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Executive Summary 

This report makes a critical analysis of language-in-education plans of Nepal with special focus on the MOE’s recent mother-tongue-based multilingual education. To be specific it includes following key points;
a. Best practices of the MTB-MLE in India, Ethiopia and Burkina Faso and what lesson Nepal can learn from those practices. 
b. Review and critical analysis of the existing MTB-MLE policies and practices in Nepal.

c. Experience of success and challenges from two MTB-MLE implemented schools in Nepal.  

d. Assessment of the extent to which present MTB-MLE activities/processes are geared towards improving student learning outcomes  

e. Policy options for the medium of instruction in Nepalese school education. 

The review of the MTB-MLE practices in three countries (mentioned above) suggests following points for the effective implementation of MTB-MLE in Nepal

· Enough materials in local languages should be prepared before the implementation of the programme.
· Community participation and involvement of other stakeholders should be ensured in all stages of the programme. 

· Eight-year long MTB-MLE provides a strong foundation for children’s learning and help them achieve better in all subjects including second and foreign language.
· Decentralized decision-making process, with effective inspection and mentoring, helps for the effective implementation of the MTB-MLE. As Ethiopian case suggests there is no single uniform model of the programme in different states. It depends upon the need of the different regions. 
· Teachers’ capacity in mother tongue teaching is one of the most important factors for making teaching and learning of MT effective
Based on the responses of different stakeholders and observation of schools in Jhapa and Rasuwa, it is likely that the MTB-MLE may not sustain as the community does not seem to take ownership of the programme and the MOE is not strongly committed to extend the programme. On the other hand, there are no sufficient materials, textbooks, teacher trainings and other resources to help teachers teach in local languages. But it was reported that the MTB-MLE is relevant to address the learning difficulties faced by non-Nepali speaking children. The programme has helped children to perform better, increased their level of interaction in the classroom, created friendly environment among students and between students-teachers and promoted community participation in school. 
However it is clear that the early-exit model of the MTB-MLE (practiced in Nepal) is not that much effective for the sustainable learning of non-Nepali speaking children. Parents, teachers and children do not see the relevance of learning in their mother tongues if they are not taught in their mother tongues after Grade 3. Moreover, children are not able to develop strong competence in their mother tongues until there are taught through L1 for the first 8 years as in Ethiopia. To promote quality education in Nepal, it is mandatory to promote teaching in children’s first language (be it Nepali or other local languages) for the first six years (at least) (ideally 8 years). The Ethiopian evidence shows that children learn English better when they have strong competence in their first language. Thus, it is necessary to rethink about present MTB-MLE policy in Nepal. At the same time, it is true that in the initial stages of the programme it is necessary to indentify the schools (like in Rasuwa) where only one local language is spoken. Before implementing the MTB-MLE programme it is also required to make a survey of children’s competence in their mother tongue and Nepali in order to know whether or not they need instruction in mother tongue. If it is necessary to introduce the MTB-MLE programme in a multilingual context, there is need of appointing competent teachers from various language groups with training on multi-grade teaching. Overall, there is an urgent need of discussion on how the MTB-MLE can be extended to 7,500 schools by 2015. There is also an urgency of developing an integrated language-in-education plan which clearly articulates the role of mother tongue, Nepali and English (both in public and private schools) at different level. 
Chapter One
Background
1.1 Introduction
The issue of language is always contested at local, national and international level as it is closely associated with identity, politics and development. Education is one of the major domains where language issues emerge creating debates which sometimes are difficult to settle down. Even if they are addressed at the policy level it may not guarantee quality education in practice. As envisioned by the Education for All (EFA) programme and the Millennium Development Goal (MDG), countries around the world, especially the developing ones like Nepal, are provided with both financial and technical assistance from international development agencies. The countries have also attempted various policy changes to ensure access, equity quality and relevance of primary education. One of the policy level innovations we can see is the introduction of learners’ mother tongues in schools both as a subject and the medium of instruction. Various studies (e.g. Benson, 2002; Dutcher, 2003) have identified that children’s overall educational attainment can be enhanced if they are taught in their mother tongue in early grades. In contrary to this, teaching in a dominant language, which is different from children’s mother tongue, in early grades invites serious challenges in education e.g. high drop-out rates, low educational attainment and lack of classroom interaction (UNESCO, 2003). Due to these problems, as reported by Dutcher (2004), a large number of indigenous children, who come from different linguistic groups, are still out of school, and even if they have joined the school they are marred with the low performance on the ground of their low competence in dominant language (s) which is used as the medium of instruction in schools. 
The language-in-education policy is more complex in a multilingual country like Nepal than in a country having only a few languages. The debate of the selection of the medium of instruction in school is the most dominant issue in language planning and policy. There are mainly two conflicting views in this regard. By supporting the importance of a dominant (e.g. Nepali in Nepal) and global languages like English (in wider socio-economic contexts), a majority of people argue that children should be taught in national and international languages. On the other hand, there is another view that argues for the use of children’s mother as the medium of instruction in schools to help children develop cognitively and linguistically. Educationists and scholars (e.g. Benson, 2002; Skutnabb-Kangas, 2010). who are in favor of the later claim that learning through mother tongue fosters children’s overall educational achievement. This debate indicates that there is need of an appropriate approach in language-in-education planning which ensures the use of both mother tongues and dominant languages in schools. To this end, there is a growing trend of countries adopting the mother-tongue-based multilingual education (MTB-MLE) with aims to address linguistic diversity, ensure linguistic rights of children enshrined in various international declarations and national constitutions, promote access and equity in basic education, and enhance quality of education. However, a gap between macro- and micro-level planning has been reported in different countries like Nepal (Phyak, 2011). 
Against this backdrop, this report is prepared to bring issues of language-in-education planning into discussion with focus on MTB-MLE in Nepal. The best practices of the MTB-MLE from different countries have also been discussed in the report. To be specific, this report includes following key points;
f. Best practices of the MTB-MLE in different countries. 
g. Review and critical analysis of the existing MTB-MLE policies and practices in Nepal.
h. Experience of success and challenges from the MTB-MLE implemented schools in Nepal.  
i.  Assess the extent to which current MTB-MLE activities/processes are geared towards

improving student learning outcomes  
j. Policy options for the medium of instruction in Nepalese school education. 
Before I bring the MTB-MLE practices from different countries, as bedrock for the specific issues discussed in this report, I introduce what the MTB-MLE policy is and why language-in-education policies fail if there is no effective mechanism for their implementation. 
1.2 Mother-tongue-based multilingual education 
What? 
MTB-MLE is an educational approach in which children start learning in their mother tongue in early grades with a gradual transition to second and other languages. In this approach, children develop their strong competence in their mother tongues which is helpful to learn second and other languages at higher level (Malone, 2005). MTB-MLE is also interpreted as the use of more than one language (mother tongue, regional, national and other foreign languages in schools). It also understood as teaching of mother tongue as a subject. Although all these interpretations include teaching of mother tongue in schools, they do not reflect the real essence of the MTB-MLE in which children are taught exclusively in their mother tongue (not other dominant languages) at least for 6-8 years (ideally) with a shift to dominant languages after that. In the MTB-MLE children have to develop both basic interpersonal communicative skills, and cognitive-academic-language-proficiency abilities in their first language before they are taught in dominant languages.   
Not only children are taught in their mother tongues but also local indigenous knowledge, culture, religion, ecology, geography, society, and people are represented in the textbooks developed for the teaching of mother tongues in the MTB-MLE. It is envisioned that such textbooks are prepared with the participation of indigenous communities with indigenous experts and teachers. 
Why? 
Dutcher (2004) estimates that 221 million children worldwide are speakers of local languages not used for teaching. This gap has not only stopped children (from minority language groups) going to school but also alienated them from their culture and social context. The MTB-MLE has multiple rationales. First, it addresses the learning difficulties of children whose mother tongues are different from the medium of instruction in schools. A number of studies (e.g. Benson, 2002; Heugh and Skutnabb-Kangas, 2010) have reported that if children have to learn through a language which is different from their mother tongue they cannot perform better in education. As they may not express their views and take part in classroom activities actively in the dominant languages, children from various ethnolinguistic communities are disadvantaged. Malone (2007) has reported two fold problems faced by indigenous children
In the first place, some have no access to education at all. Those who do have access to school but do not speak the official language when they enter the education system find that their knowledge, experience and language—rather than serving as a foundation for learning—are treated as a disadvantage.  Their language skills do not serve them because their language has no place in the classroom.  Instead, textbooks and teaching are in a language they neither speak nor understand. Their learning and problem-solving experiences and their knowledge of “how things work” in their own culture and social setting do not serve them because the culture of the classroom, the teachers, and the textbooks is that of the dominant society.  (p.1)
If the medium of instruction in schools is different from children’s home language (s), they do not feel psychologically comfortable to learn leading to high drop-out rates. In this regard, the World Bank (2004) reports that  
Fifty percent of the world’s out of school children live in communities where the language of the schooling is rarely, if ever, used at home.  This underscores the biggest challenge to achieving Education for All (EFA): a legacy of non-productive practices that lead to low levels of learning and high levels of dropout and repetition. 

We see that the MTB-MLE policy is an appropriate approach to achieve EFA goals of ensuring participation and access of indigenous minority children in basic education. This approach strongly claims that ‘an education system which does not take into account local culture and language is characterized by low intake, high repetition and high drop out rates.  The dropout rates are high because education has little perceived relevance; achievement levels are low because concepts and competencies are difficult - or impossible - to learn in an unfamiliar language’ (MacKenzie, 2010, p. 2). Commenting on drawbacks of the education system that ignores the use of learner’s mother tongues in school, Cummins (2001) contends that learning in only the dominant language (s) results no other than the loss of children’s confidence in learning. Cummins goes on the say that ‘ 

…when students’ language, culture and experiences are ignored or excluded in classroom interactions, students are immediately starting from a disadvantage.  Everything they have learned about life and the world up to this point is being dismissed as irrelevant to school learning; there are few points of connection to curriculum materials or instruction and so students are expected to learn in an experiential vacuum. 
Furthermore, the use of only the dominant language especially in early grades bars indigenous communities from participating in the decision making process in schools. They do not see the relevance of the education as their cultures, languages and social values are not represented in education. In this sense, both children and parents from indigenous communities are alienated from school and feel that their identities are lost. The exclusion of children’s mother tongues from schools also contributes to the loss of local languages along with the loss of indigenous knowledge and heritage. This is unfortunate, as predicted by linguists, that more than 90% of world’s indigenous languages will extinct from the universe by next century or so.
Box 1: Reasons for Mother Tongue Use in Schools (Cummins, 2001)

· Bilingualism has positive effects on children’s linguistic and educational development;
· The level of development of children’s mother tongue is a strong predictor of their second language development;
· Mother tongue promotion in the school helps develop not only mother tongue but also children’s abilities in the majority school language. 
· Spending instructional time through a minority language in the school does not hurt children’s academic development in the majority school language;
· Children’s mother tongues are fragile and easily lost in the early years of school. 
The MTB-MLE programme, as claimed by various studies mentioned above, address not only learning problems of the indigenous children but also ensures community participation in schools and helps to revitalize indigenous languages, cultures, knowledge and identity. 
How? 
There are different approaches to education and literacy which provide space to the use of mother tongues. Despite a resistance from the State, with the pressure from indigenous communities like in Nepal and India for example, mother tongues are taught as a (optional) subject at primary level. For example, in Nepal the 1990-Constitution provided the right to preserve culture and language to all communities. Following this provision, the Ministry of Education (MOE), Curriculum Development Center (CDC) has already developed textbooks in 18 different local languages to be taught in schools. The selection of local languages to be taught is based on the majority of speakers in the community (CDC, 2008). One of the major challenges with this approach is that majority of indigenous languages lack written orthography leading to the use of dominant language scripts. 
Non-formal literacy programmes is another approach to build children’s strong competence in their mother tongue. In Nepal, literacy programmes through mother tongue for the children before they go to school and non-school going children in different languages like Limbu and Tharu have proved to be effective measure to help indigenous communities combat their illiteracy. 
Although the MTB-MLE seems to be relatively a new approach to address needs and challenges of indigenous communities, there is no single universal model and practice of its implementation. 
Early-exit transitional model

In early-exit transitional model children are taught in their mother tongue only for three years (maximum) and the dominant languages are taught as a subject.  From Grade 4, students are taught in the second language and the mother tongues are not taught even as a subject. This model has been reported to be insufficient for effective teaching and learning of mother tongue for indigenous children. The studies have shown children need at least 6-8 years of teaching through mother tongue medium of instruction so as to help them build strong educational foundation for better learning at higher level (see Ethiopian case).  The Ramirez et al.’s (1991) in their longitudinal study, with 2,352 Spanish-speaking minority students found that a group of children who were taught in Spanish for 4-6 years outperformed the ones who were taught only in English and in Spanish only for 1-2 years. Similar result has been reported by Saikia and Mohanty (2004), and Thomas and Collier (2002) from Assam, India, and the USA respectively. 
Late-exit transitional models 

In the late-exit transitional model, children are taught in their mother tongues at least for 6-8 years. In this model second language is taught as a subject with competent bilingual teachers. In this model children develop a strong mother tongue foundation which is helpful for learning other languages and for having overall educational attainment better as reported by various studies. For example, Saami indigenous children in Norway and Finland have right to obtain education in their mother tongue for the first 9 years (Skutnnab-Kangas, 2009). It was found that the students learning in their mother tongues for more than first 8 years have performed in all subjects compared to those who were taught in the dominant languages. 
No-transition model 

This is the strongest model of the MTB-MLE. In this model indigenous children learn through their mother tongue without any transition from preschool to university level. Children are taught in their mother tongue with effective teaching of other languages (national and foreign) as a subject. We see that Swedish-speakers in Finland and French-speakers in Quebec, Canada, have this kind of education (Skutnabb-Kangas and Mohanty, 2009). 
	Box 2: Key points about language and learning (Pinnock, Mackenzie, Pearce, and Young, 2011)

· Many children fail to ‘pick up’ a national or international language from primary education, and do not understand their lessons. There is large scale evidence that children studying or reading in a second language perform far worse on learning outcomes than children who are studying or reading in their first language (Save the Children, 2009). This poor performance includes the second language the children were learning in.

· Children develop literacy skills most easily in their first language. Learning to read in an unfamiliar language carries the risk of children only reciting or copying text, instead of understanding it. Literacy data from countries where learning to read usually takes place in a second language, such as Pakistan, is very poor (ASER Pakistan, 2010).

· The damage done by unfamiliar school language is worst in poor rural areas of low- and middle-income countries. Large numbers of children in these places drop out of school because of language (Smits et al, 2008).

· Denying people educational success because they do not speak the language used for teaching is linked to conflict and fragility (Save the Children, 2009).

· Money – from taxes, international aid and school fees – is being wasted if children are taught in a language they do not understand (Save the Children, 2009). (p.8)



1.3 Language-in-education policy: Some fallacies 
Education in mother tongue is irrelevant  

There is a belief among parents, children and policy makers that English is the most important language to access wider socio-economic opportunities at national and international level. Galvanized with the commodified value of English as a global lingua franca, indigenous people, who often lack access to information, assume that without learning English their children are not able to get better jobs. They believe that learning through mother tongues has no any relevance for promoting quality education. There is also a belief that since children are already competent in their mother tongues before they go to school, there is no point in introducing mother tongue medium of instruction. Some indigenous people do not consider teaching of and learning in their mother tongues as an education. They define education as obtaining new knowledge only through dominant languages. This belief emerges from the ignorance and illiteracy of the indigenous people. But they are not aware of the fact that learning in their own languages will help their children learn better in early grades which enhance better learning in other languages later. As indigenous people around the world are marginalized in all aspects of the State, it is not unusual for them to develop such misconceptions. On the one hand, they are not well informed about the value of their mother tongue in education by the State and on the other hand, as their languages are not given any space in government business and other formal domains they do not see the relevance of learning in mother tongue. Furthermore, they see that children from elite families are taught in English and other dominant languages e.g. Nepali. Thus they believe that learning English means obtaining quality education. However, this is not true. The studies as mentioned above have clearly pointed out that there is relevance of mother tongue in education especially for those who are taught in the languages which are different from children’s home language. Introducing mother tongue medium in schools does not only promote quality of education by helping indigenous children learn easily but also fosters relationship between schools and communities. In addition, it promotes sustainable educational attainment of children by helping them develop strong learning foundation and by addressing their cultural and linguistic identities. 
Children should be taught in dominant languages like English from early grades 
There is a view that children should be taught in dominant languages from early grades irrespective. This assumption is grounded on the ‘critical period hypothesis’ which claims that if children are taught a language in early age (before puberty) their competence in that language will be better in the later stage of life. This hypothesis is based on the evidence from a child’s, (Genie) who was kept out of contact with other people and never received any exposure to human language before her puberty, language learning difficulties (Penfield and Roberts, 1959). Since the child has not received exposure of any language before puberty, it cannot be generalized that second language is learned better if children are taught in early grades while ignoring their mother tongues. The claim of the critical period hypothesis is valid for language acquisition in general but not for the role of first language competence in learning second language. 
In different developing countries the perceived value of English as the language that brings prosperity in one’s life is taken as a granted. People from poor countries have a mind-set that without teaching English from early grades their children will be unable to compete with other children.  But this belief is not right. The case of Ethopia (see Chapter 2) shows that children learning in their mother tongue for the first 8 years have performed better in all subjects including English than the ones who were not taught in their mother tongue. Similar kinds of findings have been reported from Orissa, India (see Chapter 2). This clearly indicates that learning through mother tongues in early grades does not only develop competence in the first language but also promotes better learning of other languages including English. 
Multilingual education disintegrates society 
There is a misconception that introducing mother tongue in schools disintegrates society. People from dominant linguistic community (even from elite families) assume that it is not reasonable to teach children in their mother tongues on the ground of nationalism. They perceive that introduction of minority languages in schools creates a chaotic atmosphere eventually inviting conflicts among different linguistic communities. This assumption develops on the ground of defining nationalism in terms of only one language. Experiences from many countries like the UK (the Welsh language movement) and Sri Lanka (Tamil movement) show that ignoring identity of local languages invites social conflict and agitation against the State. On the contrary to this, introduction of mother tongues in schools fosters social cohesion and development by addressing indigenous culture and identity along with enhancement of children’s learning. 
	Box 3: Countries with poor use of local languages (Pinnock, Mackenzie, Pearce, and Young (2011)

In 2009 Save the Children conducted analysis which identified countries at greatest risk of negative consequences if they did not take more action to make it possible for children to learn in languages which they use and understand. These were countries with substantial populations of children who did not use the language of school at home, and where there were significant divisions between linguistic and ethnic groups that were likely to contribute to fragility and delayed growth, unless opportunities could be offered more equitably.

Countries that scored highly were judged likely to face major delays to education and stable growth if they did not shift towards teaching in languages which more children understand. 36 countries scored highly, and were sub-divided into two groups: high risk and highest risk.

20 countries appeared in the ‘highest risk’ category: Afghanistan, Benin, Bosnia, Côte d’Ivoire,

Democratic Republic of the Congo, Ethiopia, India, Indonesia, Kenya, Mozambique, Myanmar,

Nepal, Nigeria, Pakistan, the Philippines, South Africa, Sudan, Tanzania, Thailand and Uganda.

16 countries faced a high risk of problems associated with the language of school: Algeria,

Bangladesh, Brazil, China, Ghana, Egypt, Iran, Iraq, Kazakhstan, Malaysia, Mexico, Morocco, Peru, Uzbekistan, Vietnam and Yemen (Pinnock, 2009).

Many of these are priority countries for reaching the education Millennium Development Goals and Education For All goals, with substantial numbers of children out of school. Reducing educational barriers should be a priority for all stakeholders in education in these countries.




Multilingual education is anti-English education 
One of the major contentious issues prevalent in the field of educational discourse is that the MTB-MLE and English education are considered as enemies. This view is common not only among indigenous activists but also among scholars. There is fear among policy makers and educationists that giving an emphasis to the use of mother tongues displaces the use of English and vice versa. However, this is only a misconception. The MTB-MLE is not an anti-English education policy rather it supports effective teaching and sustainable learning of English. It advocates for the teaching of English at the right time, by the right people and for the right purpose. The MTB-MLE argues for the enhancement of quality education through mother tongues in the beginning with an effective teaching of English and other languages after children develop a strong foundation in their L1. 
Multilingual education is expensive 
There is a belief that since the MTB-MLE requires production of materials, and teacher preparation in multiple languages, the State is not able to afford heavy financial burden to implement the programme. It is true that there is need of sufficient funds for the effective implementation of the programme. But it is not true that it is impossible to find funds if there is a strong political will. At the same time, it should be noted that we cannot compare one’s right to get education in mother tongue and his/her educational attainment with any amount of money. It is unfortunate that world’s 101 million children are out of school and between 50 and 70 per cent of them are from minorities or indigenous communities’ (Minority Rights Group International (MRG, 2009). As mentioned above, one of the major reasons behind this is the linguistic barrier that children from linguistic minorities face in school. A high rate of repetition and drop-out of indigenous children still continues even if the countries plan to ensure access to education for all children as envisioned in the Millennium Development Goal. But this dream is almost sure to remain only a far reaching dream due to infallible political will and appropriate implementation strategies. We see that even if the states have spent a lot of money including the support from different international donor agencies, there is no substantial progress in ensuring access and quality of basic education. It indicates not only the loss of money but also inappropriate language-in-education planning for the indigenous and minority children. Most of the countries that have shown their commitment to achieve EFA goals are still not giving emphasis on the effective implementation of multilingual education policy even if they have show commitment at the macro-policy level. This implies that without addressing problems of children from all communities, any kind of education policy may fail leading to a huge waste of money and resources. 
1.4 Conclusion

The studies from various countries (see Chapter 2) suggest that this challenge can be addressed by adopting the MTB-MLE programme. In this regard, the World Bank (2005) reports that although mother tongue programmes are costly in the initial phase in the long run, as it promotes quality education, it is more cost effective. The value of the programme that helps to promote social cohesion, bring ethnolinguistic minority children into school, enhance quality education and increase community participation is priceless and incomparable to investment of money.  Skutnabb-Kangas et al. (2011, p. 18) argue that rather than asking whether the states can afford MLE we have to ask; can states afford not to implement MLE? By giving reference of what Grin (2003) argues as follows, they further argue that the MTB-MLE is an appropriate approach to address world’s linguistic diversity;
· ‘diversity seems to be positively, rather than negatively, correlated with welfare’

· ‘available evidence indicates that the monetary costs of maintaining diversity are remarkably modest’

· devoting resources to the protection and promotion of minority cultures [and this includes languages] may help to stave off political crises whose costs would be considerably higher than that of the policies considered’ [the peace-and-security argument].

· ‘therefore, there are strong grounds to suppose that protecting and promoting regional and minority languages is a sound idea from a welfare standpoint, not even taking into consideration any moral 
Chapter Two

MOTHER-TONGUE-BASED MULTILINGUAL EDUCATION

Success stories and challenges

2.1 Introduction 

Multilingual education is, for me, all about standing in the oppressed places of the world, under the hot sun with the millions that toil each day, in the nonviolent fight for a liberating education. And it is not so much that I have strength to give them, but rather the reverse—that I am  continually renewed by the unfathomable energy, vision, and forgiveness of those who toil. (Hornberger, 2010, p. 4)

With the embarkment of Millennium Development Goal (MDG) programmes, countries around the globe seem to devise their language-in-education policy with an aim to address linguistic rights of minorities and indigenous people. Realising the need of addressing low educational attainment of indigenous children due to linguistic barrier, developing countries like Nepal, India, and Ethiopia have already started the MTB-MLE education programme at primary level. In addition, there are literacy programmes conducted in indigenous languages. The language-in-education planning is a burning issue in multilingual countries as it is related not only to learning in schools but also associated with identity and social justice. There are many cases like in Sri Lanka and Assam, India where issues of language-in-education have led to conflicts and flights among different linguistic communities. In this regard, Kabel (2011) contents that 

Language and language-in-education are pressing issues in the postcolonial world. Not only do they have a direct bearing on ethical questions of justice, equality, pluralism and citizenship in an increasingly fragmented and polarised world system, they are equally enmeshed in both banal and ugly forms of nationalism and ‘modern’ technologies of governmentality .(p.1)
Although there is no counter argument regarding the need of multilingual education at the macro policy level, still there seems to exist a big gap between policy and practice. For example, making a critical assessment of the European Union’s language policy, Phillipson (2006) strongly contends that English is being given more emphasis and is being strengthened in education system although the EU is principally committed to promoting multilingualism. In other countries like Nepal although there is the policy for mother tongue education, the government is apathetic to implement it in practice. In this chapter, I discuss the best MTB-MLE practices in different countries.
2.2 MTB-MLE in India 
India is one of the most diverse countries in terms of language, culture and ethnicity. With 427 languages, India is the second most linguistically diverse nation in Asia (Ethnologue, 2005).

The Constitution of India supports the use of a learner’s mother tongue in education. However, the number of languages used as a medium of instruction has declined from 81 in 1970 to 33 in 2005. Such decline has cause serious problems for the education of children from minority language groups especially from indigenous communities like Orissa and Andhra Pradesh. 
2.2.1 MLE  in Orissa 

There are 62 scheduled tribal groups in Orissa with their own linguistic and cultural identities. The Census of India-2001 shows that the literacy rate of Orissa state is 63.61 per cent. The literacy rate of the tribal communities is only 37. 37 per cent. The number of 6-14 years old tribal children is the state is about 17, 00000 out of which only 43,538 are enrolled in the schools. The drop out rate of the tribal children is also very high. Mishra (n.d.) reports that out of 1153574 tribal children enrolled in Grades 1-5 only 1, 89,964 could continue up to Grades 6-8. One of the major reasons behind this is the use of languages other than children’s home languages as the medium of instruction in schools. Before the implementation of the MTB-MLE for tribal children, Oriya (the official state languages) was the sole medium of instruction and the textbooks were written in the Oriya language. Due to this tribal children could not perform well in schools. To address this issue, the state piloted the MTB-MLE programme in 185 schools in 10 languages in 8 districts with 100% monolingual situation. The tribal languages introduced for the MTB-MLE are Santhali, Saura, Koya, Munda, Kui, Kuvi,Oram, Kishan, Bonda and Juang.

As mentioned in Table1, the MTB-MLE implementation strategies were developed after a rigorous planning in collaboration with local tribal communities. A series of workshops and seminars on Education of Tribal Children (April 2006), preparation of curriculum and identifying the themes as per National Curriculum Framework 2005 syllabus (July-August, 2006), preparation of instructional materials in ten languages (September, 2006), and development of instructional materials (November, 2006) were organized in 2006 (Mishra, n.d.). 
In order to teach children in tribal languages teachers from the tribal communities were selected and trained. And they, along with community members, were involved in collecting materials related to local cultures and contexts to develop textbooks and other learning materials.

The MTB-MLE in Orissa is implemented up to Grade 3. As mentioned by Mishra (2007), there are two general strategies adopted for MLE schools; skill based development (confidence and competence through practice with engagement) and meaning based contextualized learning (emphasis on creativity and learning in children’s culture). The materials have designed with focus on developing Cognitive Academic Language Proficiency Skill (CALP) and Basic Interpersonal Communication Skill (BICS).   

Table 1: Orissa MTB-MLE

	Languages 

Districts 
	Saora (30 schools), Munda (20 schools), Santal (20 schools), Koya (20 schools), Bonda (5 schools), Juang (10 schools), Oroam (20  schools), Kishan (20 schools), Kui (20 schools) and Kuvi (20 schools)

Gajapati, Kondhmal,Keonjhar, Malkangiri, Mayurbhanj, Rayagada,Sambalpur, Sundergarh 



	Number of schools
	185  (pilot schools) and 450 (current schools)



	Curriculum designing process 

Textbooks 

Supplementary 

materials  
	Series of workshops, curriculum involves local content and context with the involvement of community members and tribal teachers 

Tribal languages, Mathematics (pictures and examples from the everyday context), and Environmental  Studies   in mother tongue 

Alphabet books, story books, dictionaries in 8 tribal languages, glossaries, teacher handbooks, MLE manuals, training modules, worksheets, flash cards, educational games, word banks etc.  



	
	


Implementation 
The MTB-MLE implementation mechanism in Orissa seems to be strong. Enough materials required for the programme were developed. A variety of materials included alphabet charts and books, number charts and books, theme based Big and Small books (Environment Science, and Health and Physical), textbooks for Grades 1-3, picture dictionaries, grammar books and teacher training manuals in tribal languages were developed before implementation of the programme. 

Participation of community plays a key role in effective implementation of the MTB-MLE programme. Orissa MTB-MLE seems to be successful in ensuring community participation in various stages ranging from curriculum development to monitoring of the programme. Mishra (2008) states that the cultural theme included in the MTB-MLE textbooks were selected and validated in consultation with representatives of the community. Different committees and local organizations like District Primary Education Programme (DPEP), Village Education Committee (VEC), Mother Teacher Associations (MTAs) and National Program for Education of Girls at Elementary Level (NPEGEL) are formed and mobilized for the successful implementation of the MTB-MLE. Likewise, Srujan (for storytelling, dance, songs, and arts and crafts in tribal languages), Panchayati Raj Institutions (PRI) and Jati Mahasabha were other organizations actively involved in the implementation of the programme.   

Monitoring and Evaluation

Orissa MTB-MLE has strong mechanisms for monitoring and evaluation. Block Resource Coordinators (BRC), Cluster Resource Coordinators (CRC) and headmasters are aware of the value and implementation of MLE in schools. There is a provision for monthly academic sharing meeting of MLE teachers and communities support through Village Education Committees and Mother Teachers Associations. Various follow-up seminars and regular workshops are organized in order to share experiences of implementing MTB-MLE. 

Challenges 

Mishra and Singh (2008) have identified a number of challenges that emerge from Orissa MTB-MLE. They report that there is inadequate number of mother tongue teachers to teach some tribal languages, delay in developing textbooks and providing teacher training. They further report that the school supervisors and inspectors are critical, apathetic and do not understand the purpose of the MTB-MLE. Teachers also lack skill and knowledge to handle multi-grade/multilingual classroom. 

2.2.2 MTB-MLE in Andhra Pradhesh
Andhra Pradesh is a multilingual state in India where 35 different tribal groups speak their own languages. In order to address problems faced by the tribal children in schools, the Tribal Welfare Department piloted the MTB-MLE in 8 tribal languages in 7 districts in consultation with linguists and educationists. The programme was first introduced in Grade 1 in 2004 with its expansion up to Grade 5 in 2009. 
Table 2: MTB-MLE in Orissa 
	Categories 
	Details 

	Languages 

Districts 
	Adivasi Oriya, Banjara,Rajkoya (Gondi), Kolavar (Kolami), Konda, Koya, Kuvi and Sora (Savara).
Srikakulam, Vizianagaram, Vishakhapatnam, Khammam, Warangal, Adilabad, Kurnool and Nellore.



	Number of schools
	220  (pilot schools) and 2500  (current schools)



	Curriculum designing process 


	Local culture, using local knowledge, custom and resources (included in the curriculum), data collected from  community elders, knowledge keepers (e.g. singers, dancers, crafts people, story tellers, local artists), curriculum development team consisted of Anthropologists, Educationists, Linguists, Department of Education, Department of Tribal Welfare, teachers working in tribal areas, NGO representatives working in tribal regions. 



	Textbooks 

Supplementary 

materials  
	Mathematics (pictures and examples from the everyday context), Language (mother tongue) and Environmental  Studies  (includes stories, folk-Songs, rhymes, riddles and idioms, tribal picture stories and narratives, local freedom fighters and heroes,festivals, tribal customs, local rivers and deities, and weekly market areas. 

Alphabet books, story books,dictionaries in 8 tribal languages, glossaries, teacher handbooks, MLE manuals, training modules,

worksheets, flash cards, educational games, word banks etc. 



	
	


The following plan was developed to implement the MTB-MLE in Andhra Pradesh 

Table 3: Curriculum Plan
	Grade
	Medium of Instruction

	1
	Tribal language and Mathematics are taught in mother tongue (100%)

	2
	Tribal languages & Mathematics in mother tongue (100%) with oral exposure of Second Language (Telugu) 

	3
	Tribal language, Mathematics, Environmental Studies in mother

tongue (100%) and L2 as a subject  

	4
	Mother tongue (50%) and Second Language (L2) (50%) as medium of instruction (Bilingual textbooks) and introduction of the third language (English) orally. 

	5

6
	Mother Tongue (25%) & Second language (75%) as medium of instruction, and Reading and Writing of English.

Transition to Second Language (100%) as medium of instruction in all

subjects. 


The study carried out by the Tribal Cultural Research and Training Institute (TCR & TI) in 2005 and Department of School Education (SSA) in 2007 reported following impacts of the MTB-MLE in Andhra Pradesh:
· Students were participating in the teaching learning process actively

· The MTB-MLE improved the basic competencies of literacy and numeracy among all children.
· There was an increase in the attendance regularity and punctuality of the students

· The students in all 8 languages were reported to have secured high scores in all the competencies of literacy and numeracy in the achievement tests administered to them. 
However, there are some challenges as well. The Department of Education (SSA) 2007 revealed following problems: 

· Many schools did not have enough resources. 
· There was lack of supervision in many MLE schools. 

· There is a need of competent teachers and intensive teacher training to teach in tribal languages effectively. 

· Inadequate number of mother tongue teachers in some languages.

· Lack of sufficient children literature in their mother tongue 
· Difficulties in developing appropriate textbooks.

· There is a need for better coordination between the Department of Education and the tribal welfare department. 

Both in Andhra Pradesh and Orissa, tribal languages are used as the MOI for the first three years. Telugu and Oriya are orally introduced from Grade 2 onwards in Andhra Pradesh and Orissa respectively. Oral English (L3) is introduced in Grade 3 in Orissa and Grade IV in Andhra Pradesh.  The mother tongues and L2 share 50% time each in Grade 4 in Andhra Pradesh.  Bilingual textbooks are used to teach subjects other than language itself. In Orissa Oriya (L2) is used as the sole MOI and the tribal languages are taught as subjects. Reading and writing of English also begins from Grade 4 in Orissa MLE. 

A study conducted by Mohanty, Mishra, Reddy and Ramesh (2009) shows that both in Orissa and Andhra Pradesh tribal children’s classroom achievement after the implementation of the MTB-MLE is significantly better than children studying in Oriya and Telugu medium schools. Their findings also indicate that the programme has helped children develop basic competencies of literacy and numeracy, increased their attendance in schools and motivated to participate in classroom activities actively. However, they have identified some challenges for the implementation and sustainability of MLE. There is a lack of clear MTB-MLE policy in India for all tribal and linguistic minority children and recourses are limited for the expansion of the programme in other schools. 
2.3 MTB-MLE in Ethiopia 

Ethiopia, a poor country, is the house for more than 80 ethnic groups that have distinct languages and cultures. Amharic, which is spoken by 27% of the population, is the national and official language of the the country (Wagaw, 1999). The Ethnologue (Lewis, 2009) has reported that 84 indigenous languages spoken within the territory of Ethiopia. English is the most popular foreign language although it is used only by a small segment of elite population (Negash, 1990). 

Ethiopia provides a good example of strong form of the MTB-MLE. The Education and Training Policy (Ministry of Education, 1994) makes a provision of learning through mother tongue for the first eight years of primary schooling. As mentioned in the Table 4, the policy includes the teaching of Amharic and English as a subject from Grade 3 and 1 respectively. And English is used as the the medium of instruction from Grade 9 onwards (Benson et al., 2011).
Table 4: Medium of instruction policy in Ethiopia 
	Language
	Level of education
	Function

	L1: Mother tongues
(nationality languages) 
	Primary (grades 1 to 8) only
	Medium of instruction

	L2: Amharic
(countrywide use in oral & written communication)
	In practice from grade 3 or 5 through secondary (starting point not specified)
	Subject

	L3: English
(foreign language) 
	From grade 1 through university 
	Subject in primary

Medium of instruction from grade 9 upward (secondary and tertiary) 


(Adapted from Mekonnen, 2005)
Although there is a policy of 8 years primary education in mother tongue, there are different models available in different regions of the country. As the Table 5 (given below) shows that there are at east four types of educational language policy in Ethiopia: 
a) Regions with 8 years of MTM policy: Oromiya, Tigray, and Somali regions 

b) Regions in compliance with national mother tongue policy up to grade 6: Addis Ababa and Dire Dawa regions 

c) Regions with MTM for 4 years: SNNPR and Gambella regions 

d) Regions with no MTM, but 6 years of Amharic L2 medium: Afar and Benishangul Gumuz regions 
      Table 5: Languages is different regions 
	Region
	Years of mother tongue medium
	Grade in which there is a switch to English medium

	Oromiya* 

Tigray

Somali

Amhara (before 2006)
	8
	9

	Amhara (since 2006)
Harari
	6 for maths and science; 

 8 for other subjects
	7 for maths and science; 

 9 other subjects

	Addis Ababa

Dire Dawa**

SNNPR
 (until 2004)
	6
	7

	SNNPR (since 2005/6)

Gambella
	4
	5

	Afar 

Benishangul Gumuz
	0

( 6 years - L2 Amharic)
	7



(Source: Heugh, Benson, Gebre Yohannes and Bogale, 2011)
 * Afan Oromo is also offered in Oromifa-speaking streams in other regions where there are substantial numbers of speakers, e.g. Amhara region.

** One subject, civics is taught in MT for 8 years.

Regarding the effectiveness of the MLE programme, Heugh, Benson, Gebre Yohannes and Bogale (2011) report, as mentioned in the following table, that ‘students who learned through the regional majority languages for eight years had significantly higher mean achievement (percentage) scores in  2004 in Mathematics, Biology, Chemistry and Physics than students who went through English-medium schooling.
Table 6: Grade 8 National Assessment results for 2004 by medium of instruction
	region/moi 
& no. students tested
	Statistical analysis
	English
	Math
	Biology
	Chem
	Physics

	Tigray/Tigrinya

474,477,472,473,473
	Mean

Std dev
	39.06

15.58
	44.40

16.54
	49.08

11.68
	42.98

14.94
	39.48

12.57

	Oromiya/Afan Oromo

1948,1948,1947,1947,1944
	Mean

Std dev
	41.61

15.19
	42.84

16.83
	48.43

11.85
	43.59

14.88
	39.33

12.06

	Somali/Somali

305,305,304,305,305
	Mean

Std dev
	42.40

14.52
	42.63

14.52
	36.26

8.23
	37.55

11.72
	34.53

10.14

	Amhara/Amharic* & Amhara/Afan Oromo

1023,1019,1016,1016,1026
	Mean

Std dev
	39.07

13.70
	41.30

14.30
	48.33

10.50
	44.59

15.12
	41.79

10.98

	English
4277,4270,4248,4254,4276
	Mean

Std dev
	39.43

16.14
	35.93

12.47
	35.93

12.47
	37.28

17.7
	31.53

11.09


*For these students, English becomes MOI for Maths and Sciences in grades 7-8

 (Source: Adapted from MoE/NoE 2004 as cited in Heugh, Benson, Gebre Yohannes and Bogale, 2011)
Similarly, the national assessment results show that the students who were taught through mother tongue outperformed the students who were taught through English in Maths, Biology, Chemistry and Physics in 2008. The following table shows that there is no significant difference in the English proficiency of MT and English medium students. 

Table 7. Mean achievement scores by mother tongue vs. English medium of instruction for three national assessments of Grade 8 students

	Year of assessment
	MOI
	N
	English
	Maths
	Biology
	Chemistry
	Physics
	Average %

	2000


	MTs
	1570
	37.41
	42.73
	57.85
	45.41
	
	45.85

	
	Eng
	3529
	39.07
	36.20
	42.40
	38.00
	
	38.92

	2004


	MTs
	3744
	40.65
	42.60
	47.30
	43.19
	39.62
	42.67

	
	Eng
	4265
	41.43
	39.43
	35.93
	37.28
	31.53
	37.12

	2008
	MTs
	3406
	38.30
	34.30
	44.00
	37.30
	34.60
	37.70

	
	Eng
	7001
	38.70
	34.00
	34.90
	33.20
	30.70
	34.30


Adapted from MoE/NOE 2001,MoE/NOE 2004 as cited in Heugh, Benson, Gebre Yohannes and Bogale, 2011)
These results clearly indicate that strong mother tongue foundation promotes better learning and higher achievement of the students. This evidence supports the view that quality education i.e. education that facilitates cognitive development of children (UNESCO, 2005), can be enhanced through effective designing and implementation of mother-based education programmes (Benson, 2004). 

However, one of the challenges, as reported by George (2002, p. 18), is that ‘Parents in SNNPR (Southern Nations, Nationalities and Peoples Region) viewed the nationality languages as diminishing the value of education for their children. They were not clear on the benefits of the language policy and were outraged by perceived outcomes of its implementation.’ George further reported that parents could not perceive the MLE programme positively rather they thought that the policy might negatively affect their children if they were unable to speak Amharic or English, which might cause them to fail the Grade 8 examinations. Gebre Yohannes (2005) lists the most common misperceptions amongst parents in Ethiopia as the following:

· The use of many mother tongues as MoI is more expensive in terms of financial and human resources.

· The use of ‘less developed’ languages in education will impair learners’ cognitive development.

· The use of mother tongues instead of English as MoI in upper primary will lower learners’ English language achievement.

· The use of mother tongues including Amharic as MoI for grade 7 and 8 sciences and mathematics will disadvantage learners who go on to English-medium secondary schooling.
In another study, reporting the challenges for the implementation of MLE in Ethiopia, Benson, Heugh, Bogale and Gebre Yohannes (2011) contend that 

Despite the effectiveness of classroom communication in the mother tongue, especially in contrast to the huge challenges of using English, there was a tendency among teachers, students and parents to express pessimism regarding the role of the mother tongue in education. Interview and survey data suggest that while few deny the effectiveness of the mother tongue as a MoI, they tend to equate access to English language skills with school success. (p.30)
They further reported that lack of dictionaries and other reference materials, expertise in mother tongue curriculum development, and the financial resources are other challenges for the implementation of the MTB-MLE.

 It is also reported that eight years of MLE is more beneficial to students than that of six or four years. Students who receive eight years of MLE and whose teachers are correspondingly trained in the MT, achieve the highest scores across the curriculum. A striking point is that more than 60% of students in the regions which do not offer eight years of MLE have limited educational prospects beyond primary. 
2.4 MLE in Burkina Faso 
Burkina Faso, a West African country, is a multi-ethnic and multilingual country where more than 59 local languages (national languages) are spoken. The ‘French only’ policy was adopted both in formal and non-formal education by the country during the first decade after independence in 1960. Nikièma and Ilboudo (2011) reveal following problems created by one language education policy;

· low rates of promotion;

· high repeat and drop-out rates: 34 % of boys and 42 % of girls fell back into illiteracy;

· only 22 out of 100 pupils who started primary school completed it in 6 years (the normal duration of primary school);

· only 17 of 100 passed the end of primary school certificate; 

· only 17 of 1,000 pupils enrolled in Grade 1 would receive the baccalaureate (end of high school diploma) 13 years later.

To address these problems, the government experimented (during 1994–1998) Mòoré-French bilingual programme for 55 children who too old to have access to formal education. Nikièma and Ilboudo (2011) argue that the experiment  ‘sought to support the claim that developing basic skills and academic competence while using the mother tongue or a familiar language will facilitate the acquisition tasks and lead to better learning in the foreign/second language’.  According to the policy, the curriculum for the first few years of public school was adapted or translated into Mòoré (including history, geography, science, mathematics, etc.). The result of the experiment shows that students who started learning through Mòoré had 52.83% success rate after four years of schooling (the success of rates of non-Mòoré students was only 42%).  Amazingly students developed literacy and numeracy skills in the first year which is possible only after three years in French medium of instruction.  The programme also helped to protect local cultures as well. Parents were found happy as they saw their children learning easily in their mother tongue.   

On the ground of the encouraging findings from the Mòoré-French bilingual programme, the government has now started mother-tongue-based multilingual education. The distribution of languages according to the programme is as follows:      

First year: Mother tongue/National Language 90%; French 10%

Second year: Mother tongue/National Language 80%; French 20%

Third year: Mother tongue/National Language 50%; French 50%

Fourth year: Mother tongue/National Language 20%; French 80%

Fifth year: Mother tongue/National Language 10%; French 90%.

Initiatives     
· In order to implement the mother tongue-based education programme,   Swiss Labour Assistance (Oeuvre Suisse d’Entraide Ouvrière, OSEO) supported training in-service teacher teachers, carrying out the preliminary sociolinguistic studies, and producing sufficient textbooks in local languages with the participation of the local community and experts. 

· The Ministry of Education gave rights of running five year bilingual programme to parents and communities. The choice of the local language and of the dialect to be used in the textbooks is left to parents. 

· Some private schools also chose to use the bilingual programme. In 2003, the Catholic Mission decided to progressively switch to the bilingual formula in all its primary schools (Nikièma and Ilboudo, 2011).
Nikièma and Ilboudo (2011) draw following important lesson from Burkina Faso multilingual model of education;

· Mother tongue instruction has helped out-of-school children to catch up with their peers as they are promoted to upper grades due to their better learning through mother tongue. 

· National languages can facilitate teaching and accelerate learning, including the learning of a second/official/international language. It is surprising that those children are able to pass the primary school leaving certificate after only five years (or four) of schooling although all the examinations are in French exclusively;

· Governments, decision makers and even the elite can accept and support mother tongue education even in francophone countries when there is good evidence of their efficacy at school;

· The bilingual school encourages and even enhances parental participation. Not only do literate parents follow their children’s work at home; literate and illiterate parents take turns to teach the cultural and production part of the curriculum;

· Multilingual education is implementable, sustainable, affordable and not more costly than monolingual education in a foreign language: the reduction in this programme of repeat and drop-out rates, combined with the improvement of school completion rates has a positive effect on the cost-effectiveness of the programme.
They also report numerous challenges of the present multilingual education. The duration and contents of teacher training is too short and not continuous to develop teachers’ competence in teaching mother tongues effectively. The Ministry of Education does not seem to give emphasis on the expansion of the multilingual education programme. In addition, there is lack of resources in L1s to introduce multilingual education in different parts of the country. 

2.5 Conclusion 

Based on the review of the MTB-MLE practices in three countries, following conclusions can be drawn for the effective implementation on the programme. 

· Enough materials should be prepared in different mother tongues. 

· Community participation and involvement of other stakeholders should be ensured in stages of the programme. 

· Eight-year long MTB-MLE provides a strong foundation for children’s learning and help them achieve better in all subjects including second and foreign language.
· Decentralized decision-making process in education helps effective implementation of the MTB-MLE. As mentioned above, there is no single uniform model of the programme in Ethiopia rather there are different models depending upon the need of the different regions. In addition, as regional education bureau provides financial and technical supports to the programme, decentralization of support and managerial mechanism are helpful to implement the programme. 

· Teachers’ capacity in mother tongue teaching is one of the most important factors for making teaching and learning of MT effective. 

Chapter Three

MTB-MLE in NEPAL: PRESENT Status, 
Issues and Challenges

3.1 Introduction 

Nepal is a multilingual, multiethnic and multicultural country where more than 140 languages (Yonjan-Tamang, 2005) are spoken by 103 caste and ethnic groups. The Census Report-2001 shows that Indo-Aryan is the largest language family which constitutes 79.1% i.e. 48.6% Nepali, 12.3% Maithili, 7.5% Bhojpuri and 5.9% Tharu. The second largest language family is Tibeto-Burman which constitutes 18.4% of total population. The major languages in this family are Tamang (5.2%), Newari (3.6%), Magar (3.4%), Rai-Kiranti (2.2%), Gurung (1.5%), and Limbu (1.4%). There are two other language families Austro-Asiatic and Dravidian which include Santhali and Jhangar languages respectively. Majority of languages from languages families other than Indo-Aryan families are endangered (Turin, 2007; Yadava, 2007). On the one hand, they do not have written orthography and on the other hand, there is an increasing trend of young generation people not speaking their mother tongues due to migration and domination of Nepal and English in education and other sectors. 

The Human Development Index of Nepal (0.458) indicates that it is one of the poorest countries in the world i.e. it occupies 157th position (UNDP, 2011). The Nepal Living Standards Survey –II (NLSS, 2004) shows that 31% Nepalis are below poverty line. The condition of indigenous nationalities (Janajatis), dalits and religious minorities is even worse. The NLSS report indicates that only 19% Hill Brahmans and Chhetris (upper caste people) are below poverty line which is far less than that of Janajatis (44%), Dalits (47%) and Muslims (41%). Such a disparity in terms of caste and ethnicity also exists in literacy. The literacy of Nepal (six years and above) is 54 percent (Census, 2001). As reported by the NLSS-II (2004), 31.6 percent of Brahmans/Chhetris have not been to school compared to 43%, 62% and 45% of hill dalits, Muslims and Janajatis respectively. Likewise, while 10% Brahmans/Chhetris complete their School Leaving Certificate (SLC) examination only 3%, and 1.7% Janajatis and dalits respectively complete their SLC. As the financial strength of the country is not that much strong, about 50% of Nepal’s total educational budget depends upon donor agencies (Collins, 2006). 

3.2 Toward inclusive language-in-education policy


After a long history of linguistic suppression intensified through ‘one language policy’, recently, after the restoration of democracy in 1990, the state has taken some noteworthy initiatives towards the inclusion of local or indigenous minority languages in education (Phyak, 2010). In order to address multiple educational problems of non-Nepali speaking children e.g. high dropt-out and failure rates, unwillingness to join school, and low participation in classroom activities, the state made the provision of mother tongue education in the 1990-Constitution for the first time in its history. The 1990-Constitution stated Nepal as a ‘multilingual and multicultural’ country. Although the constitution mentioned that mother tongues spoken in Nepal are national languages (Article 6.2), maintaining the previous legacy, it recognized only Nepali as the official language (Article 6.1). However, the constitution enshrined ‘mother tongue education’ policy at primary level (Article 18.2). It also stated that all communities have right to preserve their cultures, rights and languages (Article 26.2). Grounded on these provisions, the Curriculum Development Center (CDC) has included teaching of mother tongue as an optional subject at primary level and has prepared textbooks on 18 different local languages. According to the policy, the School Management Committee (SMC) selects one local language to be taught in schools on the basis of majority of its speakers. 

The nation has already shown its commitment to comply with various international conventions on human rights
 and education
. Among these the Government of Nepal’s (GON) commitment to implement the Education for All (EFA) and the Millennium Development Goal (MDG) programmes are the most important breakthroughs in devising of inclusive educational language plans in Nepal. One of the objectives of the EFA National Plan for Action (2003) is to ensure the rights of indigenous people and linguistic minorities to basic and primary education through mother tongue tongue. To achieve this objective, the Ministry of Education (MOE) in its EFA Core Document (2004-2009) has mentioned that the programmes that provide education in mother tongues will be encouraged in order to increase access of children from diverse linguistic groups. Regarding the implementation of mother tongue as a subject and medium of instruction in schools, the EFA Action Plan has specified following five different phases.

i. Phase I (2003-2005): To boost up the teaching of 11 minority languages which have literate traditions and textbooks (e.g. Limbu, Rai Bantawa, Newari, Maithili, Urdu, Bhojpuri, Magar, Sherpa and Tharu) as a subject and medium of instruction in a multi-lingual context at primary level.  

ii. Phase II (2006-2008): To design curricula and textbooks in minority languages which are inclined towards developing their written system and to introduce those languages and subjects and medium of instruction in the multi-lingual context at primary level.  
iii. Phase III (2009-2011): To develop writing system of the minority languages and to introduce those languages and subjects and medium of instruction in the multi-lingual context at primary level. 
iv. Phase IV (2012-2013): To design curricula and prepare textbooks in order to introduce all the minority languages including the most endangered ones as the medium of instruction at primary level of education. 
v. Phase V (2014-2015): To establish at least one mother tongue school in each election constituency. 

The Three Year Interim Plan (2007-2010) mentions trilingual policy in education; Nepali as  the  official  language,  mother  tongue,  and  English  as  an international  language.  It states that basic education can be provided in the mother tongue(s).  

Likewise, the National Curriculum Framework (2007, p. 34) states that 

Mother tongue will be the medium of elementary education. The medium of school level education can be in Nepali or English language or both of them. However, in the first stage of elementary education (Grades 1-3), the medium of education will generally be in mother tongue. In the case of non-Nepali citizen, there will be a special provision of choosing any other language as subject instead of Nepali. The medium of teaching of any language subject will be in the same language.  
The Curriculum Development Center (2008) has already prepared a national primary level curriculum in which Nepali, English and mother tongue are taught for eight periods a week (6 hours), for six periods a week (4½ hours) and for four periods a week (3 hours) respectively. Regarding the medium of instruction, CDC (2008, p. 4) has stipulated that Nepali, English or both languages shall be medium of instruction. It also states that;  

· Primary education may be provided in the mother tongue [first language].

· Languages [as subjects] shall be taught in the language (i.e., English in English; Nepali in 

Nepali). 

The Interim Constitution-2007 clearly states that Nepal is a “multiethnic, multilingual, multireligious, and multicultural nation” and the state “shall not discriminate among citizens on grounds of religion, race, caste, tribe, sex, origin, language or ideological conviction or any of these”. By giving recognition to all languages spoken in the state’s territory, it has enshrined a provision that “All the languages spoken as the mother tongues in Nepal are the national languages of Nepal”. The constitution also states that receiving basic education in one’s mother tongue, and preserving and promoting one’s language, script, culture, cultural civility and heritage are fundamental rights (Part 3, Article, 17).

The School Sector Reform Plan (SSRP, 2009-2015) is another important educational policy developed by the MOE which supports implementation of the mother tongue-based-education programme in schools. It has mentioned that about 8% of the current school going population in primary (5-9 years age) and about 25% in basic education (5-12 years age) are still out of school. Furthermore, the SSRP reveals low levels of learning achievement and persistently high drop-out and repetition rate as major challenges of present Nepalese education system. To address these problems the MOE aims to ensure equitable access to quality basic education for all children between 5-12 years by introducing mother mother tongue as a medium of instruction. By the end of 2015, the SSRP has made its target to implement mother-tongue-based multilingual education in 7,500 schools. To this end, development of a comprehensive MLE framework was planned (already developed in 2011). In addition, mother tongue based literacy courses in local languages in collaboration with VDCs/Municipalities, private sectors and I/NGOs. 

The Plan also makes a commitment to guarantee children’s right to basic education through mother tongue at least for the first three grades. According to the Plan, the choice of medium of instruction in school will be determined by the School Management Committee (SMC) in consultation with the local government. Grades 4 and 5 can follow a transition from the mother-tongue medium of instruction to Nepali medium of instruction. From Grades 6 to 8, the medium of instruction can be fully in Nepali. Furthermore, English will be taught as a subject from Grade 1 onwards. The medium of instruction in Gumbas/Vihars, Madrasas and Gurkuls will be determined by their respective management in consultation with the District Education Office (DEO). 

3.3 Mother-tongue-based multilingual education 

Considering above mentioned constitutional provisions and education policies, the Ministry of Education (MOE) started the MTB-MLE programme with the financial support from the Finnish Ministry of Foreign Affairs in 2006. The major objectives of the programme are to help non-Nepali speaking children learn better and increase their access to education through mother tongue instruction, promote participation indigenous community in managing schools, preserve and promote indigenous knowledge, culture and languages and ensure quality education. 

The MOE has already piloted the MTB-MLE project – as a part of the Education for All (EFA) program – in eight languages and in seven schools of six different districts as mentioned in Table 8. The policy, which is different from the previous policy of teaching the first language as a subject in primary schools, is not simply teaching through and about more than two languages; it is about “the use of L1 [ first languages other than Nepali] as the primary MOI for the whole of primary school [education] while [the] L2 is introduced as a subject of study to prepare students for eventual transition to some academic subjects in [the] L2” (Ball, 2010, p. 18). 
Likewise, Skutnabb-Kangas and Mohanty (2009, p. 49) define MTB-MLE as “the use of three or more [local] languages as languages of instruction, in subjects other than the languages themselves, at a single school in a multilingual community”. MLE is not only concerned with the teaching of one local language but also with using two or more local languages as the MOI in primary schools (Phyak, 2011). The aim of the MTB-MLE in Nepal is to help non-Nepali speaking children learn through their first languages on the presumption that instruction in the first language at an early age not only fosters basic communication skills but also develops children’s self-esteem (Benson, 2002).

Table 8: Models and Features of MTB-MLE

	Model of MLE
	District/Language (s)/School
	Features of classroom

	Model I


Monolingual, 
Mono Grade
Grade Teaching
	Dhankuta: Athapahariya Rai in Grades 1-3
Shree Deurali Lower Secondary School
	One teacher teaches all subjects (except Nepali and English) in Athapahariya Rai in one grade.

Some teachers cannot speak Athapahariya Rai.

	Model II
Monolingual 
Mono Grade
Subject teaching
	Kanchanpur: Rana Tharu in Grades 1-3
Rastriya Primary School
	Separate teachers teach different subjects in children’s mother tongue in one grade.

	
	Palpa: Magar in Grades 1-3
Nava Jagriti Primary School
	All teachers can speak children’s mother tongue.

	Model III
Monolingual 
Multi Grade
Grade teaching
	Rasuwa: Tamang in Grades 1-3
Saraswati Primary and Bhimsen Primary Schools
	One teacher teaches all subjects (except Nepali and English) in Santhal 
Lack of Santhal speaking teachers.

	
	Jhapa: Santhal in combined class of Grade 1 and 2
Rastriya Ekta Primary School
	Separate teachers teach different subjects in Uraw. 
All teachers can speak Uraw.

	Model IV 
Monolingual 
Multi Grade
Subject teaching
	Sunsari: Uraw in a combined class of Grades 2 and 3 
Sharada Primary School
	Separate teachers teach different subjects in three languages. 
All teachers are multilingual.

	Model V 
Multilingual 
Mono Grade ,
Subject teaching
	Sunsari: Tharu/Maithili, Uraw and Nepali in Grade 1 
Sharada Primary School
	One teacher teaches all subjects of two grades (except Nepali and English) in both languages.

	Model VI
Multilingual 
Multi Grade
Grade teaching
	Sunsari: Tharu/Maithili and Nepali in a combined class of Grades 2 and 3 
Sharada Primary School

Jhapa: Rajbansi and Nepali in a combined class of Grade 1 and 2
Rastriya Ekta Primary School
	Half-day instruction in Rajbansi and half-day instruction in Nepali by one teacher. 
 


There are two types of the MTB-MLE schools in terms of the number of languages – monolingual and multilingual schools. In monolingual schools children come from only one linguistic community where in a multilingual school they come from diverse linguistic backgrounds. In the multilingual schools children are separated according to their mother tongues. Similarly, there are two models of teaching according to the number of teaching different subjects and the Grades represented. In the Grade teaching one teacher teaches all subjects except Nepali and English in children’s mother tongues whereas in the subject teaching separate teachers teach different subjects (Phyak, 2011). The Grade teaching has been implemented in the schools where all teachers cannot speak children’s mother tongues. The subject teaching is relevant to the schools where all teachers have a good command over children’s mother tongues. Likewise, in the multilingual schools (e.g. Jhapa and Sunsari) children (from the same linguistic backgrounds) from two Grades (Multi Grade) are combined and taught in their mother tongue. 
	Box 4. Why MLE in Nepal? (Taylor, 2011)

1. Enrichment: The idea behind this notion was that by recognizing indigenous/minority children’s non-mainstream Nepali home cultures and values, they would be valorized, allowing children’s self-esteem to grow and encouraging them to feel as though school was for them too. Furthermore, the use of their L1 was doubly empowering: enabling them to express themselves better, and serving as a solid basis on which to build their L2 (Nepali).

2. Language promotion: By including minority languages in the Constitution and using them as the medium of instruction, they would be further developed, in a sense, protected from dominant languages and, hopefully, their speakers would be less prey to language shift. Included in this focus was an emphasis on language survival, revitalization and promotion, as well as official recognition of oral traditions.

3. Teaching/learning process: Children who are educated in their mother tongue are at an advantage compared to their peers schooled in what is, for them, a second language. When children receive L1-based instruction, they do not experience linguistic/cultural blocks to their learning as they do not have gaps in their comprehension of lessons, do not require translation, etc. 

4. Cognitive development: When children learn a concept in their L1, that knowledge will transfer to another language. In an MLE program, when children have established a solid basis in the language of schooling (i.e., academic language) through their L1, they can gradually be introduced to learning other languages as subjects (e.g., Nepali/L2, English/L3) and, later, when they are proficient enough in their L2 (and/or L3), they can be introduced to instruction through the medium of their L2 (and/or L3). 



3.4 Mixed Responses to the MTB-MLE from Fields 

In a story published in the Republica national English daily, Bhattarai (2010 as cited in Phyak, 2011) reports following information from one pilot school from Palpa:
Using mother tongue for education in a school in Chidipani-1, Dhairani, has inspired students, teachers and even parents. The Nava Jagriti Primary School [an MT-MLE pilot school], located in a Magar village, has breathed a new lease of life ever since starting to use [the] Magar language in education. The Magar students, who speak their mother tongue [first language] at home, are finding it easier to understand the textbooks after use of the language in classes. […] There were many absentees last year due to the students´ inability to properly understand [the] Nepali language, but attendance has improved significantly after the change of language this session.

The news report also included opinions of various people including Gopi Krishna Acharya, the head teacher, who said, “The students have opened up after being allowed to ask about confusions in [the] Magar language and hence there are more interactions in the classes”. Meena Thapa, a teacher, added, “The students have become smarter [sic.] and the environment at the school has become friendlier due to the excitement of teachers and parents”. 

This policy has encouraged indigenous children use their mother tongue in schools. It has also increased their participation in learning activities. However, there are some notable challenges of teaching mother tongues as a subject. Elsewhere, I (e.g. Phyak, 2007; 2011) have contended that parents and children are still reluctant to accept that teaching of mother tongue is helpful to find jobs and helps their children to face challenges in this globalised world. Due to lack of trained and competent teachers, and resources (e.g. textbooks and other reference materials) teaching and learning of mother tongues is not that much effective in practice. In addition, the National Curriculum Framework for School Education in Nepal (2007, p. 19) identifies following challenges of teaching in mother tongue;

· Heterogeneous Nepalese communities with diverse linguistic and socio cultural structure.

· Lack of development and management of teachers for bilingual education.

· Lack of community initiation in managing mother tongue teachers.

· Lack of script, grammar, dictionary and writing practice in most of the mother tongues.

· Lack of adequate preparation for multi grade teaching.

· Lack of clear policy regarding mother tongue.

· Lack of involvement of concerned stakeholders at policy making and implementation level.

3.4.1 Responses from Jhapa 

Shree Rastriya Primary School, situated in Haldibari in a distance of 4 kilometers south from the headquarter of Jhapa, is one of the MTB-MLE piloted schools. The community, where school is located, is dominated by Rajbanshi and Santhali speakers. So both Rajbanshi and Santhali have been introduced in the school since 2007. The MTB-MLE programme in Rajbanshi and Santhali was implemented up to Grade 3. During a focus group discussion, parents, members of the school management community, and teachers reported that the MTB-MLE programme is quite relevant to the local context. It has also helped students learn easily, increased regularity, decreased drop-out rates, and promoted local cultures and languages. Unfortunately, the MTB-MLE programme does not exist in practice in the school.  Two models of classes – Monolingual, Multi Grade, Grade teaching (i.e. Santhali in combined class of Grade 1 and 2) and Multilingual, Multi Grade, Grade teaching (i.e. Rajbansi and Nepali in a combined class of Grade 1 and 2) – were implemented during the pilot phase of the project. The Head Teacher and two other teachers teaching in Rajbanshi and Santhali revealed that textbooks of Santhali and Rajbanshi are available only up to Grade 2. Although other subjects (Social Studies, and Environment and Science) for Grade 1 have been translated into Rajbanshi and Santhali, there are no textbooks for Grades 2 and 3. Considering practical difficulties (e.g. classroom management, controlling noises), both monolingual and multilingual multi-grade teaching are discontinued at present. 
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Mr. Bishnu Rajbansi and Ms. Phul Kumari Hemram (MTB-MLE teachers) said that all students (Santhali, Rajbanshi and Nepali) are taught in Nepali in the same classroom. Rajbanshi and Santhali are used when students do not understand what teachers taught in Nepali. Both of them reported following reasons for the discontinuity of the mother tongue as the medium of instruction. 

· Textbooks and other resources are not available in Santhali and Rajbanshi: They reported that there is need of grammar books, teachers’ guide and other story books to teach mother tongue. Moreover, they are not satisfied with the textbooks translated from Nepali. 

· Lack of mother tongue teachers i.e. there are only two teachers (one each for Santhali and Rajbanshi) who can teach in local languages in the school. They reported this issue to the District Education Office but they could not get any help. 

· Lack of inspection from the District Education Office. They opined that the Ministry of Education does not have any concrete plan for the sustainability of the programme. 
· Lack of parents’ awareness: Parents have a mind set that their children receive quality education only when they go to private schools wearing a tie, a tidy uniform, a belt and school shoes, and speak some English words from early grades. This assumption emerges as parents from rich family do not send their children to MTB-MLE schools rather they send to private schools (virtually English medium). 
· Lack of effective implementation mechanism: Although there is a provision of forming different committees (with their specific responsibilities) with regard to implementation of MTB-MLE from national to the school level, both teachers revealed that there is no such committees formed at the resource center and school level.
· Inadequate teacher training: Both the teachers reported that they have received only 16 hours teacher training which is not sufficient. Likewise, they said that although they are asked to design curriculum and textbooks on Santhali and Rajbanshi themselves they are trained on curriculum and textbook development. 
The use of Santhali and Rajbanshi is very minimal both inside and outside classroom. During classroom observation it was found that teachers usually teach in Nepali with occasional translation into Santhali and Rajbanshi. All children were speaking Nepali while they were playing football in the playground. While I was interviewing the teachers during the break in the staff room children asked questions to the teachers in Nepali regarding whether they could play, go home and stop doing class works. Some students also asked for permission in English – May I come in Sir? – to come into the office when their football came there. 
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Two classrooms were painted with pictures of animals, numbers, names of months, and other locally available materials in Santhali and Rajbanshi along with their Nepali equivalence. Those classrooms were painted for the purpose of teaching multi-grade students in Santhali and Rajbanshi during the pilot phase of the MTB-MLE programme (2007-2009). But unfortunately at present Grade 5 students are taught in the same classroom which was painted for teaching in Santhali medium. During informal interviews, most of the students said that they find learning in Nepali easier than learning in Rajbanshi and Santhali. They also revealed that all teachers teach all subjects in Nepali except Rajbanshi and Santhali.  

In a discussion, the head teacher claimed that the MTB-MLE programme has helped;

· to promote the standard of students’ learning in early grades. 

· to increase regularity of students in the school.

· to improve students’ achievement. 
He said that the programme is relevant up to Grade 3. However, he pointed out following challenges for its implementation:

· Due to mixed linguistic situation of the community it is difficult to provide justice to all languages. 

· Lack of sufficient and competent teachers to teach in mother tongues. 

· Parents’ pressure to introduce English medium of instruction.

· Lack of commitment and will-power from the Ministry of Education. 
On my query ‘Why Santhali and Rajbanshi are not used as the medium of instruction in the school?’ he strongly put following reasons; 

· It is not practical for students to move from one classroom to another everyday for the multi-grade teaching. It was also problematic for teachers to manage the time to teach students from two grades. 

· Lack of teachers. He said that there are only two teachers (one each for Santhali and Rajbanshi) in the school. Children do not get appropriate environment for the use of Santhali and Rajbanshi in the school as majority of teachers do not speak these languages. 

· Lack of community’s ownership. The head teacher pointed out that although there was support from the community during the pilot phase of the programme, at present there is no constructive support from the community. He commented that this happened as there is no awareness-raising programmes and effective mechanism to involve community in the implementation of the programme. 

· Non-functional and non-existence of the MTB-MLE committees. Although the formation of the MTB-MLE committees at district, resource center, VDC and school level is mentioned by the MOE, there is no any committee functional to date. 

· Discontinuity of support from the MOE. The head teacher revealed that there was sufficient financial and technical support during the Finnish-funded-pilot phase of the programme. He reported an interesting fact that ‘MOE and other project-related people had made many promises like construction of building, providing scholarships to children, supporting community and parents before the inception of the project. But after the project was handed over to the MOE, there is neither an advocacy nor a follow-up. As mentioned in the policy documents, we do not have enough story books, reference materials and continuity of the training to the teachers’. 

· Lack of preparation and identification of right school. The head teacher expressed his dissatisfaction that there were no surveys and discussions held to know the feasibility of implementing the MTB-MLE programme in the school. He reported that ‘the decision was made by the project-related people in consultation with the District Education Officer (DEO) and the project-related experts from center arrived at the school to implement the programme’. 

· Sustainability of the programme is questionable.  The head teacher revealed that ‘the MTB-MLE programme lacks sufficient resource allocation. As the MOE is not serious about its implementation, the school and the community have consider it as only as a donor driven project-based educational programme’. 

3.4.2 Responses from Rasuwa  

Interviews with parents, children, and teachers of Saraswati Primary and Bhimsen Primary Schools (both MTB-MLE-piloted schools) were held in order to know MTB-MLE practices in Rasuwa. During the discussions it was found that teachers from both schools are aware of the value of the programme. The schools are situated almost in Tamang monolingual communities. It was observed that students from Grade 1 hardly understand Nepali so they were reluctant to talk with the researcher. All teachers in the schools can speak and understand Tamang. 

[image: image4.jpg]



In an interview Riki Lama, a teacher from Saraswati Lower Secondary School, said that children are motivated to go to school and learn easily with the implementation of the MTB-MLE in the school. She also said that students find it easy to understand what are taught by teachers in the classroom. They also ask questions in the classroom. However, she contended that parents are not aware of the value of the programme. They think that English should be taught in schools. She reported that there is lack of sufficient support from the MOE. Textbooks are not available in Tamang for all subjects for different grades. Riki Lama suggested that they need to develop expertise in designing textbooks, collecting materials from local community and use them in the classroom. She said that there is need of resources like dictionaries, teachers’ guides, grammar books, reference materials, and other story books. There is also the need of developing orthography of the Tamang language. 

Suku Tamang, another teacher from the same school, has a similar impression with regard to the MTB-MLE programme. She revealed the fact that the programme has helped Tamang children learn easily as local culture, religion and language is taught in the school. Commenting on the effectiveness of the programme, she reported that students’ confidence, motivation to ask questions, continuity to the study and regularity have been increased after the implementation of the programme. She claimed that it has helped to preserve and promote local culture, religion and languages through education. However, she expressed her dissatisfaction with the support mechanism of the MOE. She said that training, textbooks, reference materials, dictionaries and grammar books are not available. She strongly condemned that the MOE is inactive after the Finnish-Government-funded pilot phase of the programme was over. 

Urmila Tamang, a teacher from Bhimsen Primary School, said that the MTB-MLE has been implemented to ensure linguistic and educational rights of children. She said that children are happy to go to the school, feel comfortable to learn, and ask and answer questions in the classroom easily after the implementation of the MTB-MLE. The programme has also promoted the use of local materials and culture in teaching and learning process. She added that ‘Tamang medium of instruction up to Grade 3 is relevant to the local context. After that Tamang should be taught as an optional subject and teaching of English should be focused’. Furthermore, she told that in the piloting phase of the programme the National Center for Educational Development (NCED) provided 15 days training to the teachers and the MOE also sent them to Orissa, India to observe MLE practices there. However, similar to what previous teachers said, she pointed out there is need of support and commitment from the MOE to implement the programme effectively. Due to lack of resources and written scripts, teachers have to struggle a lot to teach in Tamang. 

The Head Teacher of Bhimsen Primary School, who is not from Tamang community, said that teaching in children’s mother tongue is multilingual education. All students come from Tamang community and they speak Tamang in the school as well. The students are happy to learn in MT, they do not hesitate to speak with teachers, and they understand the teaching of teachers’ easily. He also said that the MTB-MLE is relevant to the local context. It was decided by the meeting of the parents. He reiterated that up to Grade 3 the programme is quite relevant. There is no alternative option for the programme in the school. Among 8 teachers, five teachers can teach Tamang both as the subject and medium of instruction. The school has received encouraging support from the community to design curriculum, textbooks and sending children to the school. The programme has created a children-friendly environment in the school. The MOE has provided training in designing textbooks in local languages in the beginning of the programme. But now the teachers themselves develop textbooks in Tamang. 

The Head teacher of the Saraswati Lower Secondary School, Lakpa Lama, said that about 30% students used to be absent in the school, and they were shy and hesitant to express their opinions before the implementation of the MTB-MLE. He said that the programme is relevant to the context of local community as it helps to preserve local culture and language, and promote learning by making children’s understanding easier through mother tongue instruction. Mr. Lama also said that local community expects everything from the government but they do not realize their own responsibility to promote the MTB-MLE. He said that ‘Ministry of Education has not provided separate quota of teacher to teach mother tongue. The teachers from specific language communities are requested to teach in particular mother tongue’. As there is no guarantee of service teachers’ service, who are appointed in the relief quota (Rahat Quota), teaching mother tongues, they are not motivated to implement the MTB-MLE. With regard to the continuity of the programme, Mr. Lakpa said that the programme upto Grade 3 should be compulsory and teaching of mother tongue as a subject should be continued up to Grade 8. He opined that teachers who can teach all subjects in mother tongues should be recruited in schools for the effective implementation of the MTB-MLE. 

He suggested that the government should make a provision to take examinations of the public service commission in mother tongues. There should be competent grade teachers to teach in mother tongue. 

It was so interesting to know that a focus group discussion with Grade 3 students revealed that teachers teach all subjects except Tamang in Nepali. During the classroom observation, it was found that students could not understand Nepali in Grade 1. Samjhana Tamang started teaching in Tamang and there was no any code-switching to Nepali throughout the class. Students were motivated and fully participated in classroom activities. The teacher used demonstration techniques and real objects in the classroom. Students answered teachers’ questions and they also asked questions to the teacher. 

3.5 Conclusion 

Based on the field report from Rasuwa and Jhapa it is clear that MTB-MLE programme is relevant to the context of Nepal. The programme has increased regularity and achievement, and decreased drop-out rate of students. It has also increased participation of community in school-related activities. The programme has also encouraged students to become more interactive, to ask questions to teachers and to express their views in the classroom. Student-teacher relationship has become closer due to the programme. However, the programme seems to be simply like the formality from the part of the MOE. Experiences from both districts indicate that the MOE is not proactive towards the sustainability of the programme after the Finnish-Government-funded-two-year-pilot-project was over. In addition, there is lack of teaching materials (e.g. dictionaries, grammar books etc.), textbooks and other reference materials to teach in mother tongues. Lack of sufficient number of competent teachers is another challenge to teach. It is misfortunate to know that the MTB-MLE in Jhapa no longer exists. Rajabanshi and Santhali are taught only as a subject. 
Chapter four

Conclusions and Recommendations

Based on the discussions in the previous proceeding chapters, some key conclusions regarding language policy issues with reference to education in Nepal are drawn in this chapter. In addition, some important recommendations are also made. 

4.1 Achievements 

Nepal has a made some significant achievements regarding the devising of inclusive educational language plans. As mentioned in the chapter three, 1990 and 2007 (Interim) constitutions have recognized the use of mother tongue as the right of children. In addition various educational policies of the Ministry of Education (as mentioned in the Chapter Three) have clearly mentioned the use of mother tongue as the medium of instruction at primary level. To be specific Nepal has made following achievements in language-in-education policy. 

· The government recognizes country’s multilingual reality in education. 

· The country has developed legal foundations and educational policies for the MTB-MLE programme. 

· The MTB-MLE programme, which aims at teaching in children’s mother tongue at early grades (1-3), has already been implemented in six different districts with 8 different languages. 

· The MTB-MLE has also become a topic of discussions among donor agencies, developmental partners and other stakeholders of education. This has draw attention of community, teachers and students as well. 

· Textbooks have been development in 18 different local languages. 

· Twenty one schools are implementing the MTB-MLE.  

· The MTB-MLE implementation framework has been implemented.

· The MTB-MLE teacher training manual has been development and trained teachers accordingly. 

· The MTB-MLE programme has helped children learn easily, become interactive in the classroom, ask questions to teachers and perform better in their early grades. It has also increased regularity and decreased drop-out rates of children in school. 

4.2 Challenges and Issues 

There are some crucial challenges and issues of educational language plans to be discussed both at the policy and practice levels. Major challenges and issues are presented as follows:

4.2.1 Policy level 

a. The Ministry of Education does not clearly mention whether the MTB-MLE policy is implemented in the private schools. 

b. The Ministry of Education is not clear about its own priority. On the one hand, it has mentioned that the MTB-MLE is an integral part of the Nepalese education system but on the other hand, it does not respond to the recent increasing shift of public schools from Nepali to English medium of instruction. As the MOE is keeping itself silent in this regard, parents, teachers and SMCs are in a dilemma i.e. whether they have to continue the MTB-MLE or switch to English. 

c. It seems that there is a lack of an integrated language-in-education plan which clearly defines the role of mother tongue, Nepali and English at various level of education. Undoubtedly, the teaching of English is required for the students. However, the MOE does not have any policy regarding the English medium of instruction in schools (although there is a tide of English in schools). Moreover, educational language plans especially the MTB-MLE seems to contradict with the Per Child Funding (PCF) policy in practice.  To increase the number of students to receive more funds as per the PCF policy, the community managed schools are implementing English medium of instruction. But they are not worried about the availability of competent teachers and resources to teach all subjects in English. 

d. The early-exit model of the MTB-MLE (practiced in Nepal) is not that much effective for sustainable learning of minority children. Parents, teachers and children do not see the relevance of learning in their mother tongues if they are not taught in their mother tongues after Grade 3. Moreover, children are not able to develop strong competence in their mother tongues until there are taught through L1 for the first 8 years.   

e. There are no representatives of parents, teachers teaching in mother tongues and educationists (e.g. it mentions Central Department of Linguistic but ignores Central Department of Education, Tribhuvan University) and English language teaching experts (it is necessary to involve ELT experts as well because the implementation of the MTB-MLE is related to the implementation of English as well) in the National Multilingual Education Directorate. This indicates that there present MTB-MLE framework seems to be more top-down rather than bottom-up. 

f. It is not clear about the context in which the MTB-MLE programme is possible to implement. The experience from Ethiopia and India (even Nepal) suggests that the programme is successful and sustainable in the context where only one local language (e.g. in Rasuwa) is spoken. 

g. Regarding the recruitment of the MTB-MLE teachers, the MOE policy mentions three options (a) assigning working teachers, who are from the same community background, to teach in a particular language, or (b) transferring a teacher from other schools, or (c) asking for financial assistance to Village Development Committee/Municipality. On the one hand, assigning the working on the ground of their linguistic does not help for the effective implementation of the MTB-MLE programme. It means that teachers even if they come from the same linguistic background may not be competent in teaching in that language. On the other hand, asking for assistance to the VDC/Municipality is a difficult political and bureaucratic process which discourages schools to ask for financial assistance to them. 

h. The MTB-MLE policy does not clearly mention about the teacher training mechanism and developing teachers’ expertise to design textbooks at the local level. 

4.2.2 Implementation level 

a. The MTB-MLE committees (from national to school level) as mentioned in the policy are non-functional. 

b. The MOE people (especially District Education Officers) do not seem to be aware of and responsible for the implementation of the MOE’s MTB-MLE policy. They are publically announcing that they plan to switch public schools from Nepali to English medium without enough preparatory works. Of course, students should be competent in English but implementation of English medium instruction on ad-hoc basis does not reap the fruit. 

c. Lack of resources (textbooks, reference materials, dictionaries, and grammar books), sufficient competent teachers, funding and script causes practical problems for the implementation of the MTB-MLE programme. 

d. Mixed linguistic context of communities (e.g. Jhapa) is difficult to manage for the school. 

e. Parents are not aware of how mother tongue medium helps children to learn better in school. As the private schools are established even in rural areas, parents send their children to private schools as they give more focus on English. 

f. Due to lack of inspection and research works it is not cleat what’s going on about the MTB-MLE programme and what measures should be adopted for the further plans and actions. 

g. Teacher trainings on mother tongue teaching are not sufficient. Likewise, teachers are not competent to design textbooks in their own mother tongue. 

h. Due to lack of guarantee of the MTB-MLE teachers’ services (as most of them are on the Relief Quota), they are not encouraged to work hard for the implementation of the programme. 

i. There is no vertical expansion of the MTB-MLE programme. 

4.3 Recommendations 

Based on the above discussions following major recommendations both for the policy and implementation levels are drawn. 

4. 3.1 Policy level

a. Involvement of community, teachers and parents should be ensured at all level of the MTB-MLE decision making process. 

b. An integrated language-in-education policy should be developed to define the role of English, Nepali and mother tongue in Nepalese education. 

c. A separate department (with authority) for the implementation, training, material development, monitoring and research works related to the MTB-MLE should be established. 

d. Overall educational policies and practices should be critically reviewed and see whether they conflict with implementation of the MTB-MLE programme.  

e. There is a need of policy to identify and select right schools (in terms of the number of languages) to implement the MTB-MLE programme. 

f. With the identification of the right school, the MTB-MLE programme should extended at least up to Grade 6 with effective teaching of English and Nepal as a subject. 

4.3.2 Implementation level

a. Sufficient materials and competent teachers should be produced before the implementation of the MTB-MLE programme in school (like in India and Ethiopia).

b. An extensive survey of linguistic situation of the community along with needs of parents and students should be carried out to identify right school for the programme. 

c. All the MTB-MLE committees should be made functional. 

d. The MOE should think about possibility of implementing the programme in the private school as well. 

e. First, the programme should be implemented in the school where only one local language (like in India and Ethiopia) is spoken with gradual expansion to other multilingual schools. But this requires a lot of training on multi-grade teaching. 

f. Awareness raising programmes on the importance of mother tongue medium instruction at early grades should be conducted both at policy and implementation levels. 

g. A strong regular support mechanism for the sustainability of the programme should be established. 

4.4 Summing up

The case of Jhapa as mentioned in the previous chapter indicates that the MTB-MLE programme seems to be unsuccessful due to wrong design and hasty implementation of the programme. The MOE seems to implement the programme adopting the top-down approach and without allocating sufficient resources for its sustainability. It seems that without looking at the above mentioned issues and challenges, the MOE’s aims to implement the MTB-MLE programme in 7,500 schools by 2015 (SSRP, 2009), design curricula and prepare textbooks in all the minority languages including the most endangered ones as the medium of instruction at primary level of education (2012-2013) and establish at least one mother tongue school in each election constituency (2014-2015), as stated in the EFA Action Plan (2003), are not achievable. To conclude, I argue that the MTB-MLE, which is an appropriate educational programme to the multilingual context of Nepal, happens to be inappropriate due to wrong and ineffective project design and implementation strategies. 
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