCD: she was disappointed at her exam results 
Mum; she didn't come Ist, she came 2d. On the previous occasion she came Ist, 
so she was a little disappointed. I wasn't there when she came home; I was at my 
mother's home. He dad was here .... he didn't say anything. She started crying in 
the first instance(mum laughs), so what could he say. He said she's felt it herself, 
that I came first last time and I've come 2 nd this time, so there's no need to say 
anything. If she hadn't have felt it, then he would have said something, but she 
felt it herself, that 'why haven't I come l`(DPEP village: Renu: Mum- parents 
Interview: Saturday P April 1999) 

App. 1.3ii Material supportfor School Assessment 

Renu's family's economic circumstances meant that support that Renu received during the time 

of the 4h year papers was extended in the course of the 5h year in preparation for the state 
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papers that she was obliged to sit. This form of support was tutoring and was available to her 

siblings and cousin Ramesh. 

Kamal: We'll have the final papers, and at that time I'll go to tuition. And she 
Renu goes because she'll have to sit the board papers this year, so that's why she 
goes to tuition. My board papers will be in the 8h aswell. After that I'll go to 
another school. We have to sit the papers in another school when we all sit the 
board papers.. (DPEP village: Renu: In conversation: Thursday 9th September 
1999). 

Renu explained how the aim of tuition was not to compensate for what was not taught in school, 
but rather to ensure that the work in school was thoroughly revised and sometimes, to be ahead 

of the class: 
Renu: Now I'll study, I'll rest and then I'll go to tuition. I go here nearby - it 
takes I Ominutes to get there. 
RCD: why have you started tuition; you're intelligent 
Renu: the thing is that like now we're learning the chapters, ahead of that are 
many more chapters which are difficult, in the 50'. Now it's easy, but later it's 
going to be very difficult. I have tuition, because I can do quite a bit very well, 
but they will teach me so that I'm even better; that's why I'm doing. They'll 
teach us from the first chapter, but because I don't do it really well, so they will 
teach me how to do it really well. I've been going for 2 days now. I like it. My 
older sister is going aswell. Its because of her I was feeling a little scared; but 
then when I went a second time then I really liked it. Many children go. But I 
don't learn amongst many children, my sister does. I go at 6 O'clock and she 
goes at 5pm and when she returns I go. Then I come back at 7 and it gets dark. 
Munna also goes with me. She doesn't go - Kiran, because we help her with her 
studies; because we've done all that. Its like when we're in the 6 th we'll be able 
to do the 50"s - it will be easy (DPEP village: Renu: In conversation: Thursday 
9th September 1999). 

I do maths in tuition, and my sister also does English. 
RCD: so is there something less at school? 
Renu: no 
RCD: so what's the point of tuition then 
Renu: there's no weakness at school No we do tuition, because the tuition uncle 
really makes us understand well. In school they also make us understand well; 
but in tuition we understand more. We understand in school, but we understand 
even more in tuition. So lets say madam teaches us chapter one, and in tuition 
they teach chapter 4. The madam comes to teach chapter 4, and then the tutor will 
be teaching chapter 8. That's the point of tuition that we get through the chapters 
ahead and quickly. And he gives tests every Sunday. Those children that can't do 
other subjects do all of them, but I can do all that. On Sunday I go at 4 O'clock 
and the rest of the week I io at 6 O'clock. On a Sunday I go for the first sitting 
and they (the 7th and the 8 years) go in the next. My younger sister doesn't go 
yet, she'll go when she's in the next class. Now she's in the I't grade, she'll go in 
the 2 nd grade. 
RCD: how do you know? 
Renu: Kiran was telling me (DPEP village: Renu Diary conversation: Thursday 
7th October, 1999) 
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Renu's tuition was for mathematics, whilst her elder sister attended tuition in mathematics and 
English and her younger brother, Munna, attended tuition for English. Renu and her sister 

explained how they thought that her weakness lay in her maths and the aim of tuition was to 

ensure that she would improve her marks in maths during the papers: 
Renu: my older sister's going now. Mum said if she studies then she'll pass, so 
study at school and at tuition. So then she'll pass, she'll at least come, 2nd or P, 
so that's why she started again. (DPEP village: Renu: Diary Conversation: 
Thursday 7h October 1999) 
(Renu shows me her tuition book. She tells me that they did the first chapter 
totally). 
Renu: I can do Hindi, and the other subjects -I can do all that. Its just maths I do. 
I've put in a lot of effort and I've done 2 chapters already. Do you know how 
many chapters will come in the paper -25; and then I can get good marks; that's 
why I'm taking tuition. We get papers 3 times a year. In march are the main 
papers an you find out who ahs passed, who has come first, who has come second 
and who has failed. Madam reads it out to all the children (DPEP village: Renu: 
In conversation: Thursday 9th September 1999) 

App. 1.3iii A Supportive Context: Learning Yhrough Dialogue and Social Experiences 

The fact that Renu usually had siblings or cousins at the house to play with, meant that a 

considerable amount of challenging dialogue occurred between them that in turn generated a 

process of learning. In the following extract, she was talking with Ramesh, her cousin, who was 
8 years old and attended a private school near New Delhi. The extract is an example of the way 
dialogue within Renu's relationships with children in the family facilitated her abilities in 

reasoning and persuasive argument. 
RCD: so can your grandfather drive? 
Renu: no he can't even ride a scooter; well he can but he doesn't ride it. 
Ramesh; he could ride, he can't now 
Renu; he can; if you've learnt to ride once, then the next time it comes again, 
when riding on the scooter (Renu often switches to the Haryana dialect when 
she's quoting family members or conversations with them or talking to Ramesh) 
Renu: if you can ride a scooter, you can ride a cycle and the other way round, 
Because both have 2 wheels 
Ramesh; yes but you tread the pedals in a cycle; and in the scooter you. 
Renu: just be quiet, be quiet 

RCD: so where did you stay when you visited Jaipur with your grandmother? 
Renu: we slept on the bus once, and once we stayed at a dhararn salah; where you 
get a room. Everyone got a place to sleep, then they got free tea 
Ramesh: it comes in the price, so it's not free 
Renu; you do in the dhararn salah 
Ramesh: yes you'd get it free in the dhararn sala; over there everything is free; 
but in a hotel it's not free 
Renu: but we didn't eat there. I ate in a hotel. 

They argue about how many days are left for Diwali and count the days and the 
dates; he ends up correct with 16 days to go. (DPEP village: Renu: In 
conversation: Thursday 21' October 1999) 
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The social practices that Renu became involved in, such as her attendance to tuition classes, 

allowed her to mix with her cousins (such as Ramesh, who attended a different school) and 
learn about their experiences, which in turn she would relay in conversation, as the following 

extract illustrated: 

Renu: I mainly play with my uncle's children. They go to a big school. It's a 
private school; it's a lovely school. You know what their prayers are like. There's 
a whole band that plays; they have so much expense on it. And the children go 
swimming aswell, and they listen to music. 
RCD; how do you know? 
Renu: because they come to tuition. When it's the V of January they listen to 
songs and they'd heard them in English and the tuition person played them to us. 
(DPEP village: Renu: Diary Conversation: Thursday 7ýh October 1999) 

The general ambience of concern for school learning was a backdrop amongst Renu's 

household. As such, Renu, for example, took an interest in her younger siblings and their 

abilities. In fact she was able to make clear assessments of their abilities in different subjects. In 

much the same way as the eldest sibling helped Renu, so Renu helped the next youngest, Kiran, 

and Kiran helped the youngest child, Munna. Indeed it was on the advice of Renu's father, that 

Renu claimed to teach them in their weakest subjects as she explained: 
Renu: In the Hindi school, didi, Kiran even now she still writes all her spelling in 
English; she just doesn't forget her English (because she went to the English 
medium school for a while); but its not necessary really for her to forget, because 
it will be useful in the future. In the future she'll be intelligent at English. At the 
moment she does Munna's schoolwork, the English for him. Munna is at a 
private school, where they teach English from the start. No he goes there and they 
teach up until the Oh, that's why she does Munna's work for him. I can't even do 
the amount English she can do. She'll say add the p, add the a, and then she says 
join them all together, and I say I can't do it, and she says 'look it's done'. So 
she's going to go to tuition from the second grade. There's some sums in maths 
(shows me addition and carrying the numbers) she can't do, so she'll also go for 
maths. 
RCD: so how do you know she can't do them? 
Renu: because I've told her to do some sums. Papa said , you teach her. So I 
teach her. Now there are things she can't do, and then there are things she can 
do. She can do Hindi, but not maths.. She's very clever. She does very good 
drawings, whatever you show her in a book. She keeps drawing in her copy ,I 
saw her whole copy and she's coloured it beautifully. 
RCD: so who taught her this, or was it on her own 
Renu: not on her own. In that private school she went to, they teach good 
drawing. Her hand is also very good at drawing. Some children's aren't good. 
But Kamal's drawing is also very good. She'll see a peacock and she'll draw it or 
a parrot. Kamal is in the 6th, she also learns English, maths, Sanskrit, she has so 
many books. I also draw well. I've learnt through watching. I drew a swing and 
a mummy swinging a child and next to us was a house, a nice big house and the 
child was running home to his mummy from school and next to it was another 
woman. I gave it to madam. Sarasvati drew one of a boy with a water pistol and 
also a bowl of flowers. (DPEP village: Renu: Diary conversation: Thursday 7th 
October 1999) 
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It seemed as though Renu had a general interest in learning both with regards to school activities 

as well as non-school specific learning. This was clear when she would talk about the television 

programmes or the newspaper reports she had read as she explained in conversation about her 

diary. In particular she took an interest in the price of gold, and the historical conflict between 

India and other countries, (namely Britain and Pakistan and Rajasthan following a visit to this 

state with her grandmother) and cold climates which had arisen from conversation with her 

uncle about his visit to Holland. In this way, it seemed that much of Renu's out of school 
interest in learning new knowledge was generated by her social experiences with members of 
her family. The following is an extract taken from her diary, which Renu discussed: 

Renu: Wednesday 27h October; 
I watched something about Rajasthan style - their clothes, their dolls; at 2pin in 
the afternoon. In Calcutta the gold has gone up in price (she writes down the 
price) and the price of silver has also gone up. I watched a programme about RK 
Narayan - he's president of India. .. I read about Pakistan -they say they'll 
murder everyone in India. They send people and they put petrol all over 
themselves and then wear their clothes; so that if someone catches them then their 
hands will also get burnt. To kill one man, the Pakistanis pay 25,00ORupees. I 
read that in the newspaper. We have a constant fight with them. (DPEP village: 
Renu: media charts Fri S'h Nov. 1999) 

RCD; so the English left what 50 years ago, and were here for a 100 years? 
Renu: First one man came, then he brought another and then a third, fourth and a 
1000 came; and many came to Hindustan. They use to pull out the children's 
fingernails, they used to have a knife and pull them out 
RCD: how do you know? 
Renu: they show it on TV. And the women, they used to kill their husbands. 
There used to be a drama, it doesn't come anymore, it shows the really bad 
English. But nowadays its not like that, now they're nice, that was 50 years 
before. And many also died. The Indians didn't have many guns; but they did in 
Pakistan and the English did. It was one before, Pakistan and India, it was all 
India. They became separate. Even now the fighting between them continues. 
The fight is still going on about our country with Pakistan. The country that was 
ours that is even fighting with us, because of Kashmir. In Kashmir there's a lot 
of snow, have you ever been. It's so cold there that everyone wears thick coats 
when they go 
RCD: how do you know? 
Renu: they show it on TV 
Renu: and where my uncle went, over there it was also very cold. The one that 
went to Holland. (DPEP village: Renu: Diary conversation: Thursday 76' October 
1999) 

Whilst this section has explained some of the key issues concerned with the social influences 

upon Renu's approaches to learning within the out of school context, the next section considers 
Renu's activities and relationships within the school context. Those relationships and activities 

occur within her peer groups and with her class teacher. 
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App. 1.4 .... Relationships with Peers 

App. 1.4i Responsibility and Support in Learning with Peer Groups in School 
There was a sense in which Renu seemed to treat her schoolwork with a great deal of 
seriousness when compared with her immediate peers: 

Summary 
A good short group conversation focussing on 2 themes. All of the children spent 
time away from their homes in the village with other family members during the 
holidays. Of-course playing was on their list of priorities and Renu felt that it 
was important to complete the holiday homework too. The others didn't put 
quite so much emphasis on it. (Children's Group Interview: July27th 1999) 
RCD: what did you do in the holidays 
Renu: (in a serious sombre tone unlike Sarasvati's outspoken and loud voice) I 
did school work. 
RCD: and what was the schoolwork? 
Renu: we had to write all the questions and answers in our copy for Hindi and we 
had to memorise them; and we also had to write our tables up to 20 and memorise 
them; and from SSt we had to learn the questions and answers from that, and 
from the other book, we had to learn the questions and answers from one chapter 
and for maths we had to take the full questions and understand them and do them 
in our copies. That was the work 
RCD: so did madam tell you what chapters 
Renu: Madam wrote in one child's copy, and all the other children took that copy 
and wrote out what they had to do in their copy. I (we) did it and then there was 
half a month left, then I played. (DPEP Village: Renu: Children's Group 
Interview: July27th 1999) 

Renu was of her own mind in the classroom, helped who she wanted to help, with no fear of the 
fact that it may not be reciprocated and for the most part was able to work both independently 

and confidently as the following extract illustrated: 

This morning the children were told to write descriptions about their school. 
Renu dictated hers to me. 'we have water and lighting in our school' she claimed 
, and then explained 'I know we don't didi but we love our school so we write 
that'. She spent some time explaining how different words can have the same 
meaning- for example, she told me of three words meaning school, and the same 
for garden (its actually Hindi/ Urdu. Hindustani I think). Then onto maths; the 
usual procedure, with madam dictating one question at a time and the children 
completing it. Renu was protective of her maths, told children not to copy her 
and worked quickly. She sat with Sarasvati and Sureeta, although they didn't 
work together; just chatted as they worked. In maths the children worked on 
problems - Renu used long division to solve one of them. Despite Sarasvati 
telling Renu (and Seema following) not to help some other children, because 
Sarasvati had already shown them how to do the maths yesterday and they 
weren't 'trying'; Renu was of her own mind 'so what if they've been shown' she 
shouted and continued to show 3 other girls. how to do the maths; threatening 
them (using hand gestures) if they don't listen. When Renu made a mistake in 
her maths, Madam explained where she'd gone wrong. (DPEP Village: Renu: 
Field notes: Wednesday. 3rd February 1999) 
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Within the classroom Renu explained that she both received and provided support to peers. 
Certainly the observational data revealed that this was usually the case especially in 

mathematics, where reciprocal learning occurred within a small group of friendships. The 

following extract is illustrative of this kind of reciprocal learning with Santoshi; and it would 

also occur with Herna or Jhoti: 

Renu does the sum on her slate and confidently points to Santoshi and vice versa 
in term of what to do. She refers to Santoshi's work and makes adjustments to her 
own. Hema returns from madam having had a correct answer and shows 
Santoshi. Renu decides to show madam hers. Madam explains where she's gone 
wrong and she in turn returns to her seat and explains it to Santoshi. They both 
amend their slates. (DPEP Village: Renu: Field notes: Monday & September 
1999) 

Observations revealed that Renu often asked Sarasvati for help whilst doing her maths in class: 
Renu asks her the odd question as she does it: for example 'how many times does 13 go 
into 70? And Sarasvati works it out (DPEP Village: Renu: July27th99) 

However on a number of occasions, Renu was protective of her work towards Sarasvati, with 

whom she competed for first rank in class. The following extract is illustrative of this attitude; 

after Sarasvati had asked Renu for help, Renu ignored her and decided to help Sarasvati's sister 
instead: 

She tells Shabana what to write and Shabana writes it. As she's helping Shabana, 
she looks in her own copy and reads it aloud to her 'the bride ... she dictates to 
Shabana. 'No cut that bit out' she says to Shabana, reading her work. 
'From today we won't help you' remarks Jhoti to Renu 
'Don't tell me' replies Renu working out her sums aloud, counting on her fingers 
(DPEP Village: Renu Field notes: Friday 19"February 1999) 

App. 1.5 .... Relationship with Madam 

App. 1.5i Responsibility and Approaches to Learning 

Madam perceived Renu to be a bright child, second to Sarasvati. She explained that Renu had 

taken more of an interest in her studies over the previous year, was from an educationally 

supportive family and was the kind of child who liked to improve herself by mixing with 

brighter children: 
Madam: Out of all the highest is Sarasvati. That girl is very good in all subjects. 
After that there's Renu... (Interview: November 6"'1999) 
Her parents, they take care of their children's studies. Renu (madam tells me) 
rang her when she couldn't come to school, to see how she was. Madam hadn't 
come to school for 3 months, which included the 2-month holidays. Renu, she 
says, takes care of her studies, and her father often asks how his children are 
doing in school. Her grandfather is very good too she says. Her position in class 
is sometimes I' and sometimes 2 nd . She's become very interested in her studies 
over the last year. She has a good character; she spends a lot of time with 
Sarasvati and Shabana - she like to mix with good clever children; to better 
herself. (DPEP Village: Renu: Teacher Interview: Thursday 29th July 1999) 
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Rcnu claimed to enjoy school when madam was present and held a very confident relationship 

with her class teacher. She, like Sarasvati would often volunteer to do the class reading, enjoyed 
being assistant to madam or Sarasvati when they were leading the class, and was the only child 

who would ask questions in class, notably in maths as the following observations revealed: 

Madam demonstrates what to do on Renu's slate holding it up to the class. Renu 
stands and asks her a question. So that big number comes firstT she asks 
'yes says madam. I'm explaining it to you all from the slate not on the blackboard 
because there's no chalk. 
'I have some chalk' says Remi 
'Okay' madam replies. 
And the children gather around the blackboard for an explanation of the maths on 
the blackboard. 

M: first you turn the fractions into top heavy fractions, then you find the LCM, 
then you add or subtract. If its all subtraction, then you take the 2nd away from 
the V and then the P away from the answer. If it says add, and in the middle it 
says subtract; then I add the first and the P numbers and subtract the middle 
number. This is the P or 4h time I've explained this sum to you. If you still 
don't understand, I'm ready to explain it again. 
Renu is the only child who stands up and asks a question. 
R: what if the signs are different and you have to add? 
M: if for example it was 91 -42 + 41; the I would add the 91 and the 41 and 
subtract the 42 (DPEP Village: Remi: Field notes: Monday 60' September 1999) 

Renu explained her reasons for asking questions, and they predictably related to the fact that if 

she did not understand the new learning in mathematics then she would lose marks in the 

&papers'. In this respect Renu showed a concern and responsibility towards her learning in 

s. chool as the following extract illustrated: 

Renu: nothing was easy today; I didn't even understand one sum from madam; 
usually if it's hard, we still understand 3 or 4 from madam. But then I just 
understood it. Madam is also educated, and when madam understands it she can 
make us understand in 2 minutes. 
RCD: but when you were doing this and you got up (when I took a photo); so 
what were you asking madam? 
Renu: I was asking - look (she writes it on the page) so I was asking madam, 
does this cancel down with this (the 2 noughts, so left with lxIxI; the o from the 
numerator is cancelled with the 0 from the denominator) So I was saying, j i, the 
zeros have cancelled out, but I is left over and madam said they also cancel out. 
If I had not asked her, then in the paper I would also do it wrong and then my 
marks would be less. (DPEP Village: Renu Diary Conversation: Thursday 7th 
October 1999) 

In fact, Renu often referred to how she would listen to madam's advice. For example, if Renu 

was having difficulty doing a piece of maths and madam had given an explanation, she would 

then try to do the task herself, maintaining that in order to successfully do the work in the 

papers, madam had advised that they try to tackle the maths problems a number of times by 

themselves. Renu explained this: 
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Renu tells me what they did at school today. First they did maths. 
Renu: we did about when you buy things and you have to weigh them and how 
much they would cost. We did fractions. It was easy. Madam explained it on the 
blackboard. It was a little difficult; this one was a little difficult 5 5/6-xlO/21 
x14/15 
RCD; so who did you ask for help? 
Renu: from no one I tried to do it with my own head and it was right. Madam 
says that if you ask someone then I'll cut your name form the register. Madam 
says go home and do the maths twice over, and then when I explain it the next 
day you'll be able to do it. So that's why we shouldn't cheat from anyone. 
Because in the papers we can't copy from anyone can we, that's why madam says 
that (DPEP Village: Renu In conversation: Thursday 9th September 1999) 

App. 1.6 Conclusion: Perception of Self and Renu's Identity as a Learner 
At the end of this section about Renu, one needs to ask how did Renu perceive herself as a 
learner and in what ways the social practices and relationships Renu experienced within and 

without the context of the school, infonned her identity as a learner and in turn, her approaches 
to learning in school. 

Certainly Renu saw herself as reasonably bright. She played at being the teacher at home when 
helping her younger sister with her maths, and indeed was observed doing the same for a 

neighbour's child. She went on to explain how this was possible since she had attained first rank 
in her lower classes and was as such, qualified to tutor a neighbour's child. Indeed she was 

prepared to charge the child a fee, as she explained: 
Renu's on the roof giving tuition to one of the girls who is also at school with 
her, but in a lower class. Renu says that she's going to charge her 50 rupees for 
the tuition. 
Renu: I can give her tuition because I came first in the class that she's in. (Renu: 
In conversation: Fri 5h November 1999) 

We discuss homework 
Renu; we have to write out the questions and answers for the chapters we studied 
today. It's quite long but it won't take me long - just one hour. I'll even 
memorise them and also write them. 
RCD: how come you can do it so quickly? 
Renu: I have a good head; whoever has a good head can do it quickly. and we 
have to do 40 sums in chapter 12 for maths. I've already done 35 in another 
copy. (DPEP Village: Renu Thursday 7 th October 1999; Renu at Home and diary) 

She also believed that her approach to successful learning would involve effort. Through effort 

she would attain higher marks: 
RCD: so were you pleased when you received the marks for your paper? 
Renu: yes; I had a few less marks; but if I put in more effort then they'll come 
higher. (DPEP Village: Renu Diary Conversation: Thursday 7th October 1999) 
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Renu took a genuine interest in her schoolwork and those experiences that she would relate in 

conversation, were usually those of which she had held some social experience. For example 

when the science lesson talked about farmland and animals, she related this to what she had 

seen at her mother's brother 's homes. In mathematics she could relate the content of learning 

to out of school experiences , when the questions lay within her experience: 
RCD: can you explain what you did in percentages in maths? The question said 
that for 100 rupees I get 10 rupees commission. 
Renu: so if you buy 100 rupees worth of things, I can't remember what he was 
selling, It was for 100 rupees, and whoever bought that thing, he would get 10 
rupees discount. I've seen it myself. Like in fabric shops, if you go to a fabric 
shop, they say for 90 rupees it will be 10 rupees discount. It means if you buy 100 
rupees worth of fabric, on that will be 10 rupees discount. (DPEP Village: Renu 
Diary Conversation; Thursday 7h October 1999) 

Whilst Remi held a positive perception of her learning ability, took responsibility for her 

learning and held a general interest in learning, she would often claim that her main motivation 

was to attain first rank. When Renu did not fulfil her expectations, she held a reputation for 

quietly crying as the following conversation between Remi and Sarasvati illustrated: 

RCD; what was diff icult for you in the exams? 
Renu: nothing was difficult 
RCD; and what paper did you like? 
Renu; Hindi 
RCD; why? 
Renu: because they were all easy and I could complete them. Sarasvati helped me 
a little; I did the rest myself, 
Sarasvati; in any case we ask each other in all the subjects; we're bound to forget 
some things 
Shabana: we have to learn everything 
Renu: But in SST why did I get 50 marks; because I wrote the aeroplane route 
incorrectly. I put Delhi, Mumbai, and Calcutta 
(The group all say they wrote that) 
Sarasvati; I also got 50, but you started crying 
RCD; why did you cry? 
Sarasvati: she doesn't tell anyone (DPEP Village: Renu Group Interview: 
Saturday 3rd April 1999) 

In April following the disappointing results of her 4h year exams, Renu revealed her aspirations 
for the Sth grade 

Renu: I want to become first. (DPEP Village: Renu Group Interview: Saturday 
3rd April 1999) 

Six months later, she held the same aspiration, coupled with a residual anxiety that she may not 

pass the next set of exams and a desire to re attain her first position in class, so that she was seen 
to be as good as the best students, as she explained: 
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RCD: so when you leave this class will you get a different madam? 
Renu: yes, when we go in the 6h, we will have many madams teaching us. Let 
me count and I'll tell you - 4. Now we have 1. It depends on whether I pass or 
fail though 
RCD; you'll pass 
Rcnu: do you know? 
RCD: yes I know you'] I pass, why do you worry? have you failed as yet? 
Rcnu: no 
RCD: so why do you think you'll fail in the future? 
Rcnu: I used to come first all the time. And I don't like any position other that 
coming 1". 1 think to myself that I shouldn't be any less than anyone ever, I 
shouldn't be any less than anyone ever (DPEP Village: Renu diary Conversation: 
Thursday 7h October 1999) 
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App. 2.1 Introduction 

Parvati was a confident, happy go lucky child who was perceived as an average student in 

school, but took opportunities to take part in a number of extra curricular activities both within 
the school context and within the local community surrounding the school, of which she was 

very much a part. Such opportunities and interest arose as a result of her mother's role in the 

school as a teacher, which in turn also provided Parvati with the impetus to ensure that she kept 

up with her school work. It is to her mother's influence on her approaches to learning and in 

particular the implications this had for her interests and relationships with her teachers, that is 

the focus of Parvati's story. 

App. 2.2 Parvati's Family 

Like all of the children in the sample, who attended the Private Model School, Parvati was from 

a second-generation educated family. Both her parents were graduates. Her mother held a 
B. Ed. and MA in economics and her father was a graduate in law. He worked as a statistical 

assistant for the ICDS (Integrated Child Development Service) on projects aimed to educate the 

mothers of underprivileged children living in villages; whilst her mother had been teacher for 

the last 9 year; first teaching at a sister model school in another area of Mewat, and then 

securing employment at Parvati's school in August 1991. They were a Hindu Jain family (Jain 

being a distinct orthodox branch of Hinduism) of neither a top or bottom caste. Parvati's 

mother was originally from Utter Pradesh (U. P) whilst her father originated from another area 

of Mewat. The family lived in a rented first floor flat on the housing board colony adjacent to 

the school and the accommodation was provided as part of her mother's employment. They had 

lived in various places in Mewat over the last 12 years, moving to the area of the Private Model 

school when her mother secured her employment there. Usually a period of the school holidays 

was spent visiting uncles and aunts in Delhi or in U. P, where family trips included visiting 

various temples. Her mother would often accompany her, whilst her father, being at work, 

joined them at later times accompanied by his son. Family celebrations included her birthday 

with a party attended by her neighbours' children (as school was closed) and her teachers who 

lived on the same colony. Fig. App. 2.2 represents Parvati's immediate family. 

Parvati's Parents 

Anil Parvati 
(Brother: 12) (9) 

Fig. App. 2.2 represents Parvati's immediate family. 

386 



Parvati's mother perceived her daughter as being of 'average intelligence', but hoped that she 

would make something of her life. She did not perform well enough in mathematics, according 

to her mother, but was a self-motivated and independent worker, unlike her brother who was 

totally dependent on his mother for help in his schoolwork. She explained: 
She's okay at school, but she's not very intelligent and not too dull. We want 
her to study and become something. In maths she needs to study a bit more, 
but she's interested now in all the subjects; she's also interested in helping at 
home. She doesn't depend on anyone; she likes to do her own work. She's 
not dependent on us helping her in her studies at home. She does it herself. 
She does her homework herself. She's self-motivated. She's like that; she 
doesn't want to be behind the children in the class; 'I want to do something' 
is her attitude). My mum says that I was like that when I was little ......... My 
children don't study much at home; for one hour, with difficulty because they 
don't get much homework ... they get on with a lot of it at school. Parvati 
asks all of us for help, her dad, her brother, or me. But her brother doesn't 
ask anyone but me. He totally depends on me ... Mostly Parvati does it one 
her own. She takes less help at home. She tends to understand things in the 
classroom (PMS: Parvati: Parent Interview: Tuesday Oh April 1999) 

In the 5h grade, Parvati's mother re-iterated that Parvati sometimes had difficulty in maths and 

would ask for help from her mother at those times; 

RCD: They had a big chapter on decimals in maths. How did Parvati find 
it? 
Mum: Parvati sometimes asks me. 
RCD: she asks you. Because some of the children had difficulty with that 
chapter 
Parvati: Farzana couldn't even do it 
Mum: In the exams Parvati makes mistakes in her maths. He marks aren't 
good in maths. 
RCD: so where does she go when she doesn't understand the work? 
Mum: then she asks me. She doesn't ask me all the time 
(In conversation: Friday 170' September 1999) 

Parvati was not expected to spend too much time studying at home, but her mother kept her on 

track. And her mother considered her as a resilient child who simply just 'got on with things': 

She doesn't worry. She finds a solution. She's not one for thinking too 
much; her brother thinks a lot. If we scold her, then she's fine after 2 
minutes. She gets normal quickly. (PMS: Parvati: Parent Interview: Tuesday 
Oh April 1999) 

Although Parvati was for the most part an independent worker, it was in exam preparation that 

her mother took a greater hold on her studies at school, helping her to revise and ensuring that 

she did so: 
She had been preparing slowly for the papers from early on, going through 
each lesson. But when it was just before the exams, she would do the 
questions and answers. I'd write out the exercises for her and she would fill 
them in. I'd help her revise in the evening (PMS: Parvati: Parent Interview: 
Tuesday & April 1999) 
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Parvati also explained how she would assess and identify her own difficulties when revising for 

papers, and then ask her mother to explain the work: 
When I revise at home, I do it quickly. What I don't understand, I put tick 
marks on and mum explains it (PMS: Parvati: Group Interview: 12 April 
1999) 

This help occurred again during the course of the 5"' year exams where Parvati's' father also 

supported her in her revision: 
RCD: so has she had any difficulty and come to you with this terms syllabus 
which finished in July 
Mum: I haven't seen yet. Now I'll start; she's revised it because in between 
they have the Monday tests. That way all the lessons get revised. Now I'll 
see whether she's forgotten 
RCD: so how will you prepare her? 
Mum: I'll listen to her recite the work, I'll give her sums to do for the maths 
and I give her questions and answers to do to. I'll have to teach her soon 
(PMS: Parvati: In conversation: Friday 17'h September 1999) 

RCD: so her dad doesn't sit with her to study? 
Mum: sometimes. He doesn't enjoy teaching them. 
Parvati: we did English; papa studied GK (General Knowledge) with me, all 
the lessons 
RCD: how did he study with you? 
Parvati: he listened to me recite all the 30 lessons. Whatever I couldn't do, he 
helped me revise it (PMS: Parvati: In conversation: Friday 15th October 
1999) 

Her father held the discipline in the home, but was also supportive in child rearing practices, 

given that Parvati's mum also worked: 
She gets up at 7am. Her dad wakes her after he's been for his morning walk 
and bought the milk. First she doesn't want to get up, and then she hears the 
word school. She listens to her dad because he's a little strict, but they listen 
to me. Then she gets herself dressed. Before, her dad used to dress her, 
because I would be preparing the lunch. She goes to school before me 
because the children play and to get her seat first. She likes sitting at the 
front near the teacher, so she can understand the teacher (PMS: Parvati: 
Parent Diary and Interview: Tuesday 6th April 1999) 

Thus was Parvati's morning routine within the confines of the family. When she would return 
home in the evenings, if her mother was in meetings, she would either wait in the school 

grounds and amuse herself playing games, or return home and play with the neighbours' 

children, ride her bicycle, eat her lunch and rest for 2 hours. In the evening she would do her 

homework in front of the television and eat a family meal watching television with the family. 

In fact everyone in the family liked television and it would usually be switched on (electricity 

permitting) when I visited her home. Her mother confirmed the family's interest in television: 
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In the afternoon, her dad's not there; he's at work. I also go to sleep. At 
night the 4 of us eat together at about 8pm. Her brother has the habit of 
watching television and doing his homework. He never does his written 
work without the television. I do my ironing with the television on. At night 
the television is on all the time until we sleep. At the time of the exams, we 
had the television on less, because they would lose concentration (PMS: 
Parvati: Parent Diary and Interview: Tuesday Oh April 1999) 

Parvati also talked about this family activity in her conversations with peers: 

Vippin: at 9.30 1 watched a competition on TV 
Parvati: it's a competition about songs and questions are asked about the 
films and children are in it and sometimes adults come in and play songs 
RCD: so it's a quiz 
Vippin: yes. And at 10.30arn I watched a serial -'Henna' 
Parvati: it's an average serial 
RCD; Is it your favourite too? 
Parvati: my mum always watches it; first we see Hena and then after that a 'little 
Asahi' 
RCD: is that also a serial? 
Parvati: yes, I definitely always watch both of them and so do my brother and 
mummy. (PMS: Parvati: GP. Interview: TV/Media charts: Friday 120' 
November 1999) 

App. 2.3 Parvati's Mother as a Resource: 

App. Z31 Relationships with Teachers : Confidence andApproaches to Learning 

Parvati had a very close relationship with her mother. She would often visit her during the 

course of the school day at school, and therefore sit in the staffroom with the other teachers and 
talk to them. And because Parvati's mother was a teacher and there was no-one to look after her 

at home if her mother was working, Parvati would often accompany her to events such as for 

example, 'teacher day ' festivities (In India 'teacher day' is a day dedicated to teachers, rather 
like 'mother's day in England). Such activities influenced her approach to relationships with 

teachers at school. Within the classroom Parvati always sat at the front directly in front of the 

teacher and was confident in approaching most of them.. So within lessons she would diligently 

follow what the teacher was saying and she worked quickly. She liked to, liked to help them 

with classroom tasks such as giving out and collecting books for them, as well as informing 

them of the chapter and exercises that they had last covered. She showed no hesitation in 

voluntarily asking questions when she felt it necessary, and sometimes she would answer 

questions. Her confident ability to ask questions to the teacher, usually to clarify what she did 

not understand, was a characteristic feature of her relationship with all the teachers in all the 

subjects. 
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In the mathematics lessons in the 46' grade for example, she would keep up with the questions 

and explanation and was confident enough to tell the teacher what she did and did not 

understand, showing a keenness to understand her maths as the following extract illustrated: 

As usual the maths teacher moved swiftly demonstrating 3 ways to calculate 
'perimeter'. Parvati was confident enough to say that she understood the first 
one, but was promptly told that she had to learn 3 ways (as sir continues 
whizzing though the sums on the blackboard). He used drawings on the 
blackboard to demonstrate the questions. Parvati follows the explanation 
with the aid of the textbook. Farzana turned round to her and says 'I don't 
understand'. Sir seemed to have also followed the set- out of the text Le.: - 
the meaning, the explanation and the exercise. Parvati found the correct page 
that sir was on with her neighbour Divya (PMS: Parvati: field notes: 
Tuesday. 9th February 1999) 

Her maths teacher at that time felt that although her analytic skills were not developed, she was 
the kind of child who remembered the work and was satisfied at that, rather than taking it any 
further; but that again she did ask questions in the lesson, as he explained: 

This child, she has a reserved nature. She keeps herself to herself, and keeps 
less communication with the other children. Whatever she studies she does it 
in a learning way. Her analysis and reasoning capacity isn't much. But what 
she does she learns, she memorises and remembers. She's not the kind of 
child that thinks this has happened, why has it happened, and after this I 
should do this as a result. Her arguments haven't improved much. She does 
ask me questions in maths ... In the exams; she may have come after P rank. 
(PMS: Parvati: Ograde Maths Teacher Interview: Thursday I' April 1999) 

In the mathematics lessons in the 5h year, once again she was able to keep up with teacher, 

follow his explanations and contribute to answering questions that were asked as the following 

fieldnote illustrated: 

Parvati sits at her seat working, occasionally telling the teacher where the 
decimal should go, as he relays examples on the blackboard... How many 
decimals, he says, he writes 'like' decimals on the blackboard, 3.9,3.9 tenths, 
13.7, thirteen point seven over 10. Parvati. So how many decimals? Two 
says Parvati. Where did you get two? The rest of the children say one. So 
are they 'like' or 'unlike' decimals? Surnreen says they're like because the 
denominators are the same. So, write like fractions underneath, says sir. 
What are 'unlike denominators'? 'unlike decimals'? Then one of the 
children says it's where the denominators are not the same .... When Parvati 
gets hers marked, sir says, that's very good, you should check everybody's in 
this line and see whether they've also done it well. She briefly looks in pride 
at the others work in the line and then packs up her bag. It's 1.25. (PMS: 
Parvati: Field notes: Thurs5th August 1999) 

However her mathematics teacher felt that she was not interested enough in the subject, but that 

she was able to cope with the work because her mother kept her on track: 
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Parvati is not too interested in terms of her own motivation, but her home 
environment, its one of, one should study. Her Mother watches over her 
studies and so she is able to complete it. 
(PMS: Parvati: 5a' grade maths teacher: Fri 12th November 1999) 

In the 46' grade, the computing teacher felt that Parvati was the best out the group in terms of 

answering question within lessons, and that she asked questions all the time: 

RC-D So first rank is Parvati? 
Computer T : Madarn out of these, the ones that are ahead in answering the 
questions are Parvati and Farzana. 
RC-D: so they contribute more to the class discussion? 
Computer T: yes. Whenever I tell them something, if they don't understand 
something, a few students hesitate to come up; and a few students ask me 
what they have not understood clearly - they ask me, they don't hesitate.... 
Parvati herself asks all the time (PMS: Parvati: 15fl' March 1999: Interview 
with 4h grade computer teacher) 

In the 5h grade her interest in computing was evident in observation of practical lessons, where 

she often monopolised the mouse when she was working with the group. Her teacher felt that 

was very confident in computing, a decision-maker and always-asked questions about what they 

were doing: 

Parvati makes her own decisions and if someone next to her says a wrong thing; 
like some children have a 'take it easy' policy, if someone else is doing it; but if 
someone says something wrong to her or it seems wrong to her, she automatically 
opposes it. I'll give you an example; it was the class exam, the Monday test was 
going on. I was just changing the seating pattern of them. I said Tarvati, stand 
and go and sit at the back' I said 'you'll cheat otherwise' She replied ' sir I won't 
do that, I'm cleverer than her, I can do my own, she's the one that'll look at 
mine'. My meaning is - she's of her own mind. Another time she said 'I'll be 
able to do it, I've got confidence in myself. 

They explain that the children that stand out are Vippin and Parvati ' means 
you can call them more confident, and aggressive. I can call them aggressive 
at studies. Means I can say that in computing, they want to know more... - 
meaning asking how did this happen, why didn't this happen, why are we 
doing this (PMS: Parvati: I Vh November 1999: 5h grade computing teachers) 

Her English teacher in the 46' grade pointed out that Parvati used to ask why and how question 
in class. In the 5h grade, her class teacher taught her English and Hindi. He felt that she had not 

performed as well as expected in the exams and that her mind was not on her work, but since he 

worked with her mother, he was able to discuss Parvati with her and realised that her mother 
kept her on track. He explained: 

Parvati is fine in class. She is, I don't know, she's not studying, its like her 
mind is more on playing. 

rd 
First she was good. Now the results of the exams 

are out - perhaps she's 3 or 4h or 5h. Her mother said she was ill - perhaps 
that's the reason... the family is good so the child is good. They're simple 
people - not show off 
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And their children, the mother she takes care of their studies, probably 
because she's a teacher, her children are good at their studies. 
RC-D: how do you know she takes care of their studies 
CT: sometime like when we're discussing, I get to know she's taking care of 
their studies. She asks me 'sir have you done this with them or not; or why 
have you done this like this' from that I know she looks into their studies. 
Her father is also good (PMS: Parvati: 5h year Class/English /Hindi teacher: 
Thursday 1 Vh October 1999) 

As her class teacher he felt that Parvati had a great deal of self-confidence but that to some 

extent, she liked to distance herself from the other children: 
RCD: have you seen Parvati with her friends? 
BD: yes she's co-operative and gets on with everyone, but she likes to show she's 
a bit separate from them. In the sense that'I'm an intelligent girl'; she has a lot of 
self-confidence (PMS: Parvati: 50' year Class/English /Hindi teacher: Thurday5h 
August 1999) 

In the classroom, Parvati would complete tasks quickly, was one of the first children to take her 

work to be marked, following which, she would put her books away and start to play. She 

would usually become involved in a game with the child sitting next to her and the 2 children 

sitting behind her. The games she would organise included, 'schools', or a children's home 

made card game. I regularly observed her with pieces of paper tucked under the desk as the 

following conversation illustrated: 

RCD: how did your day go today? 
Parvati: it was good. It was good - there were some free periods to play in. 
RCD: what did you play and who with? 
Parvati: teacher, teacher. 
RCD: yes because I noticed that all the girls had small slips of paper they 
handed to each other 
Parvati: yes, one was a question and then there were answer sheets. They had 
to look at the questions and then do them on the answer sheets. First I was 
the teacher and they were all the children. Then another became a student 
teacher and the others became the pupils 
(PMS: Parvati: In conversation: Friday 170' September 1999) 

Parvati very rarely mentioned a great deal about schoolwork in her diaries. He usual comment 

was 'school went on like it does everyday'. Those aspects of learning that she did mention were 

usually concerned with extra curriculum activities and opportunities, and it to that that the next 

section turns. 

App. 2.3ii The School and the Local Community: Opportunities and Interests in Learning 

Given that Parvati's mother was a teacher, Parvati was given access to a range of social learning 

experiences that the children in her class did not experience. These included numerous visits to 

sister school functions, as well as a residential visit at a leading private school in New Delhi, 

and participating in their 50th anniversary preparations, where she dressed as a Robot as part of a 
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presentation. In a sister school function during the course of the fieldwork, she had the 

opportunity to attend a classical dance presentation, which portrayed mythological stories about 

the Lord Krishna: 

RCD: so what did you think of yesterday's function? 
Parvati: I liked it very much. I liked the old stories very much. There was a 
story of Krishna ji. I don't know it, mummy knows, I just watched it. 
RCD: but other children that are in your class weren't there? 
Parvati: those children were there, the ones in the drama group, I went with 
them and a child who was another madam's daughter; like my mummy took 
her daughter with her, another teacher took her little girl with her (PMS: 
Parvati: In conversation: Friday 170' September 1999) 

Closer to home she was able to become involved in the theatre workshop (drama club) at her 

own school. In doing so, she was praised by the teacher and her mother for her abilities in the 

activities. She attended the theatre workshop after school on a Thursday and Saturday and 
became involved as a participant planning in their play. Although the children in her class did 

not the attend the workshop, because it catered for the 7th '8 
th and 9th graders; Parvati had been 

given the opportunity to attend because her mother helped to manage it. The kinds of activities 

that she became involved in during the course of attending the workshop included -dancing, 
singing, breathing exercises and reading a play in preparation for the annual school event. Her 

relationship with the teacher in the workshop allowed her the opportunity to demonstrate her 

abilities, which she presented to the rest of the theatre group as she explained in diary 

conversation; 
Parvati: Thursday 19'h august 1999: 
1 got ready for school in the way I always do. School was also the same as 
everyday, but today I was concerned because today was our theatre 
workshop. I also joined this theatre workshop. I find this given me a lot of 
enjoyment. Today madam asked the children to clap twice to my acting. 
Mummy also clapped. Then we went home. 
RCD: so what did you think of it? 
Parvati: I really liked it 
RCD; didn't you feel alone because all the other children were bigger? 
Parvati: no I talk to all of them, and the ones that can't act, they ask me. 
Madam tells me before everyone; she stands me up to demonstrate and then 
gets the other children to do it 
RCD; so how do you know how to act? 
Parvati: madam tells me first 
RCD: what does she say? 
Parvati: do like this, she tells me do to exercises first, then dance, then 
reading of a play. Like in the dance she tells me to do it slowly and then she 
tells us to do the humming. Like if you take in air the tummy should be full 
and when you let out air then the tummy should be emptied (she 
demonstrates). 
RCD; breathing exercises 
Dad: yes 
Parvati: and then there's a slow exercise and a really fast one. 
RCD: sounds really good. So what time do you go? 
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Parvati: when school finishes, at home time, for 2 hours. 
RCD: and then what's the reading? 
Parvati: now she hasn't given us a role. Now we're reading, the book upon 
which the play is based. 
RCD: I see. So do you remember what that book was? 
Parvati: (she names it n Hindi and I ask her to explain what it means). It 
means the Prime Minister's throne (ghudi - dad helps translate this vocab 
again) whoever sits there, it should be a person that is better than anyone else 
should. There's an audience and there's a leader and there are 3 men. So 
there's a resource person who decides who is going to sits as the minister's 
helper. And then there's a commentator and we see who is going to sit on the 
Prime Minister's throne. That's what the play is about. At the moment 
there's voting for the election going on, that's why we did that play. Right 
now we're preparing for the annual function. I'm not in the play; there's no 
role for me. I just go because I can do the exercises then. I'm still going, but 
I just don't have a role. My brother goes to it and some girls who live nearby 
and then my brother's friends and some girls from the city come that are in 
this school. 
RCD: your brother is Anil in the 80'- so what does he do when he goes? 
Parvati: he has a role in the play. He's one of the 3 men. I have watched him. He 
keeps saying the lines and showing us at home. He shows mummy. 
Dad: what does he say? 
Parvati: Out of the 3 men, there's another man; they say different things and 
they play cards and say things (PMS: Parvati: In conversation: Friday 17th 
September 1999) 

Given that Parvati's mother was a teacher at the school and the school was a central part of the 

community near the housing colony, since most of the teachers lived there, and a proportion of 
the pupils who attended the school also liven near or on the colony, Parvati's out of school 

activities also centred around the community. For example she participated in the ritual of 
'Kanchka', where girls of a pre-puberty age visit all the local houses and are fed and blessed in 

the name of the 'Mother Goddess'. Her mother also carr ied this ritual out in her own home for 

girls in the community under Parvati's persuasion. 

Parvati was also involved in the Haryana day celebrations that members of the colony were 

organising. She spent a considerable length of time with the neighbours' children practising a 
dance distinct to Haryana. Determined to get it right and perform in co-ordination, she also 
invited other neighbours' children to come and watch them as she explained: 

After school: I find Parvati practising her Haryana dance. 
RCD: who taught you that dance? 
Parvati: In our school, the drawing teacher's daughter. She used to study in this 
school. And she can dance a lot. She lives in Vippin's line of homes. She came 
here; her name is Shiva didi. She's the lady who was sitting with Nehna's 
mummy at their house. She came to their house. Now the electricity has come (it 
just comes on) so we can do the dancing (because they can put the tape on). The 
problem is that when my hand goes in one direction so her's should go the same 
way, but that's not happening. The song is from a film and it comes on TV. We 
play antakshari (a song game) downstairs sometimes. 

394 



RCD; so did that lady just teach you the dance once? 
Parvati: (nods) yesterday we did it a lot at night, that dance. I even bought the 
cassette from my own home and we practised; and I brought my friends to 
watch aswell. (In conversation; Tuesday 260'October 1999) 
RCD: so what will you do for the Haryana day celebrations all of you? 
Parvati: dance 
RCD; where? in the colony? 
Parvati: yes and we're doing a fashion show 
RCD: so who's making the programme? 
Parvati: the people in the colony; some brothers who live nearby, they're 
organising it 
RCD: so how did you get a chance to participate? 
Parvati: they know who the little girls are who will do it. So they called me 
when I was playing. First they mentioned it 3 or 4 days before; that they're 
doing this in the colony, then they called me ..... What they're saying is 
don't do the singing and it's the dancing they want. They want us to do a 
Haryana dance so I did it. (PMS: Parvati: Group Interview: Tuesday 26h 
October 1999) 

Playing and organising and taking part in social activities seemed characteristic of Parvati's 

behaviour. She was always to be found 'doing something', usually with friends which she made 

easily on the colony where she lived. In the following extract she described a sewing centre 

game (a sewing centre was located in the DPEP village, and could perhaps be a feature of 
facilities in some small villages) that she had organised with the children on the colony. 

Parvati; Nanha is my best friend; who the other day I was telling you, she is 
from Kerela . And Nehna and I have opened a sewing centre; and we got the 
little children and got the needles and threads and made little clothes and first 
of all we made a book of them -3 Or 4 pages and we wrote things like how to 
sew. Then we did some diagrams and got the fabric and the needles and 
thread; then the children came and we taught them - we played that for 3 or 4 
days. 
RCD: how many children were there? 
Parvati: well there was Nehna, and Pinky and me and some other children -4 
or 5 (PMS: Parvati: Group. Interview: Friday 12'h November 1999) 

App. 2.4 Conclusion: Activities and relationships informing Parvati's identity 

as a Leamer 

Central to understanding Parvati's approaches to learning was her mother and the fact that her 

mother was a teacher. This held implications for her interests, her access to a number of 

activities as par of the school culture and her relationships with her teachers. Parvati's mother 

perceived her daughter as an independent learner who took responsibility for the work that she 

needed to complete for school, and unlike her elder brother did not show any anxieties towards 
her work. Indeed Parvati had realistic expectations of her own ability, and felt that a 

combination of her own abilities and effort would be required if she wanted to improve herself 

at her studies as she explained at the end of the 4h grade exams: 
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I came Oh. It wasn't a good rank, because usually I come 4 th 
. The first 3 

ranks are taken up, now I'm thinking if I do more I'll come somewhere ... Its 
not just a question of putting in the effort. Whoever has a good head, that 
person can do all this kind of work. 
RCD: what did mum and dad say? 
Parvati: they asked who came 5", and said never mind you'll get ahead. 
(PMS: Parvati: Group interviews 12th April 1999) 

In the 5h grade Parvati saw herself as having performed well enough and did not see the exams 
as diff icult at all. She particularly enjoyed computing -a practical subject: 

RCD: so which papers were easy, and which were difficult? 
Parvati: they were all easy. There was maths; it had division, problems, and 
multiplication 
RCD: you seem to like computing very much? 
Parvati: yes I have the highest number. We have practical and we also had a 
computer paper. I revised the questions and answers that sir told us to do. 
The practical was out of 50 and so was the written. Sir gave an oral paper 
aswell. Then there was Urdu, it was easy, the paper 
(PMS: Parvati: In conversation: Friday 17'h September 1999) 

As with the other children in the case study, the outcomes of formal assessment seemed to help 

inform their abilities in their schoolwork and Parvati was no exception to this issue. And it was 
during the time of assessment that she would usually ask her mother to help her with revision. 

Parvati's' mother was not only a resource for Parvati at the times of revision, but the fact that 

she was a teacher affected Parvati's relationships with teachers in and outside the classroom. 
She was at ease with teachers and as consequence of this, was able to approach teachers with 

confidence both within and outside of the classroom. She conformed to the requirements of the 

classroom tasks independently, making her own decisions and asking questions and 

volunteering answers without hesitation. However Parvati's interest lay primarily with practical 

activities such as computing and those extra curricular activities within the performing arts that 

she was given access to as part of the school culture of which her mother played a central role in 

her capacity as a teacher. Such cultural activities extended beyond the boundaries of the school 

walls to the local community where she lived and where Parvati's and teachers who attended the 

school also lived. As a result Parvati would extend her involvement in the local community 

where she would become involved in cultural orientated activities. Her play activities too 

involved her organising friends within and outside of school so that she almost took on the role 

of the teacher, in much the same way as her mother also organised and took responsibility for a 

number of school social activities. 
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Plate App2 Parvati -Social practices inside and outside the school and classroom environment 
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AppAl Introduction 

Suresh's case study story illustrated the influence of family relationships upon his approaches to 

leaming both within and outside of the school contexts. In particular, the influence of his father 

and in tum, Suresh's relationship with his brother, involved key processes that informed his 

sense of identity as a leamer in those 2 contexts. In school, Suresh was a compliant and self- 

reliant child who carried out the leaming tasks as requested by madam. These traits were 

reflected in Suresh's out of school activities and social relationships within the context of his 

father's work and work place, although in the out of school context, the opportunities arose for 

Suresh to practically apply his leaming. In this section I examine the data which illustrated this 

relationship. I begin by briefly providing some background information about Suresh's family. 

App3.2 .... Suresh's family 

Suresh's family was native to Bihar, a neighbouring state where newspaper reports and 

government statistics bear testament to one of the highest levels of poverty, crime and illiteracy 

in India. The family had migrated to the DPEP Village in Haryana a year and a half before the 

school fieldwork began in January 1999, in the quest for sustainable employment, as Suresh's 

parents explained: 
Mum: wherever there's work, that's where we'll go, what else; however long 
the work lasts, it'll last; if it doesn't then we'll go to another place. There's 
no work for the government. 
Dad: While we're here, we're here, and then just like the elephants we'll go. 
Suresh's father tells me he's a doctor. He shows me his passport and says 
'this is what you need to go abroad isn't it. I'm planning on going to Saudi 
Arabia for work. Suresh's mum tells me that much of what they have is 
rented - the room they live in, a shop to sell medicines and the television in 
their room. (DPEP Village: Suresh: Parent Interview Monday. I 9th April 
1999) 

In Bihar, Suresh and his brother Sunil, had always attended an English medium private school 

near his village. When they migrated to Haryana, their parents enrolled them in a similar kind 

of school. Although the school was close by, the journey to and from it involved crossing a 
dangerous main road; one child that Suresh's mother spoke of, had died in an accident on one 

such journey. Their concern for the safety of the children led Suresh's parents to enrol their 

sons at the local village school shortly afterwards. 

Whilst Suresh's parents were satisfied with the village school that their sons attended, they did 

not consider it to be a 'good school'. For Suresh's parents, a 'good' school was an English 

medium private school, ideally a boarding school or a convent school as they explained: 
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Mum: if we have to move for work, then they'll have to move. I'd like 
them to go to a good school though. 
RCD: what's a good school? 
Mum: a good school is one where English is also taught. It's the way of 
teaching - how you should live. We'd like to put them in a hostel 
(boarding), but it's too far. 
RCD: why do you like English? 
Mum: well, because if you go anywhere, just like you are, you can speak 
English, and you can speak to other people because everybody speaks 
English. It's not a question of money; it's to do with nearness. If there were 
a private school closeby, we would send them there. Ideally, it would be 
good if the children were taught English from the start, from the Ist grade 
instead of from the 5h or Oh. His dad wants the same. He wants them to 
grow up to be good boys. All parents want that don't they? Some parents 
say we've been poor, so our children will. But I don't like that. What can I 
say about other people? (DPEP Village: Suresh: Conversation with 
Suresh's mother Mon I st February 1999) 

Surcsh perceived his current school as a 'good' school however. He attributed this to the fact 

that the school kept the children at school until hometime, unlike his knowledge of the village 

school in Bihar, where, he claimed the children were sent home after only a short period of 

attendance. When I first met him in January 1999 Suresh was in his first year of schooling at the 

local village school and fairly knew to the school. He lived with his parents and brother Sunil in 

a rented room at the heart of DPEP village. Figure App. 3.2 represents Suresh's immediate 

family: 

Suresh's parents 

Mother /Father 

(ge 35 approx. ) -(age 39 approx. ) 

Housewife - village 'doctor' 

SLsh S il 
(10) (9) 

Figure App. 3.2: Suresh's immediate family 

For a while Suresh's uncle and his family lived in the room next door to Suresh and his parents. 
However since employment for building work was scarce, and there were 8 mouths to feed, his 

aunt and children returned to their village in Bihar. Many of the neighbouring rooms were 

rented out to families from Suresh's village in Bihar and Suresh, like most Indian children, 

referred to them as uncles and aunts, although unrelated to him in terms of family ties. As a 

result, this small community kept each other informed of any current news in their home village. 
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Suresh and his family returned to their home village to visit relatives and the family home for a 

month at a time during the time of Diwali and Holi (harvest festival)during the course of the 
fieldwork and for a longer period in March 1999. Visiting the home village in Bihar was 

always an exciting time for Suresh and his brother with the purchase of new clothes to wear. 
However his mother explained that the expense incurred in such visits meant that the summer 
holidays were to be spent in DPEP village where Suresh and his brother would spend most of 

their time at their father's place of work, known as the 'shop,. 

Suresh's father was known as the village 'doctor' and treated patients for minor ailments. For 

this purpose, he rented a small shop in the village, close to his home, outside of which hung a 

sign stating his name and 24 hour availability. Suresh's father had attended school up until the 

I Oth grade and his mother, until the 8h. 

App. 3.3 Family relationships and Suresh: Fostering Independence and 
Co-operation 

The shop was where Suresh and his brother spent most of their time, sometimes spending the 

night there, running the shop if his father was required on other business, always helping out 

and often learning and practising the trade. The data revealed that one of the key components of 
Surcsh's life was concerned with the activities that he conducted for his father and with his 

brother. Suresh looked up to his Father and was learning from his father. In turn Suresh guided 
his brother both at home and at school. 

At school Surcsh was quiet and compliant in lessons. He did not seem to have close friends but 

claimed to be friendly providing other children were pleasant to him. There were a number of 

occasions at school when Suresh did not sit amongst peers, particularly in the 5h year. In fact, 

Suresh was cynical of his peers' friendliness, pointing out that they only made friends with him 

out of self-interest. lie also avoided quarrels and resisted retaliation if peers teased him and in 

this respect, he had taken his mother's advice, as Suresh and his mother explained in the 

following conversation: 
RCD: were you sitting alone this morning? 
Suresh: yes 
RCD: why? 
Suresh: because I haven't any friends 
RCD: yes I've noticed- you don't talk much with anyone anymore 
Mum: where's that? 
Suresh: in school 
Mum: you sit alone? 
Surcsh: mmm 

401 



Mum: why? 
Suresh: if I haven't got any friends, I'll sit on my own 
Mum: the reason ids this - these children from around here are really bad; 
when he sits next to Pravin, he says he hits my back, he hits my back, so he 
goes and sits somewhere else. That's why I say when he hits you, you don't 
say anything. What's the point of creating more quarrels? But one day, he 
came home and he had a black bruise; and that's through playing. So that's 
why I went to madam and I told her, and she said okay. 
RCD: you went there? 
Mum: yes I went; he'd been playing. I said don't say too much or argue with 
anyone; sit separately 
RCD; so this new friendship that has started with that new boy, how did that 
start? 
Suresh: Sundeep; yeh, he comes if he can't do anything, like when madam 
says a sum, I do it and if show it then they all become my friends. 'Suresh 
show me' he says imitating them. 
Mum: they make friends with him to ask him things; but not otherwise. 
He'll just do what he likes; now I tell him, don't have anything to do with 
those sorts of boys, I don't like that. (DPEP Village: Suresh: Family 
interview: 7h September 1999). 

Within conversations with his peers, Suresh was highly protective of his family and in particular 
his father and his brother. This was demonstrated on a number of occasions in his conversations 

with classroom peers. For example, after school, Suresh would help other boys to clear away the 

school furniture, following which they would play a team game. Suresh would not allow his 

brother to play with the other boys from his class on those occasions, claiming that they used 
bad language and that he did not want his brother to learn those things from them. On one 

occasion, his brother had persuaded him to allow him to play with the boys after school. In the 

midst of the game, another boy, Pravin tried to grab Suresh's brother to which Suresh 

immediately stood to his defence shouting: 
'I'll hit you Pravin I'll hit you Pravin if you hit my brother.... don't you dare 
hit my brother'. (DPEP Village: Suresh: field notes: I O'h August 1999) 

The following extract illustrated Suresh jumping in defence of his father and his grandfather 
during conversation with peers, as he explained the activities he was involved in during the 

course of his holiday to his home village in Bihar: 

Suresh: I woke up and went to do bathroom. I cleaned my teeth and had a 
bath and put my clothes on. Then I had a meal. Then I went to the field. 
When I returned, I played with my friends; then I went to the bazaar (shops). 
Over there I laughed and talked with my dada (Granddad). 
At this point Pravin makes fun of Suresh saying 'you went with your 
Granddad'. Suresh calmly replies in defence : 'if you say anything about my 
Granddad, I'll hit you'. 
Suresh: When I returned I listened to a story Grandma tells me and I slept. 
There's no doctor in the village there or here. Dad is the only one. Lalita 
interrupts: 
Lalita: your Dad robs people. He charges 5Rupees a tablet 
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Suresh: do you know how much tablets cost? 
Lalitta: he doesn't even cure 
Suresh: so don't come to him. Do you know that other doctors ask for the 
money first, then they check the patient (DPEP Village: Suresh: Field notes: 
Diary conversation: Saturday Oh February 1999). 

Suresh's knowledge about his father's employment as a 'village doctor', arose from the amount 

of time he spent at the 'shop'. He was the kind of child who liked to help his father after school 

and sought his approval in his activities both at school and out of school. 

App. 3.3i From Father to Son: Learning and Independence 

RCD; so does Suresh go with you to work or does he stay at home 
Dad: after school he comes to me, at the shop 
Mum: he goes to the shop, and whatever we do, he does. He also plays. A 
child should also play. ( DPEP Village: Suresh: Family interview: 19'h April 
1999) 

RCD: so do you both go there after school and do your homework at the shop? 
Sunil: yes in the shop 
Mum: yes they do it in the shop; that's where they study. First they come 
home, they put away their bags, eat a meal and then they go. (DPEP Village: 
Suresh: Family interview: Monday 46' October 1999. ) 

It was a daily routine throughout the period of fieldwork, that when Suresh returned home from 

school, he would eat his meal and go to the 'shop' where he would do his homework. The shop 

was where Suresh spent most of his time, helping it to be manned for 24 hours. Even on a 

school day, Suresh would begin his day with a visit to the shop where he would do the cleaning: 

Monday 25h October 1999: 
1 woke up at 5 O'clock in the morning and I read a book. It was Hindi. The 
at 6 O'clock I looked up the Tv guide. At 6.30 1 went to clean the shop , and 
then at 7 O'clock I went to my quarters. 
RCD: so do you spend every night sleeping at the shop? 
Suresh: yes, nowadays I sleep there. Sunil sleeps where I sleep. 
RCD; oh I remember , the board outside your shop says its open all night, 
your dad was saying. 
Saying; yes , 

because anyone could come at night to get medicine. (DPEP 
Village: Suresh: Diary Conversation: November loth 1999). 

When Suresh's father needed to return home to eat his meals at lunchtime or in the evening, 
Suresh would look after the shop, his brother often with him. In this way the shop was manned 
for 24 hours as his mother explained, when Suresh was unable to complete a diary for the 

researcher: 
Mum: the thing is he doesn't get time, because his dad sends him go to the 
clinic where his dad works. 
RCD: what so that someone's sitting there 
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Mum: yes 
RCD: so what does he do when someone comes , does he say 'come back 
another time' 
Mum: no, he sits them down 
RCD: and then afterwards his father arrives? 
Mum: yes 
RCD: so now has his father gone out? 
Mum: he's gone somewhere to buy medicines 
(DPEP Village: Suresh: In conversation with Suresh's Mother 7ýh September 
1999) 

In addition to manning the shop Suresh was also often sent to collect the stock of medicines 
from a nearby village as he and his mother explained: 

RCD: so where does he get the medicine? 
Suresh: from Chukkerpur. 
RCD: so have you ever been? 
Suresh: yes I go every day 
Mum: he even goes on his own to collect the medicines; on the cycle. 
RCD: so what medicines do you bring - tablets? 
Suresh: yes, tablets, spirits, needles, syringes, all sorts (DPEP Village: 
Suresh: Family Interview: Monday 40' Oct. 1999) 

Conversations with Suresh and his family revealed that Suresh not only 'manned the shop, 

collected stock, but helped his father in treating patients - for example, sewing stitches, 

administering tetanus injections and taking temperatures. In fact Suresh explained how he had 

asked his father to explain how to measure a patient's temperature, which he had in turn, taught 

his brother to do, as he explained in the course of talking about his diary: 

Suresh's dairy: Wednesday II fl' august: 
I came home, ate a meat and went to the shop. 
RCD: I see, what do you do at the shop then? 
Suresh: I go there and sit. If someone's dying I give them some medicine 
RCD: do you give them medicines? 
Suresh: yes and I also sew stitches 
RCD; no - really! 
Suresh; I do 
Sunil; he does 
RCD: don't you get scared? 
Sunil: he does it; like when there was a little child, he did it; after that there 
was a man; he needed a tetanus injection, so Suresh gave it to him; it's a little 
painful; but after that he does it 
RCD: so have you also given injections Sunil? 
Sunil: no - he does it 
RCD: so who did you leam from? 
Suresh: my dad used to give them didn't be. So when he was putting on the 
spirit; so with that they rub the area; and after that he would ask me to pass 
him the needle, I used to take it to him and he would say, 'you go' but I 
would look in that direction and see how he was doing it. 
RCD; when you say needle you mean.. 
Suresh; syringe. 
RCD; so where do you get them from? 
Suresh: from my shop 
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RCD: so you used to watch your dad and see how he did it. So how often do 
you do it - all the time , or sometimes 
Suresh; no not all the time; only sometimes ; when my pap isn't there 
RCD: and what did papa say when you told him you did it 
Suresh: he didn't say anything 
RCD; so he knew that you learnt it from him. So what else do you do at your 
shop - you give out medicines 
Suresh: I give injections, and I check the temperature 
Sunil: he uses the thermometer; and they put it in the mouth and after that 
whatever the extent of the fever is, so it shows you on it; its written on it. 
There's line that shows you- so he does that 
RCD: how do you know all this Sunil? 
Sunil: my brother taught me. 
RCD: so you taught him Suresh, but how did you find out? 
Suresh: my dad taught me. One day I was pushing him and I said 'tell me 
how do you check for someone's temperature when they have a fever? ' It 
was quite a while ago - about 5 /6 months ago. ( DPEP Village: Suresh: 
Interview with siblings 7hSeptember 1999) 

Suresh's father encouraged Suresh to help him with his work and in turn Suresh showed an 
interest in his father's work. On one occasion, Suresh was making up an antiseptic solution that 
his father had instructed him to do, having explained how to make up the solution. Suresh's 

interest extended to asking the researcher to explain what was written in English on the jar of 
crystals he used to make up the solution: 

10.20 am: Thursday morning just after the Dussera holiday. School is 
closed. The door to Suresh's family's room is ajar. His mum is asleep on the 
charpoy. Suresh is sitting on the floor near a small stove making up a heated 
coloured solution 
RCD: what that? 
Suresh shows me the jar and I attempt to read it. It's a bottle of crystals, 
green crystals. 
RCD: So what were you mixing it with? 
Suresh: water. You see what it says on this, he says pointing to the bottle and 
handing it to me 
RCD: It says Mehbromine 
Suresh: And what does it say it's used for? 
RCD: it doesn't say what things its used for. ltjust says 5g mehbromine, and 
its weight and who's made it - Arora company New Delhi, and 25 Rupees. 
That's all. So you were mixing it with water and what will you do with it 
then? 
Suresh: with this, I'll take it to the shop, and if someone comes, I'll tie a 
bandage and I'll put this on it. 
RCD: I see. So how have you learrit how to make it up? 
Suresh: My papa told me before he went. 
RCD: So how much water do you put in? 
Suresh: How ever much you want to make. Just put a little of these crystals 
in. Thatjar's completely full, that one's half full he says pointing to thejars. 
RCD: What will you do with the left over crystals? 
Suresh: oh we'll make that up afterwards. 
A few moments later Suresh's Father arrives. Suresh hands him the medicine 
Suresh's father: how much did you make up? 
Suresh: that one jar and another halfjar 

405 



RCD to Suresh's father: what the medicine's for? 
Suresh's father: its for putting on abscess. It like antiseptic. 
RCD: Suresh tells me he also ties bandages. Did you teach him? 
Suresh's father (a man of few words) yes. 
Suresh leaves for the shop on his bike; whilst his father has his meal. (DPEP 
Village: Suresh: Field notes 30th October 1999) 

On another occasion Suresh decided to repair the wall of the shop, having seen some builders at 

work with the materials: 
Suresh: Wednesday 270'October 1999: 
At 5 O'clock, my brother and I woke up and played. At 6 O'clock we cleaned 
the shop. 
RCD; so what cleaning do you do ? sweeping the floor? 
Suresh: yes and the medicine bottles. Then at 7 O"lock I listened to the radio. 
There were film songs on it. Then I read the TV guide in the paper. Then at 
8 O'clock I went to my quarters. Then at 9.30 1 watched TV - raja and 
Runchu. It's a drama - in it is a monkey and a man. The 2 of them are 
friends. Like if someone gets murdered, then they find out who did the 
murder. The at 10 O'clock, you know that wall at the shop is broken, we both 
put cement on it and repaired it. 
RCD: how do you know how to put cement on the wall and repair it? 
Suresh: I've seen people do it. Over there they were making a wall; the 
builders. So I went to get some cement from them and put it on the wall. 
Sunil; I didn't do it. 
Suresh: then at I O'clock I watched TV. I can't remember what I watched, 
At 3 O'clock I watched a film 'Jeevan Dhara'. Then I watched cartoons in 
the evening at 6 O'clock. I like cartoons a lot. I watch them every day. It 
comes at 6 O'clock every day- I watch them (DPEP Village: Suresh: Diary 
conversationNovember lOh 1999) 

When not undertaking tasks concerned with the shop, Suresh would be doing his homework or 

watching television at the shop. He was self-reliant in doing his homework, rarely asked his 

father for help and was perceived as an average student by his class teacher. Occasionally he 

claimed that he worried in class about whether he had the correct answers only to find out that 

he was usually correct. 
Suresh: no; I don't usually ask anyone. I try to do it myself and show it to 
madam. I'm not scared. Madam said that whether its right or wrong, come 
and show it to me. So I show her, and it's usually correct. And then they all 
come to me to ask me (DPEP Village: Suresh: Diary 
conversation: Novemeber loth 1999) 

Both Suresh's mother and Suresh himself contrasted his success at his previous school in Bihar 

to those in his current school. 'In my last school, I used to get prizes for everything' said Suresh. 

He was a monitor at that school and had also achieved first rank in class. Despite his lack of 
failure at his current school, he would have liked to have achieved better results in the school 

exams and his father had expected more of his performance as Suresh explained: 
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RCD: so when the exams were over, and you went home to say that you'd 
passed, who did you go to? 
S: I told Papa first at the shop. I told him I'd passed and he didn't say anything; 
He asked me if I'd come first, but I replied I'd passed. 
RCD: so he wants you to come first 
S: yes 
RCD: and when you told your mum what did she say? 
S: nothing. (DPEP Village: Suresh: Group. Interview. Saturday Yd April 
1999). 

In fact Suresh's father did not perceive Suresh as academically able and planned to steer his son 
into a technical vocation for the future as he explained: 

Suresh's father: the thing is he's not interested in books. He spends all his 
time at the shop or playing. I think I should put him into some sort of 
mechanical line (Field notes- in conversation with Suresh's father : 1' 
Feb. 1999) 

For a while after the March exams, Suresh attended tuition classes; 
Mum: so he's getting involved in his studies' remarked his mother. He used 
to have tuition when he was at private school. Many of the children from 
around the village go to tuition. His brother attends with him. (DPEP Village: 
Suresh: In conversation: April 15th 1999) 

Suresh and his brother were in fact attending a system of alternative schooling that was freely 

available in the village, to those children who did not attend formal schooling. 

, 4pp. 3.3ii Being Brothers: Learning and Co-operation 

According to Suresh's mother, he spent most of his time with his brother. They would eat 
together, study together and go to their father's shop together. Suresh and his brother Sunil were 

close with only a year between their ages and classes at school; Sunil being in the class below 

his brother, Suresh. 

Suresh' activities with his brother extended to the area of schoolwork. Whilst Suresh was self- 

reliant in trying to understand new pieces of work, his younger brother turned to him for help in 

mathematics and in the exams Suresh would ask his brother for help in listening to him when 

reciting the work he had revised: Suresh explained: 
(We're discussing sibling and help -whether Sarasvati helps her sister in her 
studies; and how she helps her brother in science) 
Suresh: its just like that with my brother; I explain it over and over again 
until I get tired. Sometimes he doesn't even understand one sum. Sometimes 
I hit him, and if I do it harshly, my father hits me. My brother's in the P. I 
explain his work to him every day - his maths. He can do everything else, 
but not maths 
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RCD: so when you were preparing for the papers, from who did you ask for 
help ? 
S: sometimes I'd ask my papa and madam. 
RCD: what kinds of things did you ask? 
S: what ever I couldn't do I'd ask. 
RCD: and how did you memorise the work? Like some people read it, close 
the book and then say it; others read it, then write it; then close the book and 
say it -how did you revise? 
S: First I would read it 3 or 4 times. Then Id close the book. Then I say it to 
myself. I don't write it. 
RCD: so did you revise at home or school? 
S: at home and at school aswell. I used to recite it to my brother. I would say 
and tell him to tell me what I'd said wrong; I'd give him the book. . (DPEP 
Village: Suresh: Group. Interview. Saturday P April 1999). 

Suresh's mother also perceived Suresh as self reliant in his school work but also having the role 

of helping his brother to understand the school work. The help he gave his brother in 

mathematics was also affirmed by his brother Sunil as the following extracts illustrated: 

RCD: so they study at night and in the morning, and they have homework to 
do. If Suresh sometimes has difficulty with his homework, then who does he 
ask for help? 
Mum: what sort of difficulty? 
Mum: like supposing he gets homework from school, like do some sums or 
learn this lesson, and write the answers; so if he's having difficulty- or 
doesn't he have any difficulty? 
Mum: very little; he manages to do it himself. Very occasionally, he asks us, 
otherwise he does it himselE 
RCD: and who does the younger brother ask? 
Mum: he asks his older brother. 
RCD: and when they were revising for their papers, and they were 
memorising the work, how did he work then? 
Mum: he used to do it on his own; the younger one asks the elder one and the 
older one understands on his own (DPEP Village: Suresh: field notes: 
Mon. I 9th April 1999). 

RCD: so you were saying that sometimes you ask your brother for help. 
What for usually? 
Sunil: in maths and sometimes I ask him to listen when I revise the guide for 
Bhag I (I of 4 subjects) 
RCD: and what else do you do with your brother out of school? 
Sunil: we go to the shop; and sometimes we watch a little bit of television 
RCD: what do you like? 
Sunil: stories 
RCD: so what did you do yesterday? It was raining a lot yesterday remember 
and Suresh didn't come to school 
Sunil: Suresh didn't come, but I went to school. I just did maths. They tell 
us leave early. Suresh was playing the tape (listening to music) in the shop 
and he was studying. (DPEP Village: Suresh: Field notes 7th September 
1999) 

Suresh's diary and conversation with him, revealed that daily activities with his brother also 
involved playing ball games, board games and watching television. 
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App. 3.4 Conclusion: Suresh's Identity and the Influence of Family 

Relationships as a Learner in School: Compliance and Independence 
Central to understanding the social influences which informed Suresh's approach to learning are 
his family relationships; particularly his relationships with the male members of his family, of 

whom his father was a primary role model. At the same time both his parents fostered a close 

relationship between the brothers, and Suresh was expected to act as his brother's primary role 

model. The concepts that have been used to illustrate his approaches to learning in this case 

study were independence and co-operation. It was in his relationships and activities within his 

family that we see how these approaches become manifest. 
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Plate App 3 Suresh - Social practices in the home and classroom environments 

J: 

Doino his homework whilst minding the 'surgery 
0 

Chatting with peers in the lesson n 
shop'. A patient waits for Suresh's father to 
return. 

Z 

4 

Playing marbles outside his home -a rented room Lunchtime -sitting on some rocks with ýchool 
friends and playing his radio/cassette recorder 

_X 

Eating lunch from the same plate with his brother Playing ball outside the 'surgery shop' with his 
00 

(in much the same way as husband and wife do brother. 
traditionally) 
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Appendix 4: Vippin's Story 

App. 4.1 Introduction 

App. 4.2 Vippin's Family 

App. 4.3 Family, Learning and Out of School Contexts 

App. 4.4 Perceptions of Vippin in the School Context 

App. 4.5 Conclusion: Vippin's Identity as a Learner: Context, Knowledge 

Exchange and Transformation 
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App. 4.1 Introduction 

In this section we consider Vippin, who as his class teacher described in the 50' year, was 'the 

perfect boy'. He excelled in school attainment, was popular with his peers, independent and 
highly competitive, both at school and at home. Vippin enjoyed new learning experiences 
whether inside or outside school and so a central theme of Vippin's story is how he transferred 
his knowledge and experiences within the two contexts. 

Of course, there were other factors that were crucial to understanding Vippin's interest in 

learning and how he transferred his knowledge and experiences. These factors revolved around 
the kinds of support Vippin received from his parents and his relationships with his eldest sister, 

and peers with whom he competed in school. Each of these relationships and their associated 

experiences held implications for Vippin's sense of identity, his self-esteem and for the ways in 

which he learnt from his experiences and knowledge within both in school and out of school 

contexts. Let us first turn to an examination of Vippin's family: 

App. 4.2 Vippin's Family 

Vippin's parents enrolled him in the nursery class at the Private Model School at the age of 3, 

when the school was under the auspices of the Mewat Development Agency. He was the third 

child in a family of 4 siblings, and was the first born son (see Fig. App. 4.2) 

Vippin's Parents 

Nina Rek6 Vippm Yotu 
(Aged 16) (Aged 15) (Aged 9) (Aged 5) 

Figure App. 4.2: Vippin's Immediate Family (ages at the onset of fieldwork with children) 

Vippin's Mother had worked for the Haryana Health Department for the preceding 8 years, and 
had trained for 2 years whilst Vippin was a baby. Prior to that she had been a housewife and 
had attended school up until the I O'h grade (aged 16). It was her husband who had encouraged 
her to train for employment, although she came from a family where her siblings were all 

educated and ran their own businesses. 

Vippin's father, who was 10 years senior to his wife, worked for the Haryana Irrigation 

Department. He held a BA degree and was the only member of his family who was a graduate. 
He strongly believed that education was a worthwhile activity. In this respect, he took 

responsibility with his children for their learning, both in the choices they made in school, 
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planning for their future schooling, and in preparation before, during and after examinations, as 

well as on an ongoing basis in terms of their homework. 

The family was originally from Punjab and had moved to the area in 1980, initially living in a 

rented flat in the centre of the town. Their current home was a rented first floor flat on the 
Haryana Housing Colony, which stood adjacent to the school that Vippin attended. Their 

accommodation was provided as part and parcel of their employment. In order to maintain a 
level of continuity in the children's education, Vippin's parents had decided to remain in the 

area as his father explained: 

We've been in the area for about 18/20 years. My wife's job is here, the 
school's nearby and we like the place, that's why we've stayed her in one 
place .... now the children, they're in one place, they get to know the place, 
the teachers; if we keep moving, it effects the children's education, that's 
why we've not had a transfer, nor have we tried to (PMS: Vippin: parent 
Interview: 17th April 1999) 

From an earlY age Vippin had excelled at school as had his eldest sister Nina. At the time of the 
fieldwork Nina was living in college hostel accommodation in another area of the district. She 

was preparing to enter for a pre-medical degree with a forthcoming view to study medicine. 
She had moved out of the area because there existed no colleges which specialised in science 
based subjects. And although she had been offered the opportunity to study at a high status 
independent school in New Delhi on a scholarship, she had declined the offer, as she preferred a 

more traditional environment rather than a city as her father explained: 
She didn't want to study in Delhi. She had the marks to enter the top school 
and when she went on a month's course there, she didn't like it, the 
behaviour, but it was their dress mainly. Because we're from the village and 
they don't like pants and shirts and the girls wee wearing pants and shirts. So 
she told her mum, she didn't tell me, so we didn't force her. I mean she was 
going to go and get free education there, because of her marks in her metric 
here. And they said that the girls that come from the Mewat area, they'll offer 
them a place free. But our daughter didn't want to go. It wouldn't have even 
cost us anything; now it's costing us upto 3,000rupees. Then we thought, if 
she doesn't want to go there, then we shouldn't force her. (PMS: Vippin: 
Parent Interview - Saturday 17'h April 1999) 

In terms of Vippin's own aspirations, he hoped to follow in the footsteps of his eldest sister. He 

was certainly very proud of her achievements and would recall her marks in the IO'h grade, 

which ranged between 90 to 100%. His mother tried to encourage him to think about what he 

wanted to do himself, rather than to simply follow his sister. When Nina, his eldest sister, was 

at home, he would consult her with any maths work he did not understand and she would 

explain it to him. Since Vippin was still considered to be young, his father did not know where 
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his career aspirations lay; 'perhaps medicine or engineering, but the choice would come after 

metric' he said. However Vippin's father hoped that all the children would study as much as 
they wanted to, and therein lay his philosophy toward his children's education. 

App. 4.3 Family, Learning and Out of School Contexts 

Because Vippin's parents worked within office hours during the week, and in the summer 

months the school day would end at 1.40pm; much of his time was spent with his brother, his 

eldest sister before she had moved to the hostel during the course of the fieldwork, and his older 

sister after she would return from her school at 3.30. Nonetheless Vippin had a regular daily 

routine to his life as his own and his sister's diary of him revealed. For example, his sister 

wrote: 
He gets up at 5.30am. After it, he reads extra books out of his syllabus. He 
wants to get as much as extra knowledge. He does his morning walk after 
refreshing himself. He goes in the school, which is near the colony, for his 
morning walk. He goes with his younger brother. Sometimes he goes alone with 
his friends. He has a few friends because of his dominating nature. He takes bath 
after coming from his morning walk and get ready for the school. At 7.30am he 
takes his breakfast and pick up his lunch box. He learn his homework if remains 
or sometimes he reads the books which he likes to read and then goes to school at 
8.30am. with his brother. He helps his younger brother in getting ready for 
school. He is careless about himself, but very much careful about his studies. 
His curiosity to know more and more makes him smart. He reads our books for 
knowledge something, which is written in our books. We never stopped him to 
read our books and will never do it. He is very punctual. He never went school 
late except two three times. He doesn't like to take leave. He likes his school 
and likes to spend his time in the school campus. He is tidy boy. He obeys his 
parents and elders. And always says that when they will become old, he will 
serve them and do what they are doing for me ... He avoids taking leave from the 
school. He is a regular student. He works hard. He does his homework 
regularly. He is a deserving child (PMS: Vippin: Parent Diary -written by eldest 
sister in English- 18/3/99) 

Vippin would return from school and become involved in leisure activities for 2 hours (they 

included watching television, playing indoor or outside games and sleeping), following which 
he would do his school work for 2 hours, eat a meal, watch television and sleep. 

Family life, which included his parents, usually occurred in the morning, in the evenings and in 

the holidays. During holiday periods he would visit historical and religious places with his 

mother and younger brother; and the family would attend family weddings in the adjacent state 

of Punjab. The school term and weekend activities centred around the home environment, 

where Vippin would do his homework, watch television and play outdoor sports with his 

brother and neighbours' children, who were both younger and older than Vippin, and some of 

whom attended the same school. 
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The characteristic features of Vippin's out of school activities included his love of television, 

(although this was regulated by his parents), his love of reading and his love of sports and 

games. Features of his family life were characterised by his father's interest in education, his 

mother's interest in religion and in turn, Vippin's interest in both these aspects of life. 

He believes in God and his almighty. He also likes 'bhajans' (religious songs) 
like other songs. He is a God fearing boy. God is great. He always sees and 
takes care of his creations. (PMS: Vippin: Parent Diary -written by eldest sister in 
English- 18/3/99) 

His father's interest in education extended to all his children to whom he showed support and 

gave advice. For example, he tutored his eldest daughter, as he explained: 
I myself look at my children's work. The daughter that's done the metric, I 
taught her myself, I didn't send her to tuition and I teach the other 3, all my 
children. My English is weak, but I teach all the rest. I want to teach the 
children myself, then I know their deficiencies. Whoever doesn't check their 
child's homework don't know what the deficiencies are, that's why I teach 
them myself. I take care of their education; ML wife has a great deal of other 
work to do. (PMS: Vippin: Parent Interview 17 April 1999) 

When at the end of the 40' grade, Vippin was to choose a third language option; he chose to 

study Urdu initially, because his father had explained that it would be more useful in the future 

and also allow him to have an additional language. Vippin said 'I'll do both, because I'll do 

Sanskrit in the 8h grade'. However, it was important to Vippin to achieve success in his school 

work, and although ready to take up his father's advice, he ultimately made his own decisions 

about his learning in Sanskrit and Urdu; where he had transferred his language option, from 

Urdu to Sanskrit on the basis of a lack of success in the subject, as he explained in his diary 

conversation: 
Vippin: In lesson 8 we read Sanskrit 
RCD: how are you getting on with Sanskrit? 
Vippin: okay, I got 84 out of 100. Farzana got 100 out of 100 in Urdu. 
Nina; you should have taken Urdu then 
RCD: why did you take Sanskrit? 
Nina: first he took Urdu 
Vippin; first I took Urdu but I used to make too many mistakes; so I thought 
I'll keep making mistakes, so I took Sanskrit 
RCD: but why did you take Urdu in the first place? 
Vippin: Papa said study Urdu, study Urdu and it's useful 
Nina: he didn't tell us at home. He told us afterwards and he came home and 
tore up all his copy (exercise book). And then he made a new copy for 
Sanskrit and then came home and said 'I've taken Sanskrit'. 
RCD; so what did your dad say? 
Vippin: papa said you're mad; you should have taken Urdu. I said papa I kept 
making too many mistakes. So papa said well okay if that's what you want. 
(PMS: Vippin: Diary conversation Thursday 28h October 1999) 
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Whilst Vippin worked independently at his schoolwork. It was in preparation, during and after 
the papers, both in the 40' and 5h year that his father took a greater stance towards Vippin's 

learning as Vishal and his father explained: 
During the papers I would study myself and revise. If I have a wrong sum, I 
check it in the book and I ask my papa and in English if I don't understand, 
dad explains it. (PMS: Vippin: Group interview: 12th April 1999) 

At the moment he's just started the 5h year, the work is slow, so I ask him 
every 2 days if they've got homework and if they have I do it with them 
daily. If the children have done it on their own I check it; if they can't do it, 
they ask me, I don't do it for them. I explain the method to them so it sits in 
their head, so they can do it themselves. He's a good boy; he does his work 
with understanding (PMS: Vippin: Parent Interview 170'April 1999) 

In the 4th year papers, Vippin ranked Y'd with a score of 471 out of 500. And although he was 
disappointed at the result, he was praised and rewarded at home for his effort and achievement 

as he explained: 
My mum and dad didn't come on results day, so I told my elder sister; she 
was there. Papa gave me 10 rupees and squeezed my cheeks. I got my report 
card and I got 2 rupees, because I save the money. (PMS: Vippin: Group 
interview: 12ýh April 1999) 

In the 5h year papers his father again helped Vippin to plan for his revision by identifying his 

strengths and weaknesses against the content of the syllabi as Vippin and his mother explained; 
RCD: so what did papa say when you told him the test dates? 
Vippin: papa first asked about the syllabus for each subject and then what did you 
do in each subject, then he asked me what can you do? What can you remember? 
Then he said we'll make a list of what you remember, and what you don't 
remember. I said 'leave that! whatever I don't remember I will revise'. 
RCD: so did you make a list? 
Vippin: (nods) I gave it to papa (Diary conversation: Thursday 166, 
September) 
RCD: so when you did the papers this time did you show them to your papa? 
Vippin: yes, he listened to it all 
Mum: he listens to everything they've done and didn't do ...... he also asks 
Nina; she gives him the papers for the courses and he then asks her 'now tell 
me what was in the course'. He has his food first, when he come home from 
work, and then he goes through the papers with the children, then he's 
satisfied. 
Vippin; and I don't cheat either, I think to myself if my marks come less, I've 
done it myself, and perhaps someone else's cheating. Some people do cheat 
(PMS: Vippin: In conversation: Friday 15th October 1999) 

Vippin's parents held high expectations of his him, where only full marks were considered to be 

satisfactory, as his mother commented to him in conversation; 
Mum; he was playing a lot, that's why his numbers were a bit less. In the 
final exams son, make sure you're prepared and you get full marks. He 
played a lot this time, his papa told him 'get properly prepared next time, I'm 
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not satisfied. Now in science he got 40 out of 50; so that's zero, he's not 
studied'. 
Vippin: no but I said to papa, 'yes I did get zero because after 4 is zero'. 
(we laugh).... (PMS: Vippin: In conversation: Friday 15'h October 1999) 

Nonetheless, this parental expectation was balanced with encouragement from his parents and 
his eldest sister: 

Mum: When are your finals? 
Vippin: in March 
Mum: so you've got 4 or 5 months son; study well in that time and you'll get 
the marks).... (PMS: Vippin: In conversation: Friday 150ctober 1999) 

Every bard working student has some expectations and his/her parents 
expected a lot from them. But after getting unsatisfying result what feel 
they? Now, he is very unhappy because of his result. He knows he will not 
be first. Although he deserves it .... We say to him that not to worry. You 
should be working hard in future also, don't think about the marks. You will 
definitely get good marks in I Oh class. But he is a child; he also wants and 
expected to be got good marks in the exams after doing hard work. But my 
brother will not be defeated, he will do more hard work for getting much 
more marks (PMS: Vippin: Parent Diary -written by eldest sister in English- 
18/3/99) 

His relationships with his siblings were all quite different. Since he spent all of his out of 

school time with his younger brother, he was affectionate towards him, took an interest in what 
he was learning at school, but was also highly competitive (with the usual sibling rivalry) when 
they played board games at home after school as his sister explained in the diary: 

He always teased his brother Yotu. In games when he wins, he teases others who 
don't wins by making different types of faces. He wants victory in the games, so 
sometimes he cheats others in the games. He plays with Yotu and tries to win the 
game. Yotu is younger than Vippin so he easily defeats from Vippin. If by 
chance, Yotu is going to win, he lost his balance and denies to play. But when he 
wins, he cheated others by different methods..... Vippin as an elder brother 
always tries to make his brother to learn something. His nature towards us and 
his little brother is good but sometimes he act like a little child. He fights with 
his brother and with us and starts crying while he got any hurt in it and next 
moment he again starts it and this process goes on and on till he cries for a lot of 
time after getting hurt or after beating from elders. (PMS: Vippin Parent Diary - 
written by eldest sister in English- 18/3/99) 

According to Vippin's mother, it was his eldest sister with whom he was the closest. When she 

was living at home, they used to play caram, (Indian board game like snooker but using the 
hands as a cue to pocket discs), and when she would return home he would read hr books. He 

would visit her at her hostel and listen to her when she encouraged him to try and help with the 
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household chores, and to iron his own clothes to help relieve his sister and mother of household 

chores. 

Vippin was considered to be the most intelligent child out of the family, according to his eldest 

sister; 'a child who studied hard and played hard' as she explained in her diary of his activities: 

He is the most intelligent person or child in our family. He has a curiosity to 
know about everything. Sometimes he puts that types of questions, the answers 
of those questions fall us in difficulty and we feel unable to answer those 
questions. He has much more knowledge than us. He takes interest in all things. 
He has a kind and different nature. He has understanding power. He can easily 
understand what is written in the books. He is different from other children. His 
writing is quite good. He writes like a 14-15 year old boy. He wants his writing 
improving a lot and make it best. He is trying to let us pray to God for him. 

He is also interested in drawing ... He wants to be all rounder. We try to help 
him totally. As an elder sister I tries to help him but I live in hostel, so it 
make me difficult to help him now.... My brother loves me a lot. He tells me 
everything about him and the activities that is happening in the school 

In the school, he study seriously, but in the free period he plays seriously. He 
spends mostly time in playing but when he study, he takes it seriously (PMS: 
Vippin Parent Diary -written by eldest sister in English- 18/3/99) 

Vippin's interest in new leaming was reflected in the way he would recall or use experiences 

out of school and how they related to aspects of learning in school. For example, he was very 
fond of English. Unlike all of the other sample children in this study, he would write out his 

diaries in English. In our conversations he would use the knowledge he had gathered from his 

conversation and experiences with members of his family or from books. In this respect he 

would talk about television programmes, religious books that he had read, that his mother had 

purchased for him (he persuaded his mother to buy him books of the different Saints that were 

written in English), and places that he had visited with his mother. He would even look up terms 

to clarify his knowledge and understanding when explaining things to the researcher. The 

following extract is one such illustration of this knowledge exchange: 
(We watch a science programme with an experiment where an egg is put in a 
bowl of salted water and another just in water and the salted water one 
doesn't sink) 
Vippin: its like the dead sea, because you can't sink there because of the salt 
RCD: how do you know? 
Vippin: my sister told me about it; look didi this is a photo of the Guru (saint) 
I went to see with my mum in the holidays. (He shows me a photo of an 
elderly gentleman with a beard and a turban). You know where we stayed, 
they had an underground water spring, so its hot in the winter and the water 
is cold in the summer 
RCD: did you bathe in one? 
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Vippin: yes, there were big tanks and taps near the bath; thousands of people 
go there. (he shows me picture in a book his mum bought him there are 
photos of different Sikh saints) now he died in 1947, he was another Guru. 
RCD: so what's that other book you have there in Hindi? 
Vippin: its called 'Heaven on Earth'. It's about all the different Gurus. It 
mentions Colonel X; he was also a saint 
RCD: how do you know? 
Vippin: I read a story about him and I thought it might be in this English 
book. that my mum bought me. It's also about Saints. In the glossary it tells 
you all the different kinds of saints for all the different countries. The book is 
called 'tales of the Mystic east - An anthology of mystic and moral tales 
taken from the teachings of the saints. (he tells me about the ashrarn he 
stayed at with his mum. It's a place called Byass - he looks up the word in 
the glossary). . Vippin: look didi it says Byass - small river by a village in 
Punjab. Its not a small river anymore didi though, it's a really big river. You 
know when this place began, the man that started it Javand Singh, only had a 
small hut there, and he was just near the river, and it was a small river then. 
And then a flood came and he was told to move his hut, but he didn't and so 
what happened was that the river moved, so that the flood didn't effect his 
home at all. Now there are thousands of homes there. (he points out the 
names of all the Gurus in the glossary) You know these books didi, they're 
so cheap in that place we went to. They'd be much more expensive her, but 
then if people tried to sell them just to make money, they'd probably have 
bad things happen to them.. 
RCD; how do you know all about these religious stories (he starts to tell me 
stories about different Saints) 
Vippin: oh my mum has told me because I ask her things and then she tells 
me (PMS. Vippin: In conversation: Tuesday P August 1999) 

In fact Vippin could make conversation out of anything. If we were watching television, that is 

what he would talk about. And of course he could talk about cricket: 
Vippin: didi you see the world Cup didi in June? 
RCD: I heard a little bit about it and watched it occasionally 
Vippin: well we were coming back from the religious place when it was the 
World Cup, they had huge TV's at the station to watch the World Cup and 
you know what, because their score was so low, the Pakistani team were 
afraid to go back to Pakistan because thel said they might get beaten up. 

r (PMS: Vippin: In conversation: Tuesday 3' August 1999) 

Vippin: Saturday 23d Oct 99: 
Vippin: I watched Sri Lanka V Pakistan test match; and then new Zealand V 
India 
RCD: you're quite interested in sports aren't you? 
Vippin : yes 
RCD: so do you watch it on TV or read about it in the newspaper 
Vippin: both really, if I see it in the newspaper I'll read it; sometimes there 
are matches that don't come on the channels we have but they tell you about 
it in the newspaper, so then I read it in the newspaper ... ( PMS: Vippin: 
Diary/media chart conversation: Thursday 28th October 1999)... 

When his sister was ill he recalled the level of her temperature in his diary and compared it to 

what it should be. When I asked him how he knew, he recalled his school learning:. 
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Vippin: Friday 20"' august 1999: 
Home: 
Today my sister got fever -103 degrees; it was Rekha. Her body is very hot. 
I say I'll take a holiday to look after you, but she says your work is left. After 
coming home, her fever is 108degrees. I do my homework in a hurry. Then 
she takes a tablet and after 3 or 4 hours, her fever is normal; it is 98degrees. 
RCD: how do you know that 98degrees is normal? 
Vippin: it was in the SST book, this year. It was a chapter about doctors and 
thermometers 
RCD; oh I remember ... ( PMS: Vippin: Diary conversation: Thursday 28th 
October 1999)... 

And when recalling visits to places with his mother- such as the Ashrarn , temples and his 

sister's hostel -he would compare prices, distances, and give descriptions of the places. The 

following extract from his diary illustrated his ability to transfer his knowledge: 

Vippin: Wednesday 250'August 1999: 
1 take a holiday to go to Soniput because tomorrow is Raksha bandan. I go to 
Soniput to my sister Nina. 
Home: 
Home not; transport from here to Soniput. We started at 7.50am. we catch a 
jeep for Gurgaon town centre, at Gurgaon we catch a bus. 
RCD: who went? 
Vippin: me and mummy; Yotu had been the last time. So that time, he went 
and I stayed. So I went this time 
(cont. ) At Gurgaon we catch a bus for Delhi. We reach Delhi at 10.1 5am. We 
catch the bus from Delhi to Soniput. We reach Soniput at 12.30pm. On the 
way there is very much vehicles on the road, because tomorrow is Raksha 
bandan. We ask the weight of fruit. Here it's l0rupees per kilo; in Soniput 
30rupees. 
RCD; really? 
Vippin: its very expensive 
(cont. ) Rickshaws are also expensive 
Vippin: Here its 2 rupees to bring us; over there they were asking for 14 
rupees 
(cont. ) There is very crowd. I look at many of the peoples bought rakhi 
(symbolic bracelet). We catch a rickshaw, asked him if he goes to didi's 
school. He says yes. We go to the school. I fo to my sisters' hostel. ( PMS: 
Vippin: Diary and conversation: Thursday 28 October 1999) 

The point I am trying to make is that Vippin's interest I learning took its forms in discourse that 

captured all relevant tacit knowledge and experience that he had transformed from different 

contexts (see for example the work of Rogoff 1984). In the next section I turn to Vippin at 
School and how he was perceived in school and classroom contexts. 

App. 4.4 Perceptions of Vippin in the School Context 

Vippin's determination to excel at everything at school was reflected in his relationships with 

pupils in his class. Whilst he was popular with the boys, he would always make it clear that he 

did not want to be disturbed when he was doing school work and would not allow himself to be 
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distracted. This applied to the more leisurely curriculum activities such as drawing, whilst his 

peers would be chatting; as well as to the more traditional areas of the curriculum. 

His closest friends at school were Arjun, Niklesh and Gobind with whom he sat beside and in 

front of, within the classroom. In terms of academic attainment he had no reason to compete 

with any of the boys as his attainment exceeded their results in papers, tests and ability to cope 

with new learning tasks. Thus his relationship with the boys was one where they looked up to 
him for help in their work but with whom they competed when playing games and sports, as the 
following diary extract illustrated: 

Vippin: Tuesday 26h Oct: 
Football 
Cricket 
Crossword (with the friends at school) 
Vippin; I had 10 points and I was making up words to put in the crosswords, 
like the capitals of places; I know the meanings of them; they didn't know 
the names of the capitals, I thought it was something but I didn't sure so I got 
the 10points 
I was playing in my copy; Gobind was playing with me .... He said what are 
you doing 
I said I'm making up the word meanings for the crossword with W 
And he said 'you just make them up; you lead us all on'. (PMS: Vippin's 
diary -in English- Thursday 280' October 1999) 

On one occasion his mischievous behaviour transcended into affecting his learning, as he was so 

absorbed in a game of football with his friends that he missed half of a library lesson and for 

fear of reprimand, lied about what he was doing as he explained in his diary: 

Vippin: Friday 20'h august 1999: 
In recess I play football, so I don't go to the library. When I come into the 
library, the sir asks me why you don't come to library. I say 'sir I go to drink 
water'. Sir thought that he goes to drink water,. He scolds me. 
RCD: what happened then? 
Vippin; Please don't tell anyone. We were playing football and half the 
library period was gone, so we got scared. Some children came out to call 
us, shouting 'sir they're playing, they're playing'. So we quickly went to 
drink water, so that they'd think oh they're going to drink water. So then we 
went in and sir said why are you late, and we said sir we were drinking water. 
Sir said what do you mean for 10 hours you were drinking water. So I said, 
sir the water wasn't coming . so he told us off . (PMS: Vippin's diary-in 
English Thursday 28 th October 1999) 

The boys in his practical computing group (which the teacher would allocate) would look to 
Vippin to start the programme and get them started, And after helping them he would explain 
that he had to get on with his own work. However as a result of his help, the teacher would also 

put him in the girls' group to start them off in practical work. He would also watch the older 

children both when he was in the 4" and 5 th year, keen to learn what they were doing. 
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It was in the academic area that he competed with the girls, particularly 2 girls, Farzana and 
Sumaya, who had overtaken his first rank position that he had attained from the earliest grade to 

the P grade. As a result he maintained a record of all their results in tests, papers and assessed 

their weakest abilities in class, and the extent of their revision. For example, the following is an 

extract from his diary: 

(Vippin has his diary with him in which he keeps a record of marks) 
Vippin: maths: 

Farzana is 
mine were 16 and a half, 
Sumaya 18 
Arjun 18 and a half 
Gobind II 
Arif 14 and a half 

This was a Monday test we had for maths on the 306' of the 8 (August). The 
highest was Arjun. I only record the children who get the highest. Then I add 
them all up; I've done Farzana's total, I've made a separate book for it. .. -We 
had one test for SST today; it was okay. 
RCD; you finished before everyone didn't you? 
(nods) 
RCD: Was it easy? 
Vippin: it was totally easy. I revised at home, chapters 10 and II were short. 
We had to write about chechux. (smallpox? ) and their injections; we had to 
write about that ourselves. Farzana filled 2 and half pages. Now how can 
one remember 2 and half pages for an answer. I said to her, you won't 
remember all that. I wrote the answer in half a page (PMS: Vippin: Diary 
conversation: Thursday 16th September 1999). 

RCD; so your 5 results came? 
Vippin: yes. Hindi's came ; it was 98, computing was47 out of 50, and maths 
was 93&, and SST was 98, and science was 40 out of 50. 
RCD; so are you still competing? 
Vippin: yes 
RCD; can you explain that? 
Vippin: I did the totals yesterday, mine are 350, Farzana's are 321 and 
Sumaya is 350. And Gobind , his is 311. Arjun is 294, Parvati is 297. I've 
written the marks for those children. 
RCD: so it looks at though you've come first 
Mum: his have come the highest numbers (PMS: Vippin: In conversation: 
Friday l5thOctober 1999) 

Vippin also assessed the number of marks he needed to attain in order to 'catch up' with the 

girls. They in turn maintained a similar record of his results and strengths in class. For 

example, when Farzana was revising with a group of friends and they were discussing who 

would get the highest marks , Farzana retorted Wippin, he remembers everything. He has a 

good memory'. And in conversation, she identified his strengths and weaknesses: 
Farzana: Vippin gets on well with his work 
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RCD: what does he do in class - does he ask questions or is he quiet or is he 
always talking, or does he take a lot of advice? 
Farzana: he doesn't ask too many questions. In maths he works quite well, 
and in English he seems fine. Its mainly in maths he's good. His marks are 
good but his work is always up to date; he never leaves it to be 
completed. (conversation with Farzana: Saturday 4h September 1999). 

RCD: do the other children talk about what they think of computing to you? 
Farzana: most of them think its okay. I just don't like computing very much,. 
Vippin does it all; he's the best in maths and computing. I'm okay at it, but I 
don't like it..... Vippin is very good at everything, at English and in maths 
and computing always, and in science many of the children can't remember 
things, but he does. That's why madam goes throup the revision twice for 
each unit. (PMS: Vippin: In conversation: Friday 17 September 1999) 

Vippin was therefore the only boy in the class who mixed with both girls and boys on a social 
basis and he sometimes organised outside team games with both sexes, unless he was organising 

cricket or football: 

Where's he gone? I ask Arjun and Gobind. Oh he's gone to get some girls to 
play Coko for the games, says Gobind... Vippin teases the children as they're 
playing and then runs away from them. When the game finishes and the games 
period is over and they have to go in, he shouts 'did you all enjoy it childrenT 
He's been busy this lesson organising everyone for this game. (PMS: Vippin: 
Field notes; September 16th 1999) 

Farzana also commented upon Vippin's ability to mix with both boys and girls: 

RCD: so how does he get on with the other children? 
Farzana: he's not too good, he does a lot of joking about a lot of the time. 
He's not bad and not totally good - he's in between. But no other boy talks 
to the girls. He'll talk to us. 
RCD: yes I've noticed that. 
Farzana: yes he also talks to us . (PMS: conversation with Farzana: Saturday 
4'h September 1999) 

He would often attract children with his jokes and his singing. The most interesting aspect of 
Vippin's expression of learning was demonstrated in his ability to narrate stories which he had 

read about, made up, or more often, watched on television. Whist this was noticed at home, 

there was never really the opportunity for him to express his thinking or knowledge at school 

and thus to transfer those abilities within the formal curriculum. Where he was able to transfer 

those abilities was when he was with peers reciting jokes, making up songs and exaggerating 
anecdotes amongst his peers, in between lessons and in free periods. 

Given his popularity amongst the pupils, it was no surprise to find that he had been voted as 
class monitor by his peers in the 5h year. However after one afternoon of the job, he had 
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resigned, on the basis that it distracted him from his work and it made him unpopular with 

peers, as he explained: 
Monitors are elected, so Vippin tells me. 
Vippin: The thing is all the responsibility falls on the monitor and then whilst 
they're watching everyone else they can fail themselves. 
Arjun; Or they're the ones that play and mess about anyway. 
Yes, says Vippin. Like Sumaya. 
Arjun: Not Farzana, though she's quiet, she's good. 
RCD: So how do you become a monitor, I ask Vippin? 
Vippin: Well you're voted in by the class. That's if you want to be one. 
RCD: So, were you one? 
Vippin: Well, Vippin says, sir made me a monitor, so I said that I'd start 
from the 7th period that day. Then what happened was the children started 
fighting with me when I'd tell them to be quiet, so I went to sir the next day 
and told him I don't want to be monitor any more (PMS: Vippin: In 
conversation: Tuesday 3"d August 1999) 

Within the lessons, he took responsibility for his work, approaching the teachers if it needed 

marking and he was always ready to begin work with his books laid out in front of him. He was 
the only child who would regularly contribute to answering question in all subjects, to the point 

of dominating his contribution in class. He was quick to volunteer answers in all lessons, 

keeping up with the questions, explanations and the written work. His enthusiasm for the 

classroom situation was often tempered by the class teacher in English and Hindi lessons, so 
that other children could contribute: 

In the Hindi lessonVippin helps individuals by shouting out the word when 
they can't pronounce it or read it. Sir tells him to let them do it on their own 
(PMS: Vippin: field notes: Tuesday 3d August 1999) 

He was often praised by the teachers for his ability to recall infonnation and his explanations in 

class as the following extracts illustrated: 

In the English lesson we read about a story where some children travel on a 
space craft. What speed does a space craft travel at? asks Sir. Vippin shouts 
out: I kilometre per second, sir. Very good, says Sir. Very good, we read 
that last week, how fast a space craft can travel: I kilometre per second. 
(PMS: Vippin: field notes: Tuesday 3"d August 1999) 

In the SST lesson the teacher starts to ask questions. What do Greenland 
people do compared to Arabs? Vippin puts his hand up and shouts out: In 
Greenland it's more cold, in Arabia it's warm. Then Vippin puts his hand up. 
In Greenland they wear tight clothes; in Arabia they wear loose clothes. In 
one it's all ice; in the other sand. Very good, says the teacher. In one it's all 
ice, in the other sand. Vippin often puts his hand up and contributes to the 
points. In Greenland, he says, there is not much oil; in Arabia there is Then 
Vippin contributes again. Greenland is far from the Equator; Arabia is near 
the Equator. That's the main point, says the teacher, because Greenland is 
far from the Equator it's cold. Because Saudi Arabia is near the Equator it is 
hot. Now, it looks as though you can write 3 or 4 sentences, she says to the 
class. Vippin, stand up and tell the class a few of the points. So Vippin 
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stands up at his seat and recites the points that have been made. He is the 
only one apart from Parvati who is able to describe the land and plants, in 
desert environments. The children are asked to give names of deserts that 
can be found in different continents. A few of the children contribute to this 
question. For example, one says, Sahara in Africa; California in USA, 
Victoria in Australia. Why do they call their oil liquid gold, asks the teacher, 
to the class. Vippin again, is able to explain. And the teacher reinforces that 
oil is it's main source of supply to other countries and how it makes its 
money, which is what Vippin had said. (PMS: Vippin: field notes: Tuesday 
Y'd August 1999) 

The same process would occur in maths where Vippin would answer questions immediately and 
he in turn, would be praised by the teacher: 

Maths teacher: . OK I'll show you another method for the decimals. He 
writes on the blackboard 7.5. What's the whole number? Vippin shouts out 
7. Very good, says sir. Now look at question 5. It's the same. Vippin shouts 
out 17.37 Sir, I'll tell you he says. No, I'll ask the girls, says sir. Now sir 
says, you tell me true or false, he says to the class, and proceeds to ask 
questions for the next exercise. 0.6 equals 0.60: true, shout the children. 
Why? says sir. Vippin answers. Because the whole number hasn't changed, 
sir (PMS: Vippin: field notes: Tuesday 3"d August 1999) 

In maths Vippin was keen to cover content and tasks that were not requested by the teacher and 

would do so of his own accord as well as complete th tasks that were required: 

sir says homework is exercises on page 64 and 67 exercise I and 2. Vippin 
turns round to Gobind and says 'I'll do 3 aswell. I've done I already'(PMS: 
Vippin: field notes: Tuesday P August 1999) 

Whilst a number of children in the class found the topic on decimals difficult, Vippin was able 
to grasp the content in class without asking his father and was praised for his abilities by the 

teacher when compared with other children as he explained: 
RCD: some of the children didn't find the chapters on decimals easy, how about 
you? 
Vippin: I thought they were easy. It was difficult at first , then I found it 
easy. When we came on Sunday the maths sir was there and he asked us 
some questions to change the fractions into decimals, I could do tehin , the 
rest of the children couldn't do them. Sir said your can do the maths and 
youre not sitting the paper, and they're doing the paper and can't do it. It was 
because some of the children were having the paper earlier (PMS: Vippin: In 
conversation: Thursday 16 September 1999) 

In science too, as with other lessons. Vippin would contribute to answering questions and listen 

attentively to the teacher. And Vippin would attend the computing practicals on a Sunday 

morning with keen interest, asking the teacher how to download 'paintbrush' from windows 
'95, beginning with the menu to accessories and then 'paintbrush'. In turn he was able to use the 

package quite confidently, and children would turn to him for help, although felt he needed to 

get better at it, as he explained: 
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RCD: tell me, you seem to like computing 
Vippin; yes, I went on Sunday on the 12ýh, and sir said work it yourself, as 
usual all the children were saying start it, start it. So I asked sir which buttons 
should I press. He said press the power and on the screen it was written 
pollution preventer. So then the computer started and I couldn't do it, so I 
said to sir, please tell me. Sir pressed a button and it said 'enter password' , 
so I gave it the enter password; then it asked for it again, and sir said don't 
give it to it again. He said ' press the button', I said which button? He told 
me and I pressed it. Then the window came for windows 95. Then after that 
the screen came up as its shown it the text book and then I took the mouse 
and put the arrow on start and clicked it. Then after that you get a list, its not 
in this book. But the P one on the list is 'programs', there's also accessories 
and paint and some others. So I clicked program and then accessories and 
then got into paint brush . (As Vippin tells me all about it, he shows me what the screen looks like by 
referring to different pages in his text book). 

Then I took the mouse and clicked certain outlines and made a drawing; and 
in between I wrote my name using the keyboard in a text box I put in. I put 
my name in it, then my brother's. then finally I saved it ; it says 'save as' in 
the file when you press file. Then a list comes up, it says filename,; so I called 
it family. Then after wards I opened the file again, looked at the drawing 
again. First it had said 'paintbrush - untitled'. Then I saw it said ' paintbrush 
-family'. He smiles. 
RCD: so did you have any difficulty? 
Vippin: no it was totally easy. I asked sir what to do in the beginning, when I 
wanted to start Windows 95. Even now I can't do it really well, so I'll ask 
him this Sunday (PMS: Vippin: In conversation: Thursday 16 September 
1999) 

Computing lessons were divided into both theory and practicals. Initially Vippin claimed he 

could not understand the textbook but after the practicals, it began to make more sense and was 

a very good book, he explained: 
RCD; how do you know all of this - have you revised it all then? 
Vippin: well when I first worked on the computer, then I couldn't understand 
the book at all either. Now I work on the computer myself, I can remember 
what things are , what the file is , what other things are 
RCD: so you've got your understanding from the practical, not the book 
Vippin: the book tells you to do things like draw the following shapes and 
save it on the computer. Now I've written that in my copy but I need to do it 
on the computer, things like a rectangle, circle , triangle. (Vippin shows me 
how thickness of lines is chosen on the picture of the screen and whereabouts 
its chosen on the paintbrush menu) 
RCD: so do you think this book was easy after you did the practical? 
Vippin: yes. First I thought the book was a waste of 45 Rupees. Then after 
wards when I did the practical, and I understood , then I thought this is a 
very good book. You can do lots of things on the computer and it explains 
how to use the games, the calculator and calendar. It shows you how to do a 
curved line and how to draw lines with different thickness (Vippin points out 
the little circles form the toot box) (PMS: Vippin: In conversation: Thursday 
16 September 1999) 
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Vippin had a good relationship with the teachers, and prided himself on being honest in his 

work. At the same time he was one of the few children to ask questions in class -particularly in 

the areas of maths and computing in order to clarify his understanding. With respect to his 

teachers , they were all very pleased with Vippin and his progress both in the 4th and 5h year. 
He was described as interested , the best in class, attentive, a good communicator , had the 

ability to analyse the work in maths in the Oyear, and in the 5 th year worked ahead of the class 
in maths, and was 'excellent'. In computing the teachers had noticed how he enjoyed the work, 
had attained I' rank in the papers, and studied the theory well. They commented on how he 

would always ask them to explain the work in the practicals . His class teacher described him as 

confident , that at times his enthusiasm had to be tempered, but that, other than that, he was 'a 

perfect boy' who would make something of his life, as the following comments illustrated: 

RCD: can you give an example? 
CT: yes - I'll ask, who'll tell me, who'll do it? He'll put his hand up and say 
I'll tell you, when I'm asking someone else. But he stands and still gives the 
answer. So in a way it's a bit disobedient, but he's intelligent - the thing is he 
wants people to see he's intelligent, he wants to show them. 
RCD and with friends? 

th CT: He's fine with friends, he's co-operative. (Classteacher Thurday5 
August ) 
CT: well Vippin's position is first this time in the total papers in all the 
subjects. He's achieved 90.4%.. He's a perfect buy. He has self-confidence, 
he's not over confidant and his standard is good. And I or 2 times I've met 
his parents, his father. And he said he's a mischief in playing and he's a 
mischief in studying. He watches him at home -I don't know, but he's good 
at his studies. He doesn't have any habits of cheating, he's self-confident. 
He's what they call a 'hona' boy 
RC-D: meaning? 
CT: 'Hona' meaning he'll show you and do something when he's grown up. 
Now where the child's image is concerned, he seems to have a good image in 
class; like he's got self confidence, he's active in playing and in studying and 
in co-operation, and in helping anyone. So really he's a perfect child, and 
he'll make a name for himself and progress in his life. He's not negligent, 
and his friends are limited -he has his own friends, but he co-operates with all 
the children, he's not a jealous child. Like with some children they'll make 
one or two friends and argue with all the rest ... he gets on with everyone, 
there's no top or bottom, hi mixes with all. (PMS: Vippin: Class/English 
/Hindi teacher: Thursday I lth October 1999) 

App. 4.5 Conclusion: Vippin's Identity as a Learner: Context, Knowledge 

Exchange and Transformation 

Overall then, the social portrait of Vippin revealed a child who had a strong interest in learning 

and a need for it to be noticed by others which he was detennined to fulfil. This aspect of his 

identity had an impact upon his learning at school where he would strive for excellence within 
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lessons and during the time of assessment. He was disappointed if he did not achieve those 

expectations: 
I came 3d and I felt like crying because I came I" or 2 nd Up until the P 

grade. In the P grade I missed a paper because of a family wedding. (PMS: 
Vippin: Group interview: 120'April 1999) 

In the 5h grade papers he had found most subjects easy to handle, aside from Sanskrit, where he 

felt that some of the work in the papers had not been covered in class. GK (general knowledge) 

was 'easy', as was English, and when the content of an exam question had not been covered in 

class, he would communicate that with the teacher, so that he could justify a reduction in marks 
that would extend to all the children, thus notjeopardising his own position, as he explained: 

English was easy, and Sir gave us a question that we hadn't done because it 
was covered in one of the sister schools, so I left it and I wrote 'sir you didn't 
teach us this'. 
Mum: did you write that? 
Vippin: what else could I do, to leave it is not a good thing. If I lose marks, 
so will the others. In Hindi my marks were very less before - 80, now 
they've come in the 90's. ( PMS: Vippin: In conversationTriday 15'h October 
1999) 

At home he would draw on all tacit knowledge of experiences he had gained both inside and 

outside the school context. He was popular and perceptions of his social and academic abilities 
by family, teachers and peers, were all favourable. As a result Vippin saw himself as able and 

confident within school situations and with his peers. In computing for example, he saw 
himself as the most able pupil in the class, given that all the children asked for his help as he 

explained: 
Its only me and Parvati and Farzana that can really do the computing work. 
Rabia can't do it. Parvati is fond of it, but she can't do it as well as me. All the 
children ask me , do the computer, do the commuter. Farzana didn't come on 
Sunday - she hasn't come to any of the practicals. Rabia came. So when I did 
the other children's okay, then I went to the tool box to do my own (PMS: 
Vippin: In conversation: Thursdayl6th September 1999) 

He knew he was liked and enjoyed this popularity. However, when he was sent on an errand to 

the local shop by his sister, and in doing so made a mistake, he was reluctant to return to return 

to the shop, for fear of looking like a fool: 

Today we sent him to shopkeeper for buying some oil and 'besan' (gram flour) 
but he forgot the second thing and bought some other thing. When we sent him 
back to the shop for returning it, then he said ' he feels ashamed of returning the 
things'. (PMS: Vippin: Parent Diary -written by eldest sister in English- 18/3/99) 

The point that I am trying to make is that Vippin was used to maintaining a sense of being 

capable. When he put himself into a social context where this capability was threatened, his 

response was not to return to the situation. This was a similar response to his experience of 
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taking Urdu as a language option, where after experiencing a lack of success, he chose to take 
the Sanskrit option. In this respect, his sense of identity, as a child who wanted to maintain a 
level of success, was transferred in his approaches to learning in different social contexts. 
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Plate App. 4: Vippin - Social practices in the 
school and classroom environment 
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Appendix 5: Blackboard Practice in the DPEP Village School 

Understanding the steps in mathematics: an example of blackboard practice in 

mathematics: teaching factorisation 

The following provides an illustrative example of Madam's blackboard practice in maths using 

step by step pedagogy. The lesson content focused upon the process of factorisation (the 

photographs in Plate App. 5 accompany the following video transcript). 

11/9/99: Maths lesson am: 
In this lesson, the children had been given 4 numbers for which they had to find 
the LCD (lowest common denominator). Despite attempting to carry out the task 
on their slates, madam found that when they gathered around her to have the 
work marked, that even the brightest girl in the class could not attain a correct 
answer. So madam asked the class to gather round her at the blackboard so that 
she could explain the steps involved in doing the task correctly. 

Madam began by writing the 4 given numbers in separate columns on the 
blackboard. The numbers were 8,12,16 and 18. Then she began to work out the 
LCD for each number asking the class the answers to each numerical step and 
they in turn, shouted out the answers, which she then wrote on the blackboard. 

M; what's the smallest number that will go into this 8? 
Ch: 2 
M: 2 goes into 8? 
Ch: 4 
M: now what will divide into this 4? 
Ch: 2 (madam writes the 2 in the left hand column) 
M: Take note, 2 goes into 8,4 times so I've written it here on the right hand side 
M: into 4? 
Ch: 2 
M: so what's left over? 
Ch: 2 
M: 2 into 2? 
Ch: I 

Madam repeats the exercise for the other 3 numbers. She then writes the original 
number 8 on the board and the children shout out the LCD, which she writes in a 
row. So for the first one madam writes 

8= (and the children shout) 2x2x2xl (which madam proceeds to write) 

The exercise is repeated by the teacher and children for the remaining 3 numbers 
and three further rows are constructed, which list their lowest common 
denominators. 

At the next stage madam checks that they all understand before moving on and 
asks: 
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M: Do you understand? 
Ch: yes ji 
M: all of you? 
Ch: yes ji 
M: tell me again if you don't understand 

Then madam goes onto the next step (making pairs to cancel the numbers out), 
referring to the rows of LCD's 

M: if 2 from one line goes into 2 from another we can make a pair (a pair to 
cancel). In all 4 rows, there is a2 so we can make a pair. 

She draws a line through the column of 2s that begin each of the rows 

M: so one pair is made 

And then madam writes 2 on the other side of the blackboard. 

Pointing to the next number in each row she says: 

M: now this one's got 2 in, this one's got 2, this one's got 2 but this one's got? 
Ch: 3 
M: I can make one pair here (and Madam draws a line through the 2's and then 
writes x2 next to the other 2 on the side of the blackboard) 

M: now this has 2,3,2 and 2. You need at least 2 numbers to make a pair. She 
pair the two 2s to make a pair leaving the 3's alone for the time being and then 
writes x2 next to the other 2 on the side of the blackboard) 

In the next stage madam refers to what has been done to each row: 

M: now this row has no numbers left in it; this is finished. (She refers to the 
second row) Now what's left in this second row? 
Ch: 3 
Madam draws a line to pair the 3 with another 3 in the last row 
M: it's made? 
Ch: yes ji (and madam writes 0 next to the other sets of 2 on the side of the 
blackboard) 

She refers back to all the rows pointing to each one in turn looking for single 
numbers that remain and which therefore cannot be made into a pair to cancel 
them out. Those numbers that remain are added to the numbers at the side of the 
blackboard: 

M: now this line's finished; this line's also finished. Now look at this 3rd line 
what's left over 
Ch: 2 
(So madam adds x2 to the calculation at the side of the blackboard) 
M: and what's left over in this last line? 
Ch: 3 
(So madam adds 0 to the calculation at the side of the blackboard) 

Only the Is now remain in the rows and madam pair them up with a line saying: 

M: these are 1, which make I okay 
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(And madam adds xI to the calculation at the side of the blackboard and then 
stands back for a moment) 

A now tell me this, have I left anything out? She says, pointing to the numbers 
that have been cancelled out 
Ch: no 

She does a recap of the explanation pointing to the numbers that have been 
cancelled out 

M: Here the 2s make one pair for cancelling, you can't make a pair with one 
number; then I looked at the number 3, and I made one pair here; then I saw what 
is in this line and I had the number 2 left over, so I put that there (pointing to the 
side of the blackboard) and the I's made a 'pair' too. 

The next step was to work out the calculation that was on the side of the 
blackboard, by multiplying the numbers and as madam shouted out the numbers 
the children shouted out the answers. They arrive at 48 (2x2x2x3) at which point 
the children cannot work out the next step (480) in their heads; so madam writes 
out the sum (480) on another comer of the blackboard, again asking the 
numbers whilst the children shout out the answer: 

M: 8 x3? 
Ch: 24 
M: 4x3? 
Ch: 12 
M; and 2 
Ch: 14 

The answer is 144 

To conclude the explanation madam checks their knowledge of the key step - 
making 'pairs' (pairs made by the same numbers that can cancel each other out). 
The final step is to multiply the final answer by 1, as that was also the lowest 
denominator arrived at for each of the 4 numbers. 

M: now if we times it by I (which she writes on the blackboard, we get the same 
answer don't we? and she writes 144 xI again shouting out the numbers for the 
children to respond to with their answers. 

M: whatever you multiply by I you will always get the same answer. 

And she writes the answer 144 at the bottom of the blackboard 
M: do you understand? 
Ch: yes ji 

M: The thing with these is children, in factorisation what you have to make is 
pairs. What do you have to make? 
Ch: pairs 
M: you can make one or two pairs out of 4 numbers, but you can't make a 'pair' 
out of I number 

(Video transcript: September 1999) 

433 



Plate App. 5: DPEP Village School: Blackboard Practices in Mathematics 
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