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Chancellor's Remarks

It is well known to all that Nepal Academy, first
established as Royal Nepal Academy in 2014 V., deen
carrying out its responsibilities assigned by ttades Its main
objectives are to bring out important publicatioetated to
the study, research and promotion of the variogsiglines
such as Nepalese languages, literature, arts,reudnnd other
fields of knowledge. Following the people’s moverném
2062/63 V.S. the disciplines such as fine artsmadraand
music have been segregated from Royal Nepal acaadeihy
incorporated into separate academies. Under Nepadlémy
Act 2064 Nepal Academy has been established with th
objectives to promote Nepalese languages, litezaitulture
social sciences and philosophy through the promoté
study and research in these disciplines. This awgdeas
been now actively involved in its activities enteg to it as
its legacy since its inception.

We have been committed to addressing the country’s
diversity existing in language, literature, religighilosophy
and other fields and engage the experts in Nepalesgemia
in order to enrich the unity in diversity. As an lmlla
organization of all Nepalese scholars residing witNepal
and abroad this academy promises to maximallyzetitheir
knowledge and expertise and accord them acadeaticsstt
has formulated its policy and programmes with awie
creating their common forum.

In addition, we have been committed to enhancirg th
reputation of Nepal Academy through developingiiasbnal
understanding with the international organizatieatablished



with similar pursuits. We have felt the necessdyseek the
cooperation of the entire academia and developattesiemy
as an academic organization of international repftiethe
academicians know it well that Nepal Academy hasnbe
active in exchanging knowledge through seminars,
conferences, studies, research and publications.

Dictionaries and grammars are being prepared uhéer
plan of The Department of Language (Mother Tongue,
Dictionary and Grammar) in the different Nepalesgguages.
Perspectives on Mother Tongue-based Multilingualdadion
in Nepalhas been prepared and published under this plan. It
aims to bring together the articles developed aedgnted in
various seminars on use of mother tongues in lemkication.

It is expected to have greater utility for implertieg Mother
Tongue-Based Multilingual Education policy and peogme
in the country. Nepal Academy appreciates the astho
contributions to this volume. We thank YogendrayBdava
and Lava Deo Awasthi as editors for bringing oug tlolume.
We hope this volume will be appreciated by the e
communities in Nepal and elsewhere.

f
“O*t'

Nepal Academy, Kamaladi, Ganga Prasad Uprety
Kathmandu, Nepal Chancellor



From the Publisher

Nepal Academy has been established to cater to the
support of strengthening Nepal as a nation andirigelfhe
sustainable development of Nepalese nationalityutdin the
study and research in language, literature, cylphgosophy,
social sciences and the various aspects of Nephiesé is,
therefore, the prime responsibility of Nepal Acagem fulfill
the knowledge required for the nation. Nepal Acagldras
been engaged in materializing the needs of Nepala#isn
through the study of Nepal's tangible and intargyiféritage
for the last 63 years.

Presently Nepal Academy consists of eleven
departments which have been dedicated to the promof
their respective disciplines through organizingkdaland
seminars and publishing research reports, journzgazines
and books.

Likewise, Nepal Academy has been continuously
involved in the research and study supporting tlesgrvation
of the status of Nepal through the promotion of umaut
goodwill amongst Nepalese in keeping with the @xgstime.

Of the eleven departments The Department of
Language (Mother Tongue, Dictionary and Grammarg ha
been carrying out works on lexicography, grammaiting
and other linguistic activities related to the nesthongues
spoken in Nepal.

In this context,Perspectives on Mother Tongue-Based
Multilingual Educationhas been completed as a project of
this department. This volume is a collection oficks
dedicated to the various issues and experiencesedelto



implementing the use of mother tongues in basicaiiln in

a linguistically diverse country like Nepal. Prbft. Yogendra

P. Yadava, member of Academic Council, Nepal Academ
and Dr. Lava Deo Awasthi, Chairperson, Language
Commission, deserve our thanks and appreciatiofofotly
editing this volume. Our thanks are due to Shadimli€e,
Ranjan and other individuals for bringing it oute\Wope this
volume would prove to be a great asset in the f¢lchother
tongue-based multilingual education in the Nepabeseext.

Nepal Academy, Kamaladi, @ﬁﬂﬁ?‘()g
Kathmandu, Nepal \
Dr. Jagman Gurung
Vice-chancellor
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Introduction®

YOGENDRA P. YADAVA
AND
LAVA DEO AWASTHI

Nepal, like other countries of the Asia and Paciigion,
is characterized by linguistic diversity along witits
ethno-cultural multiplicity. This country, despibeing small
in area (56, 827 sq mi) and inhabited by almostm8llion
people (Census 2011) of 125 officially recognizedtes and
ethnic groups practising ten different faith sysseffviz.
Hinduism, Buddhism, Islam, Kirat, Christianity, Rri,
Bon, Jainism, Bahai and Sikhism (CBS 2012: 4)), is
estimated to speak approximately 123 languagestan i
different climatic and ecological zones (CBS 204,2Yadava
2013, 2014).

Basic education systems in multilingual societieseh
almost been monolingual globally, using a dominant
language. Nepal is not immune from this predicament
Athough the Constitution of Nepal (2015) has enshrined
children’s right to education through mother tongusepali,
the dominant and official language in the countrgs alone

1. We would like to express our thanks to Shashi Chalise, Krishna Kumar Sah, Ranjan
Ghimire, Basanta Raj Shrestha and several others for their suport in bringing out this
volume promptly despit of strict lockdown during the global outbreak of COVID- 19
Pandemic.

2 = Introduction

been practically used as the medium of instrucf(Mol) at
community schools though private schools have iabay
been using English as Mol. It is, however, to béedahat
there has been a growing trend recently to shiErglish as
Mol even at community schools for facilitating midtyi

foreign employment, technical education, and so on.

There has almost been unanimity in the literatima t
learning occurs best in the language a child speadst
fluently, which is obviously a home language or heot
tongue. Basic education through mother tongue can b
helpful for developing children’s cognitive capitahd for
providing them with a firm foundation to learn othe
languages more quickly. Mother Tongue-Based Malilial
Education (MTB MLE) in early education has been enor
effective in enhancing reading ability, conceptual
development and learnability of other languages ESRO
Bangkok, 2014). As a result, children have beemdobetter
at reading comprehension, mathematics and learming
second or foreign language.

Several longitudinal studies of mother tongue mmdiu
and English medium schools in Asia Pacific regiociuding
Papua New Guinea (PNG) also support it. In PNG ntlost
linguistically diverse country in the world with ev 800
distinct languages spoken by 6 million people, athmo
tongue-based bilingual education programme wasduated
in 1995. A longitudinal comparison of its MT and dlish
medium schools has found that the former has beere m
effective in enhancing quality education than th#er. In
Nepal as well a similar study comparing Rajbansbdinim
and Nepali medium schools shows that dropout rasebeen
reduced and there has been better performance hier ot
subjects such as Nepali, mathematics and scienceen
former than the latter (Rajbanshi 2014).

Recognizing the importance of MTB MLE Nepal has
been signatory to several international and reditwanan
rights documents (instruments) which regulate tigatrto
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education in relation to language and made legatigions
for this purpose since the restoration of democnad990. It
was with the promulgation of the constitution of pgsé
(1990) that right to education through mother tenguas
legally recognized in the country. As a corollakgnguage
Policy Recommendation Commission (LPRC) 1994
recommended in its report that the mother tonguailshbe
introduced in the education system as the medium of
instruction as well as the subject. Thus, LPRC jppled a
basis for further policy pronouncements for implatirgg
MTB MLE in Nepal.

It is important to note that in the current conteft
federal restructuring of the state the local gowents have
been entrusted with the responsibility for impleten
school education including MTB MLE. However, thdras
been acute dearth of relevant literature in tlakifdespite the
fact that a number of studies on MLE have been wcied
by national and international experts and sevezatisars/
workshops have been organized with paper presensaby
MLE specialists. Hence, the Department of Mothengues
at Nepal Academy decided to collect the write-ugdated to
the aforesaid seminars, workshops and studiesgdincand
publish them as a volume on MTB MLE in Nepal.. hist
regard, we extend our gratitude for the supportreseived
from the contributors and highly appreciate thegponse for
making the articles available in time for this poation. We
hope this volume dealing with the relevant issuesMiTB
MLE in Nepal can be a valuable asset to both pailakers
and practitioners in this field.

This volume titled Perspectives on  Mother
Tongue-Based Multilingual Education in Nepal consists of 15
articles. They have been briefly described as Wasto

The article by Bajracharya et al. (including
Skutnabb-Kangas as the lead author) sets out the
ethnolinguistic context of Nepal and tries to explavhy
MLE is essential. It draws on the experiences from
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countries like India, Finland, Norway, and Peru.also
deals with national legal provisions and internaichuman
rights obligations.Finally, it recommends possible future
directions for MLE in Nepal.

In their article Skutnabb-Kangas and Mohanty aralyz
the policy and strategy for MLE in Nepal in ternfsptacing
language in educational issues in a broader sdcieta
economic and political framework. They also looloetader
language policy and planning perspectives and sssvéE
scenarios, current experiences from the countryspatific
challenges in MLE implementation strategies. Finathe
article is summed up with viable recommendations.

In his article Hough defines multilingual educatiand
explains why it is important for children's betegtucation in
the Nepalese context. He then explores appropstedeegies
for implementing MLE in the country. He finally fosses on
the approach calledascading, whereby he means: "If each
community, after developing their own programmeggon
to train five new communities, the goal can be hnedc’

Taylor's article focuses on the relevance of MLE@apal
and suggests a framework for implementing the MLE
programme.

Ahonen summarizes the completion report on theeptoj
"Multilingual Education Programme for all non- Ndpa
Speaking Students Primary Schools in Nepal 2008200
commissioned by the Ministry of Education (Governinef
Nepal) with technical support from the Governmerit o
Finland. This report deals with the project's obyes,
procedure, outcomes, and the ways forward.

In her article Malone defines MTB MLE and explains
why it is important for better education. She holtist
planning, implementing and sustaining MT-Based MLE
programme in multiple language communities are
challenging, especially in multi-lingual countridacking
extensive financial resources. She argues, "MT-@Ba4EE
programmes enable students from non-dominant laygua
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communities to build a strong educational foundaiio the
language they know best—their MT or first language
(L1)—and a good bridge to the official language—sksbool
L2—and other languages of learning (L3, L4, etajl ghen
encourage them to use both / all their languagesfélong
learning". She also shows how theorists consideBNWILE
as bridge for achieving better education.

In his article Awasthi looks at theoretical prensisef
mother tongue medium education and explores to extant

minority mother tongues have been recognized as the

language(s) of instruction. He also shows why diqdar
language has been used as the medium of educatiowtzat
are various models that are seen successful ineanli
linguistic, educational, social and identity godts.addition,
he wants to show how high levels of bilingualisnmtcioutes
to attaining higher levels of success in school aodety,
ensuring harmonious bilingual and bicultural ala$t
opening ways for employability and wellness. In the
following part, he discusses some of the approacres
attitudes to minorities in the educational procasd charts
the stages that have originally been identifiedmimority
education in a specific context.

The goal of Yadava's article is to envisage the MTB
MLE Framework in order to cater to the need foriglaag
an architecture for managing and implementing the
educational programmes in Nepal, a linguisticallyetse
country. It has been organized into three sectiSestion 1
deals with the concept, rationale, sociolinguistentext,
language-in-education policy existing in global & as
well as Nepal, MLE-related issues, and challenges the
objectives of the study in question. Section 2 @lates the
core components of MTB MLE such as language typolufg
schools, selection, sequencing and transition muages in
school education, appropriate pedagogies, curricahal
material development, capacity building, supportaygtem,
advocacy strategy, sustainability, functional liggaamong
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line agencies, language preservation through MTBEML
programme, and monitoring and evaluation. Finatlyis
framework highlights some residual issues rela®dhis
study in the current federal restructuring of thiates
especially legal empowerment of the local governmen
which has been entrusted with the responsibility fo
implementing school education.

In her article Pradhan draws on the fieldwork caned
at Jana Kalyan Higher Secondary School (JKHSS), a
government school running MLE programme, to disdbss
ways in which the notion of ‘the localsthaniya) played an
important role in this process. This article "arguleat in the
multilingual context of MLE schools such as JKHS®8\ere
different languages and forms of knowledge comettogy,
the discourse of ‘local’ can emerge as an imponpantess in
the ongoing construction of relevant knowledge. €aiv
contemporary Nepal's socio-political context witlasoent
spaces for the language of diversity and inclusitmese
dynamics are both a response to historical devedoprand
local relevance." Here, Pradhan closely observedliked
practices relating to language use vis-a-vis broadsorical
contexts.

In his article Mishra deals with the paradigm slift
children's education through MLE and compares his
experiences about planning and implementing MLEhm
two neighbouring countries India (especially thatestof
Odisha) and Nepal.

Weinberg's article looks into the space betweeronalt
language policies and school-level decisions arattes
with reference to the three schools in Dhimal-speplarea
in the district of Jhapa in Nepal. It shows tharéhare many
challenges for implementing the constitutional tgglof
children for their education through mother tongues
Nevertheless, both policies and practices have axpen
significant  ideological and implementational space
(Hornberger 2002, 2005) for the advancement ofgeious
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languages and their speakers. It sums up by arginatg
"There may be a long way to go to ensure quality
multilingual education for all Nepali students, biltese
students are experiencing, and enjoying, earlysstepard
that goal”.

Bandhu's paper advocates for integrating locallaggs
and cultures into the education policy and prograsmith
particular emphasis on the oral approach to edutati the
beginning with short term programmes and then gdamg
long term planning in the context of recent devalepts in
MLE in Nepal.

Dhakal's article presents a historical outline of
arguments for and against the use of indigenougukeges
in education in Nepal. It argues for searching appate
alternative models afiLE in order to implement successful
MLE programmes in the country.

Fillmore's article is a brief account of her recaitdy in
Nepal which offers an insight into the perceptiansl practices of
parents, teachers and students in six primary $ehiaoremote
Nepal. Its "findings show that, overwhelmingly, gais and
teachers support the new constitutional provisiith 90 per cent
of parents and 98 per cent of teachers agreeingliidren have a
right to education in their mother tongue.”

Yogendra P. Yadava 15 May, 2020
Lava Deo Awasthi
editors
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Multilingual education and Nepal: A
concept note

PRADEEP L. BAJRACHARYA, PREM BHATTARAI,
TOYA BHATTARAI, MADHAV DAHAL, GEHA
NATH GAUTAM, HARI RAM PANT, MAYA RAY,
TOVE SKUTNABB-KANGAS, RAMHARI SHRESTHA,
FATIK THAPA, AND NIRMAL MAN TULADHAR *

1 Introduction
1.1 Nepal: Demographic, linguistic and socio-cultal
background
Nepal is a landlocked country, bordering with Chima
the North and India in the East, South and Wesha#t an

1 This Concept paper is one of the results from 3kday intensive course
Language Policy, Mother-tongue-based Multilingual Education and
Linguistic Human Rights which took place in Kathmandu in February 2008,
with Dr. Tove Skutnabb-Kangas as the teacher (“@&ai’'Didi"), under the
auspices of th#ultilingual Education Program (a joint effort on the part of
the Ministry of Education and Sports (MOES) of Nlepad the Ministry of
Foreign Affairs (MoFA) of Finland. The participardsiggested towards the
end of the course that they write a concept paliscussed and decided on the
content and divided the work between themselvese Bkutnabb-Kangas put
together the various parts and added some issnasNurmela, the Young
Technical Advisor of the project, organised, witlpgort from the rest of the
project team but especially Sangmo Yonjan-Tamamg ¢tourse with
enormous efficiency and dedication. Thanks are tduéna without whom
nothing would have happened.
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area of 147, 181 sq km, with a length of 885 knmfreast to
west, and a mean breadth of 193 km from north tathso
(Yadava & Turin 2006: 7). Geographically, it consief four
layers of distinct zones: 1) the Himalayas 2) thehi#bharata
range, 3) the Siwalik, and 4) the Terai. All thgg®graphic
belts of Nepal run from east to west. As of 3 A@&i18,
Nepal is divided into 7 provinces and 77 distridtshas 753
local units. There are 6 metropolises, 11 sub-rpetises,
276 municipal councils, and 460 village councils ddficial
works. The constitution grants 22 absolute powershe
local units while they share 15 more powers with ¢lentral
and provincial governmentdn the 2011 census, Nepal's
population was approximately 26 million people. Biep
people belong to several different languages, edtusocial,
caste and ethnic backgrounds. The census 2011 d@®d
castes and ethnic groups and recorded 123 plusidgeg
(while the Ethnologue, 15 edition (www.ethnologue.org)
claims 123 living languages, and and Yonjan-Tam@096)
claims over 143 languages. The mother tongues emabece
in the census of 2011 (except Kusunda) belong tor fo
language families: Indo-European, Sino-Tibetan,
Austro-Asiatic and Dravidian, while Kusunda is adaage
isolate consisting of a single language without geyetic
relationship with other languages. The Indo-Aryahbfamily
(excluding English), constitutes the largest grouperms of
the numeric strength of their speakers, nearly@2Census
2011).

The Sino-Tibetan family of Nepal's languages forans
part of its Tibeto-Burman group. Though spokenddgtively
less number of people than the Indo-European family
(17.3%), it includes a greater number of languagbeut 63
languages (Census 2011).
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Austro-Asiatic and Dravidian languages rank thitd a
0.19% and fourth at 0.13%, respectively, while aaibput 28
people speak Kusunda (Yadava 2014:55). Nepal's enoth
tongues may be categorised into major and minoupgan
terms of the number of their speakers recordetitencensus
of 2011. If 100, 000 speakers is the cut off forajar
languages, their number in Nepal is 19, and th&indative
percentage of the population is approximately 96%.
Inversely, the remaining 104 plus languages (baraifiew of
the cross-border languages with their kin states)spoken
by about 4% of Nepal's total population (Yadava 201
Most languages have fairly few speakers; fewer 2@have
more than 100, 000 speakers. Cultural and linguditiersity
are one of Nepal's national treasures. Nepal has a
responsibility to conserve a rich linguistic andltural
heritage.

Inspired by the Popular Movement of 2006, people
voiced their aspirations for changes in differeapexts of
national development including education systene fhbw
Constitutional Assembly, elected on the™1@pril 2008
declared Nepal a republic and was going to adopew
federal structure for the state. The present Caistn of
Nepal, adopted in 2015, establishes Nepal as
a federal secular parliamentary republic. Equityd asocial
inclusion are high on the reform agenda. Educat@s been
recognized as the fundamental right in this Coustin.

Since mid-1950s Nepal has embarked upon a planned
approach to development in various areas includimg
education sector. The country has a three-yearinmtglan
for education (2007/09). At present, efforts ardamvay for
improving educational access and quality at primang
secondary levels through interventions such as &dhrcfor
All (EFA), Teacher Education Project (TEP), Secamda
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Education Support Program (SESP), Community School
Support Programme (CSSP), Food for Education (FfE),
Higher Education Project (HEP) | & II, etc.

Considering the richness of indigenous knowledge,
cultures and languages in the country, emphasisbbas
placed on how best schools can utilize local resssiand
offer education integrating ground realities witlhet
knowledge of the world. Each community shall hagétrto
receive basic education in the mother tongue agiged by
the law. Mother tongue medium education will be Ewed
as an integral part of instruction at early gradésbasic
education, and should be used for as long as pesSiimce
Nepali, the official language, is also being taughd will be
used as the medium part of the time in higher grade
education necessarily needs to be multilingual.

2 What is multilingual education (MLE)? Why is MLE
required in Nepal?

Multilingual Education (MLE) is the use of three or
more languages as languages of instruction, irestgopther
than the languages themselves, at a single schoa i
multilingual community.

South Asia is home to incredible linguistic divéysi
(Kosonen 2007) and so is Nepal (Yadava and Turid620
Yonjan-Tamang et al. 2009). This diversity bringghwit
many challenges. Both older and recent researches
(Skutnabb-Kangas 2008; Skutnabb-Kangas and Dunbar
2010) show that education mainly through the medudiitihe
mother tongue is a must for educational successs Th
linguistic diversity brings a need to use multi@aguages. A
multilingual approach to education paves the way fo
students to the languages they need. Multilingaaication
begins with the mother tongue.
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Statistics and research shows that learners from
indigenous and minority (IM) language communities at
an educational disadvantage when they are taughy @s
dominant/majority language as the medium of teaghin
(Skutnabb-Kangas 2008; McCarty 2009; Bear Nicholas
2009). Teachers do not speak or understand theidaegof
students from minority communities — thereforesitifficult
for students to learn. High repetition and push-out
(“drop-out”) rates of minority language speakingdsnts are
common, likewise alienation from their cultural i@ge, the
language of the parents and the home communitys It
educationally and economically wasteful to haveosth
where children do not learn. This has been knowrafdeast
two centuries, and recommendations for the usheofrtother
tongue as a main teaching language have been fatedul
countless times. A government resolution was foated in
India in 1904 when Curzon was the Viceroy. It esgesl
serious dissatisfaction with the organization oficadion in
India, and blamed Macaulay for the neglect of India
languages. The extracts below show its present-day
relevance, and “perhaps suggests that postcolediatation
and most minority education has failed to learmmfrearlier
experience” (Phillipson 2006). This is what the Lur
resolution said:

As a general rule the child should not be allowed t
learn Englishas a language [i.e. as a subject] until he has
made some progress in the primary stages of ingiruand
has received a thorough grounding in his motheguen|t is
equally important that when the teaching of Engltsds
begun, it should not be prematurely employed asrtbdium
of instruction in other subjects. Much of the piegt too
prevalent in Indian schools, of committing to meynor
ill-understood phrases and extracts from text-bawksotes,
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may be traced to the scholars’ having receivedrungon
through the medium of English before their knowkedd the
language was sufficient for them to understand whay
were taught. The line of division between the u$ehe
vernacular and of English as a medium of instrucsbould,
broadly speaking, be drawn at a minimum age of NG.
scholar in a secondary school should, even themllbeed
to abandon the study of his vernacular, which shoel kept
up until the end of the school course. (as citedNumullah
and Naik 1951 by Evans 2002: 277-278.)

A UNESCO Expert group stated the same opinion in
1953, and the UNESCO bookThe use of vernacular
languages in education (1953)" consequently recommends
that the mother tongue should axiomatically be Hest
medium of education at least during the first 6rgedwo
expert papers for the United Nations Permanent rkoon
Indigenous Issues (Magga et al. 2005; Dunbar and
Skutnabb-Kangas 2008; followed by a book, Skutnabb-
Kangas and Dunbar 2010) analyze official-languagéeiom
education for Indigenous/Tribal, Minority and Minttsed/
Marginalized (ITM) children as genocide, accordioegtwo
of the five definitions of genocide in the Unitecathdns’
1948 Convention on the Prevention and Punishment of the
Crime of Genocide? (the “Genocide Convention), and also as
a crime against humanity. Lava Deo Awasthi’s daitor
dissertation (2004) describes the disastrous ®tuator
indigenous/tribal, minority and minoritized (ITMhitdren in

2 E793, 1948; 78 U.N.T.S. 277, entered into falae. 12, 1951; for the full
text, see http://wwwl1.umn.edu/humanrts/instree/ptgphtm. Paragraph (b)
of Article Il defines genocide as “causing seritnaglily or mental harm to
members of the group”, and li(e) as “forcibly triersng children of the
group to another group”. It has been updated incla2019 by Tove
Skutnabb-Kangas, and xxx. Warmest thanks to xxxamd
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education in Nepal using history, statistics, mealialysis,
and, above all, interviews and classroom obsematio

Large-scale overviews and studies (e.g. May and Hil
2003; Ramirez et al. 1991; Thomas and Collier 260w
the importance of mother tongue medium teaching, tae
disastrous results when it is not done. The lemdtmother
tongue medium education was in both Ramirez' aruhibs
and Collier's studies more important than any otaetor in
predicting the educational success of bilinguadstus. It
was also much more important than socio-econonatust
something extremely vital in relation to dominatedpressed
ITM students. The worst results were with studeémtegular
submersion programmes where the students' mothgués
(L1s) were either not supported at all or wherey thiely had
some mother-tongue-as-a-subject instruction. Thes ai
subtractive learning situation where the learninfj a
dominant language subtracts from the child’s lisgai
repertoire, i.e. the dominant language is learndteacost of
learning the mother tongue, instead of learning @&ddition
to the mother tongue, as in MLE. Dominant-languagh-
submersion programmes “are widely attested as ¢hst |
effective educationally for minority language statg (May
and Hill 2003: 14, study commissioned by thedvl Section
of the Aotearoa/New Zealand Ministry of Education).
http://www.minedu.govt.nz/

In Thomas and Collier's longitudinal study with sem
210, 000 students (2002), they found that “the ngjest
predictor of L2 student achievement is the amodifbional
L1 schooling. The more L1 grade-level schooling, lthgher
L2 achievement.” In terms of both general school
achievement and the learning of the dominant lagguiénose
students were best who had the longest number af yaf
learning content in their mother tongue, taughtbdyhgual
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teachers and with a good curriculum. This is whatiEMan
do.

3. MLE yes — but how? A few examples
3.1 Multilingual education in India (Orissa, Andra
Pradesh, Assam)

Just as in Nepal, it is legally possible in Indo® tto
organize education in the mother tongues of stisdeint
December 2003, Parliament of India passed the 100th
constitutional Amendment Bill to include four addital
languages (Bodo, Dogri, Maithili and Santhali) e tVIlith
schedule of official languages. With this amendmewb
tribal languages- Bodo and Santhali - were recaghias
official languages. There are many mother tongueiune
and MLE schools in regional official languages, bety few
in “tribal” languages. In 2001, the Orissa Governimgarted
the planning process for mother tongue based eductdr
tribal children. A model textbook in SAORA was paeed
for classroom instruction at the primary level cteer training
modules and manuals were developed and teachers wer
trained. In 2007, the government launched a MT-base
multilingual education program for 10 tribal langea in 200
schools. Another 16 languages will be added in 200&ny
of the materials are based on local folklore ctdldcin the
areas concerned and on essays by childe&slicétion for
Tribal children in Orissa 2007; Mohanty, Mishra, Reddy and
Ramesh 2009). The project has been planned togefkier
and is followed closely by researchers (Mohanty Badda
2007). Details and progress can be followed omwgbsite,
www.opepa.in. A similar project was started in Aamdr
Pradesh already earlier (the oldest children wvéllib grade 6
in 2008-2009) but the materials and teacher trgiame much
more streamlined. In Assam, the Bodo languageas as a
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medium of teaching for 12 years, Assamese is taagha
second language from the third/fifth year onwatdisadi and
English are introduced between the fourth to syehrs of
school. Some Bodo schools have parallel sectionsath
grade for Bodo & Assamese medium classrooms. Fayte
(2019) situation, see Mohanty (2018).

3.2 Swedish and Saami medium schools in Finland @n

Saami in Norway

According to the Finnish Constitution, the citizeois
Finland have the right to use their own mother tmng
Finnish or Swedish, in courts and with administeti
authorities.  Municipalities with  both  Finnish- and
Swedish-speaking students must form a district sicnool
education (the first 9 years) in each languageld@m get all
their education in their respective mother tongaes] study
each other’s languages as second languages, atidhEag)a
foreign language. All second and foreign languaggechers
know both the language they are teaching and thédreh’s
mother tongue extremely well. In addition, the tehous
Saami children have the right to mother tongue omedi
education in the Saami administrative areas (ARumskari
2005, 2009). There are three Saami languages larfeirand
two of them have fewer than 500 speakers. In Noyf\Bagmi
children have the right to education in Saami ia Whole
country, not just in the north in the Saami adntraisve
areas. For a fantastic revitalization of one of #meallest
Saami languages in Finland, Aanaar (Inari) Saareg s
Olthuis, Kivela & and Skutnabb-Kangas (2013).

3.3 Bilingual education in Peru
Peru, with an estimated 42 indigenous languages, in
addition to Spanish and other more recent immigrant
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languages offers bilingual/bicultural education mme of
the Indigenous students only, even if the lawsesthts a
right. Thus the situation is similar to Nepal. Sowery
promising teacher training is in place where maithe false
conceptions and misunderstandings about motheru&ong
medium education are discussed in depth. Questias
asked about how education could be done in “Inaigeh
ways, partially with the help of postcolonial thes; and
how to move from transitional models (where chitdsgart
using Spanish as the main medium as soon as tiveysoane
oral competence in it) to maintenance models (whevther
tongue medium continues during the whole primary
education and beyond). The teacher training wantsdve
beyond technical and methodological issues, tectfig on
the ideological and economic historically developemiver
relations behind the choice of educational andratdreguage
policies (Perez Jakobsen 2009). See also Meyer and
Maldonado Alvarado 2010 for inspiration.

3.4 Some conclusions

The process of MLE has many success stories irhSout
Asia as well as in many other parts of the world.(éBenson
2009; Benson and Kosonen 2010, 2012; Cummins 2009;
Heugh 2009 Garcia, Skutnabb-Kangas and Torres-Quzma
eds. 2006; McCarty 2009; Mohanty 2000, 2006, 2018;
Mohanty, Panda, Phillipson and Skutnabb-Kangas,26(9;
Person 2018; Skutnabb-Kangas 2000, 2009; Skutnaipigrds
and Dunbar 2010; Tollefson and Tsui, eds. 2003; &sd
Tollefson, eds. 2007, for examples; there are diker
thousands more; see the Skutnabb-Kangas bibliogri#8
pages). For more, search in the Skutnabb-KangaBiBig

Success of the programs for multilingual education
depends, in addition to all those factors thatdmeisive for
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educational success in general, on the foundatomvinich
they are built, the sincerity with which they angplemented,
and timely appropriate changes made based on extesisd
in-depth research of the programs. It is essental
understand the principles on which successful Me#s. It
is NOT necessary, for example, to use the mothegue as a
main medium of education for DOMINANT-language
speaking children, while it is absolutely necesdarylTM
children. The language to be used as the main iteach
language for at least the first 6-8 years shoulthbdanguage
that the students have least possibilities of legroutside
school up to a high formal level. This is for ITMudents
always their mother tongue. Even if they may spiat
home, they will not learn it up to a high formavéé without
using it as teaching language in school. For
majority-language speakers, e.g. native Nepali kggysain
Nepal, the language that needs this support byosdeoa
minority language. Thus, for instance, a two-way or
dual-language model (see below) could be a way akimg
both ITM and Nepali-speaking children high-level
multilingual in situations where the community isxed.
Teachers have to be bilingual for all groups whe &
become multilingual. A teacher who is monolingualthe
dominant language is per definition an incompeteather
for students who are to become bilingual or mulgtial,
because s/he is not a good model and because aihetc
help the children to analyze both languages anttatusfer
knowledge that is common to both. The following reisdare
quite successful because they follow many of theanma
principles of MLE:
1 Language (mother tongue) maintenance or language
shelter programme
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Only ITM students with the same mother tongue in a
class. The mother tongue is the teaching language.
Teachers are bilingual

Students are instructed effectively in the majority
language as a second/foreign language.

Examples: Swedish speakers in Finland, Afrikaans
speakers in South Africa; Russian speakers in kgton
Latvia and Lithuania; Quechua speakers in Perumbaa
speakers in Finland and Norway.

| mmersion programmes

Type A. Linguistic majority students choose voluiya

to be taught through the medium of any one minority
language, or

Type B. ITM children who no longer speak the (ghand
parents’ languages choose voluntarily to be taught
through the medium of it.

The teachers are bilingual.

Examples. English speakers in Canada and the USA
(programmes in minority languages such as Arabic,
Cantonese, Cree, French, Hebrew, Japanese, Mandarin
Russian, Spanish, some type A, some type B); Hinnis
speakers in Finland (type A); Russian speakers in
Estonia, Latvia and Lithuania (type A); Spanisip&yA)

and Catalan and Basque (type B) speakers in Spain;
Hawai'ian in the USA (type B); Maori speakers innNe
Zealand (type B).

Two-way or dual-language programmes

Students from both the linguistic majority and frame
minority group are taught mainly through the medioim

the ITM group’s mother tongue, thus combining ie th
same classroom a language maintenance programme for
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the ITM group and an immersion programme for the
dominant-language speaking group. Both are taudmgt t
mother tongues as subjects in separate groupshathd
are also often taught each other’'s languages amdec
languages in separate groups.

The teachers are bilingual.

Examples: many schools in the USA.

4 European Union (special) Schools

Plural multilingual model schools controlled by the
education authorities of the member states of the
European Union (EU); all official languages of th&

can in principle have their own subsections witkirth
own language as the main teaching language at the
beginning. The goal is to enable all students tanbe
only bilingual but multilingual. Leads to the Eusgm
Baccalaureate.

Several languages are used as medium of instruction
through a carefully planned progression.

Each subsection’s language is used as the mainumedi
of instructions for all cognitively demanding
de-contextualized subjects until grade 7; aftes,tthere

iIs more teaching through the medium of the students
first foreign language which they have studied as a
subject from grade 1 and used in easy linguisticatid
cognitively non-demanding subjects (like physical
education) from grade 3; the second foreign languag
starts as a subject in grade 7 and students caly stu
non-obligatory subjects through that or any other
language offered; there is again more teachinghe t
mother tongue in the last 3 grades, especially in
demanding subjects such as philosophy.
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* All teachers and other staff must be bilingual at a
minimum.
Examples: some 14 schools in various EU countries.

These are just some examples of successful edoahtio
MLE models that might be relevant for Nepal.

4  MLE-related international law and human
rights obligations
4.1 Central international instruments
Many international and regional human rights
documents (instruments) regulate the right to eilucan
relation to language. Most demand “only” that nopebould
be discriminated against on the basis of languAfjiehese
and many more can be found on the website of thieeOdf
the United Nations High Commissioner of Human Rsght
(http://www.ohchr.org/EN/Pages/WelcomePage.aspx)he T
relevant international (United Nations) instrumenthich
mention the right to education and language ant Negpal
has signed and ratified are as follows:
* International Covenant on Economic Social and Caltu
Rights, 1966;
* International Covenant on Civil and Political Right
1966;
* Optional Protocol to the International CovenantGmil
and Political Rights, 1966;
» Convention on Rights of the Child, 1989.

In addition, the following instruments are relevéoit
the right to education:
* Optional Protocol to the Convention on the Rigttthe
Child on the Involvement of Children in Armed Cacaiffl
2000;
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* Optional Protocol to the Convention on the Rigtftthe
Child on the Sale of Children, Child Prostitutionda
Child Pornography 2000

4.2 International policies

The Universal Declaration of Human Rights 1948 and
the UNESCO Convention against Discrimination in
Education 1960, as normative policy statementse Haeen
guiding the educational leaders and experts of e
member states including Nepal towards framing pedido
ensure free and compulsory education to every iddal. So
have the 199Womtien World Conference on Education for
All (EFA) and theDakar Framework of Action 2000 for the
same purpose. Of late, it has been almost glolzaibepted
that multilingual education is a prerequisite fétA=

The International Covenant on Economic, Social and
Cultural Rights 1966 (Article 13 and 14), the Imi@ional
Covenant on Civil and Political Rights 1966 (Ar&éc8), and
the Convention on the Rights of the Child (Arti@®), each
of them in a comprehensive manner, make the 'right
education' an obligatory responsibility of the membtates.
The Millennium Development Goals 2000 proclaimedthy
UN have taken the issue of universal primary edooat
further and pledged to make it a reality by 2015e TUN
Declaration of Indigenous Peoples 2007, (UNDRIP) in
respect of their various human rights includingrthights to
education in their mother tongue and to form andraje
minority educational institutions, have establish@dnew
platform of action for (as elsewhere) the indigenpeoples
of Nepal. Skutnabb-Kangas and Dunbar 2010 is aileléta
presentation of all these universal human righssruments
from the point of view of languages in educatiomvarmly
recommended (downloaded it from TSK’s home page).
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The EFA core document and the EFA National Plan of
Action along with the Tenth Plan and the Interim
Development Plan Documents of Nepal Governmentgchvhi
have generally endeavored to carry out the spirthe EFA
movement, recognized multilingual education po§ciey
incorporating mother tongue education in their @e8 and
programmes.

In addition to the instruments and policies merghn
there are countless recommendations and declasatein,
which condemn subtractive education of ITM students
through the medium of the dominant state languagg a
recommend MLE and bilingual teachers (eldne Hague
Recommendations Regarding the Education Rights of
National Minorities from OSCE's High Commissioner on
National Minorities

http://www.osce.org/documents/html/pdftohtml|/2700_e
n.pdf.html).

5 Current legal framework for policy and practice in
Nepal
5.1 The legal framework
Constitution of Nepal (2015) incorporates the following

provisions regarding Multilingualism and Multilingu
Education (MLE):
6. Languages of the nation: All languages spokerhe

mother tongues in Nepal are the languages of thema
7. Official language:

(1) The Nepali language in th@evnagari script shall be
the official language of Nepal.

(2) A State may, by a State law, determine one arem
than one languages of the nation spoken by a
majority of people within the State as its official
language(s), in addition to the Nepali language.
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(3) Other matters relating to language shall bdezrsded
by the Government of Nepal, on recommendation of
the Language Commission.

5.2 National policies and practices

It was with the promulgation of the 1990 constiuatof
Nepal that the legal regime of Nepal recognizedrtother
tongue education as an educational right. Somialisteps in
the form of designing a curricular framework anditiwg
sample textbooks have been taken by the governniéet.
progress in its effective implementation, howeveget to be
made. The Interim Constitution of Nepal 2007 has come
forward with a better policy package. The highlglaf the
constitutional provisions as policy guidelines asgfollows:

Each community shall have the right to get basic
education in their mother tongue as provided fothia law
(17.1).

Every citizen shall have the right to free edugafrom
the state up to secondary level as provided fothan law
(17.2).

Each community residing in Nepal shall have thétrig
to preserve and promote its language, script, @jltcultural
civility and heritage (17.2).

All the languages spoken as the mother tongue paNe
are the national languages of Nepal (5.1). The Nepa
language in Devnagari script shall be the offid@iguage
(5.2).

Notwithstanding anything contained in clause (5i),
shall not be deemed to have hindered the use omtitber
tongue in local bodies and offices. The state sbetl the
languages so used translated into an official vngyki
language and maintain record thereof (5.3).
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The State shall have the responsibility .@33o carry
out an inclusive, democratic and progressive resiring of
the State by eliminating its existing form of catited and
unitary structure in order to address the probleatsted to
women, Dalits, Indigenous Tribes, Madheshis, oaeésand
minority community and other disadvantaged groumg,
eliminating class, caste, language, sex, cultwekgion and
regional discrimination.

The state shall, while maintaining the culturaledsity
of the country, pursue a policy of strengthening tiational
unity by promoting healthy and cordial social relas, based
on equality and coexistence, amongst the varioligiaes,
cultures, castes, groups, communities, origins larglistic
groups, and by helping in the equal promotion oéirth
languages, literatures, scripts, arts and cult{8&s3).

An inclusive, democratic and progressive restrustur
of the state shall be made to bring about an endhef
discrimination based on class, caste, language, csdture,
religion and region by eliminating the centralizet unitary
form of the state (138.1).

Section 7 of the Seventh Amendment of the Education
Act of Nepal, which executes the constitutional ippol
provisions, has opened the avenue for MLE in thieong
words:

Nepali Language shall be the medium of instruction
the schools. Provided that mother tongue can bd asea
medium of instruction at the primary level (7.1).

Notwithstanding anything contained in the above
provision, while teaching language as a subjeet,ntfedium
of instruction can be the same language (7.2).

There is, thus, no dearth of policy pronouncements.
What is required is political will to carry out e policies to
fruition. At a time when the speakers of the 92sphational
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languages are demanding their right to educatich tieir
respective languages as medium of instruction arslibject,
it is high time that Nepal government effectivegspond to
the call of its indigenous peoples and all non-Niegzeaking
population.

5.3 Some promising aspects for MLE in national
documents

Language is more than just communication. It opgns
our understanding of how we think.

The Constitution of Nepal 1990:

Primary Education can be provided in the mother
tongue.

The Interim Constitution of Nepal 2007:

All the Mother Tongues spoken in Nepal are the
national languages of Nepal. Nepali language isoffieial
language. Equal right is provided to every citizerchoose
primary education in their own mother tongue.

Constitution of Nepal (2015):

Three year Interim Plan:

Tri-languages policy is allowed: Nepali languagetles
official language, Mother tongue, and English as an
international language. Basic education can beigeovin
the mother tongue.

Seventh Amendment of the Education Act of Nepal:

Nepali language is the medium of instruction in the
schools. The mother tongue can be used as a meafium
instruction in the primary level. While teachingn¢piage as a
subject, the medium of instruction can be the skamguage.

Primary level curriculum:

Nepali language is the medium of instructidmcal
languages can be used as the teaching languagéscalA
language is provided as the optional subject with1©0 and
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weight 4.Curriculum for the local language can be developed
locally. Textbooks for 15 different mother tongues are
translated and implemented.

Secondary level curriculum:

Nepali language is the medium of instruction. An
opportunity to learn own mother tongue with FM 180
provided as an optional subject.

6 Present policies, practices and efforts relatetb MLE
in Nepal

The Interim Constitution of Nepal, 2007 defined Nepal
as a multiethnic, multilingual, multicultural and uth-
religious state. It ensured the right of every camity for
preserving and promoting their language and edutte
children in their mother tongu@he Local Self-Government
Act, 1998 made the local VDCs (Village Development
Committees) and municipalities responsible for sufipg the
schools and communities to manage primary educatitime
mother tongueThe Education Act, 1971 (2nd Edition) formed
the legal base for delivering primary educatiorthe mother
tongue.

The report of Language Policy Recommendation
Commission (LPRC) 1994 recommended that the mother
tongue should be included in the education systentha
medium of instruction as well as the subject. Tareglages
should initially be prioritized on the basis of twoteria: the
population demographics and the existence of aingrit
system. The writing system and script should als b
developed and included in the education system.

The primary curriculum (grades 1-5) includes local
language as one of the optional subjects with niéxk (the
total mark is 600 for grades 1-3 and 700 for gratiaad 5).
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The Curriculum Development Centre (CDC) has, on a
priority basis, as of 2007, developed curriculurd sextbooks
for grades 1-5 in 12 different mother tongues asoopl
subjects : Maithili, Bhojpuri, Awadhi, Newari, Linab
Tamang, Tharu, Magar, Rai- Bantawa, Gurung, Sharmh
Rai-Chamling (completed). The textbooks for gradles in
Sunuwar & Rajbanshi and for grade 1 in Rai-Yakkha a
being written. Moreover, CDC has also developedi@lines
for the development of reading materials in motbagues as
optional subjects. Children’s reference materialsdrade 1
(biographies, culture and stories) have also beepaped in
7 different languages (Maithili, Bhorpuri, Awadhi\ewar,
Limbu, Tamang and Tharu) and for grade 2 in 3 daffie
languages: Magar, Gurung and Doteli. CDC has taded|
the textbooks (Social Studies, Science, Math etcpfade 1
into 7 languages (Maithili, Bhorpuri, Awadhi, Limptiharu,
Magar and Gurung) and for grade 2 into 3 languages
(Maithili, Limbu and Tharu), but these have not mee
published yet (June 2008).

The Non-formal Education Centre (NFEC) has
developed Basic Literacy Primers in six mother togy
(Tharu, Maithili, Bhojpuri and Tamang, Doteli andvadhi.
During 2008, a literacy primer in the Khas (Juntbpgue
will be prepared for the adults in Karnali regi@noks in six
mother tongues (Tharu, Bhojpuri, Maithili, Tamabgteland
Awadhi) are being prepared. In 2008, a book in Kimas
language will be prepared for the adults in Karnadjion. In
2008, a pilot test of the Awadhi language materigs
Kapilvastu and Bara and in Tamang language in Rhhege
districts will be implemented. - Guidelines for ¢hang
materials in mother tongues are being preparedntinger
of languages in which textbooks, self-learning malg and
other educational materials are developed dependshe
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annual program and budget resources allocatedafidr escal
year. The numbers increase year by year. Also sutimer
agencies and institutions working in the field olfiliic issues
develop the materials in various mother tongueso®gnthe
documents supporting this developmenthe Guidelines for
the Devel opment of Educational Materials (2004).

News and programs in various mother tongues are
broadcasted through Radio Nepal, FM and TV channels
Radio Nepal broadcasts news in different languages:
Sanskrit, Newar and Maithili through central tramssion
and Tamang, Bhojpuri, Rai-Bantawa, Tharu, Limburuag,
Mager, Pashchhima Tharu, Rana Tharu, Awadhi, Doteli
Magar Kham, Urdu and Sherpa through reginal trassiwmn.
Different TV programs broadcast several mother teng
programs. NTV 2, for example has Newar, Bhojpurnigi)
Limbu and Maithili programs and Nepall has Madheshs.
Image Channel has Newar news and other Newar progra
The Government owned daily newspap@&orkhapatra
publishes news and reading materials in 19 difteren
languages (Newar, Magar, Rai, Limbu, Tamang, Bhajpu
Awadhi, Tharu, Sunuwar, Gurung, Sherpa, Baram, Urab
Dhimal, Majhi, Thami, Maithili, Urdu and Jirel). g /
weekly papers are published locally in various raoth
tongues. According to the Department of Informatitime
total number of registered newspapers and jourRaés
4871/2008 February. Among them, 265 newspapers are
published in various mother tongues (28 in Newa§;in
Maithili; 14 in Hindi; 5 in Tharu; 3 in Bhojpuri; th Sanskrit;

2 in Urdu; 2 in Limbu; 2 in Doteli; 2 in Tamangjri Tibetan;
1 in Rai, and 202 in other languages).

The Department of Education, DOE, together with the
Finnish Government, is implementing a Multilingual
Education (pilot) project in six districts in sevgmimary

30= Multilingual education and Nepal

schools with non-Nepali speaking students. The uaggs

involved are Tamang in Rasuwa, Barahmagarant Mageri

Palpa, Athapahare Rai in Dhankuta, Tharu in Kangbgn

Uraw+Maithili in Sunsari and Santhali in Jhapa. Thether

tongue of the indigenous students will be the nmediof

classroom teaching. The implementation plan forgiegect

covers development of locally based MLE & MTE mitst,

MLE capacity building, cascading, raising the awass of

linguistic and cultural diversity. The project iaded on an

action research approach (see Yonjan-Tamang, Hd&ugh

Nurmela, forthcoming; Hough, Yonjan-Tamang & Thapa

Magar, forthcoming).

The following lists efforts and projects that thénkdtry

of Education and Sports (MOES) is involved in a¢gant

(2008):

= Policies concerning use of mother- tongues as mediu
instructions in primary level (i.e. grade 1 to Hidanon-
formal education.

= Development curricula, textbooks and other TGs, and
supplementary materials in 15 languages in formal
education

= Development of curricula, textbooks and TGs, in 6
languages in non- formal education. (Tharu, Bhajpur
Maithili, Tamang, Doteli and Awadi) (Khas-
implemented in 2009)

= Development of mother- tongue curricula and texkisoo
(and other materials) by communities as local culaim
by primary schools.

= Pilot project by DoE in six districts on 6 language
(Tamang in Rasuwa, Magar in Palpa, Aathpahariya Rai
in Dhankuta, Tharu in Kanchanpur, Urau and Maitinili
Sunsari and Santhal in Jhapa.

= Advocacy and capacity building on MLE by DoE.
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= News and adocacy on SLC (School Leaving Certifjcate
materials of DEOL in Radio and Television

= News and awareness programs in newspapers especiall
Gorkhapatra

= Partnership on ML with NGOs/INGOs like Summer
School of linguistics, UNICEF etc

*= Incentives given to non-native teachers teachiagMWi
in government schools

N

Possible future directions for MLE in Nepal (lorg-term
and short-term)
7.1 A Long- term goal

Access to good basic education for all citizenBlepal
(the EFA goal), with curricula, materials and meththat are
based on and respect local cultures and linguigration.
For all Indigenous/tribal children and children hvitnother
tongues other than Nepali, access to good basica&dn
mainly through the medium of the mother tonguedbleast
the first 8 years, and with good teaching of Nepdi a
second language, given by well-trained bilinguacteers,
and likewise with curricula, materials and methdloist are
based on and respect local cultures and linguisti@tion.

7.2 Issues and challenges

There are many issues that have to be resolvethéor
long-term goal to be realized. Many of them areiessabout
financial resources. This includes teacher trainmgterials
development, school buildings and maintenance, etc.
Specifically in relation to MLE, we want to remird Nobel
laureate Amartya Sen’s theories about material and
non-material poverty where the non-material povartgnost
cases is a causal factor in material poverty. Natenmal
poverty can be addressed through formal and nanébr
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education; this can develop in children and aduke

capabilities that give them choices in life. MLEncdevelop

Indigenous/tribal children’s capabilities fully wieas

subtractive education through the medium of Ne(uali for

that matter, English) curtails and prevents thestigpment of
these capabilities and is, both in short-term amydterm,

economically and otherwise extremely wasteful fdwe t

individuals, communities and the whole country.

There are also many misconceptions that prevend goo
education. One example is that some sections dirtheistic
communities prefer Nepali, English and other depetband
foreign languages to their mother tongue. Theykthimat
learning their native languages is the waste oktifihey
need Nepali and English to compete in this moderd a
globalized world, and believe, erroneously, thaarhéng
through the medium of the mother tongue might pmevee
children from learning the other important languageell
(when in fact children could learn these langualjeter
through MLE). Some of the misconceptions can belvesl
through more information and discussion.

There are also genuine more detailed issues idahtif
below which require research and development worthe
kind that the soon-to-be-appointed (socio) lingaisturvey
can help solving.

e Dialects of some native languages are difficultb®
understood by the speakers of the same language.

e There are the constraints of expertise and ressume
developing the materials in all the languages spake
the country.

e Many of the languages do not have their script and
written form.
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Some of the short-term goals below are geared tisvar

developing the background knowledge base and rakdn
help reach the long-term goal.

7.3 Short-term goals

1.

Background data, general and specific

a. Conduction of a linguistic survey of all the langea of

the country. This has been decided on already hed t
work will commence in 2008 under the leadership of
professor Yogendra Yadava, professor of Linguistts
Tribhuvan University.

3

“The objectives of the Linguistic Survey of Népee:

1. Create a sociolinguistic description of all thegaages of Nepal in order
that the nation can more justly develop and implemmlicies and
programs to benefit all of its citizens. Such acdigsion must include
information relating to the geographical locatiof languages, a
demographic description of speakers of the langagautual
intelligibility of dialects, efforts to develop stdardized forms,
languages functioning as link languages, attitudesnother tongue
speakers to their own language and others comnuselgt, orate/literate
development within languages, their vitality andbility, and their
readiness for use in education and governance.

2. Establish a complete database of the languagesmdlINincluding their
linguistic descriptions so that the nation, itgpexgtive governments and
communities can operate and advance with a fullkedge of the
languages that exist within Nepal. This collectiill help to preserve
the rich cultural and linguistic heritage of theiaa, as specified by the
constitution, through the collection of relevanttemal. The collection
must include the recording of both oral and writtemts of all the
languages including dying languages, non-verbalguages (sign
languages), and additional data for detailed plagichl and
grammatical summaries of these languages as weltheis basic
dictionaries through elicitation.

3. Develop an exhaustive description of the use ofhetongues in
education in order to understand what languagelderent (including
the development of orthography) and mother tongueriaula
development is needed for educational purposes”.
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b.
C.

N

Conduction of a demographical survey of Nepal.

Survey of existing (and future) teachers, their
distribution, age profiles, educational qualificais, and
their linguistic competence.

Survey of schools in relation to students’ lingigist
background (today’'s students and future students;
including a comparison with the linguistic and
demographic surveys). A comparison of how accurate
the match is between teachers’ and students’ l&tigui
background at the moment, i.e. are teachers comipiate
the local languages that their students speak?

Sate language policy

After a massive research-based information campaign
about language policy issues and MLE, involving all
communities in a discussion of their needs and &gsh
vis-a-vis  languages (Indigenous/tribal languages,
minority language, Nepali, English, other foreign
languages). The discussions should also includeesss
such as the use local languages as official larguag
parallel to Nepali language, to encourage MLE ih al
federal states in future, how to get from usingwhgous
mother tongues in primary education to using them i
secondary and tertiary education.

After comprehensive consultation with all sectofshe
Nepalese society, developing a comprehensive lgggua
policy for Nepal, with an educational language pplas

an important part of it. This should take advantafall

the positive aspects which are already in the imter
Constitution and in the Education Act with its
amendments and have its own budget line.

This is a part of the Linguistic Survey of Nepabposal based on
National Planning Commission’'s TOR. Many thanks Yogendra
Yadava for the copy, and for his other commentth@concept paper.
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Setting up structures to monitor the implementatdn
the policy, including complaint procedures.

Teachers

Provision of appropriate training to teachers for
classroom instruction using the various mother t&sg
Provision of appropriate training to teachers irpaleas a
second language for those whose mother tongue tis no
Nepali.

Recruitment and deployment of teachers in accomlmc
the needs of education in the various mother tosigue
Priority should be given to Indigenous and minority
language teachers in future recruitment, deployraendt
training. Linguistic competence in languages otian
Nepali should be financially rewarded.

In-service training of teachers with various module
such as research on MLE; best practices in MLE and
their compatibility with the Nepalese context;
metalinguistic awareness: contrasting and compdhag
languages, transfer of skills from one language to
another, all teachers as language teachers; hemptoy
local communities as knowledge bearers and teadchers
school (with appropriate honoraria); how to advedar
MLE and discuss misunderstandings that parents/
colleagues/administrators etc might have; strasefpe
monitoring progress in language learning and use.
Curricula and materials

Development of locally based curricula, textbooks,
teachers' guides and other supporting materiadd| ithe
languages of Nepal. These should be done for both
formal and non-formal education. The curriculumwdto
also give incentives to madrasas, gumbas, guruuds
other such institutions to promote MLE and bilingua
education.
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b.

o

The curriculum should include a new subject “Nejaali

a second language” for those students whose mother
tongue is not Nepali.

Curricula should also be developed as a matter of
urgency for those highly endangered languages where
the intergenerational transfer has already ceases o
about to cease, i.e. where the parents no longaksihe
language to their children. These models can bedal
Indigenous revitalization immersion models.

Curricula  should likewise be developed for
Nepali-speaking children who want to learn an
Indigenous or minority language. In schools withimha
Nepali speakers, immersion programmes could be. used
In mixed schools, with many mother tongues, two-way
programmes could be used, but there are other model
too.

Curricula in English should also be developed for
Indigenous/tribal and minority children who haveith
education mainly in their mother tongue and leaepali

as a second language, so that their bilingualism bz
beneficially exploited when they learn English asitt
third language.

Evaluation and research

Supervision, monitoring and evaluation of the
programs/activities on a regular basis, including
appropriate adjustments of the programs/activities
accordance to new research findings in Nepal and
internationally, and with a mandate from citizengl a
their organizations.

Plans should be developed and incentives given to
conduct research on MLE. This should include MLE in
all kinds of schools, both schools with a more essl
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linguistically homogenous student population and
schools with several mother tongues, including Nepa
Partnerships with other institutions working with
language policy, MLE and linguistic human rights
should be promoted, both nationally and internatiiyn
Universities should have MLE-related subjects where
students can major. A MLE chair should be estabtish

In language description, in addition to support fo
writing grammars, dictionaries, etc, so that lamgps
which are/will be used in schools as teaching laggs
(or, as a start, to be taught as subjects), tHevald be
an emphasis on the most marginalized languagesebefo
they are extinct.



Policy and Strategy for MLE in
Nepal

TOVE SKUTNABB-KANGAS
AND
AJIT MOHANTY

1. Introduction: placing language in education issas in
Nepal in a broader societal, economic and political
framework

Issues on language in education are part of a broad
societal framework. First we present our framewarkd
attempt to place Nepal in it. Peace researchemJGiadiung

(1988) discusses various basic material (somatidilyy

physical) and non-material (mental) needs, wheraesare

direct (intended) and some structural (built inte way a

system functions) (see Table 1). He also lists iain

impediments/barriers that make their satisfactigficdlt or
impossible. During the last year or two Nepal hasden
decisive moves fronRepressioriowards thé-reedomwhich
iIs implied in a democracy. If the Constituent Asbgm
succeeds in writing a positive new Constitution,siba

Freedomand hopefully als&ecuritymight be guaranteed. As

long as there is as much physitablenceas today (March

2009), schools cannot function optimally. Many sukocare

not even open, due to serious interruptions andynzae

delayed: “the courses had not been completed dutheo
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bandh” [demonstrations/strikes] and “district-level
examinations have to be postponed” because of {eamin
Rupandehi,The Himalayan Times March 13, 2009, p. 5,
“Bandh hits schools’ calenddr It will take a long time
beforeWell-beingspreads to most of the population (editorial
“Belly shrivels, The Himalayan Times March 13, 2009, p.
6). And before Indigenous/Tribal and (linguistic)irdrity
(hereafter ITM) parents and children (who form adunalf
of the population of Nepal) will have the same dtad of
living as the rest of the population, and be lessgimalized,
even more time will elapse.

Table 1. TYPES OF BASIC NEEDS vs Impediments to
their satisfaction

DIRECT STRUCTURAL

(intended) (built-in)
Material needs SECURITY WELL-BEING
(SOMATIC) VS VS

violence misery
Non-material needs | FREEDOM IDENTITY
(MENTAL) VS Vs

repression alienation

Source: based on Galtung 1988: 147.

All people of Nepal will hopefully experience less
materialMiseryin the years to come. Having at least some of
the basic needs of housing, food, health care,meét.is a
prerequisite for parents to be able to send childoeschool,
for children to be able to learn and for teacherbé able to
teach. This is equally true for any kind of form@nd
non-formal) education.

Language in education iIssues, especially
mother-tongue-based multilingual education (MLEglomgs
specifically in the fourth quadrant in Table 1. MaidlM
parents and children have experienced stsignation both
in society in general and, especially, in relattonschools,
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which have been using Nepali as the only or maaching
language. Theitdentity has not been accepted or respected.
Many of the “ethnic” conflicts today have to do kwithe
non-acceptance of people’s ethnic, cultural andulistic
Identites A new constitution, based on federalism,
acceptance of various ITNHentities and the linguistic and
cultural rights that should follow, can go a longyto solve
some of the conflicts. Mother-tongue-based mulfilial
education (MLE) is an important part of this sabuti

But language in education issues should also be
connected to still broader issues of choices thatoaintries
have to make when we face today’s global largeescal
socio-economic, techno-military and political stural
choices. These choices are particularly relevamt few
democracies such as Nepal. There are alternasp®mnees to
these choices. Figure 1 presents a simplified fabart of
consequences of these choices. Even if the chaoes
responses are here presented as straightforwanhagives,
they obviously represent endpoints on several oaati

Nepal needs to choose the direction it wants tiovol
In several senses, the choices so far seem t@mtrewhat
closer to the diversity end. It is important, thbugo
acknowledge that educational choices (e.g. stranweak
MLE models) are linked to all the other choicesthiére are
too many socioeconomic, nature-related or politeiabices
which point in a homogenising market-oriented dimg
prerequisites for good MLE also deteriorate, both
attitudinally and structurally. This is an importan
consideration in language policy and planning Siegrre 1;
source: Skutnabb-Kangas 2000: 656).
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Figure 1. Alternative responses to socio-economic,
techno-military and political structural choices
Alternative responses to changes

BACKGROUND REASONS

” Sacio-economic, techno-military and political structural changes |I
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a multiethnic multilingual multicultural biodivetgtwise rich
state such as Nepal, than an industrio-scientdragigm.

Table 2. Basic tenets of the bioregional and
industrio-scientific paradigms

RESULTS in

Environmental degradation

Linguistic and cultural
genocide

Growing gaps between haves
and have-nots

CREATES STRESS UPON

NATURE

P E (4] P

L E

Languages and cultures

Socio-economic conditions of
life

THESE RESPOND, ALTERNATIVELY,

EFFICIENCY:

OR

Economic efficiency first priority;larger and
more centralized economic and political units;

THROUGH MARKETS & MONOCULTURAL | THROUGH DIVERSITY:

Sustainability through diversity first priority:

flexible, resilient and democratic economic and
political units

Basic tenets of the bioregional and industrio-scientific paradigms

BIOREGIONAL PARADIGM INDUSTRIO-SCIENTIFIC
PARADIGM
Scale Region State
Community Nation/World
Economy Conservation Exploitation
Stahility Change/Progress
Self—SquT!c:ency Global Economy
Cooperation Competition
Pality Drecentral ization Centralization
Complementarity Hierarchy
Diversity Uniformity
Society Symbiosis Polarization
Ey‘o_lLl_tinn Growth/Violence
Division Monoculture

WHICH RESULTS, ALTERNATIVELY, in

Biodiversity disappears

Linguistic & cultural
maintenance, development

inguistic and cultural diversity

disappears; homogeni-sation
Biodiversity maintenance

olitical & economic democrac

Living conditions deteriorate
Living conditions sustainable

Our last Table (Table 2) in this broader framewisrk
related to somewhat similar choices, which connibet
earlier consideration and relate them to a cesatdin vs
decentralisation issues, relevant for the discussiabout
federalism. A bioregional paradigm is more condecto
decentralisation of power and decision-making, eiglig in

adopted from Sale {1996, 475)

2. Broader Language Policy and Planning Perspectige
and Issues

2.1. STEP 1 in Language Policy and Language Planrgn
Broad-based political debates about the goals of
language policy

Broad-based political debates about the goals of
language policy should ideally precede decisioninggkand

be informed about language policy and language nohan

theories (as, for instance the Nepgte Report of National

Languages Policy Recommendation Commissiori994,

eds. Yadava & Grove, English translation 2008, itgually

three kinds of language planning are listed:

1. Status planning actions that formalise or elevate the
status of languages; in Nepal, for instance degigihat
constitutional status the various ITM languages tare
have in which areas.

2. Acquisition planning: actions that promote the learning
of languages and the acquisition of literacy, irpaldor
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instance planning good mother-tongue-based
multilingual schools.

3. Corpus planning: actions to standardise languages,
write grammars, create new words, e.g in Nepal
extending the resources of ITM languages for teoitbo
and for teaching various subjects in ITM mothegioes.

To these, the architect of Australian language cyoli
Joseph Lo Bianco (2009), has added three more:

4. Usage planning actions that extend the domains and
usage of a language, e.g. in Nepal extending M fr
lower to higher elementary and to secondary edoicati

5. Prestige planning actions that elevate the prestige and
esteem of a language (connected with e.g.
English-medium schools in Nepal; often English rbay
taught more for its prestige than anything else).

6. Attitudinal planning : actions that modify the discourse
and attitudes towards language. It may be both a
consequence of implementing good Acquisition plagni
because positive results of MLE in Nepal will irdhce
people’s attitudes towards MLE and towards ITM
languages. Attitudinal planning is also needed for
state-wide advocacy campaigns for MLE.

Lo Bianco (2009) also differentiates betwetmee
dimensions of language policy, intended, implemente
and experienced In the intended policy we can ask for
Nepal what the government (or district or schotd)na that a
certain type of MLE policy intends to accomplishn @he
practical arena, themplementedoolicy tells what is in fact
done? Which MLE models are chosen? Do the prerggsiis
the measures and the funding correspond to the
intentions/aims? Theexperienced policy gives evidence
about how the children, the parents and the teacher
experience the policy in practice. Do they seept@nised
processes and the expected results? When evaluating
language policy, all three dimensions should b&uahexd.

It is also important to acknowledge thktnguage
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planning is always political planning Language is often
invested with emotional and ideological power, wathitural
values and historic associations, with group ardividual
identity. This can be very clearly seen in the Nepa
context, and we saw it on our field trip to Rasuwathe
various workshops and seminars, and in meetings wit
various organizations and individuals.

The link to politics is inevitable when the distrtion
of resources is one of the main outcomes of palaking
processes, involving a range of often incompattxeial,
economic, cultural and symbolic interestdanguage
planning is always aiming to advance SOME interests
retard OTHER rival interests. Therefore we haveask the
question whose interests It is vital to analyse and
acknowledgeavhose interests various models of MLE serve
and whose interests are NOT served or are servedsk
well. Centralised homogenising assimilatory modelsh wib
or very few years of mother tongue medium educaterd
with early English) may serve the interests of some
Nepali-speaking elites. Decentralised diverse and
diversifying integrative models, with minimally 6y&ars of
mainly mother tongue medium multilingual educat{btiE)
serve the interests of the whole population, ndly dhe
interests of Indigenous/tribal peoples and minesiti

2.2. STEP 2 in Educational Language Policy and
Language Planning: realistic language proficiency
goal/aim in relation to the baseline
When planning an educational intervention that

includes language, one needs to decide what atiedliture

language proficiency goal/aim is, in relation te thaseline,

I.e. the present language competence of learraarsliés and

communities, teachers, school directors, teaclandrs and

curriculum developers, and also educational adinai's at
various levels. Some of these factors have beemeraied

in Table 3.
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Table 3. Illustration of language competence for planning

Language A Language B Language C
Ll=a tribal orL2 = Nepali L3 = English
minori-ty language i
Nepal
List/Spk |Read/Wr [List/Spk |Read/Wr |List/Spk [Read/
\Wr
Learners High Low
Incoming
Families High Low
and
communitie
s
Teachers [High Moderate | High  ttModerate | Low Low
moderate
School High Moderate | High High  tdModerate | Low
directors moderate
Trainers (Varied [(Varied) |High High  to|Moderate | Moderate
and moderate
curriculum
developers
Aim High High High High High High

List/Spk= Listening/Speaking; Read/Wr =
Reading/Writing; L1, L2, L3= first, second and thir
language. Based on Benson (2009, Table 4.2.). haies
changed the languages from Nigeria to Nepal.

When planning what a realistic short- and even
middle-term linguistic competence goal in Nepal ldobe
for school children after the first 8 years of faineducation,
we need to think of Nepalese Indigenous/tribal/mitgo
mother tongue students who start school. What & th
language competence goal/aim? Which languages clioel
child learn, and how well? Of course one might wisét all
or at least most ITM children would reach the hgjhe
competence in all three languages, as indicat@dlnte 3.

In STEP 2, planners need to estimate the present
linguistic competence of the school-starting claitdd all the
other categories in the left column, and discuss twget to
the aim, given the starting point. What input igaed? How
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many years and what kind of teacher training, cuham and
materials development etc are needed for the ainislble 3
(HIGH in listening/speaking and reading/writing) toe

reached? If, for instance, teachers’ competencetisigh in

all three languages, we cannot expect that thedremis

competence will become higher than that of the hees;

before the teachers have had much more trainingtHeo
aims need to be modified, in the light of the prédmguistic

competence of teachers and all the other cate@offeso,

how? What would be more realistic goals? What kafid
input is needed for the more realistic goals? Bypmf Here
one needs to list the various agencies and trekstand their
present competence for doing what is needed.

The costs for doing the upgrading may initially reee
high, but as compared to today’'s wastage, they nuybe
impossible (see later under Section 2.5 which isniyan
economics). Everything is not possible at the same; thus
priorities have to be discussed.

High competence in the mother tongue is a nfnash
an identity and self-confidence point of view — mexd roots
to be able to have a future. The mother tongudsis the
basis forall learning, including the good learning other
languagesHigh final competence in Nepali is also a must
for further education, for the labour market andr fo
democratic political and other societal participati

In the short- and mid-term it might be necessary to
lower the expectations forompetence in Englisithough.
Most Nepalis will not participate much in the kinof
international cooperation where the highest possibl
competence in reading and especially writing Ehglis
necessary — for most, learning English has muchemor
practical goals. Languages are learned at a high terough
using them for these high-level functions. Thuskdsbasic
knowledge that can be expanded later might be aemor
realistic mid-term goal.

Carol Benson (2009) suggest likewise that the Bhgli
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goals should be lowered for Nigeria. Under present

circumstances where teachers, school directorsteamcher
trainers do not themselves have High competené&giish,
neither in Listening/Speaking nor in Reading/Wagtirthe
aim cannot be “High” competence in English for stoid,

before teachers etc have had MUCH more training sh

writes. Would this be true in Nepal too? What wouald
realistic aim be? For how long? And what has beggested
for Nepal in relation to English? We expand thecdssion
about English somewhat more in section 5.1.

2.3. STEP 3 in Educational Language Planning: ideal
goals and prerequisites compared with
characteristics of present schools
Once the goals have been clarified, the meansatchre

the goals need to be discussed and decided. Hererte has

to look at ideal models and conditions and striewards
them, at the same time as the ideal models (ane the
many) have to be adapted to the various contextsemlities
on the ground, in different parts of the countryffedent
districts and different schools. No models canrbesferred
directly. Still, we know from research worldwide athrsome
of the ideal conditions are for reaching the foaalg in the
education of ITM children. These goals are listedable 4
(from Skutnabb-Kangas 2000):
Table 4. Educational goals
A good educational programme for both ITMs and domnant group
children leads to the following goals from a languge(s), identity and
competence point of view:
1. high levels of multilingualism
2. a fair chance of achieving academically at schbo
3. strong, positive multilingual and multicultural identity and
positive attitudes towards self and others
4. a fair chance of awareness and competence buiidi as
prerequisites for working for a more equitable word, for

oneself and one's own group as well as others, Idlgaand
globally
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Knowledge of as many characteristics as possibla fo
successful programme in each locality/school, inaade is
vital for planning the implementation of an educadl
language policy, before looking at “ideal” charaistiécs and
prerequisites; these two will then have to be madcirable
5, inspired by Sushan Acharya’s and the MLE prégect
Expert & Research Team’s draft report (which we heckess
to at the end of February) presents a preliminagcklist for
mother-tongue-based MLE of characteristics in elaary
(1-6) or preschool classrooms.

Table 5. Characteristics of elementary (1-6) or preschool

classrooms

Al A2 Bl B2 C1l C2
Students all S. havg S. from twg S. from 3 o

the sam MT groups more  MT|

MT groups
Grades 1 grade peg 2  grade Multigrade

class per class classroom
Language of One Two 3 or morg
teaching language languages languages

only
Language of One Ig|One Ig ,[Two Igs|Two Igs|3 or morg 3 or|
learning; (S.|same a|different |[same alone lgs, same a/mo-re
answer in if{teaching lg |from teaching Igsdifferent  |teaching Igglgs,some
interact  with tea-ching from different
each other i lg teach-ing from
it) lg(s) teaching

lg(s)
Teacher's T knows al T  knows T  knowg
language S’'s MTs some S'Y Nepalese
competence MTs  but but no othe|
not all MTs
MTs taught|All MTs are Some MTY Only N is
as subjects |taught are taught taught a
subject

Nepali taught| N taught a N is taugh
as a L2ja secong as if it werg
second/ foreign Ig all S's MT
foreign subject
language
Teaching TMin all Igs, ™ in ™ in
materials for all some  Igg Nepali only

subjects for somg

(incl. N. as subjects

L2)
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Content Yes; Some All
culturally materials content & materials &
appropriate, |locally materials content
adjusted to  |created, not local & centrally
local context |translations some created
from N. translated
Use of IK Yes, much| Yes, Some ar¢{Some ar{Not useqNot used
holders and |and they ggmuch, butjused; thejused; nq¢because n
other locals |a salary no salary |get a salarysalary salary
as teachers
Parents well Well Informed, | Somewhat| Somewhat| Not (well)| Not
informed & |informed, |but mayinformed, |informed, [informed |informed
agree orlagree prefer probably |may notbutagree |, do not
MLE goals private agree agree agree
school?
School
principals
and district
level schoo
authorities, as|
above
Central
school
authorities, as|
above

S = Student; T = Teacher; MT = mother tongue; Ig =

language; L2 = second or foreign language; N = Nepil
= teaching materials; IK = Indigenous knowledge

When looking at the characteristics of various dest
that are important for MLE to succeed, A1 mightmsethe
ideal situation. But how many schools in the MLBjpct, or
in Nepal, have those characteristics? When desgribi
various schools, even in the MLE-project one can\sgious
combinations, e.g. Students: C1, Grades, Cl1, Layegud
teaching, Al, and so on. Here one can alreadyls#eifta
school has a combination of students with seveifédrent
mother tongues in a multi-grade classroom, teachingne
language only (as in Al) is NOT good! Sunsari ia MLE
project has this challenge, and the methods chasehe
point of writing pose a big challenge for both teas and
students. Planning then has to start by listingasttaristics
that one can NOT change immediately (e.g. what lohd
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students a school has), and then planning what ic@tidn
of the characteristics one might be able to chaondgeave a
better situation. If the school, for instance, baglents with
many mother tongues, one has to teach in severglidmes
for it to be mother-tongue-based. Would severaltigmalde
classrooms, based on language, be better thanghavia
mixed-mother-tongue grade per classroom, if it rsake
possible to have all Tharu-speakers (grades 1-bhéclass,
all Urau speakers in another, and all Nepali spmake a
third? Which characteristics would one try to chargst?
And next? Why? Several other important characiesist
might need to be added to Table 5 locally or inegah

2.4. STEP 4 in Educational Language Planning: whatas
characterized programmes with high versus low
success?

When planning many of the details, it is usefukbow
more about what has already been tried, with wésilts. No
models or programmes can be transferred to othetexts
without localising them, but general principles abavhat
characterises programmes with high success andagmnoges
with low success can be deduced from experiencesaimy
parts of the world. Tables 6 and 7 present som¢hede
generalizations of characteristics.

In Table 6, the central factor is the dominant medof
education, the mother tongue (L1) or another laggu®.2).
The next factor is either a low or a high degreeswécess
(LDS or HDS). These have been defined accordinghéo
goals in Table 4 above. Children who participate an
programme can come either from a linguistic
majority/dominant group, or a minority. It is cletnat it is
NOT necessarily so that teaching through the meddéi@n
L1 always leads to a low degree of success: dorigiaup
members can be taught through the medium of adorei

language, with a high degree of success (immersion

programmes). But when we combine these factorso(Ll12,
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high or low degree of success, majority or minogtpup), 2pupls cqually * * * *
. . . placea vis-a-vis|
this should give 8 possible programmes, and forh eafc knowledge of
. . ME
them, a specific group has been mentloned._ In{;tbke 1_there 3biingual (B), B BorT BT? BT
are, however, only 7 programmes. One is missiraghieg a rained{)
minority group through the medium of a foreign laage, 4.bilingual - + ¥ ¥
with a high degree of success. Why is it missingediise Qi&iﬁi’ﬁe(:)g
there are now examples in research of high dedreactess S _ - .
at a group level where ITM children taught in anwauld of materials
ate f
have succeeded. Thos who have succeeded, havesdone Pt for
DESPITE the school, NOT because of the way their Leamerrelated
education has been organised. factors
. . 6.low level of - - ?
Table 6 then lists factors important for success] a anicly ’ '
gives each programme a plus (+) or a minus (-) igipg on o teriard
whether the demand in the factor has been fulfiledot. It o
. . .. . 7.high internal - - + +
also lists what the linguistic goal and the sotigtzal have motivation (ot
been for each programme. It is easy to see thagdhés in oediowse
the LDS have been negative for the group concewtexteas eadensind
the goals in the HDS have been positive from theugs with objectives,
point of view. :)e;rll)(ljgas:g:ﬁgfor
8high - - + n
Table 6. Characteristics of multilingual education iy
Name of SEGREGATION MAINTENANCE SUBMERSION| IMMERSION expectations,
programme LOW (LDS) HIGH (HDS) LOW (LDS) HIGH (HDS) fair chance to
Degree of succed)
success L1-related
Dominant L1 L2 linguistic,
medium of cognitive,
education (ME) pedagogical
Linguistic goal dominance in L1 bilingualism elites dominance | bilingualism and social
L2-do-minance  inL2 factors
masses: 9.adequate B B w W
1.1-dom. linguistic
Societal goal apartheid  repatriatio  equity and perpetuate  assimilation,| linguistic and| development in
integration stratification ~ marginali- | cultural L1 (L1 taught
zation | enrichment, well (W), badly
benefits (B) ornot at all
Majority/minority[ maj min maj min maj min maj (-) in school
EXAMPLE Africa Europe Asia Europe Africa World Canada 10. enough -? +? + +
Bantu Namibia ~ Turks in Uzbekistan  Finns in Zambia Western Canada reIevgp L
Bavaria Sweder European cognitively
minorities demanding
Organisational subject-matter
factors provided
1 alternative - - + + - - + 11. opportunity to +? - +
programmes develop L1
available outside school
in linguistically
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demanding
formal contests

12. L2-teaching + + + + 2 B +
supports (+) or
harms (-) L1
development

L2-related
linguistic,
cognitive,
pedagogical
and social
factors

13. adequate B B w? W B B W
linguistic
development in
L2 (L2 taught
well (W), badly
(B) or not at all
(-) in school

14. L2 input + + + + ) R +
adapted to
pupils L2 level

15. opporunity to - - +? +?
practise L2 in

per group
contexts
outside school

16. exposure to - + + + - + +
native speaker
L2 usein
linguistically
demanding
formal contexts

LDS = Low Degree of Success; HDS = High Degree of
Success; From Skutnabb-Kangas 1988: 24-25

Table 7 (3 pages; from Skutnabb-Kangas & Garcia
1995, pp. 247-249) presents similar characteristars 4
strong models of MLE, all with a high degree of segs, and
2 weak forms of MLE where especially the last oas,
early-exit transitional model, is relevant for Nepa
Submersion models, where ITM children are taugthiredy
through the medium of a dominant language (the most
common model today for ITM children in Nepal, havet
even been presented in this Table, because ittwidist in
great detail what characterizes successful modélse
“European Schools” here are NOT ordinary schools in
Europe, but the special European Union Schoolsaflthe
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moment) for children whose parents are employethe\eU,
regardless in which level of position; see Baetens
Beardsmore 1995 for a thorough description of thdmjhe
2-way bilingual schools (over 300 in the USA; sedddn &
Lindholm 1995 and Lindholm-Leary 2001 for them)
approximately half of the students are native Eigli
speakers and half represent one ITM group (mosBpagish
but many other groups are also involved). The chrdare
initially taught through the medium of the ITM gps
language. The model thus represents an immersion
programme for the English-speakers and a motheguin
maintenance and development model for the ITM child
Both have their own MT as a subject, and they dse a
ideally taught their L2 (e.g. English for Spanigieakers and
Spanish for English-speakers) as a second langaagject.
This might be a possible model for schools in Neplaére
some children are Nepali-speakers and others @preme
ITM group. (See Table 7, from Skutnabb-Kangas & diar
1995, pp. 247-249).
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1lc. L1 used as medium 1-12 f +

Name of programme | European | Immer- J 2-way Mainte- | Interna- | Transi-
Schools sion biling. | nance tional | tional
TYPES* strong | strong | stong | strong | weak | weak
TYPICAL CHILD | Heter Homog | Maj& | Homog | Heter. | Min
| Maj Maj | Min Min Ma&Mi
MEDIUM OF INSTRUCTION | ; ‘
Tnitially 11 7 MinLl | Li L2for | L1
| MajL2 most
Subsequently | Both Both | Both | Llor | L2&FL |12
L orall both
' E LY
D. Progressively multilingual i
students !
1. Expect to become { {
multilingual |+ 7 P+ & ok | -
2. Informed, responsible for i
own leaming | +? + ¥ + | +7 =
3. Organised for real influence | +7 [+ + } - -
Il EDUCATIONAL CULTURE |
A. Multilingual surround | | 1
outside classroom ' J
1. Goal bi/multilingualism : i |
for all - ! + +? + L+ |42 -
2. Goal encompasses 1-12 grades| + | - - #2147 + -
3. All languages used- |
3a. - in all spaces in school + [ +? = ail Bl B =
3b. - in correspondence |+ | =% s il el Py ¥
3c. - in signs L+ [ = 42 +2 4 7] - -
3d. - on bulletin boards |+ £ R + = =
3d. - in assemblies + = ; = + ; o <
B. Multilingual lmgu-ages i —
policy
1a. L1 has important core |
subject functions | + + + + i + 17 =7
1b. link to identity: same group | + - +? + ;r + |- [ -7
=P =, #7147 - -7
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Table 7 continued

2. Student-centred, interactive | -

Name of programme European | Immer- \ 2-way } Mainte- | Interna- | Transi-
Schoals sion biling, | nance tional | tional
TYPES strong strong | stong | strong | weak | weak
TYPICAL CHILD Heter Homog | Maj& | Homog | Heter. | Min
| Maj Maj Min | Min Matehi
MEDIUM OF INSTRUCTION | i _
Initially L1 L2 | Min 0] . L1 L2for | L1
| Maj L2 ; most
Subsequently Both Both Both Llor L2&FL | 12
orall boﬂl'a
| E 5
1d. L1 taught as asubject 1-12 | + +? -2 [+ 1+ ] - -
1e. linguistically homogeneous :[ ':
groups for L1 language arts + ¥ - ks + +
1f, Expose students to different i i
varieties of L1 +? - + * + 1 - +
1g. Protect L1 from majority ! i
language encroachment | % + P+ T (e -
2a. L2 has important core ' ’
subject functions + + + : + |+ +
2b. link to identity: same group | + e +? S +7
2¢. L2 used as (one of the) media i ‘
3/4-12, according to i !
monitored plan + + + | N B +7?
2d. 12 taught as a subject 1-12 [ + - = l + 1+ +?
2e. linguistically homogeneous :
groups for L2 language arts, t 3
and, for many years, { ;
for L2-medium instruction + + = 3 : i . -7
2f. Expose students to different E
varieties of L2 [ #? = = + : + ) +
2g. Silent period allowed + + = i Rl F= =
C. Inclusive pedagogical , :
strategies ! ‘
1. Inquiry-based, :
problem-oriented - = + L -
=2 ¥ + 0] =
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Table 7 continued

2. Criterion-referenced/

Name of programme | European Immer- | 2-way | Mainte- | Interna- | Transi-
Schools I sion biling. | nance tional | tonal
TYPES sttong | strong | strong | strong | weak | weak
TYPICAL CHILD Heter Homog | Maj& | Homog. | Heter. | Min
Mz Maj Min Min Ma&M;
MEDIUM OF INSTRUCTION | |
Initially L1 12 MinLl | L1 L2for | LI
| MajL2 most
Subsequently | Both | Both Both Llor | L2&FL |12
crall | both
i F g
3. Whole language strategies | — -7 + + E + |- -
4. Use of writing processes - = + 21+ |- =
5. Authentic communication + { ¥ + + 1+ - +
D. Varied teaching materials . i
1. Rich and varied materials + | + 1 + + : + § 47 +
2. Produce own materials with | ' ‘ i
community & students +7 +? + 1 - +7
3. Materials bi/multilingual +? +7 s + i+ - o+
4. Orature & literature equally | :
valued i = 2 4+ 21+ |- +7
E. Authentic & fair ‘ i
multilingual assessment | | i
1. Not compare native and i :
L2-speakers I + + = + i + | -7 =

performance- based; use
portfolios | =2 | = {4 g A =

3. Language of assessment same |

as medium of instruction, or |

chosen by student =+ l L3 e +?

+7 | +7 =

+ Model generally has this feature

— Model does not generally have this feature

F = A Finnish School in Sweden (Upplands Vasby)

5 = A Spanish School in the US.A. (La Luz, Dade County, Florida)

It might be useful when looking at Tables 6 and7 t
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With limited resources, where would Nepal place the

emphasis? One can use both Tables as a checWthsit has
been done already in Nepal, in general or in theEML
Project? What needs still doing.
Since no models can be transferred as such, is@s a
useful to modify the Tables for Nepalese purpogésat, for
instance, is impossible for financial reasons? Cigypa

reasons? Because there are many one-teacher <$thools

Because one classroom has students with severdlemot
tongues (Table 5, Students, situation C1)? BecailiSe gap
between policies and implementation? Which factans be
influence now? In 5 years? 10 years? Making a lemngp
plan, based on the knowledge in Nepal of the caditand
of Nepalese priorities is necessary.

When thinking of the priorities, it is also usefid
probe into the thinking and attitudes in Nepal acbuhe
explanations that have been and are today givethétow
degree of success of ITM children in school. Whowbat
have been blamed? In many other countries, thedlreinil
themselves, their parents and their communitiese Haeen
and are blamed: they are seen as deficient inoeléd what
school success demands; they are claimed to safffarious
“handicaps”. Depending on what “handicap” one seeshe
main one, various measures have been suggestetlard
All of them have in this deficiency-theorising pkabeen
trying to change the child, parents and commuratyittthe
school and the state, instead of changing the $dwothat it
changes to accommodate ITM children and so thas¢heol
sees them, their parents and their communitieessurceful
people and starts from building on the strengttet they
have. During all stages in deficiency-based th&ugizhe
dominant group sees assimilation of the ITMs lisgaally
and culturally as one of the goals of their educatithe
children should become dominant-language-spealsrgpan

think of which factors Nepal can influence immedig?

) : o as possible or at least in the next generation.s TiRi
Which require more thorough reorganization of sd$®o P g

obviously completely against a goal of respectingd a
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protecting the multilingual and multicultural nag¢usf a state.

A suggestion is to place Nepal in Table 8 (nextepag
in relation to the most common explanations for why
non-Nepali —speaking students as a group do natesdc
well in school, and the remedies most commonly satggl
and used. One could then ask if some Nepali thgnkinght
stil be in the Deficit theory phases even if thee
constitutional support for a non-assimilationistipg and/or
if the lack of implementation so far of the veryspive
constitutional protection of multilingualism and Hacultural
might be partially explained by assimilationistitaties?
During our stay we heard a few high-placed peojdéng
with approval, that ITM children were ultimatelyigg to be
switching over to the dominant language Nepali. Mipe, of
course (and heard many of the Ministry of Educatioml
Sports and Department of Education representagxpsess
their wish in this direction) that Nepal has stdrteith MLE,
moving towards Enrichment theories.

To sum up this part, then, we recommend that the
linguistic goal in Nepal to be reached at the eh&rade 8
would be highest possible competence in both théheno
tongues of ITM children and in Nepali, in undersliaug,
speaking, reading and writing, and a somewhat |dwésstill
solid basic competence in English, in at least tstdading
and reading, with maybe slightly lower competence i
speaking English together with some basics in mgiti
English. As soon as teacher etc competencies itisBnig
Nepal become higher, the goals in English could be
increased. At the same time the societal goal hafpefully
follow the constitution so that education does incany way
participate in forced assimilation but implementslyf the
positive goals of maintaining and supporting the
multilingualism and multiculturalism of the countryfhis
education can also support the maintenance of ithezsity,
including local linguistic, cultural and biologicdiversities.
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Table 8. Stages in the devel opment of minority education

REASON FOR MEASURE GOAL

PROBLEMS

Deficit theories

1. Linguistic More teaching of MoL |Ml is to become MaL
L2-related (auxiliary teaching, ESLispeaking as fast as

handicap, learning
deficit (the child
does not master L
well enough)

2. Social handicap,
socially inked
learning deficit(the
child's parents
come from the
lowest social
classes)

3. Cultural handicap,
culturally linked
learning deficit(the
child has a
"different" cultural
background; the
child has low
self-confidence; th
child is
discriminated
against)

4. Linguistic L1-
related handicap,
learning deficit
because of L1
deprivation(the
child does not kno
her own L properly
and has therefore

introductory classes etc|

compensatory
D

More social and
pedagogical helgaids,
tutors, psychologists,
social workers, career
advisers etc); in additiof
to measure 1;
compensatory

Inform M1-children
about MA culture/abour
their own culture; inform
all children about
M1-culturess/start
multicultural/intercultura
educational programme|
eliminate
discrimination/racism in
teaching materials;
attitudinal courses for
teachers; in addition to
measures 1 and 2;
compensatory

Teaching of L1 as
subject; elementary
education through the
medium of L1 with as fq
a transition to L2mediun
as possibleMiL has no
intrinsic value, it is
therapeutic;

poor grounding for

Jpossible

Same as 1

MiL in the family 1-2
generations;
MZ1-children need hel
to appreciate
MZ1-culture (until they
become MalL

speaking)

Same as 3

compensatory (more
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the learning of L2
CALP) (the child
loses content whilg
learning L2)

self-confidence, better
co-operation with home
ives better basis for
Mal learning, functions
as bridge for
transmission of content
during L2-learning); in
addition to measures 1
and 3

Enrichment theories

5. High levels of
bilingualism
beneficial for the
individual but
difficult to attain,
demands much
work and energy.
The primarygoal ig
to learn MaL
properly; itis a
prerequisite for
equal opporrunity

6. Bilingualism
enhances
development. If
problems arise, th
causes are similar
to those of
monolingual
children; some
problems may be
caused by racsim

Teaching through the
medium of MiL for
several years inside
MA-school; obligatory
teaching of MaL;
transition to
MaL-medium teaching
after elementary
education

Separate, equal school
systems for Ml and MA
children, L1 is medium
gor both and L2
obligatory (or possible t
study) for both. Positive
discrimination of the Ml
economically (smaller
units allowed)

discrimination

MiL is allowed to be
maintained for private
use; bilingualism
necessary; MiL is
allowed to exist (in a
diglossic situation) as
long as demographic
basis exists

Existence of minoritie
is enriching for the
whole society. MiL
has (at least some)
mfficial status and its
use is encouraged, al
for MaL children

MI = minority, MiL = minority language; MA = majority; MaL = majority language.

Source: Skutnabb-Kangas 1988: 34-35.

2.5. STEP 5 in Educational Language Planning: doei
pay off to maintain ITM languages?

We need new codified Linguistic Human Rights
(LHRs), especially in education. These might beettgying
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through UNESCO'’s latest plans. But LHRs are “onl”
necessary but not sufficient prerequisite: we need
implementation of the existing good laws and irterg in
Nepal. In most of the world, the political will for
implementation is mostly lacking. Neville Alexantber
analysis of reasons for it in Africa (2006: 16)tetsa

The problem of generating the essential politicéll to
translate these insights into implementable palicyeeds to
be addressed in realistic terms. Language planm&vs to
realize that costing of policy interventions is assential
aspect of the planning process itself and that olitigal
leadership will be content to consider favourablglan that
amounts to no more than a wish list, even if hased on the
most accurate quantitative and qualitative reseavatence.

What would, then, be reasonable costs for maimtgini
indigenous/tribal and minority languages, respectin
children’s LHRs, and should it be the state thatspdem?
Frangois Grin offers through his discussion of ‘kedr
failure’ (2003) excellent arguments for resistingarket
dominance for public or common assets/goods liKeual
products:

Even mainstream economics acknowledges that there
are some cases where the market is not enoughe Tlases
are called “market failure”. When there is “markatiure”,
the unregulated interplay of supply and demandltegu an
inappropriate level of production of some commodiBrin
2003: 35).

In Grin's view, many public goods, including mingri
language protection, ‘are typically under-supplsdmarket
forces’ (ibid.). The level becomes inappropriatdiyw.
Therefore it is the duty of the state(s) to takgameasures
to increase it.

Grin (http://Iwww.geneve.ch/sred/collaborateurs/
pagesperso/d-h/grinfrancois/francoisgrin_eng.htraf)d his
team are just finishing a Swiss National Sciencangation
project on the economics of the multilingual wodqs:
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One significant finding of the project is that wang for
the first time, provide estimates of the share BiRJGross
Domestic Product] due to bi-/multilingualism. Asr fas |
know, this is a world premiere -- the often menéidrELAN
study is confined to the effects on the export@edut this
is only a very indirect approach, because expadsoaly a
part of GDP (which roughly varies from 10% to 509amost
economically important countries), and languagesed for
many more purposes than only selling exports (éog.
accessing supplies, for internal communication,) eémd
language increasingly matters domestically (cleanty
multilingual countries like Switzerland, but alsa iany
country [with large-scale] multilingualism). | camention
that even after controlling for the input of capaad labour
(taking account not just of hours worked, but aéthe work
experience and educational level of the workfortie¢, net
contribution of multilingualism to the Swiss econpm
probably represents about 9% of GDP, which is carable.
This opens up new ways to assess the relevance of
investment in multilingualism (essentially macroecmic, as
distinct from the microeconomic perspective applied
rates-of-return estimation procedures). One ofatihveantages
is that this approach, though technically more dempis
less data-hungry than the microeconomic approabichais
based on so-called "Mincerian" equations requiring
micro-data that are expensive to collect. The aifghs that
estimates could in the future be produced for kffisient
countries”. (from a personal email from FrancoignGR20
Oct. 2008).

When assessing the empirical question of why one
should maintain minority languages, Grin uses hotiitive’
and ‘defensive’ (or ‘negative’) arguments, but batle then
used within a welfare-considerations based paradigmnot
within a moral considerations based argumentasoich as
violations of human rights). He asks both what¢hsts and
benefits are if minority languages ARE maintainedd a
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promoted, and what the costs (and benefits) athey are

neither maintained nor promoted. Some of Grin'srsong
conclusions are as follows:

- ‘diversity seems to be positively, rather thargatesely,
correlated with welfare’

- ‘available evidence indicates that the monetaogts of
maintaining diversity are remarkably modest’

- ‘devoting resources to the protection and proarotof
minority cultures [and this includes languages] nhayp
to stave off political crises whose costs would be
considerably higher than that of the policies coasd’
[the peace-and-security argument].

- ‘therefore, there are strong grounds to suppdsa t
protecting and promoting regional and minority laages
is a sound idea from a welfare standpoint, not ¢akimg
into consideration any moral argument’ (Grin 20Dg).

We agree. The question whether states can afford ML
should rather be: can states afforot to implement MLE?
Mother-tongue medium MLE for Indigenous/tribal/lbca
children and national minorities, fat least the first 8 years
of education is necessary for the access to eduncatd for
EFA. MLE is cost-effective, both in short-term and
long-term. MLE is necessary for maintenance of distjc
and cultural diversity on earth and for creativapd, through
them and Traditional Ecological Knowledge, for the
maintenance of biodiversity. Biodiversity is ne@@gdor any
future for humans on the planet. The costs of NOT
implementing mother tongue-based MLE properly NOWY a
catastrophic for humanity. The practicalities CA&ldmlved.

3. Scenarios
3.1. Introduction

In this part we present some of the results of the
massive research results on various educationanspfor
ITM children. We have divided them in three typAsthose
where the results of the education can be (andc cdire)
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directly harmful to ITM children as a group (mainly
dominant language medium models); B. those wheee th
results are somewhat better initially but not siéintly good
(early-exit transitional models); and C. those wibod
results in terms of one or mostly several of thacational
goals in Table 4.

3.2. Models with often harmful results: dominant-
language-medium (subtractive assimilatory
submersion)

Two Expert papers for the United Nations Permanent
Forum on Indigenous Issues (Magga, Nicolaisen, Klras
Dunbar & Skutnabb-Kangas 2005 and Dunbar &
Skutnabb-Kangas 2008; see also Skutnabb-Kangas &
Dunbar, forthcoming) have shown convincingly thadimhy
dominant language (e.g. Nepali) medium education (=
submersion programs) for ITM children can (and roftees)
cause serious physical and mental harm and trankéer
children to the dominant group, i.e. assimilatartHercibly.

It prevents access to education, because of tlgiidtic,

pedagogical, cognitive (CALP-related) and psychigalg

barriers that it creates. Thus it violates thetrigheducation.

It often curtails the development of the children’s

capabilities, and perpetuates thus poverty (seacecics

Nobel laureate Amartya Sen, and Mishra & Mohant9Qz0

b).

Subtractive dominant-language medium education for
IM children can have harmful consequences socially,
psychologically, economically and politically. lam cause
very serious mental harm: social dislocation, psimtical,
cognitive, linguistic and educational harm, andstiply
through this, also economic, social and political
marginalization. It can often also cause seriouygsical
harm, e.g. in residential schools, and as a long-tesult of
marginalization (e.g. alcoholism, suicides, inceimestic
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and other violence). It is organized against soédearch
evidence about how best to reach high levels afidniblism
or multilingualism and how to enable these children
achieve academically in school. It may lead toektnction
of Indigenous/tribal/local languages, thus contiilgi to the
disappearance of the world's linguistic diversity.

Dominant-language-only programmes “are widely
attested as the least effective educationally fononity
language students”, May & Hill write (2003: 14), anlarge
study commissioned by the adri Section of the
Aotearoa/New Zealand Ministry of Education
(http://www.minedu.govt.nz/).

In many countries around the world children fronMIT
groups are forced to go to schools which do not tinggr
mother tongues (see Skutnabb-Kangas, 2000 forcasti®on
of the global scenario). These children are subgecto
schooling in a dominant language which they do not
understand. Such forced submersion education ionairéint
language has a subtractive effect on their mothregues while
the development of proficiency in the language dio®ling
remains slow and limited. Due to the inadequatestbgment
of L1 and L2 and limited bilingual proficiency, tthien fail to
benefit from the usual cognitive and metacognitideantages
associated with  bi-/multi- lingualism. Problems of
non-comprehension in the classrooms cumulate twadch
failure and large scale ‘push-out’

In Nepal, as in India and many other countriesargd
proportion of ITM children joining school are pusheut
during the early years of primary education. Theidel
Language Policy Recommendation Commission in Nepal
pointed to this problem as early as 1994 (Yadawh@rove
(eds) 2008: 24). The children enrolled at primamel tend to

1 These are called "drop-outs" in deficiency-badesbries which blame the
students, their characteristics, their parentstheid culture for lack of school
achievement.
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“drop out” from the schools. In some cases, thelesits
leave the school and enrol again. For these stadettkes
nine to twelve years to complete the primary edonat
(National Education Commission 2049 VS). This is an
indication of a great educational loss. “The ma&joof the
school dropouts are found in grade (1-2)”, Yadawh @rove
state (p. 24). This indicates that they find schidelto be not
only unfamiliar but often unbearable and useles® 6f the
reasons given for this for ITM children is the difénce in the
language they use at home and in school. It wcddetore
be appropriate to educate the children in theirhmotongue
in order to make the break between home and seisosinall
as possible. Neglect of children’s home languageheir
MTs in the school programs is thus a major factorthe
large-scale school failure of ITM children.

In India, public education is offered mostly in timajor
languages of the states/provinces which are thes one
recognized as ‘official’ languages in the Consittnt Only
26 languages out of over 350 languages are used@sages
of teaching in primary education classrooms. Exdept6
tribal/indigenous languages in the North-Eastemtest in
India, only official languages are used as langsagé
teaching (Jhingran, 2009). Jhingran (2009) estisndteat
nearly 25% of primary school children in India fanederate
to severe learning problems due to these
dominant-language-only programmes. Over 84.3 millio
tribal peoples in India constitute 8.2% of the oaél
population and they speak 159 tribal languagey(58002).
Over 99% of the tribal children are deprived of essc to
schools where their MTs have a place. A numbetuafiss in
India (see Mohanty, Mishra, Reddy and Gumidyala92@6r
a discussion) show poor learning achievement amd lo
representation of the tribal students comparedheo dther
groups of children who do not face learning proldedne to
the mismatch between their home language and school
language.
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Language barriers  for  children in the
dominant-language-only programmes are also a major
contributing factor in capability deprivation andverty in
India. A large number of schools have a majoritytrdfal
children; still, in all these schools the mediunmediication is
the dominant language of the state. There are 865,
schools with over 50% and 103, 732 with over 90#batr
children (Jhingran 2009). All these children aregta in
forced submersion programs in L2 (majority langjage
medium with subtractive effects on their MT. Absenaf
MT-based MLE has serious consequences for education
these children, contributing to capability deprivat and
poverty not only in relation to the individual athien but also
their communities (Mohanty 2008, Mohanty et al. 200 he
push-out rate for the tribal children is 51.57%dsgde 5 and
80.29% by Grade 10 (Mohanty et al. 2009). This redhat
fewer than 20 out of 100 tribal children enteringhaols
survive to appear for the high school examinatibtha end
of 10 years of schooling, and of these only abopaS§s the
high school examination. Thus, there is a wastdd®® in
the dominant-language school education for thalgoups
in India. Even among those who pass the high schioal
exam, most have a very low level of performanced an
therefore they cannot even try to get to higher &atinical
education. As a result, despite the provision séreed quota
in admission for tribal students in India, the pdmpn of
such students in higher and technical educatidesis than
5%, far below their 8.2% share of the national paiion.
This, as Dreze and Sen (2002) argue, ensureshéadtibal
communities remain in the unskilled labour categehjich
contributes to their capability deprivation and edy. Thus,
absence of MT-based MLE (except for some experiatent
programs which we discuss later) is a major factaschool
failure and poverty among the tribal communitiesindia.
This is also true of other South Asian countrieshsas
Pakistan, Bangladesh, and Bhutan (see Mohanty's
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Introduction to Skutnabb-Kangas 2007). We susget the
situation in Nepal is similar to India in terms cdpability
deprivation and poverty.

3.3. Somewhat better but not good enough results:
early-exit transitional models

Early-exit transitional programs teach ITM children
mainly through the medium of theinother tongues for one,
two or three years, with the dominant language aslgect.

At the latest in grade 4 most teaching is in thenid@ant
language. Often the mother tongue does not conBrea as

a subject after grade 4. Initially the childrenree® manage
quirt well, but as soon as the mother tongue medium
education finishes, it transpires that it was nuawgh. Two
central large-scale studies (Ramirez, Thomas &i€dland
one small Indigenous/tribal study (Saikia & Moha2§04)

will be summarised.

Since Indigenous peoples in most cases are
demographically very small, there are few if anygéascale
comparative studies where the role of the teaclanguage
can be seen clearly. An extremely well controlléadyg is
Saikia & Mohanty’s (2004) study of indigenous/tiilBodo
children in Assam, India. After strong campaignihgy have
just managed to get MTM education going. Saikia and
Mohanty compared three Grade 4 groups, with 45l in
each group, on a number of achievement measures in
languages and mathematics. “The three groups watehed
in respect of their socio-economic status, the iualf
schooling and the ecological conditions of theillages”.
Group BB, Bodo children, taught through the medminthe
Bodo language, performed significantly better onLAkests
than group BA, the indigenous Bodo children taughdugh
the medium of Assamese. Group BA did the worstlbtha
tests. Group AA, Assamese mother tongue childreighta
through the medium of Assamese, performed bestvorof
the three mathematics measures. There was no atiffer
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between groups BB and AA in the language measlifé
findings are interpreted as showing the positive od MTM
schooling for the Bodo children.”

There are hundreds of small-scale studies like, this
from most continents, which show similar resyl@nd the
results agree with research on (autochthonousrandgrant)
minority children.

The Ramirez et al.’s 1991 study, with 2, 352 staslen
compared three groups of Spanish-speaking minority
students. The first group were taught through tleeliom of
English only (but even these students had bilingual teachers
and many were taught Spanish as a subject, sorgdtianis
very unusual in submersion programmes); the secna]
early-exit students, had one or two years of Spanish-medium
education and were then transferred to English-umedand
the third group, late-exit students, had 4-6 years of
Spanish-medium education before being transferred t
English-medium.

A common sense approach would suggest that the firs
group, the ones who started English-medium earty lzed
most exposure to English, the English-only studewtsuld
have the best results in English, and in mathesaticd in
educational achievement in general, and that the-eit
students who started late with English-medium etioicand
consequently had least exposure to English, woaldvdrst
in English, etc. In fact, the results were exathly opposite.
The late-exit students got the best resultdn addition, they
were the only ones who had a chance to achieveenlatiels
of English later on, whereas the other two groupsewafter

2  See summaries and references in, e.g., Bak&; Ba&er & Prys Jones 1998,
references to Cummins in the bibliography, Dolsohi@dholm 1995, Garcia,
Skutnabb-Kangas & Torres-Guzman, eds (2006), H2@8,HHuss et al. 2003,
Leontiev 1995, May & Hill 2003, May, ed. (1999), Bkabb-Kangas 2000,
Skutnabb-Kangas, ed. 1995, and the 8-volume sdfmsyclopedia of
Language and Educatipespecially Cummins & Corson, eds, 1997. All these
references can be accessed in the bibliographyt@f/twww.terralingua.org/
Bibliographies/MultilingLingHRBib.html
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an initial boost, falling progressively further leth, and were
judged as probably never being able to catch upatove
English-speaking peers in English or general school
achievement.

Thomas & Collier's study (see bibliography undethbo
names) is the largest longitudinal study in theldvan the
education of minority students, involving a totalheore than
210, 000 students, including in-depth studies ithbarban
and rural settings in the USA, and with many défdrtypes
of educational models. Acrosdl the models, those students
who reached the highest levels of both bilingualiand
school achievement were the ones where the chifdren
mother tongue was the main medium of educationtter
most extended period of time. This length of edocain the
L1 (language 1, first language), was the strongesdictor of
both the children's competence and gains in L2)i&mgand
of their school achievement. Thomas & Collier ste02:
7): "the strongest predictor of L2 student achiegstris the
amount of formal L1 schooling. The more L1 gradeele
schooling, the higher L2 achievement."

The length of MTM education was in both Thomas &
Collier's and in Ramirez et al.'s large study mionportant
than any other factor (and many were included)redigting
the educational success of bilingual students. ds valso
much more important thasocio-economic statusThis is
extremely vital when reflecting on the socio-econostatus
of many indigenous peoples. The worst results,uutioly
high percentages of push-outs in both studies weath
students in regular submersion programmes where the
students' mother tongues (L1s) were either not cupg at
all or where they only had some mother-tongue-askgect
instruction. This is also important for Nepal whmking of
a suggestion that we often heard, namely that tlegdi'M
children’s mother tongue as a subject only mighebeugh.

It is not.
In many countries, there are educational programs i
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which ITM children’s MTs are used for few initiakgrs of
schooling with a clear goal of facilitating thearty transition
to the dominant language medium education. Moghese
programs do not continue with the MTs beyond gradeot
even as a school subject. Such early-exit tramsitio
programs of MLE may be somewhat better than the
non-MLE submersion programs in dominant languaggs b
they are not very effective. In India, experimenMLE
programs have started in two states — Andhra Phaded
Orissa (see Mohanty et al. 2009, for details). €l@®grams
begin early literacy instruction in tribal childfenMTs (10
tribal languages in Orissa and 8 in Andhra Pradasibl and
introduce L2 (Telugu in Andhra Pradesh and Oriy®irssa)
for development of oral communicative skills in dga2 and
for literacy instruction in grade 3. Both the stam®grams
envisage a complete switch to L2 as medium of ucston
from Grade 6. The initial evaluation of the progsashows
that the children in the experimental MLE schooésf@rm
better than their counterparts in the dominant L2dimm
programs. But in the absence of any clear policegpect of
the continuation of the MTs beyond grade 5 - idealt a
medium of teaching, and, at least, as a schookstubjthese
MLE programs in India seem to be heading towards
developing as weak and soft assimilative forms dfEM
Such early transition to L2 go against the researstience
which make a strong case for at least 6 — 8 yehts® of
children’s MT as the main medium of instructiortle MLE
programs. This is particularly crucial since thenaitions of
the classrooms, the teacher preparations, andtyjwdlithe
teaching-learning transactions in India as wellN&pal are
quite likely to remain below the optimal levels doesevere
resource constraints and several other limitatidhsen in
countries that do not have such constraints, thiy-eait
transitional programs of MLE show limited and sherm
benefits, at best.
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3.4. Even better results: late-exit transitional mdels

Do we KNOW, then, how dominated group children
should be educated? YES: MT-based MLE Researclitsesu
about on the one hand, theegative consequencesf
subtractive education through the medium of a damtin
foreign language and from most early-exit transdio
programmes, and, on the other hand, gbsitive results of
mainly mother tongue medium education for many ydar
Indigenousi/tribal/local and minority children arelid and
consistent. The existing (fewer and fewer) coumggenaents
to MLE are political/ideological, not scientificMinority”
means here a group with little power. In many esigc
African countries ALL groups are often minorities
demographically — no group or nation forms over 56f%he
population).

ALL strong successful MLE models for ITM children
use mainly the mother tongue as the teaching layjegdaring
the first MANY years, with good teaching of the doant
language (which in Nepal would be Nepali) as a sdco
language subject, taught by bilingual teachers timw the
children’s mother tongue. Solid research resultsistnat the
longer Indigenous/tribal and minority children ihoav-status
position have their own language as the main mediim
teaching, the better the general school achievemedtthe
better they also become in the dominant languageiged,
of course, that they have good teaching in it,qradfly given
by bilingual teachers. In addition, they learn ttwin L1.

We present some positive examples. In Sapmi (the

Saami country) in the core Saami administrativeagra
Norway and Finland, Indigenous Saami children hthe
right to have their first 9 years of education tigb the
medium of Saami. There are 10 Saami languages;nnadlyi
120, 000 ethnic Saami altogether, and probably rfetvan
40, 000 speakers totally of the ten Saami languagke
Saami are the only Indigenous people in the Eumopéaon
(see www.galdu.org and links there). The Saamidofi
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learn Norwegian/Finnish as a second language, anish
and other languages as foreign languages. Therscane
Saami-medium  upper secondary schools, and
Saami-medium University Collegeht{p://www.samiskhs.
nol/). As compared to earlier (with similar resultsimsndia,
push-out, assimilation and language shift, shameadmg the
mother tongue, low self-confidence, etc), the rssare
excellent linguistically, academically, in terms identities.
See  Aikio-Puoskari  (2009), Skutnabb-Kangas &
Aikio-Puoskari (2003), Aikio-Puoskari & Skutnabb-kgas
(2007), and references to Aikio-Puoskarhitp://www.tove-
skutnabb-kangas.org/en/Tove-Skutnabb-Kangas-Bitauy
y.htmP,

A typical example of the many very small-scale sad
with similar results is one among Finnish workinkass
immigrant minorities in metropolitan Stockholm imw&den
(Skutnabb-Kangas 1987). The students in this stuele in
mainly Finnish-medium classes for 9 years. Theyewer
compared with Swedish control groups in the pdralksses
in the same schools, and also with Finnish motbague
children in Finnish-medium schools in Finland, ir@ormal”
majority children. A difficult Swedish language tesf the
type where normally middle-class children do bettean
working class children, measured their Swedish @ienxe.
After 9 years of mainly Finnish-medium educationd gjood

teaching of Swedish as a second language, these

working-class Finnish students got somewhat beggults in
the Swedish language than the Swedish mainly micldkes
control groups (see Table 9; maximum points 13 e-fHtt
that the means were around 5 shows how difficugt tést
was). It is interesting that their own evaluatioh their
Swedish competence (maximum points 5) was somewhat
lower than the assessment of the Swedish youngsitéhneir

3 In general, this bibliography (313 pages, ov@@®entries) is a good source
for MLE references.
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own competence — still, the Finnish children didtdrein the
Swedish test. It is also remarkable when thinkihgathools
as democratisers that all the Finnish children’sdsh was
at a high level, they were closely clustered arouhé
average (they had a lower standard deviation tHan t
Swedish children), whereas there was more variaiong
the Swedish children’s competence in Swedish. Eté®
shows that the medium of instruction is importast a
socio-economic equaliser even in relation to coeps in
the second language. In addition, the Finnish efRmnish
children in Sweden was almost as good as the Finois
Finnish control groups in Finland.

Table 9. Swedish test results and subjects' own
assessment of their Swedish competence

TEST OWN

RESULT | ASSESS-MENT

(1-13) (1-5

M sd M sd
Swedish control groug  5.422.23 4.83 0.26
Finnish co-researchers 5.68.86 4.50 0.41

M = mean; sd = standard deviation; Finnish working
class immigrant minority youngsters in Sweden,rédtgears
of mainly Finnish-medium education; Swedish congpaup:
mainly middle class youngsters in parallel clagsg¢be same
schools; Swedish test: decontextualised, CALP-typst
where middle-class subjects can be expected toorperf
better (Skutnabb-Kangas 1987).

Ethiopia has an innovative and progressive national
education policy, based on 8 years of mother-tomgadium
(MTM) education. Regions have the authority to m#ier
own decentralized implementation plans. Some region
transfer to English medium already after 4 or GrgeA study
across all the regions was commissioned by theofitm
Ministry of Education (Heugh, Benson, Berhanu &
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Mekonnen 2007). There is an efficient collection of
system-wide assessment data. These show verypa#arns
of learner achievement at Grade/Year 8, 10 and Th2
Grade 8 data show that those learners who haveai®
MTM education plus English as a subject performtdret
across the curriculum (including in English) thhnge with 6
years or 4 years of mother tongue medium (see H2008).
Burkina Faso’s bilingual programmes have similar
good results (see Paul Taryam Illboudo’'s and Norbert
Nikiema's article in Heugh & Skutnabb-Kangas,
forthcoming).

3.5. Strongest form: self-evident mother tongue megm

models with no transition

The strongest form of minority education that no
Indigenous or Tribal peoples have is a mother-
tongue-medium model with no transition, i.e. the MT
continues to be the medium in a self-evident wayg an
protected by strong laws, from preschool to unitgrsvith
other languages, including the state’s dominamguage and
international languages studies as second and gforei
languages. Only Swedish-speakers in Finland and
French-speakers in Quebec, Canada, have this kind o
education. Of course one might also see the eduncatf
native English and Afrikaans speakers in South cafras
representing this model too, but the colonial dpEad
conditions and the fact that many Black Africansehaeen
forced to or have chosen to start using these kgl as
their home languages too and that most classeshttaug
through these languages also have non-speakers and
non-native speakers, make them different.

The results in, for instance, Finland, of this eation
are extremely good in terms of learning the (Sw&disother
tongue fully. Finnish is also learned at a natiegel by
many, especially in urban contexts where it is usetside
school, but less well in Swedish-dominant villagesthe
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country. The school achievement in Swedish-medicimoals

is at the same level as in Finnish-medium sch&ilsdents in
these schools usually start learning English twaryéater (in
grade 5) than students in Finnish-medium schodils tiseir
results in English are as good as or better tharrdbults in
Finnish-medium schools. This can be explained bth bo
English and Swedish being Indo-European languages a
closely related, whereas Finnish, a Finno-Ugrigleage, is
not related to either Swedish or English. But ampanant
reason is also that the Swedish-speaking childreralaeady
bilingual and biliterate, often at a high level, evhthey start
studying English. High-level bilinguals learn aduiial
languages faster and often better than correspgndin
monolinguals (e.g. Swain et al. 1990).

One might imagine, though, that both the Finland
Swedish and the Quebec French schools could getvam
higher level of multilingualism as a result, i.enative-like
competence in two languages and a very high competa
additional languages, if they were to use the damtin
national language (Finnish, English), as the mediam
instruction in upper secondary school for one ar subjects,
depending on teacher qualifications in each schdbese
minority languages (Swedish, French) are so strovit
such good legal protection, that they would notfesubut
would benefit from the transfer of knowledge fromwall
developed mother tongue to the second languagesdime
is true for at least English and possibly also Keans in
South Africa: native English. Or Afrikaans speaktigldren
in mother tongue medium schools could learn sonhgests
through the medium of Zulu or Xhosa or some othiicAn
language in upper secondary school, instead ohgase of
them as a subject only (and even this is rare)ewige,
Nepali mother tongue children could use Tamang,bum
Rai, Magar, etc to learn some subjects in uppeorskary
school, when enough materials have been developdd a
competent teachers are available (the latter maady be
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the case even if these teachers are today teatiirmggh the
medium of Nepali).

4. Experiences from Nepal: the situation today

The Nepal MLE project schools so far represent an
early-exit transitional model. It seems that thare hopes
and plans that MLE will be expanded both horizdpt@hore
schools and more languages — this is what the degralan
promises) and vertically (more grades to be indiidzg.
grades 4-6). A baseline study by the Expert & Retea
Team, is being written up by dr. Sushan Acharya.ekVh
writing this report, we had access to a first draftdescribes
in detail visits to the various project schools; wél not
repeat anything from it here. We have also readstelley
Taylor's report and endorse all her conclusionsso al
supporting a formative (and maybe also summative?)
evaluation study of methodologies (her suggestotihat dr.
Vishnu Rai might be a good person to do it). Sip#essor
Taylor has discussed teacher training at lengthywilenot
touch upon it in our report.

We visited ourselves the Sri Bhimsen Primary School
Thulobarkhu (5 March 2009), one of the two projsdtools
in Rasuwa district (both started MLE in March 2Q0We
were welcomed by, among others, teacher Pema Wangmo
Tamang and head teacher Ram Sundar Yadav. Wedvsite
Social Studies (geography) class with older stuglato had
not been taught through the medium of Tamang. Tieat
in a first and a second grade classroom (mathespadiad
mother tongue lessons, respectively) where the unedvas
Tamang. In these classes, taught by Yamlal Pamaga a
Urmila Lama, we saw superb and sophisticated pepagod
interested, motivated, eager, really happy childvath their

4  After we had finished our main report, we gat MLE Research and Expert
Team’s Final Draft Report, April 2009. We have immorated some of our
observations of it in Section 5.1.
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eyes shining, competing to participate. When thecading
starts and schools to be modeled are chosen,de®kis an
obvious candidate.

In the workshop 6 March 2009, teachers from Sri
Bhimsen School told about results from and chakberig the
project school. Positive results mentioned were:

- the students now come regularly to school

- drop-out rates are decreasing

- students are joyful

- students are more inquisitive

- students are learning more

- student self-confidence is increasing

- school management has improved

- students and teachers are focusing on cleanlinefiseo
school too

- the teachers are now more trained and more effitiem
earlier

- parents were initially somewhat negative and susysc
towards MLE; now they feel good about it

- MLE has started in two additional cascading schaal$it
runs smoothly in thos schools too

- more resources have been given to those schools

The main problem that was mentioned was:

- it is difficult to translate textbooks from Nepatd
Tamang; they would like to have their own textboaks
all subjects.

Teachers from the other project school in the Rasuw
district, Sri Saraswoti Primary School, Thade, echto a
large extent their colleagues, telling about clefdmow
attending school regularly, etc.. In addition, ttaso told
that:

- the children feel at ease and understand the ola®sr
practices

- using Tamang helps the children to understand subje
matter (social studies and creative arts, mathemsati
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science, health and physical education, all isamadng in
grades 1-3); their confidence improves

- children will be able to transfer their knowledgedther
languages

- there is a lot of local involvement: the community
participates, inquires about school

- alocal subject curriculum has been developed.

Challenges and problems mentioned included:

- the initial phase was difficult; there were probemm
switching from Nepali medium to Tamang medium

- there is interference from other languages (maidyali
but also English) in the Tamang language used

- there is a need for more Tamang-speaking teachers

- time and resources for MLE need to be increased

- the head teacher has an additional work load.

Teachers from both the project schools and the
cascading schools also told that they and the canmtres are
committed to preserving their mother tongues ansb al
reflecting on the role of Nepali. They want a corted to
mobilize Tamang-speaking teachers. A student (gfade
6?), Santimaya Ghale Tamang was also present dthing
whole workshop; she presented a short piece thathsial
rehearsed; when she got stuck, the whole audience
enthusiastically supported her. There was a veveli
discussion about challenges in the workshop.

In the next subsection we present some of the

challenges and questions that we read, heard asehal.
These include issues from the Rasuwa workshopwibalay
workshop on 8-9 March, and the National seminaMatch.
In addition, we have looked at suggestions in spfaaning
reports of various kinds. We also indicate somethod
answers given at the workshops, and our reflectoonboth
these and some of the suggestions in reports.
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5. Specific challenges in Nepal: implementation sategies
5.1. What has been suggested for Nepal in variousports

in relation to mother tongues, Nepali and English?

We start with English. Many studies show that the
demand for Englishwhich is obviously real and growing in
most countries, nevertheless is something that een
partially constructed by a conglomeration of age(dse
Phillipson 1992, 2009, and all references to higings on
English on his home page www.cbs.dk/staff/phillipsoln
“developing countries” (itself a hierarchising tgrthese in
most cases include not only language-related staug
para-statal agencies in countries where Englisthesmain
native language (UK, USA, Australia) and most
“development aid” international agencies, includiNGOs,
but also the countries’ own elites, even in casésre the
country has not been colonized, officially or dectda
Stephen Clayton (2008) is interested in the “undske
qguestion... how has this high demand for English come
about” (2008: 146). He shows convincingly for Camlibo
how “the construction of the demand for English &mdjlish
language teaching” was coarticulated with the eodl
“reconstruction and development” of Cambodia (20@8).
Similar arguments about “the ’'need’ for Cambodiad(a
Cambodians) to be able to access global free nsaded
global knowledge” (ibid., 145) have been aired iepHl.
Such an “external orientation within Cambodian edion”
with English as “an essential requirement for sesfid
rebuilding... has repeatedly failed to meet the neddthe
rural majority”. The country has been portrayed “as
economically and socially homogenous, assuming i&mg|
and ELT [= English Language Teaching] is accesdiblell
regardless of class, gender, ethnicity, age or rggbc
location, and that the external goods English glesiaccess
to are similarly beneficial to all” (ibid., 148)n fact, “access
to English remains restricted to a minority of Camllans
and is closely related to their socio-economic {pmsi
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Likewise, the fruits of an externally-oriented eoary, under
contemporary globalization, are far from evenlytriisited”
(ibid., 148). Thus what is presented as if it wasa@onal
choice (people ‘choose’ English freely) “often maske fact
that ‘choice’ is a marker of economic privilege.€eTmore
distant subjects are from economic necessity, th@em
‘choice’ becomes a possibility. ‘Choice’ is guaeed to
those who can afford to choose” (Reay & Lucey 2003,
138, quoted in Clayton 2008: 144). Instead of cimaps
language policy with, for instance, mass literaaynpaigns,
the Cambodian language planners have “chosen’ra with
unsustainable English, that has led to “leavingniiagority of
Cambodians functionally illiterate” (Clayton 200B13).

The main issue for ITM children is to what extené t
goal of the school is to enable the children to &mldheir
linguistic repertoire instead of subtracting franso that they
have a chance to become high-level bilingual (or
multilingual), with maintenance and thorough depetent
of their own language as a self-evident goal, hidireg a
high competence in the dominant language too. We ca
compare this with how children in Asia who have ksig
(instead of one of the dominant national languages)a
medium of education fare. Andy Kirkpatrick (2009:thinks
that

“lessons must be learned from south-east Asia'$ pus
for English” and warns that if “English is adopted the
medium of instruction for certain subjects acroskol
primary school system [which he thinks is “too ggrl.. can
have its dangers” (ibid.). Analysing several coiastr his
conclusion is, for instance for the Phillippinesend “maths
and science are taught in English in primary schsimice
1974] ... we encounter a common problem that theyearl
introduction of CLIL [Content and Language Integiht
Learning] can cause. Children whose mother tongueot
Tagalog (and that is the majority of Filipinos) @nprimary
school having to learn in two alien languages,pkib [=



Skutnabb-Kangas & Mohanty83

Tagalog] and English. The result is thatany Filipino
children graduate from schools as semilingual idighno
and English and unsure in their mother tongudshe
introduction of English as a medium of instructiarprimary
school takes curriculum time from local languages,
phenomenon that can be seen across the regiorchildesn
who benefit most from this policy are Tagalog sggakrom
wealthy families” (emphasis added).

Most Indigenous and Tribal children in the worldavh
attend school in the first place are in a situasonilar to the
one Kirkpatrick describes. If Tribal and minoritiildren in
Nepal have to learn both Nepali and English in priyn
school, using Nepali as the main medium of instomcand
possibly even having a few subjects in Englishjtaagon
similar to the one described above is likely — nmonf
competence in any language, except, maybe, for INepa
mother tongue elites from Kathmandu. This can be
counteracted by teaching ITM children through theother
tongues, with Nepali as a second language subjedt a
English as a foreign language subject. There arg/msianilar
experiences for Nepal to learn from.

What has been suggested in Nepal, then? In the olde
(1994; English translation 2008) National LanguaBeticy
Recommendations (Yadava & Grove, eds) English rdifa
mentioned. Likewise, in Group Report B from the Watrop
on 'MLE Policy and Strategy Development' in Nepsgg
Appendix 6 for this report; the group was chaireg b
professor Yadava), English is mentioned but no time
starting it is specified.

On the other hand, the report from group A (chabed
dr. Acharya) suggests starting English as a subjegtade 4.
The Review of non Nepali speaking children’s learning
environment, Submitted by MLE Research and Expert
Team (Final Draft, April 2009) suggests, though, in its
Future directionssection, under Point 2, Level and approach
of MLE implementation that “Foreign language which
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English will be introduced from grade one but imited
extent and at oral level only” (p. 8 in the finakft report).
The final draft report also states: “In most of etlprivate
schools except for one Newari-medium school] chkidare
taught to read, write and speak in English frondkngarten.
Nepali is taught as a subject. Use of other langsiaj Nepal
in such schools is not considered” (p. 37 in thealfidraft
report). There are no suggestions to change thiatgn in
the draft report.

The National Curriculum Framework for School
Education in Nepal (NCF) (2007) also suggests in its
Summary (p. 3) that English should be started adgr4 and
made a compulsory subject (whereas ITM languagdg on
appear underOptional first: Language/ Others”, and local
subjects underOptional second: Local subject ( vocation,
business and trade and others)”. On the other hanpart
3.3.5, Medium of instruction the NCF has the following a
bit puzzling formulation (p. 34):

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 theHowever, in the
first stage of elementary education (Grades 1H&),nhedium
of education will generally be in mother tongue fpémsis
added).

In part 5 where the suggestions are concretized in
table about the implementation of the proposed Eveonk,
the same puzzle reappears under pbintLanguagep. 65).
Thus it seems that teaching from grade 4 onwardklaso
be conducted in English, and the teachers, materetc
should be ready for this within 2 years from whiea 2007)
report was published, i.e. in 2009. To us the immaetation
timing seems in any case completely unrealistict iBore
seriously, if English were to be the medium of rnstion
from grade 4, one can predict the same very negagisults
that have appeared in many similar countries: sefite
children might make it, thus increasing the gapvieen elites
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and ordinary people, but for most Nepalese childrevould
be a disaster.

Activities Existing Expected How to When
Condition Change achieve to

that start

11. = No = Teaching | = Formulate | Withi

Language | teaching | learning (of| a policy for teacher n two
learning | grades 1-3) preparation and agtyears
in will be in | accordingly
mother | mother
tongues | tongues

= Medium
of
instruction
in Nepali or
in English or
in both

Suggestions for mother tongue medium teachingen th
Nepali documents mentioned vary. There seems téulbe
agreement about mother tongue medium teachingTivt |
children for minimally the first 3 years of elemant
education and a commitment to trying to organizéoitas
many groups as possible as soon as possible. Sggefor
teaching after grade 4 vary, from NCF's “Nepalitorglish”
to suggesting partial MTM teaching in grades 4 &navith
Nepali from grade 6). If mother-tongue-medium teagh
does not continue at least up to grade 6, we haeady-exit
transitional model.

The limitations of the early-exit models of MLE are
quite evident from analysis of the consequencesaobus
early-exit programs in different countries acrodsica (see
Heugh 2009, for a review; see also Alidou, forthoam
Skutnabb-Kangas & Heugh, forthcoming). Early traosito
the international language of wider communicati@moas
Africa is, according to Kathleen Heugh’'s summaii2309)
accompanied by:
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- Poor literacy in L1 and L2 (SACMEQ 11 2005; UIBBEA
study 2006; HSRC studies in South Africa 2007);

- Poor numeracy/mathematics & science (HSRC 20087

- High failure and drop-out rates (Obanya 1999; Bhose
2000)

- High costs/ wastage of expenditure (Alidou e2@06).

An ITM child can learn to use a second/foreign
language fairly fluently for BICS purposes (BICSBasic
Interpersonal Communicative Skills), for talking oalb
concrete everyday things in face-to-face interactubere the
context makes understanding easier. This takedativedy
short time (1-3 years, depending on exposure, tsarete
between the languages, and several psychologicari&a—
see Table 6, “Learner-related affective factor§g¢achers,
parents and sometimes even the child herself may that
this is enough for using the language for schoopgses. It
may suffice for the first dew grades — but afteadg 3,
requirements for language competence in school geghan
when everything becomes more abstract, much macing
is required, and teaching distances itself fronehrard now.
And it is here that ITM children really start faig if they
cannot continue to develop their thinking and peafbl
solving skills through the language they know bekeir
mother tongue(s). It is clear from research thatakes
between 5-7 years (there are also credible suggesstf 5-9
years) for a child to learn to use a second oridareanguage
(in this case Nepali, and even more for Englishl) emough
for CALP purposes (CALP = Cognitive-Academic Langea
Proficiency), so that it can be used as a languafe
instruction in cognitively and linguistically dending
de-contextualised situations where one cannot uUse t
immediate context for understanding. History, matagcs,
geography, social studies, etc are examples oestsoyhich
are heavily CALP-loaded: they are more abstratik, about
issues and phenomena which the child cannot seeh,to
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smell, or try out immediately. They also requiremaich
larger vocabulary, both receptive (understanding)d a
productive (speaking/writing). As we have shownesrlier
sections, 6 years of mainly mother tongue mediuacation
is an absolute minimum, and 8 years would be pabferif
one wants the ITM children to reach high levelsatnleast
their mother tongues and Nepali. All proposals Wheaggest
less are costly compromises, repeating mistakets thee
been made earlier in many countries.

Many of the Nepali reports mentioned above have
constructive suggestions on how to deal with other
challenges, such as classrooms with several mathgues,
issues around non-formal and adult education,@te issue
that has not been dealt with adequately in themrigate
schools. From a scientific point of view, there ®
difference between demands that should be madetate s
schools and demands on private schools, in relatothe
importance of ITM children’s mother tongues and egah
school achievement. It should be possible to mandat
mother-tongue-based MLE also for private schoolavikly
ITM mother tongues as optional subjects as is ssigdein
some of the reports is a symbolic act with few egpgnces
for language learning or school achievement.

5.2. Developing a State language policy in the caxt of a

federal polity

All languages are resources of a nation. Preservati
and development of the multilingual and multicudiur
character of a country requires multipronged apgves,
founded on respect for diversity and egalitariarciao
structures. The manner in which the system of dducas
organized in any society is among the most impofegtors,
which strongly influence cultural and linguistic imi@nance.
Development and maintenance of languages are atlytic
related to their planned use in education. Theeefdr is
necessary to have a clear languages-in-educatiboy pa
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Nepal. There are already many positive featuresthim
provisions variously made in the principles andcpsses of
governance in Nepal, which show Nepal's commitnterd
multicultural and multilingual society. Declaratioof all
languages of Nepal as National Languages and comanit
to impart early education in children’s mother toag (which
we heard several times from the highest level afcational
administration) are positive steps in this directiolThe
National Language Policy Recommendation Commission
constituted in 1993 has made clear recommendations
mother tongue based bilingual education in Nepal.

Education in a multilingual society in a globaligin
world must cater to the needs for all children ¢velop their
mother tongues for local, regional, national anderev
international level communication. In the context the
present day Nepal, its democratic federal structanel
aspirations for an egalitarian welfare society asdnomic
developments of the nation, the educational systehepal
needs to strengthen the mother tongues and, aathe time,
foster high levels of competence in Nepali as tffecial
language and at least one international languageh(sas
English) for wider communication. Therefore, edual
policy must plan for quality multilingual educatidor the
whole country.

In a federal structure it is necessary to havelanoad
blend of centralized and decentralized structuresl a
responsibilities. Often a top-heavy centralizeducttire is
ineffective in catering to the regional diversitieend
community aspirations. A complete decentralization,the
other hand, runs the risk of fragmenting the nationosaic,
yielding to chaos, unplanned divergences and #keafi local
power struggles influencing the educational outc®ome
negatively.

At the national level education must have a broad
vision for fostering meaningful participation inetltountry’s
democratic  processes, responsible citizenship and



Skutnabb-Kangas & Mohanty89

empowerment of all communities.

At theregional levelit must transform the communities
for more effective realization of the societal goahd foster
planned long-term educational development.

Decisions about materials development, including
many of the content issues which have to be seaditi and
use local Indigenous Knowledges (IK) and Indigenous
Knowledge Holders, including Traditional Ecological
Knowledge (TEK), are to a large extent best lefth®local
levels Local availability of bilingual teachers with gibo
knowledge of the students’ mother tongues will also
influence the speed of both horizontal and vertedension
of MT-based MLE.

However, all the levels duality of responsibility a
federal structure may lead to ineffective planniagd
implementation. In planning for multilingual educeat in
Nepal, it would be necessary to have a broad raitipolicy
framework for planned development of multiple laages
throughout the education system. It is also necgsta
define the curricular objectives at all levels otls education.
“Regions” can in a federal system be enormouslyedabut
regardless of what the principles for forming tegions will
be in Nepal, none of them will have a “monolingual”
population, with representatives of one languagg.orhis
fact will also necessitate a national educatiomainework,
with clearly articulated principles about educatiblanguage
rights for a region’s dominant group(s) and botkadlte and
relative (depending on the size of the minoritghts for all
ITMs.

Within such a national framework of uniformity, &a
and regional levels of educational planning and
administration can foster healthy diversity, framgecific
pedagogical and transactional processes to meetaaity
aspirations.

A federal system of structured and well-definedrsiga
of functions at all levels, with delineated respbilisies, can
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be envisaged to foster integration through pronmotad
diversities. Peace and conflict researcher agreé Vs
who have basic human rights, here including basic
educational linguistic human rights, are much ldssy to
initiate or participate in conflicts. One reason éalucational
LHRs promoting peace and integration is the poverty
reduction that these rights lead to in the midded long
term. When ethnic and linguistic divisions do notldw
divisions in terms of economic and political powéngy
cannot be used to mobilize people along ethnicliswgdistic
lines, something that is often a grave risk in rngual
societies. Paul Collier, professor of economics at Oxford
University and former head of research at the W&dahk,
warns in his 2009 booWars, Guns & Votes: Democracy in
Dangerous Placegaccording to Glenny’s 2009 review of it,
‘The problem with ‘kumbaya’ politics’) that “electns alone

5 One could here use theories about secure vsuresemajorities and
minorities. Alinguistic MAJORITY, secure in its identity, can afford to
grant LHRs to minorities, without feeling that this a threat. A secure
linguistic minority accepts a minority status. It is secure in itsfig and
does not feel any threat towards its future froerttajority; its loyalty is with
the state it lives in. Full linguistic and culturabman rights and a fair
economic and political representation, with affitiva action, are
prerequisites for this. As opposed to thisjrsecure MAJORITY believes
in myths about monolingualism being normal, des@alinevitable and
enough (monolingual reductionism). It sees, falsaliynority LHRs as a threat
to the state’s unity and integrity and does natttbe minority An insecure
minority is threatened by forced linguistic and culturasimélation and
unequal economic and political rights.

The worst combination is an insecure majority ¢héthg as a majorised
minority) and insecure minorities (behaving as migex majorities). We can
then ask what the situation is in Nepal? Are bothnie Nepalis and

ethnic/linguistic 1TMs still to some extent inseeur so that the

Nepali-speaking “majority” is afraid that grantire federal status, with
corresponding educational language rights, to IT#seen as leading to a
disintegration of the state? And the ITMs mayhé#y feel insecure about their
present and future status, make more vocal andplisg demands than they
might if they felt sure that their human rightsclinding the right to

self-determination AND educational and culturalgaages rights, will be

met. In that case, both ethnic Nepalis and lingui$iMs lose out, and so does
the state.
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do not amount to a strong democracy. Without iastihs
that promote accountability, they are exploited dyyical,
greedy elites” (p. 39). Unless the citizens arel wdlicated,
they can neither demand nor understand how acdailityta
and elite exploitation work. Good MLE works also tims
way for democracy.

More specifically, a national educational structwui#,
as mentioned above, require a National Policy Freonle for
multilingual education in Nepal that defines theodu
curricular framework setting targets for all levelsf
education and rights for every group. Within thisniework,
development of specific teaching-learning stratggie
preparation of text materials and activities foassroom
transactions and teachers can be left to the rabitand
local) levels of planning and implementation, emsyr
community participation and sharing, to foster ateh’s
identity and cultural rootedness.

5.3. Curriculum and materials

Development of curricular materials for MT-based
MLE in a linguistically diverse country such as ldepould
require a lot of organized effort. The MLE teanNapal has
done an excellent job of developing quality readimaterial
of stories taken from the ones narrated by communit
members to the children in community gatheringsaoized
by the MLE team. Children were asked to draw pgsur
based on the stories they heard and selected drsviiave
been used to illustrate the stories in the booke (3ough,
Thapa Magar & Yonjan-Tamang 2009, Yonjan-Tamang,
Hough & Nurmela 2009). This is an exemplary stepiciw
can be replicated for all Indigenous languages.

There are concerns, however, about textbooks dretf ot
curricular materials. In the workshop in Rasuwachess
expressed concern about such materials being Igirect
translated from the available Nepali language texts
something that has been done centrally for overozenl
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languages in some areas. This appears superfitialye an
easier method of developing materials and ensusmme
uniformity across different linguistic regions, htidoes not
meet the philosophy and principles of MLE. Manycteers
rightly stressed the need for such materials taudturally
relevant and appropriate.

Two questions are important in this context: hovesio
one, on the one hand, ensure uniformity acros<reifit
languages and regions (and is this necessarynstarice for
guality control?), and how can the curricular miater be
embedded in the everyday experiences of childrerthen
other hand?

These issues can be dealt with by makirdiséinction
between the curriculum, and text materialfie curriculum
provides a broad framework of teaching-learningeotiyes
in any educational programme. It sets the goals for
achievement at different levels of education. Thuas,
curricular framework must specify the teachinghag
standards and objectives to be targeted at diffeyeades in
school education. It is necessary for these olestio be
comparable across different schools, languages MbhH
programmes so that all children are enabled to Idpve
comparable levels of proficiency in different cauiar areas
and school subjects. But the goals can be reacghedany
different ways, through different methods, and vitik help
of different tools, including textbooks.

The question of the -curricular objectives to be
meaningful and culturally relevant to children’silgaife
experiences is related to the linking of the preessand of
the materials required and used for context spesithool
and classroom teaching-learning transactions. &kibaoks,
children’s reading materials, various teachingresy
activities in and outside the schools and the oiass
transactions need to be directly related to childre
experiences. Thus the twin questions relating toiaula,
texts and classroom transactions can be addreygsegdilicy
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of uniformity with diversity. A national curriculdramework

suitably developed, and modified from time to tims,
necessary so that all programmes of the “mainstreanwell

as mother-tongue-based ITM education — Nepali, iEngl
Indigenous mother tongue and other language pragesn+
can target comparable levels of achievement foclaltren

at different grades. Besides specifying teachiagriag

targets for each grade level in school programnibs,
curricular framework must also emphasize the natfre
multilingual proficiency and the goals for MT, Nédpand

English (see Section 2.4), the placing of languagest their
use as instructional media and school subjects, aodd

approaches to and methods of curricular transactiorthe

classrooms. Such a national framework would effebfi

ensure uniform quality education for all childrem Nepal

without entailing disadvantages to the ITM childeerd other
today disadvantaged segments of the national ptpuala

Children’s classroom learning can be contextualized
within this common framework. Preparation of curlar
materials, textbooks, other teaching-learning nmaerand
activities and methods of classroom transactiord rteebe
decentralized to ensure that children’s learninghaias
rooted in their culture and daily life experiences.

The pilot programme of MLE in Nepal has made
substantial headway in bringing in IK and IK-holsl¢o the
classrooms. This approach must be followed to atgchl
limit. It must be recognized that school learning a
collective and collaborative process rooted in dreih’s
cultural experiences. Children come to schools withast
knowledge base about the physical world, the fborad fauna,
ecology, family and community relationships, cudiur
knowledge systems in respect of numbers, measures,
guantities and a variety of other aspects of thétye

Such knowledge is jointly constructed through mutua
participation of children and adults in culturaltiaities
enabling the children to develop a variety of edesy

94 = Policy and strategy for MLE in Nepal

concepts. For example, children’s everyday cogmitaf
numbers, systems of counting and measurement are
embedded in cultural practices such as folk gamesket
experiences, household and agricultural activiled many
other community events, such as traditional fefgjwetc.

The conceptual development of children need to be
seen as an effective interaction between spontanewvery
concepts and the organized system of scientificcepts
which school education seeks to promote (Vygots&y8).
The challenge for school education lies in esthbis
effective linkages between children’s cultural exgreces
and classroom learning so that they can move froe t
everyday to the scientific concepts, which the stho
curriculum seeks to develop. Text materials, clamsr
activities and transactions can be planned atdbal llevels
so that such linkages can be established. In aarexental
programme of MLE in Orissa (India), callddLE Plus
teaching-learning materials were developed within a
theoretical framework of cultural psychology, tolate
everyday cognition of children as an epistemiceysto the
classroom system of mathematics so that the movieiméime
scientific school concepts can be facilitated tiglomultiple
points of contact between cultural experiences@gdnized
school practices (see Panda & Mohanty 2009, foaildgt
The cultural psychological framework offers a sound
theoretical background system for MLE:

(T)hrough formal instruction, children are givercess
to scientific concepts that enable them to reconedise
their everyday experiences. In this sense, scierddncepts
replace children’s everyday concepts and they aginbto
work within the more formal and generalised congabt
framework associated with schooling. But this issgble
only if children’s own knowledge systems, beliefelavalues
are used as the basis for development of more forma
scientific knowledge. The interaction between sitiienand
spontaneous concepts can also be described as an
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interweaving process where scientific concepts grow
downward through spontaneous concepts, while speates
concepts grow upward through scientific concef®anfla &
Mohanty 2009: 302)

This approach necessarily requires that the task of
materials development, preparation of textbooks atir
reading materials, planning of classroom activjties
teaching-learning materials and classroom transatiin
MLE programmes in different languages must be
decentralized and left to the local school authesjtteachers
and communities guided by the national curriculamfework
and a pool of experts and resource persons to ensur
uniformity amid diversity. In addition, teachers-holders
and others participating in this work must be plaidthese
efforts.

For such a combination of top-down and bottom-up
approaches to be more effective, it would be necgs®
reorient teacher-training practices and to offeachker
training in mother tongues.

Another issue in respect of language planning and
pedagogical practices in MLE relates to the usedifférent
writing systems for the languages in Nepal. We thaaveral
claims for indigenous language specific writingteyss and
emotional pleas for their use in teaching child@mead and
write in the mother tongues. The current practicgeneral is
to use Devanagari script to write all the languag&lepal.
The development and use of indigenous and unigskersyg
of writing are questions of identity and aspiratomwf
linguistic communities and cannot be denied.

However, while it is unfortunate that absence of a
writing system is often taken as a sign of inadeguaf a
language, resulting in its stigmatization and réidncto an
inferior status of a “dialect”, it must be realizétht writing
systems are not essential and inseparable chas#cterof
languages. Many languages of the world use a single
orthographic system (such as the Roman system which
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used for writing English, German, French, Finnifhlian,
Spanish and many other European and non-European
languages, including indigenous languages). Sorestim
single language is written in several different ipgst
Santhali, for instance, is written in DevanagargnBali,
Oriya and Ol Chiki scripts.

Thus, development of a language-specific writing
system for each language need not be insisted Uipocan at
best be viewed as an expression of linguistic aspns of a
community associated with the political procesdeisientity
formation and assertion.

This process needs to be separated from the
pedagogical aspects of teaching children to readnatie. In
MLE children are required to make positive transferf
linguistic and reading-writing skills across dikéet
languages. In most MLE programmes for ITM childien
different parts of the world, in the absence of dtimg
system for the indigenous language, a common ordpbic
system is used to write the indigenous as well lees t
dominant languages. Usually the writing system loé t
dominant language is adapted to write the indigenou
language. This facilitated transfer of reading amdting
skills developed in the indigenous L1 to learnirig-2 and
makes it easier for the child to read and writéhlddit and L2.
Often people are not even aware that differenptscican be
used — there is no “ownership” connected to th@itdthat
people are used to seeing.

Without any prejudice to the question of developtmen
of indigenous writing systems, a child-perspectoan be
recommended for MLE in Nepal. In this perspectimemnost
cases, the Devanagari script can be used for t&achildren
to read and write indigenous languages (L1) so tiaaisfer
of skills to learning of Nepali (L2) can be faaiied. It can be
pointed out that this is suggested only as an &ec
pedagogic strategy and that once a child learngdd and
write a language using one orthographic systemhehean
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also learn, at a later stage, to use another \grigystem.
Such learning of a second writing system for a lsing
language is not very uncommon.

In addition, we would also like to point out thatk of
written materials in a language need not postpbeestarting
of teaching through the medium of this languageer&éhare
good experiences of oral teaching, and teachingrevtiee
children write their own “textbooks” as the needsas. For
instance many Steiner schobléncluding the one where
TSK taught one year and which her daughters attefadel 3
years) do not use textbooks in anything else extmpign
languages, for the first 6 years.

Before schools can be established that teach ehildr
through every language in Nepal, one might alsootriythe
possibility of very early reading for those childresho have
to accept primary education in an L2, if the largpidas
been written down and if parents or preschool teecican
read it. It is relatively easy to teach interes?e8iyear olds to
read, with short sessions of less than 10 minutely ar
every second day, and where the materials (e.§0206x10
centimeter cards that the parent of preschool tractakes,
with crayons) cost next to nothing. One of us hasgiht
many parents to do this; the initial training take® evening;
after that, only some very short support sessioashaeded.
There is a wealth of literature on how to do thisa child

already knows how to read in the mother tongue when

starting school in an L2, the skill of reading caasily be
transferred to the L2 when the child has learnedesof it. In
this way, only the school language itself is newut, the child
does not need to learn again the process of reading

5.4. Evaluation & research
Implementation of successful MLE programmes

6 See, e.g. http://www.steinerwaldorf.org/ whaéseereducation.html and
links from there.
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require effective monitoring, continuous policy adacy at
all levels of governance down to the parents amdnoonity,
formative programme evaluation and action resedtohill
also be necessary to establish mechanisms for icadiah,
documentation and resource sharing among the sillerh
of all the MLE programmes in Nepal, very importgntl
including organizations representing the Indigenpesples.
When ITM parents choose to participate in these bd$ed
MLE programmes, their choice must be based on the p
informed consent that is emphasized in the UNDRIRitéd
Nations Declaration on the Right of Indigenous Reo)p
This presupposes thorough information to parentesearch
results and the basic framework for MLE. These rimfation
and advocacy efforts also need to be emphasizalil lavels
of the management and governance of MLE in NepdliléV
a National Resource Centre for MLE is necessanrganize
research, evaluation, monitoring, advocacy anddioation,
the local school systems also have to be empowared
participate in this process.

6. Summing up and recommendations

The question of MT-based MLE for ITM children is
one linked to their identity. This is, according @altung
(1988), a psychological need related to the brosderal
system (see Table 1). Therefore, ITM communitiesl an
parents experience alienation if their languagesnaglected
in society and in schools. Many of the “ethnic” fimts
today have to do with the non-acceptance of pes@tinic,
cultural and linguistigdentities A new constitution, based on
federalism, the option to preserve and promotersditye an
acceptance of various IThlentities and the linguistic and
cultural rights that should follow, can go a longyto solve
some of the conflicts. Mother-tongue-based mulilial
education (MLE) is an important part of this sabuti

The Report of National Languages Policy
Recommendation Commissiofi994, English translation
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2008) of Nepal is a good beginning for languagemilag in
the country. However, it is important to acknowledbat the
first step in language planning is necessarily tpali
planning which involves setting priorities among tarious
socio-economic, cultural and symbolic interestse Pblitical
decisions and policy-making processes must recegthat
different models of educational language planniongsdrve
different interests. Both a centralized dominant-
language-medium model of education which ignores th
mother tongues or one that offers a few yearsasfsitional
instruction in the MTs are assimilatory and homageqg in
nature and may, at best, promote the interestsoafes
Nepali-speaking elites. On the other hand, deckrdgch
diverse and diversifying integrative models of Maskd
MLE with minimally 6-8 years of mainly mother tongu
medium education serve the interests of the whole
population. In addition, they promote integratioh the
population and democratic participation, and ar@drtant
factors in the reduction of poverty.

The next step in planning for educational language
policy involves setting realistic short- and evemdie-term
linguistic competence goalsr what school children in Nepal
should have achieved after the first 8 years oiméir
education. These have to be based on realistima&sts of
the present linguistic competence of the schoatista
children, their families and communities, teachers,
educational authorities, teacher trainers, textbwoters and
curriculum developers.

Keeping in view the present levels of linguistic
competence of children and different groups assettiavith
school education in Nepal, it is recommended thigth
competence in the mother tonguest be targeted for quality
learning as well as for fostering sense of identiyd
self-confidence. In respect dfepal, school education must
aim athigh level of final competencét for higher education
and effective participation in the democratic, pcdil,
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economic and social processes in Nepal.

However,somewhat lower expectations for competence
in Englishmay be a realistic short- and middle-term target i
view of the present circumstances where teachersyos
administrators and teacher trainers do not therasehave
high competence in English, neither in Listening/&png
nor in Reading/Writing. Since requirement of high
international levels of reading and writing compe in
English is unlikely in the near future for most pbkoin
Nepal, a solid basic knowledge in English that da:
expanded later might be a more realistic mid-tegal.gThe
goals in respect of English could be increasedr lateen
English competencies of teachers and educators epalN
become higher.

Once the linguistic competence goals are clariftbd,
next step in educational language planning involves
implementation of ideal models of MLE suitably atipto
various ground conditions for reachieducational goalf
appropriate levels of classroom achievement. Thedade
high levels of multilingual competence, strong, ipes
multilingual and multicultural identity and posiévattitudes
towards self and others and a fair chance of aweaseand
competence building as prerequisites for workingafanore
equitable world.

As Sushan Acharya’s and the MLE project’'s Expert &
Research Team’s draft report (by the end of Felgra@f9)
shows, the ground conditions of early school edonaicross
different regions and communities in Nepal are ejdiverse
and many classrooms do have different combinatiohs
students from different mother tongues. It is thee
necessary to plan different contextualized appreacich as
multi-grading of children from one language and ihgv
single grades comprising of students from diffetanguages
(also discussed in more detail in Shelley Taylo€gort for
the MLE project). It is possible to follow a collaative
classroom pedagogy focused on development of legald
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of metalinguistic and metacognitive awareness as a
prerequisite for multilingual competence among ik
students. Specific strategies can be worked oupikgein
view the feasibility of different approachesEducational
language planning needs to view languages as @sur
rather than problems and to work out models of MbE
complex sociolinguistic contexts.

While models of MLE cannot be transferred to other
contexts and have to be localised, experiences flifferent
parts of the world suggest some broad principlezutthe
characteristics of highly successful and less ssfae MLE
programmes. It is necessary to heed the lessoms fhe
international experience with respect to MLE, satth
education in Nepal can support maintenance of hmgtial
and multicultural and biological diversity and agabtarian
social order.

Yet another step in educational language plannéng i
ensuringprotection of Linguistic Human Rights (LHRS) in
education It must be noted that LHRs are necessary but not
sufficient conditions for quality education and for
maintenance of ITM languages and cultures. From an
economics point of viewthere are strong grounds for
protection and promotion of linguistic and cultudaversity
in Nepal; the question is not whether Nepal caordfMLE,
rather it is WHETHER NEPAL CAN AFFORDNOT TO
IMPLEMENT MLE? Mother-tongue medium MLE for
Indigenous/tribal/local children and national mities, for at
least the first 8 years of education is necessaryhie access
to education and for EFA. Even when there areahfiextra”
costs, MLE is cost-effective, both in short-termdam
long-term.

7 It may be mentioned that innovative programmésvibE for complex
multilingual classrooms with students from many fatént language
backgrounds are being developed for schools in dr®istrict in Orissa
(India) where children from different ITM commums in multilingual
contexts of 4 to 5 languages.

102= Policy and strategy for MLE in Nepal

Analyses of massiveesearch findings on the results of
various models of educatioshow that mainly dominant
language (e.g. Nepali) medium education gsbmersion
programg for ITM children can cause serious physical and
mental harm and assimilate them forcibly. It viekathe right
to education, preventing access to education amyimip
equality of educational opportunity. It curtails eth
development of the children’s capabilities, andpp&sates
poverty. On the other hand, teaching ITM childrerNiepal
mainly through their mother tonguesith Nepali as a second
language subject and English as a foreign langsaggect
prevents educational failure, guarantees their tsigto
education and empowers them for economic developmen

Early-exit transitional programmetgach ITM children
mainly through the medium of themother tongues a few
years, with the dominant language first taught asulaject
and then becoming the only language of teachirgstaby
grade 4. Often the mother tongue does not contwree as a
subject after grade 4. Such early-exit programneesl Ito
poor literacy both in L1 and L2, low achievement in
mathematics, science and other curricular aregs, ttate of
school failure and push-out and high cost due tetagge.

Successful models of MLE for ITM children use nyainl
the mother tongue as the teaching language foreastl 8
years with good teaching of the dominant language (tvhic
in Nepal would be Nepali) as a second languageestjbj
taught by bilingual teachers who know the childsemiother
tongue. Research results show thhé longer the ITM
children have their own language as the main medaim
teaching, the better the general school achieverasnivell
as the proficiency in the dominant languag@eovided that
they have good teaching in it, preferably givenbidingual
teachers). In addition, they learn their own L1.

The strongest form of minority educations a
mother-tongue-medium model in which the MT contete
be the medium from preschool to university with@urty
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transition. Other languages, including the domidanguage
of the state and international languages are stumbesecond
and foreign languages. However, such MT-only prognes
are rare for the Indigenous or Tribal peoples.

The present MLE project schools appear to follow an
early-exit transitional model but there are plaos both
horizontal (more schools and more languages —ishighat
the cascading plan promises) and vertical (mordagdo be
included, e.g. grades 4-6) expansion of the MLEg@mme.
Our visits to some of these MLE classrooms andudsion
with the teachers revealed excellent teachingegras, very
enthusiastic responses from the children in thescteoms
and many other positive outcomes for children, camities
as well as school management although there arermin
problem areas and challenges, which can be souted o

Developinga State language policy including a clear
languages-in-education policyn Nepal in the context of a
federal polity is perhaps the foremost challengepd's
commitment to a multicultural and multilingual setyi is
evident from the declaration of all languages ofp&leas
National Languages. It is also clear in the comraiitnto
impart early education in children’s mother tongussd the
recommendations for mother-tongue-based bi-/mudjilal
education by the National Language Policy Recommatmial
Commission constituted in 1993.

Educational policy in Nepal must plan for quality
multilingual education for the whole country, foows on
strengthening the mother tongues and, at the same t
fostering high levels of competence in Nepali as dfficial
language and English as an international languagevider
communication. At thenational leve] education must foster
meaningful participation in the democratic processe
responsible citizenship and empowerment of all comitres.
At the regional levelit must transform the communities for
more effective realization of the societal goalsl doster
planned long-term educational development. Howeles
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necessary to guard against possible problems assdavith
duality of responsibility in a federal structurehish may
lead to ineffective planning and implementation.

In planning for multilingual education in Nepal, it
would be necessary to have a broad national pdiiog
curricular framework and to define the curriculdmjeztives
at all levels of education. Decisions about makeria
development, including many of the content isswesich
need to be sensitive to and use local Indigenousnadges
(IK), Traditional Ecological Knowledge (TEK) and
Indigenous Knowledge Holders, are best left to libeal
levels Local availability of bilingual teachers with gibo
knowledge of the students’ mother tongues will also
influence the speed of both horizontal and vertedension
of MT-based MLE.

Thus the questions relating to curricula, texts and
classroom transactions can be addresseda bgolicy of
uniformity with diversity A national curricular framework
suitably developed, and modified from time to tims,
necessary so that all programmes of the “mainstreanwell
as mother-tongue-based ITM education — Nepali, iEngl
Indigenous mother tongue and other language pragesm-
can target comparable levels of achievement foclaltiren
at different grades. Such a national framework woul
effectively ensure uniform quality education fot ehildren
in Nepal without entailing disadvantages to the IEMidren
and disadvantaged segments of the national popnlati

Preparation of curricular materials, textbooks, eth
teaching-learning materials and activities and noeth of
classroom transactionneed to be decentralized so that
children’s learning remains rooted in their cultamd daily
life experiences. It is also practical and pedagaity
defensible to use a common writing system such as
Devanagari for the indigenous languages (L1) in NHeE
programmes in Nepal. Both mainly oral teaching (whe
written materials do not yet exist) and teachingdieg very
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early (2-3-year-olds) where written materials exstt the
languages are not yet used in school as teachnypdaes,
are also useful tried-out approaches.

Teacher trainingneeds to be reformed to reflect the
fact that most teachers will have ITM children inheit
classroomsExperts in MLEneed to be trained, and the plans
to start this kind of training at Tribhuvan Univigys
(Department of Linguistics, Professor Yadava) are
commendable.

It will also be necessary to establish mechanisons f
evaluation, research, coordination, documentatiomd a
resource sharingamong the stakeholders of all the MLE
programmes in Nepal, particularly including orgatians
representing the Indigenous peoples. Choices by paknts
for MT-based MLE programmes must be based on prer
informed consent. This requires appropriate dissatiun of
information, research results and the basic framievior
MLE. Theseinformation and advocacy efforédso need to be
emphasized at all levels of the management andrganee
of MLE in Nepal. A National Resource Centre for MLE
needs to be set up to organize research, evalyation
monitoring, advocacy and coordination, and to ablle
information about MLE research and practices frawuad
the world - networking is vital. At the same tintbhe local
school systems also have to be empowered to peatcin
this process.

Nepal has made a very good start with the MLE ptoje
and activities around it. As Appendix 2 (Conceppgra one
of the results of an earlier consultancy by oneusf and
Appendix 6 (working group report, chair professadédva)
show, there is a wealth of knowledge, enthusiasmd an
commitment. This knowledge was also eminently presk
in the Yadava & Grove (eds, 1994/2008) report. Thakes
us hopeful in relation to the future in Nepal'seatpts to
maintain and develop further its enormous riches of
diversities.
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APPENDIX

Workshop on 'MLE Policy and Strategy
Development'in Nepal

Group B's Report on MLE Implementation Strategies
Group leader: Yogendra P Yadava
MLE policy: Transitional multilingual education pol icy,
Suggestive framework

S.N. Strategies Activities Remarks

1. Develop MLE | 1. Conduct mother
database | tongue school mapping
in collaboration with
DoE and other related
agencies We should be grateful if you
2. Explore the could suggest how MLE
possibility for database can enter into the
integrating the survey GIS database which is crucial
with the GIS database for both
that exists in Nepal.| demographical information,
and pedagogical interventions.

2. Select mother 1. Conduct awarene
tongues for | drive for stakeholders
MLE including language

communities, parents,
children and teachers
2. Translate and ada
advocacy materials su
asMLE Advocacy Kit
andFirst language First

3. Formulate a 1. Follow this For achieving proficiency in
national hierarchy: language(s) of wider
curricular Mother tongue > communication for higher

framework for | (Provincial language) p  education and official
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MLE

(Central language) >
International languag

transactions and in
e international language
(obviously English as coloni
legacy) for science and
technology and global
communication.

Introduce
mother tongue
as medium of

1. Introduce mother
tongue as medium o
instruction from Early|

Better to delay the
introduction of languages
other than mother tongue

instruction Child Development
(ECD) and gradually
shift to LoWC and IL.
Introduce 1. Introduce it after
mother tongue MLE.
as subject.

Introduce sign

language for

children with
impaired hearin|

1. Carry out a basig
study of Nepali sign
language.
g2. Adopt appropriate
strategies for teachin
through sign languag

)

e

r
£S.

=

ral

=3

Launch 1. Introduce it for Note:
language children who have not 1. In many cases people
revitalization | acquired their mother have little or no proficiency i
programme. |[tongues due to langug their ancestral languages
shift such as Baram and2. Despite it they conside
several other minority them as their mother tongug
languages spoken in 3. Need to redefine mothe
Nepal. tongue as not only a first
language but also an ances
language even if they do n
know it.
Develop 1. Prepare an
teaching inventory of local
materials. customs through
interaction with local
communities.
2. Develop teaching
materials reflecting
local culture.
3. Develop
supplementary reading
materials including fol
tales, poems, songs, &tc.
Teachers 1. Deploy/recruit

mother tongue/sign

language teachers fro

m
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related language
communities.
2. Conduct
appropriate training for
them.
3. Engage members
local language
communities as teachg
on full or part-time
basis.

Carry out
evaluation to
ensure quality

1. Carryout
continuous evaluation).
2. Arrange written
tests for mother tongu
with written traditions

and oral tests and
knowledge festivals fo
evaluation for the
mother tongues
confined just to their
oral traditions.
3. Adapt the existing
legal provisions
accordingly.

=

10.

Design joint
management

1. Develop joint
partnership and
ownership among
stakeholders such a$
School management
Committee (SMC),
Parents-Teachers
Association (PTA) and
Mother Tongue
Teachers' Association
(MTTA).

11.

Develop
supervision an

support systemn ownership and local

1. Devise it with
d participation of joint

experstise.
2. Set up resource
centres at local levelg
with MLE Centre as th
apex body located at
DoE.
3. Align local

resource centres to
clusters of MT schools
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established through MT

school mapping.
4. Establish rapport
between MLE

in conjunction with

Linguistics and
Education at TU and
other universities in

order to combine bot

academic and practica
aspects of MLE.

5. Explore support

from NGOs and INGO

such as UNICEF ang

UNESCO.

principles and practices

Central Departments of

Local communities need tq

12. Explore 1. Explore financial
financial resources from take a lead role as MLE is|
resources Government, after all in their interests.
NGOs/INGOsand loca
communities.
13. Establish | Set up central and local This is intended to bring

resource centrg

2MLE resource centres
regulate the MLE
provisions and mobiliz
additional resources f
the effective
implementation of the

MLE strategies.

uniformity in implementing
MLE strategies on an
institutionalized basis.

=
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Beyond bilingual education:
Multilingual language education in
Nepal®

SHELLEY K. TAYLOR

Key Tenetsof MLE

For language education to be classified as MLE.emor
than two languages must be used as languagestafatisn.
That is, at least three languages must be used for
content-based instruction, not just taught as stbje.g., as
second or foreign languages (L2/FL), Garcia,
Skutnabb-Kangas and Torres-Guzman 2006). In thealNep
case, those languages include: children’s L1, wimely be
indigenous/minority languages; Nepali, the offidahguage
of Nepal, and English as a Foreign Language (EFL_}he
Nepali MLE program that | was involved in, all tbre
languages were taught from Grade 1 onwards, thoath
the Indigenous/minority language was used as a umnedadif
instruction in the primary grades, and Nepali antylEh
were taught as subjects.

1. The editors acknowledge that this article mh#d in this volume has been
published before &I ST: Education and Learning Research Journal (The
corresponding link to the original sourcehttps:gistjournalunica
edu.co/index.php/gist/article/view/84)
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Skutnabb-Kangas (1995) set out key tenets of MLE
almost 2 decades ago. To achieve multilingualismouth
education for minority language children, there sie key
criteria:

1. The language that is least likely to develop toighh
formal level should be used as the main language of
education for the first 8 years of education;

2. Children with the same L1 should be grouped togethe
initially, especially for cognitively demanding,
decontextualized subjects;

3. All children’s L1s should be equally valorized athey
should all have equal knowledge of the language of
instruction. In dual language programs, the pradtcto
alternate between programs. For example, if halhef
children in the Nepali MLE program spoke Maithihich
the other half spoke Tharu, the teacher could uaithit
all day on Monday, then Tharu all day on Tuesday a
keep alternating like that, or the teacher coulebkpone
language in the morning and the other one in the
afternoon. In that way, both groups of children lgou
understand the language of instruction for hatheftime
and not understand for the other half of the tiae:
equitable solution;

4. Teachers should be bi- or multilingual, thougtsitmore
important for them to be fluent in the children’s, which
is the language of instruction in the primary gsadban
in their L2, the official language, until later on the
children’s schooling;

5. EFL should be taught by teachers who know the
children’s L1; and

6. Children should study both their L1 (e.g., an
indigenous/minority language) and their L2 (Nepal)
compulsory subjects all the way through to school
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completion so as to become biliterate in thosedaggs.
(Adapted from Skutnabb-Kangas, 1995)

MLE provides minority language children with
sustained instruction through their L1, as is tlasecwith
bilingual education. Indeed, research conducted\arth
America and Africa supports the assertion thateth®istrong
convergent evidence between minority language mld
receiving L1-based instruction in bi-/multilingunguage
education programs and meeting educational su¢dédsu,
Boly, Brock-Utne, Diallo, Heugh and Wolff 2006; def
and Thomas 1989, 1999; Cummins 1981, 2009a; Heugh
2009). The empirical work and reviews of relatedgiderm
studies conducted by the researchers cited abaws #iat
students who receive L1-based instruction for thegést
time (e.g., 8 years) experience the most positdiecational
outcomes. Therefore, MLE was selected to incredse t
likelihood of children in Nepal staying in schook fprimary
education; however, that was not the only reason fo
introducing MLE into the Nepali context.

Why MLE in the Nepali context?

Yadava (2007) claims that 104 ethnic languages are
currently spoken in Nepal and that they come frodifiérent
language families: Indo-European (Indo-Aryan),
Sino-Tibetan  (Tibeto-Burman),  Austro-Asiatic, and
Dravidian. Some 80% of all Nepalis speak an Indgafr
language such as Tharu, which was included in thd& M
project. There are up to 57 Tibeto-Burman languaiges
Nepal, which are spoken by 19% of the populatiowo T
Tibeto-Burman languages included in the program ewer
Limbu and Newar. Only 0.19% of all Nepalis speak a
language from the third language family, Austrogiisi. One
such language, Santhali, was included in the ML&eat.
Finally, only 0.13% of the Nepali population aresakers of
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a Dravidian language (such as Jhangar [or Uranvajclw
was included in the MLE project).

Though some 48% of the population speak Nepali as
their L1 (Giri 2009), over 50% of the school-agexpplation
speak a language other than Nepali as their L1 g¥ad
2007). This discrepancy has implications for sgttin
appropriate language-in-education policies, devetpp
culturally and linguistically responsive progranieaching
practices, and grouping children. For instance,avad2007)
cites school-level educational statistics compitedNepal in
2005, and states that of the 4,502,697 students wdre
enrolled in primary level grades in Nepal, 1,60Z,Gzame
from indigenous/minority groups, and that the migjoof
children who dropped out of school did not speakalieas
their L1. As Yadava (2007) explains:

Nepal is a mosaic of linguistic diversity. However,
previous centralized regimes established assimiieti
policies which entrusted a single language, Nepath all
power and prestige while minority languages werekéaol
upon as inferior and were suppressed. With the igigpw
awareness of individual rights there has been fafusic]
minority accommodation. It is with these perspexgivthat
we have proposed . . . a policy for transitiondingual
education. (p. 17)

Children who do not stay in school have reduced
educational and economic prospects (Mohanty 2088y,
children who do not understand the language ofungbn
and who feel that their background knowledge (laugy
culture) is devalued, do not stay in school (CunaT2609b,
2009c). Indeed, the drop-out rate for indigenousiomity
children in grade 1 is 50%, which places them $icgmtly
more at risk of academic underachievement thaefisated
in Nepal's overall national literacy rates (Yad2o97).
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Table 1 National average literacy rates in Nepal in
2001 and 2005-2007 for groups other than Tribal/minority
popul ations. (AdaptedfromYadava2007)

2001 2005-2007

54% of overall; males: 65%; females: 42% 57% of adults; males: 70%; females: 44%
79.3% of youths (15-24 years old); males:
85%; females: 73%

The national rate for children remaining in schoplto
grade 5 increased from 58% to 79% between 1992a64d.
Therefore, a 50% drop-out rate from grade 1 for
indigenous/minority children is striking. This digpancy in
figures between the national average and that of
minority-language children also explains the ragierbehind
introducing the transitional bilingual educatiomabdel (the
MLE) described by Yadava (2007).

The model was, however, not only introduced for
educational purposes; it was also introduced for
socio-political purposes. That is, while bilinguadiucation
and MLE are intended to increase the educationa an
economic prospects of minority language speakbes; are
also introduced to ensure students’ linguistic humights
(LHRs). Indeed, there is a cyclical relationshipween the
educational and socio-political purposes of bi-thnogual
language education and economic prospects of nynori
language speakers. That is, without LHRs and LEdbas
instruction, their educational and economic protpeare
limited (Mohanty, Mishra, Reddy, and Ramesh 2009;
Skutnabb-Kangas and Dunbar 2010).

Skutnabb-Kangas (1998) explains that recognitioanof
individual’'s LHRs implies being able to:

1 fully learn, use in most official situations (inding
schools), and identify with her L1(s) and have that
identification accepted and respected by others;

2. learn (one of) the official language(s) of the coyrof
residence and thus become bilingual (or trilingaalthe
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case may be);

3. not have a change of L1 imposed, which encompasses
supposedly “voluntary” language shift if the indiual
does not know about the possible long-term consempse
of such a shift (i.e., an uninformed shift wouldbewed
as imposed rather than fully voluntary);

4. profit from the state education system, no matteatviner
L1 may be (p. 23).

When the Maoist government came into power in
Nepal in 2007, it introduced an Interim Constitatio
guaranteeing indigenous/minority children the rigta
L1-based instruction (Nurmela, Awasthi and
Skutnabb-Kangas 2010; Government of Nepal 2007hat T
is, the Interim Constitution guaranteed that cleitds LHRsS
would be respected.

Prior to 1991, Nepali-medium instruction was
mandatory for all students. Policy changes for Uegg in
education came slowly because as Yadava (2007 piespl
under thePanchyat regime (during the time of the monarchy),
there was ane nation/one language policy and a deliberate
plan to eliminate all languages other than Nepdie status
quo changed subtly in 1991 because a new constitutas
passed which recognized an individual's right to-Haked
instruction in primary grades; however, the politgd no
“teeth.” In contrast, Yadava (2007) explains howegies of
events led to growing awareness of individual sgand a
focus on minority accommodation. These events dwei

* public demonstrations and a linguistic human rights
conference organized by the Nepali Federation of
Nationalities (NEFEN) in 2000;

* the involvement of the Nepali government in the &ak
Forum (Education for Al/EFA), the goal of which tis
make quality primary education accessible to albcén
(including indigenous/ minority children), and @i on
L1-based instruction to meet that goal; and
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* the election of a Maoist government in 2007, which
instituted a new constitution and endorsed a padic
transitional multilingual education to achieve the
EFA/Nepal (2004-9) goals (Nurmela et al., 2010;
UNESCO, 2000; UNESCO, n. d.; Yadava, 2007)

At present, Nepali is the official language of the
country, all children’'s Lls are recognized as mslo
languages, and they have the right to L1-baseduictgin.
The population is highly politicized and demandsith HRs;
however, many more schools need to offer L1-medium
instruction, not just courses in children’s L1 asubject.
Dhakal’s (2010) newspaper report gives an idea@htumbers
involved and the challenges the Nepali governmaces:

Under the joint cooperation of the Nepal government
and Finland, test MLE classes were held at sevkhads of
six districts for a period of two years and a hsirting from
2007. Now, the government has started holding etass
eight different mother languages in 21 schoolspofisstricts
... [The] School Sector Reform Programme . .d planned
to launch mother tongue classes in 7,500 schooZ0k$ for
basic level education. But according to a repoit,000
schools have already started teaching studenteinmother
tongues.

While Dhakal's (2010) report does not say whether
the 17,000 schools were teaching students’ L1 bgests or
their L1s were the medium of instruction, the rémives an
idea of the magnitude of what Nepal is undertakihbis
observation begs the following question: What &s basis of
such an educational program?

The MLE framework

Before describing the actual MLE framework, it is
useful to explain its place within the overall Migfoject in
which | was involved.
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The MLE project and project objectives

The MLE pilot program that | was involved in
included seven school districts and nine indigefroumority
languages. The program was the result of a coaperat
project between the Finnish Ministry of Foreign &ifs and
the Nepali Ministry of Education, and was broadlygorted
by grassroots Nepali organizations such as thehégstc
federation, the Nepal Federation of NationalitiBlEFEN),
and the International Work Group on Indigenous ié$faAs
Nepal is the 12th poorest country in the worlds ldlependent
on donor agencies for 50% of its educational bu@@etlins
2006; World Bank 2001). Therefore, it was not ualdar a
foreign government to be involved in an educatiqmalject
in Nepal.

Nurmela et al. (2010) describe how, under the
Education for All program (2004-09), jointly funded by the
Government of Nepal and a development partnerKiieish
Ministry of Foreign Affairs), the Nepali Ministry fo
Education introduced an MLE program for model- tiniy
purposes in 2006. The formal objectives of the gubjvere
to:

1. Create a conducive policy environment for MLE;

2. Develop an institutional structure that would faate a
bottom-up approach to the implementation of suataa
MLE, and coordinate MLE activities;

3. Strengthen the educational sector’s capacity tdampnt
MLE by focusing on institutional structural develoent
at central, district, and community levels;

4. Create and establish models of learning environsniatt
would facilitate non-Nepali speaking students’ teag
and prepare them to continue their education dfier
primary level, and

5. Establish models of support networks for schools
implementing MLE. (Adapted from Nurmela, n. d.).
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At the ground level, the program goals were to
develop indigenous/minority communities’ capaciycteate
L1-based primaryevel programs in the primary years in local
schools and to institute culturally relevant pedpgdi.e.,
teaching familiar topics to local children; HoudWagar and
Yonjan-Tamang 2009; Nurmela et al. 2010). An addai
goal of the project was to develop linguisticalbulturally
responsive teaching materials.

To be able to develop and teach these materials,
material developers and teachers needed to undersbe
MLE Framework. Nepal's National Center for
Educational Development (NCED), an offshoot bé t
Ministry of Education, prepared teacher trainingnomeds in
the original 9 languages included in the projeod &en in
15 languages by the summer of 2009. | conducted two
workshops for material writers and teacher trainerghe
winter and summer of 2009 to introduce the thecaétand
practical aspects of MLE laid out in the MLE franw. The
participants needed to understand the frameworkemelugh
to lead trainer-of-trainer workshops to cascade RheE
program out gradually to all other minority langaagroups
throughout the country.

TheMLE framework
The NCED prepared the MLE framework to meet the
following objectives:

1. to provide support to teachers delivering L1-based
education (e.g., pedagogical training, developmeant
provision of L1-based materials, etc.);

2. to offer guidelines to teachers and other stakedrsldo
help respond to minority students’ MLE needs atyear
stages of basic education;

3. to develop positive attitudes among MLE stakehader
towards employing mother tongues as a medium of
instruction;
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4. to utilize local and global knowledge on MLE priplas
and practices for the use of mother tongues indsho
ensure both the cognitive and holistic developmant
children, and

5. to develop strategies for the use of language(sg¢dan
the additive approach to languages (i.e., adding an
L2/Nepali and L3/English on to the L1 rather than
replacing the L1) for intrinsic (empowerment) and
instrumental (pedagogical) purposes. (Adapted from
NCED, 2008).

The MLE framework was divided into seven topics:

1. Why 2. The MLE
MLE? context
7. 3.
Assessment Conceptual
consideration

s

6. Classroon 4. Design,

management developmen

& delivery of

materials

5.
Pedagogocil
delivery:

teaching/lear
nina

Figure 1: The MLE framework (Adapted from
NCED, 2008).
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For purposes of this paper, | only provide brief
summaries of the content included in Topics 1 as4Topics
5 to 7 are commonly discussed in the literatureébitingual
education (e.g., how to scaffold activities to d@wearners’
linguistic and cultural capital or what they alrgdahow; how
to organize teaching in multi-grade classrooms, laog to
avoid discriminatory assessment—testing childrethéir L2
when it is only taught as a subject, not as a nmedai
instruction for literacy and numeracy in the prigmgrades).
Those aspects of Topics 1 to 4 which | describéapemore
specifically to MLE.

Why MLE? Four rationales were presented for why
MLE was being introduced across Nepal. The firsaltde
with enrichment. The idea behind this notion was that by
recognizing indigenous/minority children’s non-nmstheam
Nepali home cultures and values, they would be rizad,
allowing children’s self-esteem to grow and encgurg
them to feel as though school was for them toothleamore,
the use of their L1 was doubly empowering: enablivem to
express themselves better, and serving as a salts lon
which to build their L2 (Nepali). The second ratde dealt
with language promotion. By including minority larages in
the Constitution and using them as the medium stfuiction,
they would be further developed, in a sensetected from
dominant languages and, hopefully, their speakergldvbe
less prey to language shift. Included in this foeuss an
emphasis on language survival, revitalization armhotion,
as well as official recognition afral traditions.

The pedagogical rationale focused on the use of the
L1 in the teaching/learning process. Children whe a
instructed in a dominant group language that istheir L1
require time to catch up to their dominant grouprpenvho
are, however, a moving target as their L1 skillatcwe to
develop in an age-appropriate manner. Thereforeprity
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language children are at a disadvantage compared to
dominant- group peers schooled in their own homguage.
Children who are educated in their mother tongweadran
advantage compared to their peers schooled in whdbr
them, a second language. When children receivedskd
instruction, they do not experience linguistic/audtl blocks

to their learning as they do not have gaps in their
comprehension of lessons, do not require transiagatc. All
children need L1-based curricula, textbook materiaburce
books, and support materials. Otherwise, they havease
resources produced in the dominant group languabeh
defeats the purpose of Ll-based instruction to ldeve
literacy in the L1. Another consideration is thasessment
must be conducted in the language of instructiorattain
valid measures of student learning.

The final rationale involves learning (the cogrativ
development rationale), but it could also be vievad a
linguistic rationale as it is closely linked to Comms’ (1981)
interdependence hypothesis. This hypothesis suggbst
when children learn a concept in their L1, that Wisalge
will transfer to another language. For instancehédy learn
about “what democracy entails” in Limbu, that knedde
will transfer to Nepali when they gain sufficierkils in
Nepali to express themselves in that language; ehetnne
spent learning an indigenous/ minority language ns
wasted. If, on the other hand, they are taught tabou
democracy in a language they do not understanck thid be
no conceptual understanding to transfer to andémguage.

In an MLE program, when children have established
a solid basis in the language of schooling (i.eadamic
language) through their L1, they can graduallyrisoduced
to learning other languages as subjects (e.g., INepa
English/L3) and, later, when they are proficientegh in their
L2 (and/or L3), they can be introduced to instrmctthrough
the medium of their L2 (and/or L3). The rationate that
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knowledge learned in a language that children kn@i can

be linked to key vocabulary in another languagetardsame
concept will be understood. If, however, teachgrdd teach
children a new concept in a language they havenastered,
they will not have the cognitive foundation on whito

attach the new knowledge. Even if someone trarsiatiew
key words for them, that would be insufficient fooncept
formation to occur in the minds of the students.

Teachers must use children’s local (indigenous)
knowledge as the basis for learning; linking andeming it
to regional, national, and global levels. Teacles make
links between children’s indigenous knowledge aravh
those same concepts work in broader society (ekgious
ceremonies learned in the home culture can be dirtke
ceremonies of state elsewhere as the notion oared¢ionis
shared in both cases, and understood by the chilhdly can
use children’s existing schemata (mental orgaranadf how
the world works) and build on them by making anedeg
generalizations, categorizations, etc.

MLE context. Topics discussed in the MLE context
category include global and local realities (etlge, growth of
linguistic diversity due to international populaticshifts,
internal migration, and national indigenous/minprgroups
such as those in Nepal); language policies; binding
international legislation to which Nepal is a sitprg; local
level practices; cultural-, bio-, and linguistic veisity;
language ecology; and where the MLE program fite il
of these. For the section on international legmht |
discussed how international bodies such as the etnit
Nations developed language statements in the fofm o
recommendations, position papers, declarationati¢®e etc.
that states may choose (not) to endorse. One ssgttuiment
is the UNESCO (2003) position paper entitled “Edigcain
a Multilingual World” and another is the United MNats
(2007) “Declaration on the Rights of Indigenous tes.” In
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this regard, | stressed Skutnabb-Kangas’ (2000hwvgr that
treaties and other international instruments inéeindo
protect indigenous/minority languages are not Iigdi
legislation, and many signatories of treaties chdosignore
them.

It was particularly important for the MLE workshop
participants to understand the UNESCO (2003)
recommendations as they pertain to MLE:

 UNESCO supports mother tongue instruction as a mean
of improving educational quality by building upohet
knowledge and experience of the learners and tesiche
* UNESCO supports bilingual and/or multilingual
education at all levels of education as a means of
promoting both social and gender equality and &sya
element of linguistically diverse societies; and
« UNESCO supports language as an essential compohent
inter- cultural education in order to encourage
understanding between different population groupd a
ensure respect for fundamental rights. (p. 27).
Other topics included in this category included:
MLE fundamentals, teacher development, and materials
development. The fundamentals discussed includeaded
for continued support of a child’s mother tonguetighout
her school years, or for 4 to 8 years (dependinghen
circumstances) until she has developed cognitiael@nic
language proficiency in the language (Alidou et 2006;
Baker 2006; Coelho 2007; Collier and Thomas 198391
Cummins 1981, 2009a; Garcia 2009). It is notewottiat
this fundamental was overlooked in the Nepali MLBgram
design (it was designed as an early-exit prograompared
to the Ethiopian MLE design (a late-exit design,ubfe
2009). In the teacher development section, | stckHse need
to introduce teachers to the basic principles af eationale
behind MLE, and to instruct teachers about appabd@ri
teaching programs and practices to meet MLE go&lish
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regard to materials development, | stressed that
state-developed materials are not generally writian
minority languages. Therefore, communities needeteelop
their own teaching materials and, indeed, how toelbp
suitable indigenous materials was the focus of mgosd
workshop (Taylor, 2010).

Conceptual considerations. LHRs are one of the key
notions introduced in this category as are isstidanguage
and power, and key tenets of L2 teaching and legriith
regard to issues of language and power, workshop
participants/future trainers-of-trainers need taenstand the
connection between (a) the supports received bgukages
that are used as the medium of instruction (eitgrate
materials developed, vocabulary expanded, etacpagpared
to (b) what happens to languages that do not rectigse
sorts of supports (i.e., they become viewed asitaide to
meet the needs of “modernity” and barriers to cbiits
academic future). These decisions are reflecteldnguage
policies, including those involving the language of
instruction. They need to understand power relatiarorder
to also grasp how children directly feel the impanft
language policy decisions. For instance, minorégguage
children who are schooled in languages they ddknow or
have not mastered are in powerless situations sirtesr
communities are in a position to fight and change dtatus
quo (e.g., by launching an MLE program).

Design, development and delivery of materials. For
this unit, | stressed that MLE teachers and madteria
developers must conduct a needs assessment tdyidéet
sorts of materials that they should develop. | sgtgd that
they adopt afunds of knowledge approach to community
values and knowledge, and compare existing mattriake
whether it relates to local knowledge and values)eeds to
be indigenized. Byunds of knowledge, Moll and Gonzalez
(1997) refer to the knowledge base and stratedgmed t
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children learn at home and in their local communitilese
authors also stress that minority language childegm
children from other marginalized backgrounds do aroive

in school with no language and no prior knowledgmtrary

to the stereotypes and misconceptions that teadtwdds of
children from backgrounds different from their oMoll
and Gonzalez 1997). This concept holds explanataiye
for why teachers who do not share children’s L1 or
cultural/values (unwillingly) stigmatize them, leag to the
50% drop-out rate for grade 1 discussed earliénigpaper.

Discussion and concluding remarks

This paper began with a question that would likely
be asked of politicians and language policy makeosinds
the world if they decided to teach every child tigb the
medium of their mother tongue: What would a counidg
MLE program look like? Though each country would
develop programs that meet their local needs, tHe&E M
framework developed in Nepal would be a good stgrti
point for countries considering implementing L1-bas
instruction and has been well conceptualized, asoied
above. A political platform that offers L1-basedtiiction in
over 100 languages would be an ambitious undegatan
any country, not to mention one without great fitiah
reserves; the venture not only has pedagogicalnzatérials
development implications, but requires an analgdigach
local context.

Additionally, the role of English as a globahgua
franca must be considered. As Giri (2009) notes, Engksat i
the heart of the L1-based MLE issue as parentawaege of
its value and students must pass an English exavbtton
their School Leaving Certificate (SLC); howeven, the 50%
of indigenous/minority children who quit school gnade 1
and their parents who have a grade 5 educationest, b
passing a high school English exam is a moot pédmtaise
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the national literacy level, these children mualysh school
and all of the participants in the workshops | dsied
reported that full cohorts were finishing the gradeviLE
program. People talk with their feet, and they aaging
volumes by keeping their feet firmly planted in MLE
classrooms and demanding double the number of MLE
classrooms that the government projected wouldeloessary

in 2010 (Dhakal 2010; Hough 2009).

The educational basis of MLE programs like their
bilingual education predecessors is clear, butospalitical
considerations are as likely to shape MLE as theyta
shape bilingual programs, either confining themmsti@ining
them, or supporting them and allowing them to fistur
However, politicians and language policy makerenested
in meeting EFA goals and increasing national litgreates
are strongly advised to look at successful MLEiatikes,
learn from them, indigenize them, and “do the ingidgs”
just as Nepal is doing. A path that meets the ne&dsildren
in Nepal has been laid out. Other countries may iheavn
from this unique model in order to design a pathdademic
success that will best serve the future generataintheir
own citizens.



A Bottom-up approach to MLE in
Nepal

DAVID A. HOUGH

What is multilingual education?

Multilingual education, or MLE, has various mearsng
and applications. All of them involve teaching cantt
courses in the mother tongue, usually from the fiesrs of
schooling. This is often referred to as Mother Tomg
Medium of Instruction (MTM). In addition to MTM
instruction, MLE also involves the teaching of amemore
other languages, often from later grades. Generdhg
mother tongue language is a local indigenous orontn
language or dialect, while the others are officaldominant
languages within the greater society.

By way of example, in one region of Nepal, MLE abul
mean teaching Palpa Magar children all elementahpd
content courses in their dialect from preschoob@de one
through grade five or later. This would be suppleteé by
the teaching of Nepali as a subject (i.e., as arskc
language), from a later period — possibly thirddgraEnglish
could also be taught as a third language fromea Eage.

Why is MLE important to Nepal?
Simply stated, teaching indigenous and minority
children in their mother tongue is more effective
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educationally. Numerous studies worldwide have pnothat
indigenous and minority language children educatetheir

mother tongue for a minimum of six-to-eight yearsvith

dominant second and third languages added latetually

achieve higher levels of academic performance tHan
monolingual students from the dominant languagerived

of mother of tongue medium of education, howevkesé
same students either do very poorly in school @pdout
altogether.

The second is the issue of human rights. Numerous
international instruments, including ones signed NBpal,
give children the right to study in their own laage(s).
Nepal’'s interim constitution does likewise. This ato in
keeping with the generally understood definition of
Education for All (EFA).

What happens when linguistic and minority groups
cannot study in their mother tongues?

From a human rights perspective, the devastating
impact on indigenous and minority children who héeen
denied the right to study in their mother tongus been well
documented. Also as noted on the previous pageea deal
of research has been conducted which proves thahiteg
children in their mother tongue is educationally reno
efficient and cost effective. Briefly, however, $etonsider
what happens at the psychological level to peogienatheir
mother tongue isot taught in schools. These are some of the
results:

1. Lack of appreciation for indigenous culture, values
and languages;

2. Feelings of inferiority and humiliation when exposd
to the dominating culture;

3. Denial of one’s culture and language;

4. Self hate which can be either externalized or
internalized (e.g., psychological abuse to anotheor
suicide);
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5. Colonization of the mind (learning to perceive onesf
and the world through the eyes and standards of the
colonizer);

6. Retarded cognitive development (based on foreign
benchmark educational standards); and

7. Increased dropout, repetition and failure rate at the
early grades.

Problems caused by the devaluing of one’s mother
tongue are endemic to indigenous communities wodew
They are not voluntary but are brought about by the
domination of one language over another. Skutnadbgids
(1999) writes, “...if people are forced to shift thieinguages
in order to gain economic benefits of the kind vishare in
fact bare necessities for basic survival, this \\addation of
not only their economic human rights but also thaguistic
human right.” As noted above, the results in teaihBuman
psychology range from feelings of inferiority, huiation
and self hate to outright denial of one’s cultdratitage.

Here, it could be argued that denying childrenrigbt
to learn in their mother tongue is a form of lingia
genocide. According to Article Two of the UN Intational
Convention on the Prevention and Punishment oiChee
of Genocide, E793, 1948) there are five definitioois
genocide:

(@ Killing members of the group;

(b) Causing serious bodily or mental harm to members
of the group;

(c) Deliberately inflicting on the group conditions oflife
calculated to bring about its physical destructionin
the whole or in part;

(d) Imposing measures intended to prevent births
within the group; and

(e) Forcibly transferring children of the group to
another group.

Denying children the right to study in their mother
tongue can be categorized as genocide under dexfisiil (b)
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of causing serious mental harm, and (e) forcibdysferring
children of the group to another. In this last ¢alse transfer
does not have to be physical, it is accomplishedidryying
their linguistic and cultural heritage and forcitigem to
assimilate into the dominant culture.

How to implement MLE in Nepal? What guidelines

should we use?

» Support the UN Declaration on the Rights of
Indigenous Peoples

On September 13, 2007, the United Nations General
Assembly passed a non-binding resolution on thbtsigf
indigenous peoples. Designated the UN Declaratiorthe
Rights of Indigenous Peoples, it was passed bycbd8tries
including Nepal. Bolivia — a country with a largedigenous
population like Nepal — has now incorporated thelatation
in its entirety into its constitution. In other adrties,
emphasis has been placed on issues of linguistiahuights
and the effectiveness of teaching in the motheguen The
declaration sets out far reaching guidelines whemmong
other things, attempt to protect and promote inubges
languages and cultures. Paragraphs 13 and 14 of the
declaration state the following regarding languagdiure
and education:

Article 13, Paragraph 1: Indigenous peoples have the
right to revitalize, use, develop and transmit foture
generations their histories, languages, oral iUt
philosophies, writing systems and literatures, @ndesignate
and retain their own names for communities, plaaed
persons.

Article 14, Paragraph 1: Indigenous peoples have the
right to establish and control their educationadteyns and
institutions providing education in their own laages, in a
manner appropriate to their cultural methods othews and
learning.



Hough =131

These two paragraphs call for the right of
self-determination in indigenous education. Panalgrd 3
gives indigenous peoples the right to control tbatent of
their teaching, while Paragraph 14 states thatahehing of
this content should be based in methods of teachimd
learning which are appropriate to indigenous pexple

» Draft laws and provide funding which will:

« Guarantee that all indigenous and non-Nepali
speaking Nepalis can be educated in their mother
tongues (Mother Tongue Medium of Instruction).

« Allow each community to develop its own
curriculum based on their individual histories,
customs, and traditional knowledge.

« Allow each community to practice -culturally
appropriate methods of teaching and learning.

« Use traditional methods of learning as the bagis fo
teacher training.

« Provide for indigenous and minority peoples with
School Leaving Certificates (SLCs) to become
MTM teachers.

« Provide for indigenous and minority peoples
without SLCs to become community teachers and
teacher trainers.

«  Provide funding to support the above.

« Develop advocacy programs for high level
educational administrators so that they can
understand the issues.

» Understand and promote indigenous knowledge and
practices
This is often referred to as TEK, or Traditional
Indigenous Knowledge. Winona LaDuke, a Native Arceami
Anishinaabe and former Green Party candidate fare Vi
President of the U.S., defines TEK as “the cultyrand
spiritually based way in which indigenous peoplelate to
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their ecosystems. This knowledge is founded on rgeioas

of careful observation within an ecosystem of cwmus
residence [and] represents the clearest empiridadiged
system for resource management and ecosystem fwatec
...Native societies’ knowledge surpasses the scierifid
social knowledge of the dominant society in itsligbito
provide information and a management style of
environmental planning”.

» Develop advocacy programs which raise
consciousness about MLE

Consistently indigenous peoples have raised their
voices to say they want mother tongue medium otation
for their children. These voices have not beeerist to. As
a result, there are many misconceptions about Wha#i is
and whether or not indigenous peoples want it. Such
misconceptions are particularly common among @ff&cin
government. Given more than 250 years of discrittona
against indigenous and minority peoples in Nepak-well
as the immense size of the indigenous and minority
population — it is imperative that the governmenplement
MLE nationwide by 2015. This is in keeping with EFA
guidelines. In order to accomplish this, it is dbsaly vital
for high-level administrators and policy makersNepal to
understand the issues. Here advocacy programs egn h
them understand why MLE is necessary, how languages
come to be threatened and how people are margedadiz a
result.

MLE and curriculum development from the bottom-up

Articles 13 and 14 of the UN Declaration on the Ry
of Indigenous Peoples give indigenous and peoplesight
to develop their own curriculum based on their vdlial
languages, histories, philosophies, oral and writtaditions.
This means a decentralized curriculum that candveldped
from the bottom up by local communities.
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The collective knowledge that indigenous and
non-Nepali speaking communities possess is oneepials
greatest treasures. In every community there are amal
women with a wealth of knowledge about herbal medg
and traditional healing practices, both traditioaatl modern
knowledge and skills, local history, numerical syss,
weights and measures, local religion, belief systesnd
related practices, life rituals, feasts, festivalangs, poems,
etc. By tapping into this vital resource, each camity can
build its own curriculum based on their individua¢eds,
histories, customs, traditional knowledge and deator
traditions.

Here, students, teachers, parents and local kngeled
holders can work together to produce classroom naéten
the mother tongue — and multilingually where retgegsFor
example, local elders can tell stories to childveimo can
write them down with the help of parents and teeshEhey
can also draw pictures with paper and crayons. &hes
materials can then be bound and printed as texthawokl
distributed to schools speaking the same dialedditfonal
materials can be kept in handwritten form and bowuntth
string. They can be used as supplementary mategiads
library books. Such practices have already beetedem
various regions around the country and have beewrsito
work.

Culturally appropriate methods of learning and teadiing

The United Nations Declaration on the Rights of
Indigenous Peoples not only addresses the rigthitdren to
get an education in their own language — and fdigenous
peoples to control their own educational systems also
calls for teaching in a manner appropriate to tloeaitural
methods of teaching and learning.

Again, this means a bottom up approach were each
community is empowered to use its knowledge base in
teacher methodology and training. Indigenous ways o
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knowing include intergenerational learning stratsgihe use
of mnemonic devices based on oral traditions armty st
telling, scientific observation of local ecosystemand

cooperative as opposed to competitive teaching@stHere,

local indigenous knowledge holders, teachers andests

can come together to develop intergenerationalniegr
strategies in a non-competitive, cooperative atriess

MLE and teaching methodology

Empowering a community means working with its
knowledge base to build MLE programs. Rather tledyirrg
on Western educational benchmark standards based on
competition, devaluing local knowledge, and induad
assessment and testing, communities should be eg=alito
develop teaching methodologies and approaches which
reflect their traditions and values:

1 Generosity/sharing;

2 Caring for each other;

3 Collectivism (as opposed to individualism);

4.  Cooperation (as opposed to competition);

5. Relatedness to one another;

6 Relatedness to nature/spirituality;

7 Individuality (respect for difference/tolerance)

8 Matrilineal bonds (gender equity);

9. Respect for elders/wisdom;

10. Intergenerational learning;

11. Patience; and

12. The use of time and space as a function of the

above.

MLE and teacher training

Many certified teachers in village schools lackefiay
in the local language and knowledge about the multu
Furthermore, currently all teacher training is aectéd in
Nepali and teachers are not encouraged to useliowlages
as a medium of instruction. On the other hand,ehaish the
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greatest knowledge of the language and cultureinvitie

community rarely have teaching credentials. Thegrofack

reading or writing skills, but possess a treasufeoral
knowledge. In order to correct these imbalances th
following steps should be taken:

1. Provide assistance for indigenous and minority fE=op
with School Leaving Certificates (SLCs) to become
MTM teachers;

2. Incorporate indigenous teaching methodologies th&o
certification process;

3. Provide funding for community elders and knowledge
holders to become teachers or teaching assistaaisike
they lack reading and writing skills. Privilegingab
traditions and knowledge is vital; and

4. Train teachers who speak only Nepali to become
Nepali-as-second language teachers.

Job creation/funding

All of the above can be accomplished with relagvel
little money — but it will require some funding aladgood
deal of commitment. For example, multigrade and
intergenerational programs can be set up whichwallo
community knowledge holders, teachers and studieots
different age groups all to interact and teach edbhr. Here,
a master carver or story-teller might be calledhare his/her
knowledge in the local language with students aadthers.
These stories can serve as a vehicle for MLE o8t
where teachers not fluent in the language and reultan
learn at the same time that they are facilitatihgter,
students and teachers can work together to tréresthiese
stories. Finally, students may take on the roléeatcher as
they impart literacy skills based on these stoaied written
materials to their elders. All of this is best dome a
multigrade, intergenerational learning environmeéntorder
to accomplish this, priority should be given to:
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1. Primary funding at the local level rather than e t
regional or national;

2. Local job creation which encourages the use of
indigenous and minority languages in teacher tngini
curriculum development and local government
administration;

3. the use of indigenous knowledge holders as teachers
teacher trainers and teaching assistants; and

4. the allocation of NR300 per child for locally devpéd
MLE textbooks and teaching materials.

Cascading

In order to make MLE sustainable nationwide by 2015
the UN mandate for Education for All — local comnities
must take control of curriculum development, , heac
training and methodology. If each community, after
developing their own program, goes on to train fivew
communities, the goal can be reached. This apprasch
known asCascading. If, on the other hand, MLE program
development and implementation are left to expattshe
national and regional levels, only a fraction of piaks
indigenous and minority languages will be coverednd
even then it will take well over a quarter of a tcen.

Frequently asked questions

* Do indigenous and minority peoples in Nepal really
want MTM/MLE?

Yes! They have been demanding education in their
mother tongue for many years. This is especiallg in the
villages. Even among those who have moved to tiesand
lost their language, there is strong feeling thaglEhonly is
not the answer. Mother tongue education is alsessary.

« How many languages are there in Nepal?

It is not known how many languages there are inadNep

Nor does it matter. The 2011 Nepal census lists. T2&
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Indigenous Linguistic Society of Nepal lists 14Bdialects

are included there may well be over 200. Whatever t

number, however, children in each community haeeritht

to learn in their mother tongue.

* What is the difference between a language and a
dialect?

The distinction between a language and a dialect is
strictly political and economic. Dialects with powaee called
languages. Languages without power are called aisaldll
dialects — even mutually intelligible ones — shobédtreated
as languages.

* Should all dialects have mother tongue medium of
instruction?

Yes, if communities want them. All dialects shobiel
treated as languages and have access to mothenetong
medium of instruction. To include some and not cthe the
MLE program would be a continuing abuse of lingaist
human rights. Ask each community if they want MIASkK
what language or languages they speak. Then let begin
developing materials using their knowledge base.

* Aren’t there too many languages in Nepal for MLE to
be practical?

No. Papua New Guinea with over 600 languages has
done much the same. By producing materials locatig
cascading the process— having each community be
responsible to training five neighboring commursitie it is
not only possible, it is economically effective.

* Won't it cost too much?

First, it is a linguistic human right for people be
educated in their mother tongue. The United Nations
Declaration on the Rights of Indigenous Peopleghéur
stipulates that content and methodology be culiural
appropriate. If these changes result in childreayisg in
school, then iwill cost more money. More teachers will be
needed. Cost for materials and facilities will alsorease.
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But childrenwill be educated. In the long run this will be an

economic advantage to the country.

e What should be done about highly endangered
languages?

There are some communities where few if any people
still speak their languages. Even here childrerehthe right
to learn their indigenous language. Here, localvkadge
holders may wish to invite linguistic documentatiand
revitalization experts to assist. In such casesiap&inding
may be necessary to pay for outside experts. Adistns
and control of the process should be in the harfdthe®
community.

*  What should be done when many languages are spoken
in the same community?

MLE programs can work where many languages are
spoken. Each child can learn in her mother tongueocme or
more other languages as well. Learning more thaa on
language increases cognitive ability and academic
achievement. Studying in only one language — eafpgdf it
IS not your mother tongue — does the opposite.

* What should be done about languages with no writing
systems?

There are indigenous languages in Nepal with no
writing systems and others with inappropriate ofes.,
Devanagari script for Tibeto-Burman languages). ddgving
appropriate writing systems can be very expensnge tane
consuming. The process also usually excludes contynun
members from meaningful involvement. Each community
should decide what it wants even if these decistomdgradict
expert notions of what is best. For example, some
communities with strong oral traditions may decilley do
not want a writing system.

e Alinguistic survey has been commissioned. How ¢an
help?
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The survey should only be used to supplement MLE
program development, not to oversee it. Each contshun
should have the right to name its own language,dawelop
teaching materials and teaching methodologies bageitis
traditional knowledge. This material may later be
incorporated into the survey as part of a natiolaéh base.

* How does MLE relate to Nepal's linguistic, cultural
and biological diversity?

Nepal’s richness lies in its great diversities enirits
plants, animals and resources on the one hand touihan
resources, cultural and linguistic diversity on tbther.
Unlike foreign development “experts” who often degt
diversity in the name of poverty alleviation, pregs and
globalization, indigenous peoples know how to prbiend
enrich their traditional environments and ecosysteém a
democratic manner. Promoting linguistic and cultura
diversity helps promote biological diversity andrderacy.
Destroying any one form of diversity destroys tiieeos.

Key points in support of multilingual education in Nepal:

e Multilingual education is a way to build lasting
democracy in Nepal. It is a way to overcome 250gea
of discrimination against indigenous and minority
peoples of Nepal.

* Simply stated, when children have access to educati
their mother tongue, they:

0 Understand their teachers

o Drop out of school less

o Don't fall behind

o0 Have higher academic achievement

*  Mother tongue medium of instruction is a humanttigh

* Local indigenous and minority communities must be
empowered to take control of both the content and
method of their learning and teaching, and to haiee
in framing and further modifying language plannangd
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policy at the national level. This is in keepingtiwihe
spirit and intent of the UN Declaration on the Rgybf
Indigenous Peoples.

Adopt Articles 13 and 14 of the United Nations
Declaration on the Rights of Indigenous Peoples iatthe
Nepali Constitution:

Article 13, Paragraph 1: Indigenous peoples have the
right to revitalize, use, develop and transmit foture
generations their histories, languages, oral f@Ed
philosophies, writing systems and literatures, @ndesignate
and retain their own names for communities, plaaed
persons.

Article 14, Paragraph 1: Indigenous peoples have the
right to establish and control their educationadtesns and
institutions providing education in their own laages, in a
manner appropriate to their cultural methods othesy and
learning.
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Nepal's EFA National Plan of Action (2003) adopted
six Dakar goals to be achieved by 2015 and giverethnic,

6 social and linguistic diversities of Nepal, additb goals
were identified, namely ensuring the rights of gefious
people and linguistic minorities to quality basmdaprimary
education through their mother tongue.

Multilingual education program for The Government constructed an EFA Core document in
all non- Nepali speaking students 2003 with objectives of 1) Ensuring access and tgqui
primary schools in Nepal 2007-2009 primary education, 2) Enhancing quality and releeam

primary education, and 3) Improving efficiency and
institutional capacity. In addition, the EFA Corexddment
adopted four ambitious principles for implementatica
) pro-poor focus; gender mainstreaming and socidlgnen;
PAIVI AHONEN good governance and decentralization.
According to theJoint Evaluation of Nepal’'s Education
for All 2004-2009 Sector Progranthe statistics show that
Net Enrollment among all school children in Nepash

1. Program background N _ increased from 84.2 % in 2004 to 91.9 % in 2008erkicy
Nepal has a population of 27 million out of whidsoat Rate in Age Group 15-24 has also increased fron%7ih
40 % are under age 15. Socially Nepal is inhalitegeople 2004 to 80% in 2008. Survival rate to grade 5 hastbped
of diverse social, cultural and ethnic backgroundibe well until 2007: 76.2 %in 2004, 79.1% in 2005, 8®.3n
national census in 2001 noted 92 and more languages 2006, 81.1% in 2007. In 2008 the survival rate, &wosv,
Ethnologue(SIL website) lists 126 languages and according declined down to 73.4% which is below the 2004 rfiigarhe
to the Indigenous Linguistic Society of Nepal there 143 reasons for the increased dropouts in 2008, needset
languages in Nepal. More than a dozen of the lagegigs in identified by research. However, language may keajrthe
active use by people numbering more than one hdndre indicators.
thousand for each language. Population can be lyroad Out of Nepal's school -age population about 50.1 %
divided into Hindu caste group (57.5%), ‘Janaja(&7.2 5) speak a language other than Nepali as a motheu¢orithe
and Muslim/other minorities (4.3%). Historicallyette has statistics disaggregated by the language of théd cini
been a strong caste hierarchy and although official relation to enrolment, literacy and drop out do eaist.
abolished iq 1963, caste-based discrimination nae8 in Establishment of the MLE database should be ths¢ find
diluted form: the most important strategy of the Suggestive Freorie
1 Department of the International Development, @ orld Bank Unequal 2  EFA National Plan of Action, 2003

Citizens: Gender, Caste and Ethnic Exclusion indep 3 EFA Core Document, 2003
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developed as part of the MLE Program MLE Policy and
Strategy Development Workshop in March 2009.

As a general observation the evaluation of Nepal's
Education for All 2004-2009 observes: “Direct statal
evidence of improved quality is less clear thant tb&
access”.

As for the provision of linguistic diversity the
evaluation gives a fairly gloomy picture of the liyaat
schools, where children from many language grougs a
studying.

“Many teachers struggle, generally using effective
methods and teaching strategies when teachingasses,
who do not have Nepali as mother tongue. This isquéarly
the case in situations where there are childrem ffour or
five different language groups in one school. Iplaking
how to cope, a teacher from Jhapa said “We use BEB
strategy/ the child can learn a little Nepali befatarting
Grade 1. Meanwhile, however, other comments sugdest
lack of either ability and sense of responsibility, the part
of the teachers, to support non-Nepali speakersorAment
by a teacher in a Surkhet school with over 60 %-Nepali
speakers, illustrates what seems to be a fairlig&ypiew of
these children:” The performance of Grades 2-3 Nepali
children, such as Muslim and Urdu speakers and urhar
children is always bad in most subjects, as thejerstand
only a little Nepali and cannot write it correctly”

The evaluation also discusses the wrong percetion
learning mother tongue which is widely spread inpéle
“Some perceived that learning mother tongues wadndbl
their children back from Ilearning Nepali and thus
disadvantage them further. By extension of the same
argument, quite a few people consulted wanted dshimo
teach medium English from Grade 1 on the assumphiah
this would mean that children would learn Engligtstér,
regardless of practical consideration such as alvidity of
English-speaking teachers.” “These perceptions e th
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evaluation argues — “suggest a need for more awasen
raising at all levels as to how language and lagi@arning
takes place. Reassurance that mother tongue |lgangad

not hinder, but can support, success in a secoddttard
language is much needed. The evaluation invites the
development of a more nuanced policy, which detailange

of approaches that might be appropriate in the nakfifgrent
language contexts that exist across Nepal.”

2. Program design

The Ministry for Finance in Nepal and the Minisfor
Foreign Affairs of Finland were the competent auties
representing their respective Governments in nettdating
to the Program Agreement. The responsibility foe th
implementation of the program and for the managémén
Finland’s support, not affecting the overall resgbiities of
the Government of Nepal or the Ministry of Finantes
with the Ministry of Education of Nepal (MOE).

MLE Program project document, indicates that TA
project was primarily planned to enhance qualitgddication
in Nepal by achieving the four main results:

1) Institutional structure, processes and coordinatfor
sustainable MLE policy development and implemeatati
are established;

2) Capacity at central, district and community levéo
develop and implement MLE is strengthened;

3) Models of learning environments that facilitatbe
non-Nepali speaking students’ learning developmemd,
prepare them to continue their education afterptimaary
level are developed and tested and

4) Models of creating support networks of schools
implementing MLE are developed and tested.

4 Joint Evaluation of Nepal's Education for All@B2009 Sector Program,
page 20 and pages 43 -44).
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The design of the project suggested the six —msnth’
preparation phase which would achieve the followegplts:
1. The Project Document for remaining project period
developed and approved,;
2. Local experts and staff identified and trained,;
3. The Baseline Survey Report produced;
4. A research institute identified and hired to cortdine
Action Research;
5. Project schools selected and implementation of
multilingual education initiated
The results were achieved with a delay of several
months. Especially the selection of project pilch®ls was
a long process creating a lot of discussion ambagtogram
partners. Inception report included the baselinevesu
Action research did not start according to the psaa plan,
but the “research” was rather interpreted by the BEML
program team to gather photo and video materialth@n
process of discussing the program aims and obgsctivith
the communities.

2.1 Program strategy

The overall objective of the program was to enhance
quality education for all through the provisionMfE. The
purpose of the program was to devise plans andefdtoes
for the implementation of MLE at primary level. Shivould
include initiating the process of preparing a nadiostrategy
for medium of instruction, ensuring budget allocas for
MLE at central and local levels and increasingdaeacity of
all interested primary schools to adopt MLE edurati

According to project core documents the purposthef
project was to devise plans and procedures for
implementation of multilingual education at primaeyel.

During the preparation phase, aimed to take sixthson
according to the Project Core Document, but takabgut
one year due to several reasons, the results ofvihie
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program were formulated to five main areas eachudhicg
several activities.
The program will offer technical assistance in five
interconnected areas:
1. Creating a conducive policy environment for MLE
2. Developing an institutional structure
3. Strengthening the capacity at central, distaod
community levels
4. Creating and establishing models of learning
environments
5. Establishing models of creating support netwarks
The first MLE Program Annual Report indicates. “The
approach of the program is bottom-up where aotiti
between the community and central levels will be
coordinated to support sustainable development EM
The support for a bottom-up approach is justifi@ci;ording
to the annual report, by the UN Declaration of Rights of
Indigenous Peoples (2007), which Nepal signed as 88 it
was prepared. Articles 13 and 14 specifically miaterence
to “indigenous peoples’ right to revitalize, useyvdlop and
transmit for future generations their histories\gaage, oral
traditions, writing systems and literatures anéstablish and
control their educational systems and institutipnsviding
education in their own languages, in a manner and
appropriate to their cultural methods of teachingd a
learning®
The MLE Program in the inception report concludes
that the overall MLE Program objectivdo enhance quality
education for all through the provision of MLE -rcde
achieved by regarding indigenous education and kedge
systems as part of quality education, by offeringthmar
tongue based MLE to all indigenous and minorityidrien in

5 Nepal was also one of the first Asian countréesatify the ILO convention
of 169 in September 2007. With ratification, govaamt is committed to
develop policies and programs to protect all pesphights, including
linguistic rights.
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Nepal and by extending MLE to secondary level arahédo
higher education.

In the Technical Tender of the Helsinki Consulting
Group® emphasized the participatory planning process in
developing the program modality during the inceptbhase

The Project Core Documenefers to the process of
finalizing the program activities and implementago
structure during the inception phase by saying...

“Due to the fact that mother tongue instructionatl a
multilingual education are at their very initiaage, the TA
Program will have to commence with the six month
preparation phase, during which the Program will be
elaborated further in close cooperation with theB8)DOE,
CDC, NCED and other identified stakeholders.”

2.2 Internal logic
Logical Frame Work Pocument Annexl: MLE
Logical Framework, 4-5 of December 2007yvith detailed
indicators of the five components, or interconnécteeas
developed from four results areas, was prepar&xksember
2007:
1. Creating a conducive policy environment for MLE
2. Developing an institutional structure that will
facilitate a bottom-up implementation of sustaieabl
MLE and coordinate MLE activities
Strengthening the capacity at central, distaod
community levels to implement MLE
4. Creating and establishing models of learning
environments that facilitate the non-Nepali spegkin
students’ learning and prepare them to continuie the
education after the primary level
5. Establishing models of creating support netwark
schools implementing MLE

w

6 Company name changed to Finnish Consulting Gio@007
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The implementation of the MLE Program began with
the discussion on:

» the criteria of selecting the piloting schools

* the decision on the number of pilot schools and
districts

* initiating the field visit program with pilot schtso

* sharing of the process with the international MLE
network e.g.

According to the Project Core document, after six
month’s preparation phase, the plan was to startE ML
Program full implementation and the intensive coapen
with the MOE, DOE and education line agencies, Gidd
NCED.

2.3 Program management and its limitations

Supervisory Board (SVB) was the highest
decision-making body of the MLE Program. SVB was
responsible of approving the Inception Report, Aaind/ork
Plans and the Budgets and the Annual Reports
Representatives of the SVB represented the follgwin
institutions and organizations: Ministry of Eduoati and
Sports, National Planning Commission, Ministry ahdhce,
Ministry of Foreign Affairs of Finland/Embassy ofnfand,
DOE, CDC and NCED. SVB met approximately two tinaes
year.

The key implementing body of the MLE Program
implementation has been th8teering Committee (SC)
consisting of representatives of the following itstons:
MOES, DOE, CDC, NCED, NEFIN, NFDIN, Tribhuvan
University, Department of Linguistics Teachers’ timiand
Embassy of Finland. Deputy Director of DOE Inclusiv
Education Section, acted as a member secretahe@C.

During the first implementation year the SC meeting
were held approximately once in three - four mortheng
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and the second year about every second month.riarge
the SC meetings were hard to organize due to thly fa
distant location of DOE in Kathmandu. Due to theneyal
strikes the SC meetings were also often postpormet a
rescheduled.

Technical Assistance Team (TA Teamgs in the
Project Document introduced as a body being resplenfor
the daily management of the project including CT¥A
and the JPO. The team is small and for the evesy da
implementation the meetings took place ad hoc isuah
manner, without the minutes. The Project documédaties
that the TA Team needs to identify needs and piavssof
the required technical advice to DOE, CDC, DOE BlDs
in pilot schools.

Under the program implementation conditions, when
finalizing if the appropriate administrative loaati of the
project had been a matter of discussion duringpteparation
phase, it would have been perhaps wise to inclodéhe
management structure the Project Management Uflieam
(PMT/PMU), which would have had representativesfiibe
line agencies CDC and NCED and DOE. The lack ohsac
body, which would have demanded the regular codiperaf
the line agencies, could have prevented the laeeldpment
of the MLE Program earning the reputation of a @coj
working in isolation’

District Level Coordination Committee (DLCC)
In the original MLE Program management structure it
was planned that District Level Coordination Conteds

7  The original plan when the project was initiateas to locate the project team
with the CDC administration. However, during thegeass of finalizing the
Core Document, it was decided between all the Mk&gRam partners, that
the more appropriate location is DOE. There wer twain reasons for this
conclusion: a) the MLE development is not only ariculum development
issue but all education policy makers need to kr¢ giathe MLE policy
development; b) DOE has direct links to the disiegel and DEOs so DOE
can facilitate the pilot school/district work effaly)
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would be established in MLE Pilot districts duritige period
the schools and districts were selected. The albmeBes
were not, however, established during the inceppioase. In
the Log Frame workshop, the district level MLE sorip
structure was discussed widely and the activitiesrew
included into the log frame: assist defining fuans of MLE
support network model at district level and asslistining
functions of MLE support network model at community
level. During the time of the log frame workshopwas
understood that structuring of these functions wdad more
efficient toward the end of the project, during the
Consolidation Phase, after the piloting experience.

MLE Implementation Guidelines, developed during the
consolidation phase, propose that Mother Tongue
Development Coordination Committee (MT DCC) will be
established in every school implementing mothergten
based multilingual education — both in MLE pilohsols and
new MLE schools. SMC, according to the guidelined|
take a final decision of MLE implementation at schand
forward the MLE plan through MT DCC to DCCC.

2.4 Analyses of challenges in implementation
The MLE program implementation proved to be
challenging starting from the inception phase. Wéference

to the above discussion on the focus of the Coreubent,

Technical Tender and the approach of the MLE Tethm,

following conditions/principles/approaches may haeesed

some contradictions, with the consequences ofdsigmation

of the CTA of the project (April 2008) and launchirthe

Internal Mid Term Evaluation by the Ministry for Feign

Affairs of Finland.

1. The strong experience and approach of the CTA in
different countries, where the community, bottom up
approach was implemented as part of the research
programs, not as part of the government administrat

2. The Inception Phase focusing strongly on comiguni
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ownership rather than participatory program plagnin

with all the stakeholders, including government

education line agencies. The MLE team emphasized th

bottom up approach which is in line with the Core

Document. However, participation of the educatiom |

agencies during the Inception Phase should have bee

equally important for ensuring ownership and

sustainability.

3. Delay in inception phase due to

* working and travelling conditions slowed bgndha
and long load shedding hours

* long process in pilot schools/district selection

* securing the financing for the mother tongue
teachers from government budget in time, due to the
sustainable principle of not using the project fagd
for teacher recruitment

4. The complex and challenging conditions of thiéedent

linguistics groups and the lack of awareness of the

importance of mother tongue education

e MLE is a very new concept both in policy and
practical level

* Education administration has not much awareness on
linguistic human rights

» Historical background of “one language — one
culture- one nation” policy

 Lack of awareness within educators on good
learning achievements in mother tongue education in
all subjects

 Selection of the pilot schools/districts from
vulnerable, “low voice” language groups instead of
well established, major linguistic communities

2.5 Internal Mid Term evaluation of the MLE program
The Mid Term evaluation was carried out due to the
poor management of the project during the firstryafathe
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program. and finally due to the resignation of @EA. The
CTA having appropriate experience in the linguissisues
and the community-based research did not respedgirthect
management rules and regulations and did not hagagh
experience in government administration. The MidnTe
Evaluation records: “CTA managed the program in an
authoritative fashion, which was criticized by MIEEogram
team members, SC members and other stakeholdeysr’ P
management including lack of transparency, lack of
understanding the project planning tools (e.g. foame)
documentation, file keeping, and reporting creatbe
situation whereby the CTA decided to resign. The ke
findings of the Mid Term Evaluation were related to
functional ineffectiveness in planning and priaiitig of
activities, in operational and financial managensntell as
in implementation, monitoring and reporting. Chariand
effectiveness of decision-making procedures ween sas
necessary to be revisited. The results of the Mearmrl
evaluation were discussed in the program Steering
Committee with the shared planning and commitment t
improve the well-known situation.

The Mid Term evaluation, however, also states tihat
MLE Program had very challenging objectives: on baad
it is addressing local communities and schoolsniolving
and empowering them to take interest in childréazching
and learning environment and develop concrete nsofiel
MLE and preparations of learning materials; on tiker
hand, the program is expected to advise and recoichroe
MLE national policies. The evaluation recognizese th
challenging political environment as well in theuotry,
which is going through the transition from a kingdo
formerly emphasizing the one-country-one nation-one
language policies in public service and educatiom, federal
democratic republic recognizing multiethnic and tnul
cultural nature.
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Recommendations of the Mid Term evaluation

emphasized:

1. The MLE Program should immediately link with the
School Sector Reform (SSR) piloting and collaborate
closely especially in Rasuwa District, which is luded
both in SSR and MLE Program pilots;

2. The present model of action research to be igues and
professional research institution to be engaged

3. There are additional research needs: a) PilotCCD
produced textbooks and b) Stocktaking of curremisgr
roots MLE practiced in Nepal.

4. Training of trainers by DOE staff and IPOs fdret
dissemination of cascading models

5. The need to work in a more integrated mannen fnathin
DOE, consulting regularly the DOE DG and the exieeut
directors of CDC and NCED

2.6 Achievements of the MLE program

In spite of the challenges, achievements of the MLE
program are recognized by the Government partie€0Os,
IPOs, education donors and researchers. As for the
community empowerment, as soon as the decisionhen t
pilot schools and districts was taken in Novem@0& the
MLE Team in cooperation with the education line rages
and SC members initiated the process of prepariothen
tongue supplementary reference material to the pdbools
in the languages of the communities.
Box 1. Initiation of the reference material devetgmt in
pilot districts

Members of the community, especially Indigenous
Knowledge (IK) Holders were invited to the school$ie
were asked to tell short stories and experiencas fthei
culture to the students in their mother tongue. $tuglent
were selected from grades 3-5 and they were divid
groups of 5-6 students for each IK holder. For mstuglent
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it was the first time they heard their mother tomdaeing
used at school. The students drew pictures ondhis lof th
story and then wrote words or sentences aboutttrg s
their mother tongue. The drawings were scanned, thad
sentences were typed up on the computer. An hawotk in
the school communities produced mother tongue posied
trilingual readers. The stories were translated Mepali an
English.

D

|

The material development initiated the planning
process to prepare the pilot schools to begin tegdn the
mother tongues in the first three grades of prineghycation.
The mother tongue teacher recruitment started teedOE
Education Section allocated funds for five mothengue
teachers in different pilot schools. The two otbenools had
teachers as part of their regular staff, who cae#&th in the
children’s mother tongue.

During the last year of implementation childrentioé
seven pilot schools, in six districts received k#ag in eight
mother tongues as a medium of instruction.

As for the other achievements, the Director Genefal
the Department of Education requested to MLE tdyaea
the achievements of the MLE Program with aim ofrggvan
introduction to the education donors during theddtisector
Reform Donor Mission in March 2009. The achieversent
were identified and shared with education donotsnding
the School Sector Reform mission.

In the Consolidation Workshop early April 2Q0a8e
Program Steering Committee Members of the Educétioa
Agencies planned the last months of the MLE Progwnath
the proposal to extend the MLE Program implemeomakly
one or two months.

The Cosolidation Workshopalso discussed and
prepared a draft plan for the MLE Future Directions
including objectives, opportunities, challengesliqgyogaps,
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SSR provision, proposed scope, strategies for ean

teacher management and development, development and

distribution of instructional material, managemeand
mobilization of resources, institutional arrangeisen
provisions for partnership, technical assistanced an
monitoring and follow up.

3 Inputs
3.1 Program financing from both foreign and local

resources

The total contribution of the Government of Finlgod
the total budget is Euro 1.0 million. During thepoeting
period, Government of Nepal had allocated a totaNBR
1.95 million for the project implementation actigg. For
2008-2009, the contribution from Government of Nepa
stands at NPR 3 million (i.e. NPR 1.2 million thghuSSR
and NPR 1.8 million through EFA funding). The altions
are as follows:

Government of Finland

« 2007 Euro 295, 140.00
« 2008 Euro 361, 640.00
« 2009 Euro 156, 710.00

Government of Nepal
» 2007-2008 NPR 1, 950, 000.00
» 2008-2009 NPR 3, 000, 000.00

3.2 Overview of technical assistance personnel,
institutional partners and international and national
consultancies
The project hired an office manager in March 200d a

a national technical advisor in April 2007. Witheth

resignation of the CTA at the end of March 2008 aating

CTA was first nominated and later designated as @FAhe

rest of the project period. A driver was hired aftee arrival

of the project vehicle in November 2007. There hheen
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slight changes regarding staffs of the program.hWiie

resignation of Dr. David A Hough, CTA of the prograat

the end of March, 2008, Ms. Paivi Ahonen had beerking

as the Acting CTA for the program. Ms. Ahonen watei

designated as the CTA of the program froth September
2008. An additional driver was also hired for a cset
vehicle (Maruti van). The permanent staff list $sfallows:

Table 1: Permanent staff list

S.No. Name Duration Position
From To

1. David Hough [15.01.2007/31.03.2008/CTA

2. Paivi Ahonen |07.05.2007|15.09.2009 Acting CTA
(07.05-03.07.20

08) CTA
3. Amrit Yonjan4{23.4.2007 |25.7.2009 |[NTA
Tamang
4. lina Nurmela |07.2.2007 |06.2.2009 |YPO
5. Dheeraj Jun|08.3.2007 |15.7.2009 |Office manager
Gurung
6. Ratna Lama [19.11.2007|18.7.2009 |Driver
7. Jag Bahad(01.06.2008/25.07.2009 Driver

Tamang

National MLE Program Staff were hired through open
and transparent competition. The MLE Team put an
announcement in several national daily newspapers,
interviewed the NTA and Office Manager candidated the
Steering Committee approved the process and thsiales.

As per the requirements of the program and in
consultation with various stakeholders, a TOR foLBEV
Research and Expert Team was prepared in SeptetGb8r
and as per approval of the Steering Committee mgpein
27" October 2008, Team Leader Dr. Susan Acharya of the
research and expert team, was designated for dgggm. In
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carried out:
Table 2: International /national consultants
S.No. Name/Country Duration Remarks
From To
1. Paivi Ahonen, Finlan12.3.2007 (18.3.2007 |FCG
backstopping
2. AnneAla-Poikela 12.3.2007 (18.3.2007 |FCG
Finland backstopping
3. Dr. Tove 25.9.2007 14.10.2007 |LHR specialist
Skutnabb-Kangas,
Denmark
4. Dr. Mahendra Mishrg25.9.2007 (4.10.2007 |MLE expert
India from Orissa
5. Dr. Mere Kepa, New|19.1.2008 (15.2.2008 |Indigenous
Zealand epistemologies
6 Bikram Subba, Nepa10.12.200713.12.2007|Log Framg
Consultant
7. Dr. Tove 28.1.2008 |4.2.2008 |MLE policy anc
Skutnabb-Kangas, (11.2.2008 |15.2.2008 [strategy
Denmark specialist
8. Dr. Shelly Taylor, [23.01.200909.02.2009|MLE  Teache
Canada Training
Material
development
expert
0. Dr. Sushan Acharya,21.11.200828.05.2009|Coordinator @
Nepal Research  ar
Expert Team
10. Dr. Tove 3.3.2009 |14.3.2009 MLE Policy &
Skutnabb-Kangas, Strategy
Denmark and Dr Ajit Development
Mohanty, India based on th
experiences
the pilot school

3.3 Information of local capacity and institution building

project implementation:

Within the MLE Program structure the following
capacity building and institutional building wasripaf the
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» Five mother tongue teachers were recruited witherQOE
teacher quota

« Reference material in eight languages was prinyed®E
budget

e Continuous support of the DOE Inclusive Education
Section Staff, including three months extensioriqoepf
transferred staff member at the end of the program

3.4 Equipment and facilities

Equipment was purchased in February 2007 when
setting up office at the inclusive education sectat the
Department of Education in Sanothimi, Bhaktaputuding
desktops (3), mobile phones (3), printers (3), pbapier,
scanner etc. The first project vehicle was purcthaseApril
2007 and the second in August 2007. Due to inangasi
electricity power-cuts, two generators were pureldaalong
with battery back up for computers.

3.5 The relevance/effectiveness of Finland’'s and pal
Governments’ financial output
The Finnish Government’s financial support struetur

was criticized by the education line agencies farcovering
any activities of the line agencies and pilot sdbflistricts
but financing mainly the Technical Assistance (TK)the
MLE program would have included both activity sugpnd
TA, the program would have reached higher achiemsna
capacity building and institutional development.

Nepal Government

» Additional support to the MLE Program was the Gdfic
DOE provided to the MLE Team in the Inclusive
Education Section

» Delay in providing the teacher quota for pilot solso
slowed the starting of mother tongue teaching aeldl f
level MLE activities

e The teacher quota was not enough in all pilot slshoo
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* DOE provided a lump sum budget for cascading sshool
in pilot districts

 The annual expected expenditure of the government
allocated budgets not 100%

* Planning of the annual government budget resources
together with MLE Program was not sufficient

4 Activities
MLE Program carried out activities according to the

Logical Frame work based on the Core Document. Gt

Document original four results were developed W fiesult

areas in the Logical Frame Workshop. The resuds ar

1. Creating a conducive policy environment for MLE;

2. Developing an institutional structure that will figate a
bottom-up implementation of sustainable MLE and
coordinate MLE activities;

3. Strengthening the capacity at central, district and
community levels to implement MLE;

4. Creating and establishing models of learning
environments that facilitate the non-Nepali spegkin
students’ learning and prepare them to continuér the
education after the primary level,

5. Establishing models of creating support networks of
schools implementing MLE

The following tables indicate the activities conthatin

the different result areas during the implementateriod

based on the original Logical Framework.

4.1 Creation of conducive MLE policy environment
Result 1 |Log Frame Activities Program Activities

Creation of |1.1 Commissiona |1. MLE Concept Paper

conducive working group tg  developed in working group
MLE policy carry out MLE supported by international
environment policy study at MLE specialists
initiated central and local2. Commission oMLE Expert

level & Research Tearfor MLE
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pilot review and analysis of
MLE policies/strategies
1.2 Facilitate the . Workshops and seminars
preparation of MLE Policy and Strategy fd
recommendation MLE
s to change or Experiences from the pilot
formulate MLE schools discussed and
policies at centrg  analyzed within the proces
and local level of MLE Expert & Research
Teamwork
Initiating theMLE
Implementing Guidelines
process
1.3 Forward Dissemination of the
recommendation recommendations MLE
s to concerned Expert & Research Team
authorities widely: the report translate
into Nepali and into eight
pilot languages
Seminar to District
Curriculum Coordinating
Committee (DCCC)
members
Seminato higher level
education officers to discug
the draftimplementing
Guidelinesto be developed
national medium of
instruction/multilingual
education strategy
1.4 Support the . MLE Implementation
preparation of Guidelines Groupincluding
MLE DOE, CDC, NCED, NEFIN
implementation and NFDIN formed in
guidelines at March 09, to develop and
central and local  prepare the guidelines to
level follow the MLE governmen
policies and experiences a
lessons learned from the
pilot areas.

[
nd




Ahonen=161

The MLE Concept Papepreparation started in the
context of the consultancy of International MLE Edtion
Specialist Dr Tove Skuttnab — Kangas. The MLE Cephce
Paper deals with the following issues:

1. Introduction. Nepal: Demographic, linguistic and
socio-cultural background,

2.  What is MLE? Why is MLE required in Nepal?

3. MLE yes — but how? A few examples,

4. MLE-related international law and human rights
obligations,

5. Current policy, practices and efforts related to BVIL
in Nepal,

6. Possible future directionsfor MLE in Nepal
(long-term and short-term)

The development of the concept paper began dunig t
consultation of the international specialist Dr &ov
Skutnabb-Kangas and it was completed with team
participating in the training through email disaoss The
MLE concept paper process was supporting the paficy
strategy development, identifying the gaps and gqmieg the
recommendations for the government education aitigsto
move forward for developing multilingual educationline
with the Interim Constitution of Nepal and National
Curriculum Framework. The principle of Interim Cthgion
(Three Year Interim Plan, 2007/0-2009/10, NatidPlanning
Commission) is “To provide education to children tiveir
mother tongues and adopt trilingual policy”.

The policy and strategy for MLE Nepadnsultation of
Dr Tove Skutnabb-Kangas from Denmark and Dr Ajit
Mohanty from India took place in March 2009. Theldivisit
was arranged to Rasuwa districts and MLE pilot st
the district to share the MLE experiences in Nepdh the
international experts. The DOE, CDC and NCED doexct
and section officers as well as MLE Team attendhedfield
visit.
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The MLE Specialists shared their very positive
observation with the members of two working groupBOE
Kathmandu. The other group was focusing on MLE qyoli
and the other group in MLE implementation strategiEhe
Working  Groups  presented their results and
recommendations for a wide audience of Government
representatives, Indeginous People’s represensatiaed
Donors working within the education sector:

- Multilingual Education Policy and -MLE Implemextion
Strategies

The MLE specialists presented the research reantls
experiences from different countries and regiomsilar to
Nepal, where mother tongue has been implementeithgdur
many years. Dr Ajit Mohanty MLE Specialist from iad
introduced the MLE program implemented in Orissih the
support of Javarhlal Nehru Iniversity and UNICEF.

The results of the MLE policy & strategy consultgnc
were taken into consideration in the work of the BML
Implementation Guidelines working group.

The two page introductioWHY MOTHER-TONGUE-
BASED MULTILINGUAL EDUCATIONvas prepared at the
end of the MLE policy & strategy consultancy withet
purpose of developing the MLE awareness-raisingernait
for parents, education authorities, media housesl an
politicians. The introducton aimed at giving thedagogical
justifications to the mother tongue and multilingual
education. When analysing the children’s learnimgcess
with the concepts of Basic Interpersonal Commurooat
Skills (BICS) and Cognitive-Academic Language Ruigfncy
(CALP), it becomes clear that children’s learnimggess will
be much more successful when teaching is given by
children’s mother tongue and not in the language ahild
has not yet learned to speak. The children whal&athink
and analyze knowldeg when their cognitive-academic
language proficiency develops, will more easily riea
second and international language.
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While the popularity of English language as a mediu
of instruction is increasing in Nepal among theegahpublic
and parents, there is not enough knowledge of the
pedagogical importance of the child’s mother tongu¢he
language learning process. According to the rebeaasults
in many countries, on the contrary to popular hefieNepal,
children learn better second and international uages, if
they have first learned their mother tongue wetlx2 below
deals with the issue of Mother Tongue or Englishhasfirst
language, sharing the research results all ovewtnizl.

Box 2: Why mother tongue based MLE?

Why should children be taught mainly through the
medium of their mother tongue (MT) in school for the
first 6-8 years when they know their MT already?

When children come to school, they can talk inrthei
MT about concrete everyday things in a face-to-ftieation
in their own environment where the context is cléaey can
see and touch the things they are talking abouttlaeyg get
immediate feedback if they do not understand (@ihdimean
the apples, | asked you to bring bananas”). Thegalsp
fluently, with a native accent, and they know thasib
grammar and have good vocabulary. They can explathe
basic needs in the MT: they have basic interpetsona
communication skills (BICS). This may be enough foe
first grades in school where teachers are stikirigl about
things that the child knows. But later in schoaldien need
abstract intellectual and linguistic skills for Kialg about
much more demanding concepts; they need to be table
understand and talk about things far away (e.gewgraphy,
history) or things that cannot be seen (e.g. madiieal and
scientific  concepts, honesty, constitution, faimes
democracy). They need to be able to solve problesirsg
just language and abstract reasoning, without bettihg to do
concrete things (“if | first do A, then either D Brhappens; if
| then choose K, X may happen, but Y may also happe
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therefore it is best to do B or C first”). The
cognitive-academic language proficiency (CALP) that
needed to manage from grade 3 onwards in schodbigher
grades, upper secondary school and later in liéxeldps
slowly. Children need to develop these abstractepts on
the basis of what they already know in their motbague. If
the development of the mother tongue CALP (whichniga
happens through formal education) is cut off whea ¢hild
starts school, s/he may never have an opportunitievelop
higher abstract thinking in any language.

If teaching is in a language that the Indigenous/
Tribal/Minority (ITM) child does not know (e.g. Nap), the
child sits in the classroom the first 2-3 years haiit
understanding much of the teaching. S/he may repeat
mechanically what the teacher says, without undedshg,
without developing her capacity to think with thel of
language, and without learning almost anything bé t
subjects that she is taught. This is why many ITidcen
leave school early, not having learned much Nepait,
having learned properly how to read and write, mating
developed their mother tongue, and almost withooy a
school knowledge.

If the child has the MT as the teaching languade s
understands the teaching, learns the subjects,apsvéhe
CALP in the MT, and has very good chances of bengnai
thinking, knowledgeable person who can continughkis
education.

Parents want children to learn Nepali and English.

If children are taught mainly through their MT the first
many years, how do they learn Nepali and English?

All MLE programs teach Nepali as a SECOND
language subject from grade 1 or 2. The teachews loth
the children’s MT and Nepali. In the CALP part ahguage,
much is shared in the MT and Nepali (and other tautdil
languages such as English). The child needs to le@ding
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and writing only once in life, and it is easiestiéarn it in a
language that they know well. When the child hadeustood
the relationship between what one hears and spaaksthe
reading/writing system, in their MT, this can ewslbe
transferred to other languages (even if the sampty be
different). When the child has learned many abstrancepts
in the MT, s/he just needs to learn new “label€wnvords
for them in Nepali; s/he already knows the concelotghis
way, only parts of the language (Nepali) are ndwe; ¢hild
already knows the content in various subjects (éng.
mathematics). All languages share a common unaerlyi
proficiency. When the child develops this profiagnn the
language she knows best, the MT, it is easily feared to
other languages. And when the child is already teghl
bilingual in the MT and Nepali, she learns Englestd other
languages faster and better than if she startsdbniglarning
as monolingual in the MT. She needs fewer yeaendfless
exposure to English, to learn it well. All reseasthdies in
the world show that the longer the child has the &Tthe
main medium of education, the better the child isathe
subjects and the better s/he also becomes in thendot
language of the country and in additional languagése
number of years in MT-medium education is also more
important for the results than the parents’ socior@mic
status. This means that MLE also supports econdimnaor
children’s school achievement.

Isn’t it enough if children have the first 3 yearsin
the MT and then the teaching can be in Nepali?

3 years of MT-medium teaching is much better than
having all the teaching in Nepali (or in Englishiahis even
worse), but 3 years is NOT enough. The CALP deveakg
is nowhere near a high enough level in the MT atgears.

6 years in the MT is an absolute minimum, but 8ryea
better. Ethiopia, one of the poorest countries inca, has a
decentralized education system where 8 vyears of
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mother-tongue-based MLE is recommended. Some atsstri
have chosen to have only 4 or 6 years of MT-medium.
Comparing results from the whole country, a largedy
shows that those who have had 8 years of mainly
MT-medium and who have studied Amharic (the dominan
Ethiopian language) and English as subjects, hagebest
results in science, mathematics, etc, and also rigligh.
Those with 6 years are not as good, and those veve h
switched to English-medium already after grade ajehthe
worst results, also in English.

Parents want English-medium schools. What are the
likely results?

Many studies in India show that children in
English-medium private schools initially know Ergflibetter
than children in MT or regional language medium
government schools. But at the end of grade 8krlogvledge
in the various subjects of the students in Enghsdium
schools is lower than in government schools, aneir th
English is no better. In addition, they do not knbaw to
read or write their MTs and do not have the vocatyuto
discuss what they have learned in any Indian lagesialhey
have sacrificed knowledge of Indian languages andhnof
the knowledge of school subjects, but they only get
proficiency in the English language that is nothhigvel.
This is partly because the English language compet®f
teachers is generally not very high, but also bseathe
children have not been able to develop a high-I&€&LP,
neither in the MTs nor in English.

Mother-tongue based MLE for the first 6-8 years,
with good teaching of Nepali as a second languagad
English as a foreign language, and possibly other
language too, with locally based materials which spect
local Indigenous knowledge, seems to be a good
research-based recommendation for Nepal
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The MLE Expert & Research Teamas commissioned
in November 2008 with the objectives to analyze:

1. Teaching/learning environment and MLE
modalities/methodologies of non-Nepali speakingilgup
at MLE Program piloting district schools

2. Relevance of the Nepal Gov MLE policies & stratsgie
and level of implementation of the policies & ségies in
relation to first point

3. Implementation of the MLE related international
obligations signed /endorsed by Nepal Gov
Based on the analysis and taking into considerdtien
results of the MLE Mapping the MLE E & R Team will
identify gaps in MLE implementation and

1. Introduce practical /realistic recommendations @ivho
develop mother tongue / multilingual teaching irphlle

2. Recommend changes/improvements to Nepal Gov MLE
policies and practices

The MLE Expert & Research Team visited all six pilo
districts during the last eight months of program
implementation, in teams of two-three team memHUearghe
process of finalizing the report Expert and Rededsam
members and MLE Team clarified the contents of the
information gathered from the pilot schools andriits. In
the final Workshop of the Expert & Research Tearhiciv
took place in late May 2009 the MLE Program SC -rbera
and Indigenous People’s Organizations (IPO) padiais
commented the findings of the research team andutiee
directions based on the team members analyses.

Findings of the MLE Expert & Research Team

The table of findings below from the team’s remivies
a good background of the MLE policies and practices
Nepal, as it is reviewed as part of the MLE Program
implementation process. Some of the findings anmeoted to
MLE program implementation and design. Most of them
however, deal with the MLE implementation in thengex
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and rich linguistic reality of Nepal. Many of theding deal
with the community member’s awareness of the ingrae of

the multilingual and mother tongue education ané th
teacher’s capacity and skills to adapt with thddcbhentered
mother tongue teaching. One of the most challenging
questions when developing the multilingual educatgohow

to recruit and train the teachers who representdtfierent
language groups in nation wide school communindsepal.

Box 3. Major Finding of the MLE Expert & Researcham
Policy, strategy level
Several government documents and legal frameworks
offered a number of policies/strategies and prowision MLE
and/or use of MT in teaching/learning in Nepal. &aV
international MLE related human rights provisiohattNepal
has agreed to comply with have also been implerdeiiteey
are however sporadic and, in some instances, inatihp
with each other.

Practice level
Multiple language settings in Nepal required mugtip

teaching/learning arrangements. Where one langimge
domination or all students belong to one MT implatagon
of MLE is less challenging. But inadequately prepar
teachers for non-conventional teaching learninginggs;
inadequate classroom; and unavailability of locall M
teachers make teaching/learning more challenging in
multilingual situation. Moreover, inadequate atiemt
towards quality components of teaching/learninglcal
community level including school and local govermine
makes it difficult to mobilize financial resourcesdeal with
above mentioned issues and challenges.
» Parents and community members are not at the sarak |

in terms of their understanding and acceptancerdega

MLE. Some are taking it as a vehicle for languaggture
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and identity conservation and promotion, whereasesare
happy that children are relaxed, so they learrebheBut for
some MLE is limiting children’s access to the owterld.
Language composition of students can alter corlgtant
schools. This is more likely to happen in multiliad areas
and flat lands. Moreover, some schools are doninbye
Nepali speaking children. Nepali speaking commuaitygl
students can also demand alternative teachingitearn
environment conducive for them. In this context oigel
plan/framework does not work.

Financial resources to address language commuiaitids
indigenous nationalities’ rights and concerns haeen
made available from different government and non
government sources. Resources for children’s saigate
also available from both sources including local
government. Such sources can be utilized for impgv
children’s learning environment in general and MitE
particular including teaching/learning material
development.

Early Childhood Education Development (ECED) and
Non-Formal Education (NFE) are not getting MLE itgu

If inputs are distributed unevenly among the sutesys of
education benefit will also be unevenly distributbdthis
situation managing learning needs of non-Nepalaking
children, who enter regular school with ECED or NFE
experiences, will be challenging.

A permanent venue that could offer easy accessdal |
knowledge, stories, practices and technologieshamaan
resources for teachers and students was missimgmidde
MLE teachers’ job more challenging.

Teachers are not adequately informed about language
transfer technique and it is commonly believed that
teaching Nepali and English as subjects side by with
MT as medium is sufficient for children to adapt to
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teaching/learning in second language (i.e. Nepaost
cases.)

e MLE pilot program team members and line agency
personnel understood capacity development diffgrent
For pilot program involvement in program activities
planned inputs of the international MLE specialiatsd
exposure visits were capacity development, wheeabe
latter targeted tailor-made inputs was capacity
development.

* On the one hand, by design, the program’s main eronc
was community empowerment and ownership, but on the
other hand available opportunities for the lineregges to
demand and design capacity development for themamu
resources was not fully capitalized.

« Non conventional design of the MLE pilot progrand dt
completely fit with the bureaucratic system. Therkuag
relationship between pilot programs and distriatl @b
district level machineries did not appear harmosiddn
the other hand, approaches and innovations intextiby
the MLE pilot program were hard to mainstream bseanf
practical difficulties created by norms and measwfethe
system.

Future directions

The MLE Expert & Research Tedmad identified ten
different areas to develop the multilingual, mothengue
education with the purpose of improving the qualdy
education and eventually achieving higher enrolimeares
and decreasing the drop-out rates among all schged
children of Nepal. Each of the ten areas has skdédfarent
proposals, suggestions and recommendations ondovwove
forward with the MLE development. MLE Implementatio
Guidelines Working Group has taken the recommeodsti
into consideration. Recommendations have been siscu
with MLE Program Steering Committee members and
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District Curriculum Coordinating Committee (DCCC)
members of the MLE pilot districts.

The MLE Implementation Guidelines Working Group
reviewed the recommendations of thdLE Expert &
Research Teamvhen formulating the steps to initiate the
MLE. Functional linkages between the different lagencies
are crucial areas in developing the sustainable Midgel in
the administration. Especially curriculum developine
teaching material development and teacher educatemsd
MLE harmonization. Teaching Nepali as a seconduagg
to non-Nepali speaking children still needs to balglished
as part of the standard curriculum. The textboaksNepali
as a second language are as well urgently needed.

Below one selected example of each of ten areas.

1. Prerequisite for policy and statutory framework
formulation
Review and revision of MT/MLE related provisions

and development of a cohesive policy guideline statutory
framework is most important. In order to consokdand
regularize the existing strategies/practices, agvehew
strategies and to implement the constitutionaltrighclearly
defined consistent policy guidelines and legal miowns are
necessary.

2. Level and approach of MLE implementation
With extensive discussion and support from the
linguists:

* Medium of instruction/facilitation in grades 1 ton@l be
MT.

e Second language which can be Nepali or
provincial/regional language will be introduced rfro
grade 1 but only at oral level.

* Foreign language which is English will be introddce
from grade 1 but in limited extent and at oral levdy.
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e Medium of instruction in grades 4 and 5 will be Mith
partial use of second language, and introductiothiod
language.

e Second language will be the medium of instruction i
grades 6 to 8. MT and third language will be tauat
subjects in these grades.

3. Functional linkage among line agencies

An examination of the interconnectedness and
institutionalization of complementary strategy depenent
among line agencies such as teacher preparaticiégenent
(e.g. NCED); curriculum/material production/devetognt
(e.g. CDC); early childhood education and develapnge.g.
ECED section); NFE (e.g. NFEC) and inclusive edooat
(e.g. Inclusive Education Section DOE) is urgeméguired
for the implementation of MLE. Complementary stgis
and implementation arrangements make the field | leve
implementation holistic and less complicated. Tkisd of
arrangement will provide MLE teachers with a susthle
support system and alleviate their stress as well.

4. Language structure, transition and teaching semd
language
Use of second language teaching techniques while

teaching Nepali to non-Nepali speaking children taathing
indigenous languages and/or other MTs to Nepalalspg
children, (this is applicable in multilingual sch®evhere MT
alone is taught as an option-local subject) is mmediate
need. Techniques of teaching English as a foreagguage
will also be immediately employed.

5. Utilization and conservation of languages and
indigenous knowledge system
In addition to the establishment of Language and
Indigenous Resource Center local or provincial govents
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will identify highly endangered language communig
'special language area’, and arrangement will bdenta
provide education to children of such communityvim.

6. Awareness raising

A data or evidence-based discussion with parents an
community-leaders to build consensus about the rieed
teaching/learning in MT in early grades, and hefrepts
make informed choices are necessary. Thereforayllaa
information package to parents and community mesidt
be prepared.

7. Capacity development: Teacher/facilitator
management
Demand based training system will be utilized to
identify the MLE and multi grade teaching related
pedagogical and classroom management needs anidipnov
of orientation/training as per need. Teachers hifed
particular purposes (e.g. MLE) will also be prowddeith
relevant trainings.

8. Material development

e Teaching learning materials including supplementary
materials will be developed at local level as inxh and
guided by the National Curriculum Framework.

 District Curriculum Coordination Committee will ceist
of locally available representatives of language
communities.

9 Monitoring and evaluation

School level database or school level Education,
Management Information System (EMIS) will be desigio
accurately reflect the MT related data of the shisle

10. Resource management, mobilization and pooling
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A community managed Language and Indigenous
Resource Center adjoined with the existing ResoGeater
or Community Learning Center (CLC) will be estabéd.

MLE Implementation Guidelines Group

The group consisted of members from DOE, CDC,
NCED, NFEC, NEFIN, and NFDIN. It was formed in Mlarc
09 to develop the guidelines to follow the MLE gowaent
policies, experiences and lessons learned from pilet
schools/ areas.

5.2 Institutional structure, process and coordinatbn for
sustainable MLE

Result 2 Activities Verifications

An 2.1 Assist itDiscussed largely during t
institutional |defining MLE pilot implementation i
structure, |organizational school/district level
process arjstructure anReconmendations in the ML
coordination|functions of MLHE future directions. Proposal
for execution bodies the organizational structy
sustainable included into the ML
MLE Implementation Guidelines

developed |2.2 Facilitate thiExperiences from the pilotir
and formation oldistricts reviewed by the ML

functional |central and pilgE & R Team and futu
district level MLEdirections proposed. ML

execution ancascading experiences to
organizational reviewed in later stage

structure anDOE. Recommendations 1
bodies vertical and horizont

expansion are specified in
recommendations of future
directions of MLE E & H

Team.
2.3 SuppolPilot school head teache
defining function|DEO Recourse Persons {
and form th({indigenous People
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cascading
teams/committees

Organizations  taking i
leading role in initiating th
cascading.

2.4 Assist definin
central leve

MLE material productio
initiated in the pilg

mechanism fischools/districts. Moth

produce MLHtongue teachers taking

materials active role in the ML
teaching material. Textbog
design finalized and printed
cooperation with CDC.

2.5 FacilitatiLocal level MLE teachin

defining function
and form locs
level mechanism
produce MLE
materials

material production initiate
and the initial local lev
mechanism being developed
cooperation with CDC.

2.6 Faciitate
defining functior
and initiating th
establishment
MLE section &
central level

MLE Section in central lev
not supported by DOE at t
point of time.

However, MLE E & R
recommends a commun
managed Language an
Indigenous Resource Cern
adoined with the existin
Resource Center
Community Learning Cent
(CLC)

2.7 Facilitat
defining function
and assigning ML
focal person i
MOES

The defining of both MOE ar
DOE focal person still opg
and no official note availab
MLE Team has deatoped th
TORs for DOE Focal poir

see the text below

ter
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extremely ambitious in the context of the shortiqubrof
MLE Program implementation and the political cortis of
the country that time.

The piloting of the MLE mother tongue education
needs to continue for four to five years before the
institutional structure gradually developed candmalyzed
and developed to become functional and sustainable.
Expansion to cascading schools was just abouatt sthool
were selected in most of the districts but the actnother
tongues teaching has not started mainly due tdatile of
mother tongues teachers and also often the lackxth
classrooms.

The MLE Expert & Research Team suggested that in
the current system, DEO and/or Resource Center can
facilitate in identifying and mobilizing resourcemade
available by the Local Self Governance Act and Ragn
and I/NGO support at local level for MLE. The MLE&ER
T further added that a serious discussion at diskevel is
needed on how to best utlize available resourams f
sustainable benefit of language communities andy@mbus
nationalities.

In the process of developing the TORs for the DOE
MLE Focal Point, the following reference, emphasigihe
importance of the MLE, were identified in the SSRurP
2009-2015.

Focal point background
School Sector Reform Plan (SSR Plan) 2009-2015
refers directly to MLE in the following parts:
e Quality assurance Introduction of mother tongue
medium of instruction at early stages of basic atlan
e Inclusion in education Introduction of multi-lingual
education for social inclusion

Result two, the above activities to develop sustalm _ _ _ _
and functional institutional structure and coordiom for * Development functions. a. Curriculum integration
MLE within the MLE Program Period 2007 -2009, was Development of local curriculum, preparation for
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mother-tongue and multi-grade instructidm, Teacher
development: Teacher preparation specialized area like
mother tongue and multi-grade instruction.

» Teacher Management and Developmernis mentioning
the recruitment of female teachers including daditsl
marginalized groups. Mother tongues teachers cbeld
also mentioned in this connection.

* Indirectly inclusion in educationrefers to ensuring
student’s learningvith cultural identity and differentiated
pedagogical practices catering the diverse neeolh &f
the areas are connected to MLE education.

4.3 Capacity of central, district and community leel to
develop and implement MLE

workshop to

Result 3 Activities Verifications
Capacity of (3.1 Introduce |During the first year MLI
central, possible Program produced in collaborat
district and |models for with the piloting schoolsefererce
community |community  |material for mother tongu
level to generated education in all eight languag
develop and |material spoken in the seven pilot scho
implement  |production The booklets with the stories
MLE Indigenous Knowledge Holde
strengthened and drawings by children of t
schools were printed in thr
languages mother tongue/Nej
/English.
The community generat
teaching material productior
started during the last six mon
of the project implementation,
both subject text books a
textbooks in mathematics, scie
and social sciences in lo
languages
3.2 Organize |The contents of the teach

material

based on the natio
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identify local
contentdor
curriculum and
materials

curriculum discussed in t
workshops/in Rasuwa, Itahari 8
Bhutwal and as part of the init
school selection and monitori
visits

3.3 Facilitate
designing and
production of
MLE materials
jointly by CDC
and speech
communities

Joint designing and producti
with CDC and school communiti
discussed in the Consolidat
workshop in detail and finalizir
the lay out and printing with th
support of CDC started in July 0B.

3.4 Organize
capacity
building
activities by
international
experts on bes
practices in
MLE and
indigenous
knowledge ang
value systems

The capacity building activitig
continued over the project per
by the visits of internationa
experts, study tours and pi
activities.

t

3.5 Organize
exposure Visits
to pilot

communities
for central leve

CDC, DOE & NCED activel
participated in monitoring visits
pilot communities. Efforts T
director level participadn werg
taken during the consolidati

officials phase; director of DOE took p
in MLE teacher training in Suns
and Jhapa in July 09.

3.6 Organize |2. Study Tours to India to ty

international
study tours to
countries wher
best practices
of MLE are
applied

states, Orissa and Andhra Prad
were organized to central and Ig
level offices with the purpose
learning from MLE developme
in another country. The study tq
for policy level education directg

was organized to the state
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Orissa in India in August 09.

3.7 Support
participation of
stakeholders t¢

nnternational seminar in Neg

The MLE participation team a
DOE staff participated in th

relevant Zealand and in India in 20(

international |[Based on the presentations

conferences |India, the MLE development i
Nepal was also part of the bg
“Multilingual Education for Socig
Justice.”

3.8 Organize |Planning of cascading schools

planning information sharing with the loc

workshop on
cascading for

level education admistrators too
place during the monitoring visit

U7y

local level

stakeholders

3.9 Facilitate [Short term internation
NCED to consultancy on MLE Teach
include MLE |[Training Manual Developme
and Nepalias |(Jan 09) and TeacheTraining
L2 into pre- |(Aug 09) planned and develof

and in-service
teacher trainin

in cooperation with the NCE
Piloting of Training Manual tog
place in three districts

(lam, Jhapa, Sunsari) and f
language groups (Bantawa K
Limbu, Urau an
Rajbangsi).Nepali as L2 worksh
was organized in August 2008.

program
3.10 Facilitatt
to train

teachers 0
how to teac
Nepali as
second

language

Experiences/results of the Ney
as L2 were shared in teac

00

training workshop in August 2008.

Capacity in MLE implementation
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Capacity of central, district and community level t
develop and implement MLE has been clearly stresvgtd
during the MLE Program. The pilot districts and essplly
the pilot schools have benefited from the plannetiviies
implemented in cooperation with the MLE Team, DOE,
NCED and CDC. Also cascading schools have benefited
from participating in MLE Program activities. Howesy due
to the short MLE Program period, developing theacity of
all districts of Nepal during the program period swaot
possible.

The non-piloting district’s capacity will be devekd
during the coming years through MOE and the cerénz|
education line agencies.The MLE Implementation
Guidelines developed as part of the program activities, when
implemented nationwide, will also gradually develdpe
MLE implementing capacity in the whole country. The
government and donors School Sector Reform Program
(2009-2015) launched the MLE piloting in three dcs;
Rasuwa, Kapilvasthu and Dadeldhura. The experieoicts
MLE program were shared by DEO Inclusive Section
Officers and head teachers of MLE pilot schoolsmfro
Rasuwa and Palpa in a one -week seminar orgamzédly
2009.

MLE reference/teaching material production by
communities

The process of designing, preparing and printinghef
reference material is very different to the procesfs
producing teaching material. The reference matenak
produced based on the stories told by the Indigenou
Knowledge (IK) Holders, written down by school chign
knowing the local language and printed by the MLE
Program.

As it became evident that the teaching material
production is necessary and extremely importanig th
production of the Grade 1 mother tongue textbooks wa
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started by the mother tongue teachers of the githibols.
The preparation of the books was in some distsafgported

by other teachers and sometimes by community mesmber

knowledgeable with the language of the medium of
instruction. The teachers received guidance antcadvom
MLE Team, DOE and line agencies during the MLE Paiag
monitoring visits. The main principle in the textho
designing has been to analyze carefully the naticoee
curriculum and write the contents of the textboblksed on
the curriculum. However, the most crucial principbes at the
same time been to include contents of the ethrnicreuand
indigenous knowledge into the text and drawings.

The process of designing and printing the textbaoks
collaboration with the Curriculum Development Cente
(CDC) started in Consolidation Workshop in April (20
about half a year before closing the project. Tag éoncern
has been the lack of experience of teachers prepdhe
textbooks, validation of the contents of the tewl® and
collaboration between the district level processhwihe
national level procedures and regulations. Thesiatitaken
by all partners in the Consolidation Workshop waat tthe
District Curriculum Coordination Committee (DCCQrcbe
given a role of overseeing the local teaching nmter
production. The seminar organized for all pilot tics
-DCCC members discussed the issue.

Capacity building activities by international exjzeon
best practices in MLE and indigenous knowledge \aaide
systems were successful and developed together tivgh
IPOs and education partners. The specialists frwialand

New Zealand shared their MLE experiences from their

countries and region. The large group of pilot stheachers
and education officials also visited two statedndia with

the purpose of learning from success stories from a

neighboring country. The teaching material productwas
one of the areas to be analyzed. The visitors adobie new
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methods as soon as they returned to their schadianging
library being one example.

International conferences

The MLE team and DOE staff participated in the
international conferences in New Zealand and inialnd
2008.

The Deputy Director of the Inclusive Education S&tt
attended the Conference organized by Language,afduoc
and Diversity (LED). Forty-two countries attendetlet
conference with the themes of:

 Bilingual/immersion education

» English language education

» Language Education planning and policy and

 Literacy education (including adult literacy)

Based on the presentations in India, in the Inteynal
Conference on Multilingual education: Challenges,
perspectives and opportunitidseld at Zakir Hussain Centre
for Educational Sciences, Jawaharlal Nehru Unitergi
February 2008, the MLE Nepal team was invited tieatiwo
articles about the MLE development in Nepal in book
“Multilingual education for social justice: Globating the
local.” The book deals with the issue on how using sdver
languages in education can contribute to greateralso
justice. The main focus documents how marginalzeaples
who receive culturally and linguistically appropea
education are better equipped both to maintain deklop
their cultures and participate in the wider socidtye articles
in the book analyze the multilingual education fregveral
perspectives in different parts of world includiagy. Peru,
Canada, India and Nordic countries in relation t@mb
Indigenous people.

The articles from Nepal are titled: “Privileging
indigenous knowledge: Empowering MLE in Nepal” (thv
Hough, Ram Bahadur Magar Thapa and Amrit Yonjan —
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Tamang) and “All Nepalese children have right toadion
in mother tongue’ — but how?” The Nepal MLE program
(Amrit Yonjan-Tamang, David Hough and lina Nurmela)

MLE development in teacher training

Cooperation between National Center for Educational
Development (NCED), Department of Education (DO&J a
MLE Program was very active and fruitful during tlaest
implementation year 2008-2009. The work plan foe th
concerned period included two international shentat
consultancies combined with the printing of traghmanuals
and self learning materials. The aim of both at&si was
supporting the development of MLE expertise in heac
training.

Fifteen days MLE Teacher Training/MLE Material
Development consultancy took place in January-Falgru
2009. Dr Shelley K. Taylor from the University oféatern
Ontario, London, Canada supported the planningga®of
the material development workshop and worked as a
facilitator and resource person during the fiftdays training
in NCED.

The participants in the workshop were partly active
writers from the different language groups in Nepald
partly the mother tongue teachers from the MLE tPilo
schools. The heterogeneous mixture of about thirty
participants was naturally challenging for the rese
persons and facilitators. Dr Taylor writes in hepart, “The
format of the workshop was such that material wsitand
pilot school teachers divided into working groupspte up
draft versions of their interpretations and experés with
various components of the framework. At the enthefday,
they gave oral reports. | commented on salient a@spef
their reports, providing feedback where possible”

The main tasks of the international specialistmythe
fifteen -day Teacher Training/MLE Material develogmh
were:
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1. Give suggestions to NCED and teacher trainers on
how to organize teacher training of MT/MLE
teachers— core components were based on teachers
experiences, knowledge and skills, medium of
training (which language), etc;

2. Give suggestions to NCED and teacher trainers on
how to base teacher training and activities on
Indigenous & minority teaching strategies and local
contexts to make teacher training local specifid an
relevant for teachers;

3. Contribute to prepare the teacher training mansal a
well as self-learning materials for the NCED MLE
program with emphasis on institutionalizing and
reinforcing the bottom-up process and participatory
pedagogy in the education system of Nepal.

Piloting of Training Manuals based on the drafttien
MLE Development Manuals took place in three dissric
(lam, Jhapa, Sunsari) and four languages groupsitéBva
Rai, Limbu, Urau and Rajbangsi) in June-July 2009.

The second 15-day international consultancy inhteac
training in August 2009 focused on MLE teacher niray
according to the following:

Expert on Teacher Trainingupport NCED to develop
training of trainers and teacher training in MLEr 6
languages in line with the government MLE policibased
on the review and analyses of the current impleatsmt of
MLE at district/local levels. The Capacity Building
Workshop, Training of Trainers for 9 languages wilkte
support of an international expert will take intinesideration
the experiences of the seven MLE piloting schoalssix
districts.

The results of both consultancies were used in the
process of developing the MLE Implementation Gurcs.
Mother- tongue based MLE would benefit by develgpa
teacher education model foommunity teachers who would
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represent different languages groups, who haveedaSt&C
and who are interested in teaching in their commesi

Nepali as L2 into pre- and in-service teacher
training programs

Recommendations of the papers presented in the
seminar of Nepali as a Second Language and Second
Languages teaching in Nepal will be included aftethe
seminar in August.

4.4 Models of learning environments to continue ntber
tongue based MLE education after the primary level

Result 4 Activities Verifications
Models of 4.1  Facilitat{Six teachers quotas establis
learning the for five pilot schools in July 08

environments |establishment
that facilitate |MLE teache
the non-Nepali|and resourg

speaking person quotas

students’ 4.2 SupporttheCriteria was developed in Ji
learning and  |development q08

prepare them tocriteria for

continue their |hiring MLE
education after|teachers ar
the primary resource

level persons
established 4.3  Organiz{The teachers were given
orientation orientation in regioal

program folworkshops in Chitwan at
MLE teacher|Sunsari in Sep-Dec 08
on indigenou

methods (o
learning an
teaching

4.4  Organiz{Not possible within the proje
workshops foperiod. To be included in
the pilolMLE activities afterproject
communities |plans

and schools ¢
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learning

additional

languages

4.5 Carry ot|Carried out in 008 during th
needs school selection period
assessment a

initial datg

collection  fo

curriculum

development

4.6 Provid¢The pilot school teachers &

support to thjcommunity members we
development qgiving guidance on text bo
local resourcewriting/ preparation
as well as to thCooperation with CDC |
production an|developing the print versi
distribution 0](CRC) and identifying th
MLE materials |printing services

The development of models of learning environments
that facilitate the non-Nepali speaking studergsrhing has
been one of the most important areas in the effofts
achieving concrete results in MLE during the progizeriod.
The modality development has been carried out tjirou
piloting MLE and mother tongues education in sesemools,
six districts and in eight languages. As soon as th
implementation started it became clear that thigyea all the
MLE pilot schools is very different from each oth8ome of
the schools are mother tongue -based monolinguéh wi
non-Nepali languages some have children from fangliage
groups, which means that the schools need fourentdngue
teachers for the first three grades. Modality depeient
shows, that the different languages and statuscbbds
including the teacher’s language skills in diffareanguages
is different in pilot schools.

One of the findings of the Expert & Research Team
review is that language composition of students aHer
constantly in schools. This is more likely to happm
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multilingual areas and flat lands. Moreover, somigosls are
dominated by Nepali speaking children. A Nepaliadpeg
community and students can also demand alternative
teaching/learning environment conducive for them.this
context one rigid plan/framework does not work. Tihdings

of the team and the reality of MLE Program pilohaals are
very similar.

Six different models are in practice in seven MLBp
schools. The reason for the MLE Program having bresn
able to develop clear standard models is the eoyt MLE
implementation time in relation to the challengele¥eloping
MLE, and the fact that the concept is very new apéal. For
two hundred- and forty-years Nepal has been imphtimeg
the language policy of “one nation, one languag&ie
tradition in all Nepali schools, from the beginniofstarting
public education has been, to teach children in aNep
language. Non-Nepali children have been simply haug
Nepalese without any separate Nepali language iteach

The change to mother tongue -based education takes
time, even if the interim constitution guarantees tights of
the all Nepalese children to learn in mother tonduether,
the language planners, teachers and parents ane givextra
challenge to move to the federal state structut@ctwmay
mean the emergence of federal state official laggsa

The MLE Program, through the community -based
approach and by practical necessity, developedriegevith
the DOE, is structured to design and prepare the kaching
materials and textbooks at pilot schools. The pdohool
teachers and community members were given guidance
text book preparation with the rule to follow thigjectives of
different lessons stated in the national curricul&orther, the
model of cooperating with CDC in developing thenpri
version and identifying the printing services waveloped.
The School Management Committees (SMC) validated th
textbook language and contents before printing.
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The teaching material preparation structure was
developed during the Ilast months of the program
implementation so the adoptability of the structimeall
non-Nepali speaking communities will need to talee@ after
the program implementation.

The pilot schools will continue the mother tongaesl
multilingual education within the guidance and suon of
the DOE Inclusive Education Section. For developihg
standard model of good learning environment for-Nepali
as well as Nepali speaking children is a processtwheeds
time —more time than the MLE Program two-and-a-lyaHr
implementation period.

Towards the end of the Program, the MLE
Implementation Guidelines were finalized. When appd by
MOE and implemented in all the schools where the
school/communities (SMC) have decided to move tdwar
mother tongue based MLE, more experience will lbeyad
from a larger number of schools than the MLE progaf
seven schools represent. The model building stddedg the
MLE Program implementation and will continue aftbe
program completion.

School Sector Reform (SSR) Program 2009-2015
following the EFA 2004-2009 has encouraged and
emphasized the need to develop multilingual edooéii
based on the EFA Program evaluation. Nepal’'s EFfoNal
Plan of Action (2003) adopted six Dakar goals t@beieved
by 2015 and given the ethnic, social and linguidii@rsities
of Nepal, additional goals were identified, for ensg the
rights of indigenous people and linguistic min@stiquality
basic and primary education through their mothegt®. The
MLE Implementation Guidelineteveloped in DOE especially
benefitting from the MLE Program pilot school/distr
experiences will be an important benchmark in theEM
development in Nepal.
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4.5 Models of creating support networks of schools
implementing MLE

Result 5 Activities Verifications
Models of 5.1 Assist  |District Level Coordinatio
creating defining Committees (DLCC) in pilg
support functions of |districts not estblished
networks of |MLE support|Cooperation with Distrig
schools network Curriculum Coordinatin
implementing |model at Committees (DCCC) initiateg
MLE district level |during the consolidation pha
established MLE Implementation Guideline
developed for MLE implementati(

all over Nepal
5.2 Assist |[MLE Implementation Guideling
defining developed for creating modality 1

functions of
MLE support

SMC to decide to start MLE
school

C.

network

model at

community

level

5.3 Support |SMC to make short- and lorigrm
to establish |plans to be disseminated to DCC
MLE support|Organizational structure defined
network at |MLE Implementation Guidelines

district level

5.4 Support |According to the MLE
to establish |Implementation Guidelines M
MLE support|Development Coordinatid
network at |Committee of 5 members to

community |established

level

5.5 Design |Functioning as part of the D(

and operate
MLE
network
website
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action
research:

a) Document
MLE
activities and
progress and
disseminate
to
stakeholders
b) Plan and
implement
regular
interactions
with
communities
to reflect on
MLE

program Action Research w
interpreted as an activity
document MLE  developme
process at schools a
communities. After the ML
Program internal evaluation ML
Expert & Research Team w
initiated within the Ation Researc
in September 2008. The tearn
main mission was to review t
MLE piloting in school level an
analyze the MLE policies al
strategies in the context of pi
experiences

5.7 Design
and
implement
awareness
raising
campaign
based on
outcomes
from action
research

A leaflet about the MLE Progra
was designed and printed in Deg
in  English and in Nepa
Documentary Team contracted
May 09. Awareness raisil
material for parents and teach
developed on the benefits of

mother tongue basl MLE using
the concepts of Basic Interpersg
Communication Skills

(BICS) and Cognitivédcademiq
Language Proficiency (CALP) a
the finding of the MLE Expert ¢
Research Team achieveme
findings

website

5.6 Carry out

The first half of year of the ML

Creating of models on how new schools and
communities can be supported through the supponanks
of schools already implementing MLE, has been dised
and developed during the Inception phase and duteg
project implementation. Cascading modality, fortiating
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two new schools in every pilot district during tlast year of
MLE Program implementation, was developed during th
inception phase. Most of the districts have movedvard
with the cascading plan and the cascading school
representatives attended the last monitoring andihg over
meetings.

Further, the draftMLE Implementation Guidelings
suggest that the school communities will initiatee t
discussion on the possibility to start the MLE ny&chool in
Nepal and based on the SMC decision the schools can
develop plans and move forward with the suppo®BO.

Action research was interpreted during the first
implementation year as a tool to document MLE
development process at schools and communitiesn@thre
field visits large amount of both video and photqiric
material was collected. The material was used énréports,
conferences and seminars as well as in the MLEl&edhe
material was handed over to the MLE Documentaryni,ea
which used some of it in the MLE Documentary film.

During the last yearMLE Expert & Research Team
carried out an extensive review on the MLE impletagon
in pilot schools and districts. The team analyzefield visit
experiences in the light of MLE policies, strategiand
implementation, and gave recommendations for future
directions as discussed in the context of Resuk.COrhe
team’s final workshop at the end of May 2009 wasyve
successful in terms of good and constructive dsonson
MLE in Nepal with participants from all educatiome
agencies, MOE, NEFIN, NEFDIN, Indigenous People’s
organizations and donors including UNESCO.

One of the log frame activities (Result 5) propoges
“Design and implement an awareness raising camgzgad
on outcomes from action research”. The proposahast
important and would have been extremely useful hig t
program implementation time would have allowed the
practice. The campaign would have been very timslyvell,
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since the nation’s Constitution building processoigjoing
and the politicians and general public would neé#dtre
information generated during the MLE implementation
period.

The MLE team wished that DOE and other education
line agencies, MOE and different ethnic and indayen
groups could have used the material which was dpeel
during the last 6 months of the MLE Prograrhe 30-minute
documentary filmwas produced with the professional
document team. The document was reviewed in thensesn
that took place during the last months, in the MREBgram
Final Conference and during the education policyelle
director’s exposure visit to Orissa India.

Pedagogically focused awareness raising leaflet
prepared based on the concepts of Basic Interparson
Communication Skills (BICS) and Cognitive-Academic
Language Proficiency (CALP) was developed and based
the Future Direction and Recommendations of the MLE
Expert & Research Team. The leaflet benefitted frPm
Skutnabb-Kangas opening words “WHY MOTHER-
TONGUE-BASED MULTILINGUAL EDUCATION
(MLE)?”

The two concepts, CALP and BICS focus on the
teaching-learning process of the individual andrgedild in
the classroom. When children come to school thesalsp
fluently, with a native accent, and they know thasib
grammar and many concrete words. They can explathea
basic needs in the MT: they have basic interpetsona
communication skills (BICS). If the child has therMs the
teaching language, s/he understands the teact@amsl the
subjects, develops the CALP in the MT, and hasra geod
chance of becoming a thinking, knowledgeable pemsba
can continue their education. If teaching is irmmguage that
the Indigenous/Tribal/Minority (ITM) child does ndinow
(e.g. Nepali), the child sits in the classroomfilst 2-3 years
without understanding much of the teaching. S/hg repeat
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mechanically what the teacher says, without undedshg,
without developing her capacity to think with thel of
language, and without learning almost anything bé t
subjects that she is taught.
During the visits to the MLE schools and discussion
with the teachers, several examples of the sitatioere the
concepts, BICS and CALP are valid, were discus8éadne
classroom, a teacher told an example on how hdeaasing
during the science lesson about the plants and gemving
in the community. He explained how interesting &smo
teach in mother tongue, when children knew the saph¢he
plants and trees, they could tell how and wherg tdrew,
what they are being used for etc. They could evee dut
more information when discussing with parents ire th
evening and share the new information at schodl day. If
the lesson had been in Nepalese or English, ticheeavould
have been repeating the names of the plans inatigubge
children do not speak or know, and the discussiaalyzing,
thinking and sharing process would have been jomitsed.
Also, the discussion about the nature and useasftplwith
parents would have been difficult, if not totallyssed.

5. Outputs/ outcomes

Results/Planng Achieved/Not Achieved Sources of
d Outcomes Outputs/Outcomes | Verifications/Reason
s for Deviations
Result-1 1.Positive 1.Constituent
approach/attitude towarAssembly membe
Creation OMLE has increasgare from differer
conducive MLEduring the  progratlanguage groups apd
Policy period due to the politiclare proud of speakil
environment |development in Nepal [their mother tongy
initiated 2. Education authoritijgand developing tH
and donors a|lMLE based languag
encouragig mothe|policies
tongue based MLE 2.Nepal has ratifig
3. Through the MLlall the majo
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ram

Program awareness of
pedagogical advantag
of the mothe
tongue/multilingual in th
children’s teachin
learning process h
increased

international
agreements referrit
to the child’s rights i
mother tongu
education

3. Educatio
authorities are we
aware of tle needs (¢
mother tongue bas
MLE and the sectq
wide pooling fundin
plan, Schools Sect
Reform (SSR) fq
20092015, includ
MLE as one of th
important  indicator
for improving the
quality of educatior
achieving hig
enrolment rates a
low drop out rates

Result-2

An institutional
structure,
process an
coordination fo
sustainable
MLE develope
and functional

1. The process f
developing th
institutional structure ar
coordination initiated.

2.The institutions
structure an
coordination ng

conpleted due to shg
program period

3. Financial mechanis
to cover the costs of ML
education g
schools/districts need
be analyzed and agre
before sustainable ML
development is realistic

1. Based on the
months experiences
the pilot schools th
MLE Guidelineg
developed and draft

to be finalized in th
Program Steerin
Committee an

forwarded to th
Ministry of Educatio
for approval

2. Based on th
experiences in oth
countries, fiveyeal
piloting/mother

tongue base
multilingual educatio

is needed fq

e
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scientifically  valid
improved learnin
results

3. Support from DOE
CDC and NCED fror
regular educatic
budget to b
guaranteed. DE
and/or Resourg
Center can facilitate
identifying ang
mobilizing resource
made available by ti
Local Set
Governance Act ar
Regulations arn
IINGO support &
local level

Result-3
Capacity 0
central, distrigd

and communit
level to develo
and implemer

MLE
strengthened

1.The capacity of th
pilot

districts/schools/cascadjimternational

g schools and th
education line agencie
strengthened through

-MLE Program piloting
-International MLE
specialist visits to Nepa
-Study tours abroad

-Awareness raising
documents and leafle
Information sharing i

the national level n
possible  within  th
timeframe

2. NCED has evelope
MLE Teacher Trainin
Manual and organizé

training for MLE teachg

1. The seminars a
workshops dtung the

consultancies al
before and after tf
study tours planneg
and implemented wi
the education lin
agencies.

Dissemination main
for education lin
agencies MLE pilg
district participants

2. NCED MLE
Teacher Trainin
Manuals develped ir
14 languages a
tested in 4 languagge
MLE Teache
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trainers

3. Textbook materi
production initiated in th
pilot schools to desig
and prepare  moth
tongue  textbooks
cooperation  with  th
CDC

Training based on tl
piloting organized.

3. The mother tongl
textbooks in  pilg
schools designe
prepared, finalized f
printing (CRC) an
printed in cooperatig
with CDC in seve

pilot schod
languages. Model
procedure includg
into MLE
Implementation
Guidelines
Result-4 1. Sendard models 1. Linguistig
Models ojadapt MLE in all schoo|variations in all th
learning with nonNepali studeniMLE pilot schools
environments |not possible at this stavary significantly|
that facilitate thjof MLE development. S|ISome  schools &
non-Nepali models in practice |non-Negali languag
students’ seven pilot schools. MUmonolingual whilg
learning an(Guidelines givisome have childrg
prepare them {possibility for schoolfour language group$
continue  thefand communities to tal2. Majority of the
education aftginto consideration in thtrained primar
the primarybest possible way tleducation teachers &

level establishe

tearning needs of all t
children in the catchme
area

2. The provision ¢
Mother Tongue teache
for  the nonNepal
students is a maj
challenge. The need 1

mother tongue teachg

Nepali-speakers.

NCED initiated th
MLE teacher trainin
to be included int
both pre an
in-service trainin
packaged. Th
concept of communit
teachers needs to
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depends on the linguis
background of th
children.

3. Teachin
material/textbooks f¢
nonNepali students we
designed and prepared
the pilot schools teachg¢
and community membeg
supported by CDC

analyzed with th
purpose of recruitin

students fror
linguistic
communities int

either standard teaclk
training or to develg
separate commun

teacher trainin
package.
3. The teachin

material production i
local level needs to

standardized and t
rules and regulatio
need to be created

the local level (SM(
DCCC) cooperatio
and CDC

Result-5
Models

o)

creating suppo

networks
schools
implementing
MLE
established

0

1. Models for definin
and estalishing thg
district and communif
level networks achieve
if the MLE Guideline
will be ratified in MOE

2. Awareness raisil
material developed

1. MLE
Implementation
Guidelines give
detailed description
the  structure  th
schools can initia
the motker tongu
based MLE

2. The documenta
of 26 minute
prepared focusing (
teaching-learning
process in pilc
schools. Awarenes
raising leaflet base
on MLE Expert &
Research Team
Future direction:s
recommendations a
on the pedagogic
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concepts of BIS an
CALP

6. Efficiency
6.1 Recommendations of the Internal Mid-Term

Evaluation/Analyses of the MLE Expert & Research

Team Findings

The Internal Mid-Term Evaluation of the Multilingua
Education ProgranfAnnex 4.)is reviewing the efficiency of
the program implementation in June as 2008 follows.

“A substantial change towards the achievement ef th
overall objective of the project as a consequentdhe
achievement of the project purpose is possible iwithe
project duration, but adjustments and changes egained
both in terms of the approach, working modalitiesd a
collaboration with stakeholders, as well as in teroi the
allocation resources and project long and shont-texperts'
working time. Without a more concerted and collabioe
effort together with the central agencies (DOE, CDCED)
and combined expertise in education and language it
unlikely that the "upstream” objectives of dewsplans and
procedures for the implementation of the MLE atrany
level and producing a comprehensive implementagtam
for the phased mainstreaming of MLE nation-widel| \we
accomplished. The Annual Report does not provide
information regarding the progress in developirg ational
Medium of Instruction Strategy, implementation megism
and cascading procedures, which is cause for contiehas
to be stated that the project objectives are ved @erhaps
overly ambitious in many respects taking into cdesition
the limited time frame and resources”.

The first one-and-a-half-year period of the MLE
Program was implemented according to the strong
community participation and bottom up principlebeTMLE
Program Management’s vision of planning and inigthe
MLE development at schools with head teachers,htzac
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SMC members and local indigenous organizations nditl

commit either local or central education authositie MLE

development. Focus on strong, community basedpiotip
approach finally created such complicated working
conditions. that The CTA of the Program decidetegign.

The second Annual Report (Annex 9. Second MLE
Program Annual Annex Report 16.2.2008 — 15.2.200&Es
about efficiency the following:

“The project has reached the very important goal of
launching mother tongues as media of instructiom an
different models of MLE are being implemented agsted in
the MLE Program pilot schools. The models are dsesd
by the schools themselves and they will serve apad
example to other schools who are wondering howtaot s
with MLE and mother tongues. Teachers, IK hold&PE)s,
head teachers, some DEO personnel and some govdrnme
officers are convinced that MLE can be developed an
cascaded in a bottom up way. Knowledge and motiraeit
the local level exists and the last job of the @cbjand its
partners is to establish a functioning link betwelea local
level and the centre.”

MLE Expert Research Team Repd@fnnex 2.) also
analyzes the balance between the community empaaverm
and necessity to cooperate with the central legehaies.

* On one hand by design the program’s main concems wa
community empowerment and ownership, but on theroth
hand available opportunities for the line agencies
demand and design capacity development for theiramu
resources was not fully capitalized.

MLE Expert & Research Team uses the concept of
nonconventional design, which ended up in creating
unharmonious relations between the pilot schoolsl an
district/central level education authorities.

* Non conventional design of the MLE pilot progrard dot
completely fit with the bureaucratic system. Therkimy
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relationship between pilot program and district audb
district level machineries did not appear harmosiddn
the other hand, approaches and innovations intextiby
the MLE pilot program were hard to mainstream bseanf
practical difficulties created by norms and measwfethe
system.

Towards the end of the MLE program it is possilole t
suggest that if the MLE Team had not been movimg/dod
with so called “non conventional design”, startitng MLE
piloting could have been delayed even longer treppbned.
The delay of starting of cascading was connectabdalelay
in starting the actual mother tongue medium pibptin the
first seven pilot schools.

One suggestion to overcome this is given as patieof
Future Directions of the MLE Expert Research Tedime
report states:

* An examination of the interconnectedness and
institutionalization of complementary strategy
development among line agencies such as teacher
preparation/ development (e.g. NCED); curriculum/
material production/ development (e.g. CDC); early
childhood education and development (e.g. ECED
section); NFE (e.g. NFEC) and inclusive educatiery.(
Inclusive Education Section DOE) are urgently reegli
for the implementation of MLE.

MLE program implementation was facing the challenge
of collaborating with important partners in comntyni
district and central level and further with diffateline
agencies in charge of different development areas i
curriculum development, teacher education and inegs
administration.

6.2 Increased cooperation with the education linegencies
During the last implementation year, the MLE Progra
was working closely with the education line agesci€he
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staff members of the line agencies, CDC and NCEBepb
the field visits actively as soon as the mothegtenmedium
piloting started. During the time initiating of thp@lot areas,
the MLE Team worked more closely with Indigenous
Organizations, NEFIN/NFDIN and the local IPOs thith
the education line agencies, with the consequetessribed
earlier.

During the increased cooperation the development in
the pilot schools /districts was shared in the Séetihgs and
in the seminars organized during the international
consultancies. The Consolidation Phase workshop ags
well organized in close cooperation with all lingeacies
with the purpose of planning together the actisité the last
six months. Further, representatives of all the lagencies
were included into the working group developing MeE
Implementation Guidelines. NCED also planned witle t
support of the Program, two workshops developirgNth_E
Teacher Training Manual in 14, languages and ingitihe
writers and pilot school teacher to be trained a&EMeacher
Trainers. An international consultant from Canada&@as an
MLE Specialist and facilitator in both workshops.

6.3 National Medium of Instruction Strategy/ MLE

implementation Guidelines

The Internal Mid-Term Evaluation mentioned the lack
of discussion on the National Medium of Instructiinategy,
which is one of the program key objectives. Theduons
due to the slow start in mother tongue piloting aadcading
and due to the political development in Nepal clegihghe
focus on moving forward in developing national pes and
strategies. It became clear during the second year
developing the National Medium of Instruction Sbgt
based on the very ambitious national overall pesic+ all
children of Nepal have the right to mother tongdeaation -
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is not possible in 2009 during the last year oflenpentation

due to above reasons:

1. The MLE piloting/cascading periods are too shiont
getting pedagogically sound results of the learmraress
and improved achievements of the children attendlireg
mother tongue teaching

2. The development towards a federal republiceeitrased
on geographical or linguistic criteria, is delayed it may
take a year or two before the federal states asegoed
and established. The official language policy aarjlage
of education policy will be strongly linked to tk&ucture
of federalism.

Instead of National Medium of Instruction Strateabg
MLE Program’s final contribution in developing tML_E in
Nepal, based on the piloting results, is the proces
developing MLE Implementation Guidelines(Document
Annex 10) The guidelines are developed with the intention
of committing the education line agencies and Migi®f
Education to move forward in MLE development infeliént
part of the country if the schools and communisesiecide.
The development of the strategy will be completiéer dhere
IS more experience in mother tongue based MLE
implementation and after the principles and stmectof
federal states is completed.

As for the external factors, the national political
development in the form of Constituent Assemblycebms
and the organization of the assembly in differemtrking
groups for the preparation of Nepal's new consttutboth
supported and delayed the MLE strategy and policy
development. On the other hand, the public opiriaated
after the CA elections was very much towards eragiog
multilingual development in the country both in edtion
and government administration.

The pool of donors supporting the education seictor
Nepal have also regarded multilingual educatioaresof the
key development areas in developing the qualitgcafcation
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in Nepal with increased enrollment and decreaseg dut
rates. The School Sector Reform (SSR) Program 2009%-
prepared in collaboration with government and denigr
encouraging Nepal's education authorities to insgea
multilingual education with the purpose of reaching
vulnerable groups and moving forward with the otiyas of
Education for All by 2015.

7 Fulfillment of objectives

The overall development objectiveof the MLE
Program, to enhance quality education for all thgiothe
provision of Multilingual Education is, if possihleven more
important during the time of the completion of th&E
Program than when designing the program in 2006.Apbril
2008 elections brought many representatives froffierdnt
languages groups to the Constituent Assembly. The
Mid-Term Report Team in June 2008 observes:

"An illustration of the political importance of lgnage
issues is that approximately 250 members of theré@hber
strong Constitutional Assembly took their oath ineit
mother tongues, in altogether approximately 40 Uaggs.”

Internal mid term evaluation (Annex 4.) describles t
MLE Program implementation modality:

“The approach adopted by the MLE TA team is a
bottom-up, community-based one, in which studgrasents,
teachers, and members of the community at largelading
those with valuable local knowledge — are empowered
develop their own MTE, multilingual and multiculadr
learning materials and teaching methodologies. flae is
that they will pass this accumulated knowledgeexbrience
on to neighboring communities through a cascade einod
whereby representatives from pilot schools, aftawiig
received training and gone through the processwéldping
local MLE capacity themselves, will go on to tramther
communities. These newly trained communities areuin,
expected to train other communities. The SC hasrsed this
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approach and supports the MLE program team in this
endeavor. At the same time, several interviewedr@@ibers
and other informants expressed concern that tlishtailed

too much of an "activist approach”, which is éshto cause
unnecessary tensions between indigenous peopleshand
administration.”

In line with the results/immediate objectives MLE
Program has achieved the objectives well and toeittent
possible within the extremely short implementaganiod for
an education program piloting with the childrenéarining
achievements. It seems towards the end of the Mbgram
that feared tension did not materialize and atetheé of the
program implementation the central levels education
administrators were able to benefit from the strprgsence
and role of the local communities and the indigenou
organizations. Towards the end of the MLE prograen@OE
Inclusive Education section as well as NCED and CBied
out important material development activities inosd
cooperation with the school communities. DOE alledheir
own budget resources for developing social studied
science mother tongue medium text material in dlbtp
schools. CDC cooperated in publishing the mothegue text
materials. NCED developed Teacher Training Manti@M)
and Self Learning Material (SLM)

Below the analyses of the intended results/immediat
objectives and the achieved results/immediate tlagsc

Box 4. Objectives fulfilled
Objectives fulfilled in creating conducive policy
environment for MLE

The awareness of pedagogical advantages of the
mother tongue/multilingual education in the childse
teaching - learning process has increased duriedgvthE
Program. MLE Program prepared and printed MLE
material to the folder of the SSR Technical Missiarn




Ahonen=205

March 09 including MLE Concept paper, WH
MOTHERTONGUE-BASED MULTILINGUAL
EDUCATION MLE, MLE policy: Transitional
multilingual education policy: Suggestive framewakd
Achievements of MLE Program.

Education authorities and donors are encoura
mother tongue based MLE. The SSR Appraisal Mis
(June 21 to 30, 2009) development and governr
partners discussed about the MLE Implementa
Guidelines process and the timing of completing
guidelines was clarified. These examples show IhaE
is high on the agenda of the SSR mission and tot
government and donors will benefit from the progn
achievements.

The Joint Evaluation of EFA 2004-2009 report 3
recognized the importance of language issues aylidae
planning in the efforts of improving the quality
education and reaching EFA goals. The reportsstate

“Developing of the more complex policy
languages in education, could be based on evatuatithe
Finland-funded bi/multilingual education project da
perhaps some further investigations into attitudeg
different ethno-linguistic groups toward bi/multigjual
education. It should specify the extent if use pédfic
languages in primary education. It should also cg
provision of mother tongue/ bilingual teache
Development of minority language text books, rajsine
awareness of language and literacy learning amdin
teachers, strategies of teaching Nepali as
second/additional language and teaching of Engisha
second or third language”. ( Page 78, Joint Evealnabf
Nepal’'s Education fro All 2004-2005 Sector Program)

Y
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Strengthening Institutional structures, processes rad

coordination for sustainable MLE policy development
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and implementation

The process for developing the institutional st
and coordination was initiated but not complete@ doi
short program period. More mother tongue ba
multilingual education experience in different garf
Nepal is needed, to be initiated within the Frammdwaf
MLE Implementation Guidelines, before institutior
structure can be developed. Financial mechanisoover
the costs of MLE education at schools/districtsoneebe
analyzed and agreed before sustainable MLE develop
is realistic.

sed

nal

m

Developing models for learning environments tha
facilitate the non-Nepali students’ learning and pepare
them to continue their education after the primarylevel

[

Six models to adapt MLE in pilot schools are
practice. These models can be applicable in ottieoais
in Nepal. MLE Guidelines give possibility for sche@nd
communities to take into consideration in the Ipestsible
way the learning needs of all the children in th&ckhment
area and initiate the mother tongue based MLE.

students is a major challenge. The need for mdtreyues
teacher/s depends on the linguistic background hef

part of the program implementation. The model atkeng
material/textbooks for non-Nepali students was glesi
and prepared by pilot schools teachers and comgn
members supported by CDC.

provision of mother tongue teachers for the nonallep

children. Manual for Teacher Training was prepassd

n

The

t

unit

Developing Models of creating support networks o
school implementing MLE

f

community level networks have been achieved. Atfter

Models for defining and establishing the distrintda

MLE Guidelines are ratified by MOE all linguisticaups
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in Nepal will be able to initiate MLE and mothemtue
medium teaching in their areas. Awareness raising
material, including MLE documentary film was deveal.

Internal mid-term evaluation concludes: “The
preparation and appraisal of the SSR offers a gerfe
opportunity to mainstream MLE and to include poljcy
changes regarding mother tongue use, and budgetofth
in a sector-wide setting. It is understood that eékercise
piloting those plans will extend beyond the threery
project period.”

The MLE development and implementation |in
Nepalese schools will be part of the general edutat
sector annual planning. MLE is piloted in threetritits
within the SSR. One of the districts Rasuwa is dls®
MLE pilot district. In July the three SSR distriatset in
Kapilapastu and discussed the implementation Ve
Team members and pilot school head teachers attehd
training as resource person. The example shows the
networking initiatives within the MLE Program an&RB
program.

D

8 Sustainability

The prospects of the sustainability of mother t@ngu
based MLE within the coming years are in principle
encouraging and positive. The political will isastg among
Nepal's CA members supported by the indigenous
organizations and the education authorities. Ckentra
Department of Linguistics of Tribhuwan Universitys i
carrying out a long-term Linguistic Survey of Nepath the
Support of National Planning Commission. The lisgai
survey opens ground to the use of all languagdsepal in
both education and government administratiddocument
Annex 9: Introduction of the Linguistic Survey of Nepal)

The finding of the Joint Evaluation of EFA 2004-200
see the language of learning as one of the mosbriaomt
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indicators in improving the quality of educationNiepal and
therefore the evaluation recommends the developinthe
more complex policy on languages in education. The
language of education and MLE policy /strategy ttgwaent
work can move forward simultaneously with the
implementation of MLE in new districts and scholoésed on
the MLE Implementation Guidelines. The MLE
Program/DOE aim is that the draft MLE Implementatio
Guidelines will be approved in the MOE within a fevonths
from the closing of the MLE Program in mid Septemi&SR
Appraisal Mission’s efforts to pressurize the D@Hihalize
the draft within July, is in line the EFA 2004-208%aluation
recommendations.

The continuation of the MLE implementation in the
program seven pilot schools is most important, &mel
continuation of the work of the mother tongue teash
provided from the Inclusive Education quota is @um this
respect. The MLE pilot schools need continuous sttdpom
the Inclusive Education Section from the MLE Fokafson
nominated by DOE. The support is needed e.g. irldping
teacher’s in-service training and in producing Migi&aching
material.

MLE Program Handover PlafiDocument Annex 11)
was prepared by the MLE Program/DOE with the plan o
activities crucial for continuation of MLE developmt after
the closing of the MLE Program, in mid Septembe020
The plan includes both central and district/schémlel
activities with the emphasis on the steps to mawevdrd
with the finalizing the MLE Implementation Guidedis.

The possibility of monitoring visits of the Finnish
technical assistance team member to Nepal woullidgidy
appreciated by the DOE. The monitoring visits were
discussed during the last months of MLE Program
Implementation especially because some of the itapbr
activities were implemented during the last morgts the
text material production in all the piloting langes. All the
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textbook printing may not be completed by the ehdhe

program in mid September and therefore DOE andi$ingd
Education Section will be continuing supporting thikE

pilot schools in these activities. Also, SSR Se&aipport
Program will earmark budget resources for MLE. gdimese
resources for continuing the mother tongue based ML
MLE Program pilot districts should be possible. iDgrthe
monitoring visits the Finnish Technical team wobé&lable to
follow the implementation of the Hand over Plan.

9 Identification of alternatives

It was noted that the original plan when the proyeas
initiated was to locate the project team with th®CC
administration. However, during the process oflimiiag the
Core Document, it was decided between all the MLE
Program partners, that a more appropriate locasddOE.
There were two main reasons for this conclusionhe@)MLE
development is not only a curriculum developmestiésbut
all education policy makers need to be part of khieE
policy development; b) DOE has direct links to thstrict
level and DEOs so DOE can facilitate the pilot shtbstrict
work effectively.

One option for avoiding the confusion due to the tw
possible project locations would have been to btae MLE
Program in the Ministry of Education. The locatiaould
have been neutral in the context of line agencMEE
piloting at schools could have been initiated angdlemented
through DOE and curriculum/textbook developmenbtigh
CDC.

When the question of alternatives is approachenh fro
the teaching— learning perspective of the non-Neypalaking
children the program design, including initiatirtge tmother
tongue education in pilot schools/ districts andajeled
policy and strategy development in the central lleie a
relevant project modality.
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However, as mentioned earlier, the pilot proceagesd
later than planned and therefore the piloting withhe
program remained very short. From the teachingailagr
perspective and ultimately in view of the prograwerall
objective of improved quality of education, it isotn
pedagogically sound to try to draw conclusions frtme
mother tongue based MLE within the experience &f year.

The alternative project modality would have been to
stretch the project within the five to seven ygaesod, with
the International TA input not covering full timeaitbe.g. 3
years stretched over six- seven years. The Prbjaciager,
the National Expert in MLE and the Project Officeulx
have been permanent for the project period. Thislatity
would have made it possible to continue with thietpig
longer, even four- five-year period, with the propesults of
teaching in mother tongue to be shared with cenéwadl
agencies in the strategy & policy development

10 Further analyses
There is a tremendous need to carry out furthelysisa

in many areas within the MLE development in Nepapact

study or evaluation could focus e.g. on the follogvareas,

which are the most serious bottle necks in the eraibngue
based MLE development:

1. How to develop teacher training/education so that t
local mother tongue speaking well educated communit
members could be trained to become mother tongue
teachers in the first three grades with the conadépt
Community Teacher

2. To develop the EMIS statistics so that the numler o
children from different language groups, the emneiht
figures, dropout rates and passing the primary &
secondary level rates can be disaggregated acgotalin
the mother tongue of the child for the benefit of
language/education planning in districts
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3. To evaluate the learning achievements of the ngmahle
speaking children in mother tongue based MLE s&hool
and at schools where non-Nepali children learn
“traditionally” in Nepali without having Nepali asecond
language;

4. How to develop Nepali as a Second language to ivepro
the non-Nepali speaking children’s learning in Nepa

5. More technical assistance and information sharigg b
national and international experts is necessadet@lop
a strong institutional capacity at all levels foicsessful
MLE implementation

The institutional capacity of district-level neetis be
strengthened. Districts need more information abogtistic
human rights, strong forms of multilingual educatidlepali

as a second language and mother tongue as medium of

instruction. Resource persons and school inspeatars

actively promote mother tongue education as pates$chool
visits. Mother tongue teachers should be providesthools
where non-Nepali speaking children are majority.

11 Need for further assistance

The MLE Program implementation period in Nepal was
two and a half years. Toward the end of the progpanod
good and harmonious working relations were developéh
the Inclusive Education Section in DOE as well beot
education line agencies, CDC and NCED. The MLE Ruog
started the pilot in six districts in seven schoaigl eight
languages. Due to many external and internal amgilheg
conditions the implementation of activities wasessively
delayed, which means in practice that ambitiousdbjes
were achieved only partly. In principle the maineatives of
National Medium of Instruction Strategy were nohiaged
but the steps toward the strategy building stairtethe form
of MLE Implementation Guidelines.

The main concern, however, was the continuation of
MLE in the pilot and cascading schools. Below dne t
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activities which need to be actively followed ufther with

the proposed Phase Il or with the regular actiwioé MOE,

DOE, NCED and CDC.

With the support of the MLE Program or within the
regular activities of MOE, DOE, CDC and NCED, the
following development should continue:

» Development of the MLE policies & strategies takintp
consideration the constitution building process dhe
final contents of the new constitution includingeth
structure of the federal state

* Monitoring the activities in pilot schools and dists,
including the cascading in two or more new schaokhe
districts for further developing models for faaling the
Nepali and non-Nepali speaking students learning in
linguistically mixed learning environments

e Through the MLE development take in part the
Government efforts to increase the quality of etlonan
all schools of Nepal both Nepali and non-Nepaldstits

* Analyze the enrollment rates and drop-out rate amon
non-Nepali children after they have received mother
tongue based MLE?

* Preparation of the textbooks in children’s motlmrgues
in school communities with the support of teachens
community members

* Continue developing the teacher training: updaseher
training manuals and train mother tongue teachergea
the need of school communities

» Preparation/finalizing/using the awareness raisivagerial
for the parents and community members of the inapoe
of the mother tongue in multilingual education and
carrying out the awareness campaigns

* Building up better links with the other donors wioik
within the MLE and mother tongues education inahgdi
NGO/INGOs, IPOs, UNESCO and UNICEF.



Mother tongue-based multilingual
education: Implications for
education policy

SUSAN MALONE

Defining mother tongue-based multilingual education
(MT-based MLE)

Discussions relating to MT-based MLE in Asia tend t
use the term in one of two ways. In some contdéiisbased
MLE refers to the use of students’ mother tongug tsvo or
more additional languages as Languages of Instrugtiol)
in school. In other contexts, the term is used éscdbe
bilingual education across multiple language
communities—each community using their own mother
tongue plus the official school language for instian.

In the non-dominant language communities of South
Asia, multilingual education usually follows the rdii
definition: learning and using multiple languagasschool.

In some South Asian countries, MT-based MLE inctufibeir

1 Presented at the seminar on "Education policy the right to education:
Towards more equitable outcomes for South Asiaitden, Kathmandu,
17-20 September 2007.
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languages—the students’ mother tongue or firstuagg, a
regional language, the national language and @&mnational
language.

Rationale for MT-based MLE: The current situation

“The choice of the language...is a recurrent chakeng
in the development of quality education... Speakéraother
tongues, which are not the same as the nationaguéage,
are often at a considerable disadvantage in theatidnal
system...” (UNESCO, 2003).

By the time children begin school, they have begun
gaining confidence in their ability to communicate
meaningfully in their mother tongue. They have tual
foundation of knowledge and experience through ofsg
and interacting with peers and adults in their camity. The
language, knowledge and experience that childrémg o
school form an important foundation for their ldagnin the
classroom.

The educational problem faced by many children from
ethnolinguistic communities is two-fold. In thesfirplace,
some have no access to education at all. Thosedahmve
access to school but do not speak the officialdagg when
they enter the education system find that theirwkadge,
experience and language—rather than serving asra&ion
for learning—are treated as a disadvantage. Theiguage
skills do not serve them because their languagenbgslace
in the classroom. Instead, textbooks and teachiegira a
language they neither speak nor understand. Thaming
and problem-solving experiences and their knowledfe
“how things work” in their own culture and sociatsng do
not serve them because the culture of the classraboen
teachers, and the textbooks is that of the domisaniety.
The consequences for many students are predicablbéave
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been described in numerous studies, as noted in the
guotations that follow.

Loss of confidence in themselves as learners

...when students’ language, culture and experienees a
ignored or excluded in classroom interactions, estisl are
immediately starting from a disadvantage. Evenghihey
have learned about life and the world up to this{is being
dismissed as irrelevant to school learning; theme faw
points of connection to curriculum materials ortinstion
and so students are expected to learn in an expafie
vacuum (Cummins, 2001).

Inability to learn the official school language wdl

My children are very good at copying from the
blackboard. By the time they reach Grade 5, theycogy all
the answers and memorize them. But only two ofGhede 5
students can actual y speak Hindi (Grade 5 teaohkdia,
in Jinghran, 2005, page 1).

High repetition and drop-out rates

Fifty percent of the world’'s out-of-school childréwae
in communities where the language of schoolincargly, if
ever, used at home. This underscores the bigga#ienbe to
achieving Education for Al (EFA): a legacy of
non-productive practices that lead to low leveldezrning
and high levels of dropout and repetition. (Worléng,
2005).

Alienation from heritage language and culture, from
parents and community

The children who go to the primary schools arerofte
teased by other students for using their MT indlassroom
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when they talk to their counterparts. Teacherssadthem to
use L2 instead of their MT. Parents are asked mosse MT

at home in order to make the children fluent in tze All
these things have led to a negative attitude tosvaineir
language in the minds of the parents and children...
(Educator in minority language community in Indi2006.
Personal communication).

In addition to the damage they do to students whaoat
speak the dominant language when they begin sctiowiinant
language-only education policies and programs megative
consequences for the language communities, foomatiand
indeed, for the world in general. These include...

Further disempowerment of girls
Gender considerations cross cut...situations of

educational risk, for girls and women may be iragipularly
disadvantaged position. In most traditional soegetit is the
girls and women who tend to be monolingual, beiegsl
exposed either through schooling, salaried laboarr,
migration to the national language, than their stmsthers

or husbands (UNESCO, 2003).

Lack of access to social, political, economic anchpsical
development processes

Existing policies and supports have failed to reduc
discrimination towards indigenous communities itavareas
related to employment, religion, language, owngxshi
possession or use of lands and natural resources ac®ss
to education, health services and different ingtits
(Research and Development Collective, 2003, Pageinl7
Paulson, 2004).

For many ethnolinguistic minority groups. .promises
of...economic and social mobility are...poor compermsati
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for cultural subordination and language shift. ..durstic
minority groups are driven to further poverty—cuéluy and
economical y—because their languages, as a resdarce
educational achievement and...for equal access tooeuc
and other benefits in a competitive society, anedeeed
powerless (Mohanty, 1990, p. 54).

Underutilization of human resources

Children whose first language is not used at school
experience lower levels of learning and are mush lkely
to be able to contribute to a country’s economia an
intellectual development (World Bank, 2006, page 4)

Loss of languages, cultures and of knowledge system

More broadly, the loss of language is part of theslof
whole cultures and knowledge systems, including
philosophical systems, oral literary and music itras,
environmental knowledge systems, medical knowledgel,
important cultural practices and artistic skillsheT world
stands to lose an important part of the sum of muma
knowledge whenever a language stops being useidagtise
human species is putting itself in danger througle t
destruction of species diversity, so might we bedamger
from the destruction of the diversity of knowledggstems
(Hinton, 2001. page 5.)

Ineffective and inefficient use of human resources

We have a few hundred years of evidence that
submersion in the L2 is "highly Inefficient”, if hdownright
wasteful and discriminatory, since such school esyst are
characterized by low intake, high repetition andpdwut, and
low completion rates... The overall costs to the etyci. are
clearly astronomical, and must be seen as at jeasal y to
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blame for the lack of inclusive, participatory gavieg in
post-colonial countries (Benson, 2001, page 7).

These quotations—and there are many more like
them—indicate the concerns that are being raisésia and
Africa, about the negative consequences of exahasio
language and education policies. The next sectiothis
paper focuses on strong Mother Tongue-Based MLE
programs as the best means for ensuring qualityatidu for
the ethnolinguistic communities who speak non-damin
languages.

MT-Based MLE: Using students’ mother tongue as the
foundation for life-long learning
MT-Based MLE programs enable students from
non-dominant language communities to build a strong
educational foundation in the language they knost-b¢heir
MT or first language (L1)—and a good bridge to tiicial
language—the school L2—and other languages of ilegrn
(L3, L4, etc.) and then encourage them to use baththeir
languages for life-long learning.
Strong and well-planned MT-Based MLE programs help
students to build a strong educational foundatibemthey...
1) Enable and encourage students to develop oral
fluency in their LE;
2) Introduce reading and writing in the L1; help
students to become fluent and confident in L1
literacy*; and

2 Thatis, children are encouraged to describgla@x analyze, ask questions,
exchange ideas—to talk rather than sit passiveljevthe teacher talks at
them. In strong programs, this “L1 time” is kepttire schedule throughout
primary school.

3 This, of course, requires a library of gradeatinreg materials, which requires
a core of L1 authors. At least in the first yeafdhe program, L1 reading
materials produced at local “writers’ workshops'e ausually printed in
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3) Build their capacity to use the L1 for everyday
communication and for learning in school.

MT-Based MLE programs help learners build a “good
bridge” when they...

1. Introduce oral L2  through  meaningful,
non-threatening activities;

2. Introduce reading and writing in the L2 by building
on what the children have learned about the oral L2
and their foundation in L1 literacy;

3. Build fluency and confidence in using oral and
written L2 for everyday communication and for
academic learning.

MT-Based MLE programs ensure that students achieve
educational competencies or standards established b
education officials for each grade when they...

1. Use the L1 only for teaching in the early grades, a
students are learning basic communication skills in
the L2;

2. Use the L1 with the L2 for teaching in later grades
as students gain fluency and confidence in usieg th
school language for learning academic concepts

Planning a “strong foundation” and “good bridge”: From
the theorists and researchers

Regarding the focus on building a strong educationa
foundation in the L1:

The most powerful factor in predicting educational

black-and-white with stiff paper covers—inexpensit@ produce and,
because they relate to the students’ own livesfduthe students, and their
parents, to read.

4  Because reading is like riding a bicycle—we amded to learn once.

5 Most researchers and practitioners agree thaltés 2-3 years to build basic
communication skills and 5-7 years to develop cidmiand academic
proficiency in a new language (Cummins, 2000; Thearad Collier, 2001)

220=MTB MLE

success for minority learners is the amount of f&drm
schooling their received in their L1... Only thosedaage
minority students who had 5-6 years of strong cgmiand
academic development in their L1—as well as through
[L2]—did well in Grade 11 assessments (Thomas and
Collier, 2001).

Knowledge gained in one language transfers to other
languages that we learn

(Cummins:http://esl.fis.edu/teachers/support/cunsmin
htm).

Regarding the focus on introducing the L2 through
listening and responding (no speaking at first):

The best [language learning] methods are...those that
supply “comprehensible input” in low anxiety sitioais,
containing messages that students real y wantdon fidese
messages do not force early production in the L2atlow
students to produce when they are ‘ready’, recaggithat
improvement comes from supplying communicative and
comprehensible input, and not from forcing and ecting
production (Krashen, 1981, in Wilson, 2001.

Regarding the focus on building a basic level dl or
fluency in L2 before introducing reading and wrgtim that
language:

...oral proficiency in the target language [is]avitical
importance for the Development of reading compreimen
among third and fourth-grade students... (Droop and
Verhoeven, 2003. Pages 101).

Children should be helped to build up oral skinghe
second language before reading instruction inléreguage is
started. Minority children’s knowledge of L2 vocddmy
determines their comprehension of oral text muchentiban
mother tongue L2 speakers. (Droop & Verhoeven, 2003
pagel01l).
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Regarding the continued development of oral and
written L1 and L2 (that is, both taught as subjects least
through primary school:

When children continue to develop their abilitiegwo
or more languages throughout their primary schcedry,
they gain a deeper understanding of language anddaose
it effectively. They have more practice in procegsi
language, especial y when they develop literacyatn, and
they are able to compare and contrast the waysiahwvtheir
two languages organize reality (Jim Cummins, citdaker
and Skutnabb-Kangas).

http://www.iteachilearn.com/cummins/

Finally, in strong MT-Based MLE programs, both
languages are used for teaching throughout prirsanpol.
Following is an example of a progression plan faching
and using languages in a 3-language MT-Based MLE
program:
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K1 K2 Grade 1| Grade 2| Grade 3| Grade 4 Grade|5 Gradg 6
Build [ContinugContinugContinug Continue| Continue] Continue|Continug
oralL1| oral & | oral & | oral & oral & oral & | oral &
Fluency written | written | written | written | written | written
in oral L1, L1, L1, L1, L1, L1,
L1
Begin L2, oral
oral L2 L2 L2 L3 L2,L3 | L2, L3
Written
Begin Begin
L1 Begin
written oral L3
written
Begin . ,
L2 (late
L3
oral L2
in the
(late in
year)
the year
L1-L2-L1|L1-L2-LDL2-L2-L1f | 5 ¢
L1 for L1 for | L1 for for
L1 for for for For
Teaching teaching teaching teaching
teaching teaching| teaching| teaching

Language and education policies for strong and sushed
MT-Based MLE
Successful MT-Based MLE programs (that is, that are

sustained and enable students from non-dominaguéaye
communities to achieve their educational goals) ¢ten
described as “top-down and bottom-up”. They are¢ paan
established education system and so enable chiltven
achieve learning competencies developed at the’ “amul
they incorporate the knowledge, skills, storiesngsy and



Malone =223

culture from the communities into the curriculunucBess
and sustainability depend on cooperation amongriatyeof
stakeholders, with local communities working intparship
with the MOE or other implementing agency. Theyoals
require good policies.

A study of language and/or language-and-education
policies in Asia reveals a continuum of policiegnii those
that support and affirm linguistic and cultural elisity as a
national resource to those that promote assimiatod
“national unity” based on the language and cultofehe
most dominant group(s).

Continuum of language policies—most supportive to
most restrictive

Most supportive Most restrictive
Multilingual Non interferenc  One (or more) Assimilation
policies policies (or no official language policies

policy at all) policies
Special rights Maintains status  Provides official rorRotes
to dominant quo; effectively  status to one or “oadl unity”
languages but assures that more languages; theosigigle
protect and dominant gives them languages;
ensure legal languages (and dominance overlinguistic diversity
rights to their speakers) other languages congidere
Minority maintain their in education, threat
Languages power government, etc.
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Continuum of language and education policies—most
supportive to most restrictive®

Most supportive Most restrictive
Unofficial
Political and language Unofficial Unofficial Unofficial
financial can be included
support as languages can fenguages not languages not

for language  subjectinthe usedonly used for teachingllowed in the
development

and formal educatiotemporarily, as #@minority classroom or on
MLE system butno  “crutch” to help teachers theosth
minority
official/financialchildren purposely grounds

support given  understand whasigned outside
is being taught their own

language areas)

“Education for All” that includes students from
non-dominant language communities require languaog
education policies that provide...

» Clear statements of the specific purposes, goals an
intended outcomes relating to the program based on
clear understanding of the language situation i th
country and the educational goals and needs of the
non-dominant language communities;

» Clear directives regarding the languages that ateet
included in the program;

e Clear directives regarding the extended teaching of
students’ L1 as subject and using it as one of the
languages of instruction throughout primary school

« Clear directives regarding agencies and organizsatio
that will be involved, with emphasis on cooperation

6 UNESCO's booklet on “Language and Educationdyaind Practice in Asia
and the Pacific”, part of the recently publish&dli/ocacy Kit for Promoting
Multilingual Education” (UNESCO, 2007) includes a brief overview of
policies in South Asia (pages 4-6).
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among government and non-government organizations
* Clear directives regarding implementation, inclygdin
clear assignment of responsibilities
» Clear directives regarding financial support (whitl w
be responsible; how funding will be provided)
5
Clear directives for incorporating the program into
the existing education system and for providingding
for all components and personnel

Conclusion

Planning, implementing and sustaining MT-Based
MLE programs in multiple language communities igaealy
challenging, especially in multi-lingual countridacking
extensive financial resources. But is it worth thiort?
Perhaps the best people to answer that questiornthare
members of the ethnic minority communities themselv

When our children go to school, they go to an alien
place. They leave their parents,

they leave their gardens, they leave everything iha
their way of life. They sit in a classroom and thegrn things
that have nothing to do with their own place. Latecause
they have learned only other things, they rejeeirtiown.
They don’t want to dig sweet potatoes, they say dirty;
they don’'t want to help their mother fetch watehey look
down on those things. There are big changes ircliidren
now. They don’t obey their parents; they becomeaias
And this is because they have gone to school afidHe
things that are ours.

Now my child is in Tok Ples school. He is not leayi
his place. He is learning in school about his austchis way
of life. Now he can write anything he wants to iokTPles.
Not just the things he can see, but things he thatlout, too.
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And he writes about his place. He writes about inglfhis
mother carry water, about digging kaukau, abouhgado the
garden.

When he writes these things they become important t
him. He is not only reading and writing about thlsrautside,
but learning through reading and writing to be prad our
way of life. When he is big, he wil not reject us.is
important to teach our children to read and witet it is
more important to teach them to be proud of theweseland
of us.

(Parent, Laitrao Vil age Tok Ples School, Buin, tor
Solomons Province in Delpit and Kemelfield, 198529-30)



Mother tongue medium education in
Nepal: Approaches and viewpoints"

LAVA DEO AWASTHI

In this article, | look at theoretical premisesmbther
tongue medium education and explore to what extent
minority mother tongues have been recognized as the
language(s) of instruction. | also look at why atigalar
language has been used as the medium of educatiowtzat
are various models that are seen successful ineaoli
linguistic, educational, social and identity godfsaddition, |
want to see how high levels of bilingualism conitéds to
attaining higher levels of success in school andiesp
ensuring harmonious bilingual and bicultural alsbt
ensuring children's and opening ways for employtgbiln
the following part, | discuss some of the approached
attitudes to minorities in the educational procasd chart the
stages that have originally been identified in miiyo
education in a specific context. First | start WUNESCO’s
classical recommendations for minority educationir
1951/1953.

1 This article has been drawn from my PhD theslsnstted to the Danish
University of Education, Copenhagen in 2004.
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Medium of instruction
UNESCO Meeting of Specialists (1951, published as

UNESCO 1953) looked into the issues regarding se af

language in the classroom at the global level (Resh

1968:711-712). The specialist committee recommeniat

provided a basis for the use of language in thesotem (see

Mesthrie, 2000). Fishman provides a summary oruteeof

‘vernacular® languages in education based on the UNESCO

Meeting of Specialists, 1951.:

1. The mother tongue is a person’s natural means of
self-expression, and one of his [or her] first reedto
develop his [or her] power of self-expression te fill.

2.  Every pupil should begin his formal education is hi
mother tongue.

3. There is nothing in the structure of any languagéciv
precludes it from becoming a vehicle of modern
civilization.

4. No language is inadequate to meet the needs of the
child’s first months in school.

5. The problems of providing an adequate supply of
schoolbooks and other educational materials shield
specially studied by UNESCO.

6. If the mother tongue is adequate in all respectetue
as the vehicle of university and higher educatibn,
should be so used.

7. In other cases, the mother tongue should be uséat as
as the supply of books and materials permits.

2 In colonial parlance, a ‘vernacular’ was a lolzaiguage, contrasting with
the language of colonial administration. The Spest& Committee defined
a ‘vernacular’ as ‘a language which is the motbegtie of a group which is
socially and politically dominated by another grosipeaking a different
language’. The committee also added that ‘we docoasider the language
of a minority in one country as a vernacular ifsitan official language in
another country’ (Fishman, 1968; Unesco, 1951; M&st2000). See also
Skutnabb-Kangas 2000:147-155, Section 3.4.2.2.2.anduage or
Dialect/Patois/Vernacular?" on the origins and adations of the term.



8.

10.

11.

12.

13.

14.

15.

16.

17.

18.

Awasthi =229

If each class in a school contains children frovess
language groups, and it is impossible to regrow th
children, the teacher’s first task must be to tealth
pupils enough of one language to make it possible t
use that language as the MOI.

A linguafranca is not an adequate substitute for the
mother tongue unless the children are familiar vitith
before coming to school.

Adult illiterates should make their first stepsliteracy
through their mother tongue, passing on to a second
language if they desire and are able.

Educational authorities should aim at persuading an
unwilling public to accept education through the
mother tongue, and should not force it.

Literacy can only be maintained if there is an aeeg
supply of reading material, for adolescents andtadu
as well as for school children, and for entertaintrees
well for study.

If a child’s mother tongue is not the official larage of
his country, or is not a world language, he needs t
learn a second language.

It is possible to acquire a good knowledge of asdc
language without using it as the medium of instarct
for general subjects.

During the child’s first and second year at scholod
second language may be introduced orally as a |ubje
or for general subjects.

The amount of the second language should be irenleas
gradually and if it has to become the MOI, it shibobt

do so until the pupils are sufficiently familiartbviit.
Efficient modern techniques should be used in teach
the mother tongue and a foreign language. A teasher
not adequately qualified to teach a language merely
because it is his mother tongue.

Where there are several languages in a countiy ait
advantage if they are written as uniformly as gdaesi
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19. For convenience of printing, languages should asga
possible be written with a limited set of symbaliich
are written in a single line.

20. For the needs of a polyglot state, which is devialpa
national language, the materials for teaching the
language should be simplified for instructional
purposes, so that pupils may progress towards full
mastery without having anything to unlearn.

The focus of the UNESCO report is that the best
medium for teaching a child is the child’'s mothandgue. The
report opened ways for introducing children’s mottumgue
as a medium of instruction at early stages of etttutalt
provided a ground for making a choice of the most
appropriate language for the children in a mulglial
setting. The report emphasized the complementagyafathe
school in making a language spoken at home acdedsib
children and in school, in its spoken form and alsats
written form if possible. It is particularly impanmt for
bringing about changes in the use of language uicagtn in
the developing countries.

It is amazing how up-to-date the recommendatioitis st
are. Only a few of them might need replacing, é9.- we
now know more, with Jim Cummins' BICS and CALP, @atbo
what kind of subjects might be best for initial dkeng
through the medium of a second language, i.e. Ugrless
demanding subjects which are easy to contextuabdle;
"general” subjects - whatever that might mean - r@oé
necessarily of this kind. This knowledge might aspmcify
more what "sufficiently familiar” in 16 - is. Sormeight need
additions, e.g. 7 - it is perfectly possible toctedhrough the
medium of a language even if there are no or fewerias
initially, as many indigenous experiments have shq@see
e.g. McCarty, 2002); or 13 - obviously it would bgeful for
all children to learn a second language). Recomauatents
18-19 might also need some reconsideration; theybased
on pragmatic, not scientific reasons.
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However, the report has not paid attention to sofme
the critical issues in primary education. It has adequately
addressed the problems of practical nature relédethe
policies for the deployment of teachers in minoldyguages.
Likewise, some of the corpus planning aspects agietor
acquisition planning (such as development of raadin
materials, and further development of the "verracul
languages to facilitate mother tongue medium educat
maximally) have not been discussed much.

Reviewing the UNESCO Committee report, William
Bull (quoted in Mesthrie, 2000:371) made the folilgv
observations:

The committee, rather obviously, strongly belietiest
what is best for the child psychologically and patzcally
should be the prime point of departure in planniiog
universal education. This proposition appears, vewedo be
somewhat unrealistic. What is best for the child
psychologically may not be what is best for thelaslociety,
economically or politically and, what is even more
significant, what is best for both the child ané #dult may
not be the best or even possible for the society.

According to Mesthrie, Bull's remarks are echoed in
the observations made by the parents who want tcatel
their children in the most prestigious languagerotigh this
language, they want to ensure their children’s enuo
success. At the same time, parents argue thae#meihg of
one language can restrict the capacity for learrotiger
languages.

Skutnabb-Kangas (2000:597), noting that the UNESCO
experts used linguistic, psychological, pedagogicahd
sociological arguments in order to show why the haot
tongues were to be used, agrees partially with cfitecs
(including Bull) in that the UNESCO recommendatiovere
politically and economically naive. On the othendhashe
shows that the political and economic argumentsl bisethe
critics to counter the recommendations were, wittd$ight,

232= Mother tounge medium education

false. They built on ideas of nation-building "neefl one
language only, preferably a "neutral" one, andibkef that
the old colonial languages could fulfill this "nealt role.
Likewise, the economics of an education in a foreig
language produces ‘illiteracy”, promotes "drop-olte.
push-out) from school and prevents children fronmigg
basic knowledge and from maximizing their educatlon
potential (see e.g. Bhattarai, 2014; NASA, 2015;8SD
2016/17-2022/23).

UNESCO (2003) publication which was supposed to be
an update of the 1953 book, a booklet which, af@me
definitions and a short summary of recommendatiand
rights about multilingualism and education in ingtional
law, presented UNESCO's recommendations. The bipokle
called Education in a Multilingual World can be ddeaded
from UNESCO's website (http://unesdoc.unesco.onglges/
0012/001297/129728e.pdf).  Further, UNESCO 2011
publication highlighted enhancing learning languagk
children from diverse language background: mother
tongue-based bilingual or multilingual educatiorthe early
years. The report can be downloaded from UNESCO'’s
website (https://www.observatoireplurilinguismeimages/
Recherche/ enhancing%20children%20unesco.pdf).

Also here, mother tongue medium education is
recommended. This is in accordance with researshltse
Only a couple of summaries of research will be noaet
here - there are many good summaries available. /&l
(2003), for example, summarize both theory and amese
results on bilingual education in two thorough mepdor the
Maori section of the Department of Education in
Aotearoa/New Zealand. Their final recommendatioralso
that the mother tongue should be the main medium of
education for minimally the first six years, prefely longer.

There are many empirical studies showing convirlging
that mother tongue medium education, with goodhiegcof
the dominant language as a second language, ante)so
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teaching at later stages of the schooling throlghntedium
of this dominant language, first in cognitivelydedemanding
subjects, for indigenous peoples and minorities @sd for
dominated majority populations, produces betteultgsin
both languages and in content learning than tegdhirough
the medium of the dominant language only. Somehefd
studies are longitudinal and large-scale or bote (g.9.
Thomas and Collier, 2002a, 2002b). Most of themsamaller
scale studies, but their sheer numbers and thetHattthey
come from all over the world and render similaufssmake
the case for mother tongue medium teaching extyemel
convincing.

One of the central figures in formulating the main
theories about the importance of mother tongue umedi
education has been Jim Cummins. Cummins (e.g. 2000)
claims that the cognitive development of the fiesstguage is
essential for the acquisition of the second languétg holds
that “the proficiency attained by bilingual student their
two languages may exert important influences onir the
academic and intellectual development” (2000:37hisT
relationship between the child’s first and secoadglage
development is known as the interdependence hygisthe
The hypothesis, just like the threshold hypothesisre
developed in the late 1970s by Cummins and Touko&haa
Skutnabb-Kangas (see in Skutnabb-Kangas, 2000:126;
Cummins, 2000:38). The interdependence hypothegisea
that the development of the first and second laggsias tied
together, emphasizing the symbiotic relationshipwben the
two (Cummins, 2000).

Cummins (2001:114) notes that in an L2 context,re@he
proficiency is as yet inadequately developed, eewmtdnge of
interpersonal communicative tasks are cognitiveijndnding
than in an L1 context. It has been hypothesized tha
cognitive/ academic aspects of L1 and L2 are irjeeddent
and that the development of proficiency in L2 istipdly a
function of the level of L1 proficiency at the timeghen
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intensive exposure to L2 begins. According to Cunsmi
(2001) previous learning of literacy-related funos of
language in L1 will predict future learning of teefsinctions
in L2. Despite the differences between L1 and LBmms of
the surface features of phonology, syntax, ancctexithere
iIs a common underlying proficiency that determiress
individual’'s performance on cognitive/ academicksasn
both L1 and L2. Also, Cummins claims that the
interdependence hypothesis would predict that old2r
learners, whose L1 CALP is better developed willjuae
cognitive/ academic L2 skills more rapidly than mger
learners (ibid.:119-120).

In the findings of a latest large-scale longitudiina
national research carried out in the USA from 1892001,
Collier and Thomas (2002) claim that three key teds are
fundamental for children’s academic success. Tlaese(1)
academic instruction through students’ L1 at le¢asbugh
class 5 or 6, (2) use of current approaches tohitegc
academic curricula through two languages, andy@partive
socio-cultural context for learning in two languag€ollier
and Thomas assert that these school-influencedréacén be
more powerful than student background variablesthar
regional or community context. They further arghattthese
school predictors have the power to overcome factach as
poverty at home, or a school’s location in an ecoically
disadvantaged region or neighbourhood, or a regmraext
where an ethno-linguistic group has traditionallgeb
underserved by schools (ibid.:15). From their stiiédyppears
that schools that incorporate all these three ptedi are
likely to see the language minority students ga@rsnccess
academically in their secondary and university atioq.
Collier and Thomas' studies summarize many of the
additional important factors, which have to be lacp for
mother tongue medium education to work properly.

Mesthrie (2000), however, observes that motherueng
medium (MTM) education is beyond the reach of most
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minority children. In his opinion, in most parts tble world
education has been the preserve of the elite. ftegeists of
these elites are served through the choice of kEgguwand
language types. Their decision about the medium of
instruction is a choice that benefits the few.demms to be
difficult to accomplish a shift in the choice oftimedium of
education for language minority children. The ressare
political, not (mainly) educational and not evena(nty)
economic.

Despite these arguments and compelling reasornbkédor
use of mother tongue medium education in schoopale
education system seems to have encountered tloaviod
problems (see also UNESCO, 2003: 8):

= Many Nepalese mother tongues are based on oral
traditions and are unwritten. Standardisation (and
even reduction to writing) not necessary for using
language as medium of education (see McCarty
2002).

= Some mother tongues are not even recognized as
legitimate languages.

= Appropriate terminologies for educational purposes
have not yet been used in most of them.

= There are shortages of educational materials in
mother tongues.

= The multiplicity of languages has exacerbated the
difficulty of providing schooling in each mother
tongue.

= There are sharp shortages of appropriately trained
teachers.

= There is resistance to schooling in the mother
tongue, among all categories of persons implied:
parents, teachers, authorities.

All these “problems” are common in educational
language planning with many if not most indigenand also
many minority contexts. Many of them have been used
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states and educational authorities to legitimate ldck of
mother tongue medium education. In many cases the
problems are real, but in most cases they shoutdbeo
insurmountable; it is important to analyse to wisdient it is
the lack of political will rather than (or more ti)ahe actual
lack of materials, teachers, etc, that is the nie@don. Nepal’s
Constitution, however, enshrines children’s righetlucation
through mother tongue medium education and sonweteff
have also been made to recognize the importandd ¢éor
students’ cognitive development and learning. Nosless,
in recent years English Medium models have beeriaeied
by the anglophile elites, authorities, corporatengunities
and market forces, causing irreparable damage itdreh’s
cognitive abilities and academic achievements (Alas
2004).

M odels of bi/multilingual education

There are many ways of categorizing various mookls
bilingual or multilingual education. Skutnabb-Kasga
(1984:121-135) presents several of the older tygpek
before proceeding to her own many categorizatiohghv
she has later developed further (see e.g. in 1990).

According to UNESCO (2003:10) bi/multilingual
education refers to the use of two or more langsiage
medium of instruction. UNESCO adopted the term
‘multilingual education’ in 1999 in the General Gerence
Resolution 12 (Implementation of a language pofmythe
world based on multilingualism) to refer to the u$eat least
three languages: the mother tongue, a regionalatomal
language and an international language in educdsee
UNESCO, 2003).

Baker (1996: 175) provides a typology of education,
which comprises weak and strong forms of bilingual
education. Ten types of language education aregyed in
his typology. The descriptive labels, with the tali child,



Awasthi =237

the language of the classroom, etc, come from
Skutnabb-Kangas' typologies (1984:127).
Bi/multilingual education programmes
Weak Forms of Education for Bilingualism
Type of Typical | Language | Societal and Aimin
Programme Type of the Educational Language
of Child | Classroom Aim Outcome
Submersion |Language|Majority Assimilation | Monolingualism
(Structured |Minority |Language
Immersion)
Submersion |Language|Majority Assimilation | Monolingualism
with Minority |Language
Withdrawal with
Classes ‘Pull-out’
L2 Lessons
Segregationist Languag#linority Apartheid Monolingualism
Minority |Language
(forced, nq
choice)
Transitional | Language&Moves fromAssimilation | Relative
Minority |Minority to Monolingualisn
Majority
Language
Mainstream |Language|Majority Limited Limited
with FL|Majority [Language |Enrichment |Bilingualism
Teaching with L2/FL
Lessons
Separatist Language| Minority Detachment/ |Limited
Minority |Language |Autonomy |Bilingualism
(out of
choice)
Strong For ms of Education for Bilingualism and Biliteracy
Type of Typical | Language | Societal and Aimin
Programme Type of the Educational Language
of Child | Classroom Aim Outcome
Immersion LanguageBilingual |Pluralism angBilingualism
Majority |with Initial|Enrichment |and Biliteracy
Emphasis
onlL2
Maintenance/ |Language|Bilingual |Maintenance,|Bilingualism
Heritage Minority  |with Pluralism angand Biliteracy
Language Emphasis |Enrichment
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onlLl

Two-Way/ Mixed Minority ~ |Maintenance, Bilingualism
Dual Language|and Pluralism ang¢and Biliteracy
Language Minority |Majority  |Enrichment

and

Majority
Bilingual Language|Two Maintenance, Bilingualism
Education in|Majority |Majority |Pluralism ang¢and Biliteracy
Majority Languages|Enrichment
Languages
Notes:

L1= First Language; L2 = Second Language; FL= Fpréianguage.
Formulation of this table owes much to discussianiih Professor
Ofelia Garcia.

Skutnabb-Kangas has developed Baker's typology
further (e.g. 2000). She has added "Non-Formshéowieak
and strong forms and has given strict definitiorfiseach
model.

The Baker & Skutnabb-Kangas typologies are broad
and inclusive. There are also more restricted tygiek, and a
couple of these will be presented. Freeman (1998ff2ys
three bilingual education model types only, based o
Hornberger, 1991:

Bi/multilingual education modéel types

Transitional M odel Maintenance M odel Enrichment
M odel
Language shift Language maintenance Language
development
Cultural assimilation |Strengthened cultur Cultural pluralism

identity

Social incorporation | Civil rights affirmation Social autonomy

According to Freeman (ibid.:3) the Transitional Mbd
entails programmes that encourage language minority
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students to shift to the majority langudge assimilate to
mainstream cultural norms, to be incorporated itie
national society. The Maintenance Model entailgmommes
that encourage language minority students to mairkeeir
native language, strengthen their cultural identaiyd affirm
their civil rights in the national society. The kmment
Model entails programmes that encourage the dexnedapof
minority language on the individual and collectilevels.
These programmes also encourage cultural pluralm
school and in the community, and contribute to tongaan
integrated national society based on the autondneyltural
groups. To me, the difference between the last two
programmes is not clear enough here, except that th
enrichment models can be applied to both majoritgd a
minority students.

Collier and Thomas (2002) also have a typology with
three models, but with much more contextualisa{gee the
text for explanations):

Developmental bi/multilingual education
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Programme Sustained 6-2 Sustained Short-term

Length years 6-12 years |2-3 years

Native languad Strong Strong Some

Academic support

Exposure to L Yes Yes No

speakers All day Half-day

Extra Instructiong Least Least Small-to-moderate

Cost Expensive Expensive | (special curriculum)

Gap Closure 100% of ga|100% of ga|Less than 50%
fully closed byfully closeq
the end qby the end ¢

school school

Programme Two-Way One-Way TBE with
Features DBE DBE Traditional
Teaching
Cognitive Strong Strong Some
Emphasis
Academic Yes Yes Yes
Emphasis
(in all subjects
Linguistic Develops @ll|Develops ful Develops Partial L
Emphasis L1 and LIL1 and Liand L2 Academ
(L1 and L2) Academic Academic Proficiency
Proficiency | Proficiency
Socio-cultural | Strong Strong Some
Emphasis

3  "Majority language" means the official languagehich is used in
government’s legislative, executive and judiciahdtions. On the other
hand, "language minority students" denotes studehtsse native language
is not the official language of the society (seedrfnan, 1998:3; UNESCO,
1951).

In all Two-Way (or Double Immersion, as it has also
been called) programmes, half of the students aglidh
speakers, whereas the other half consists of ntynori
language speakers where all of them have the santieem
tongue, most commonly Spanish (but many other laggsi
have been involved too). The "Two Way" implies thath
groups learn each other's languages. Collier andmék
(2002: 4) claim that Two-Way Developmental Bilinfua
Education (DBE) is the least expensive programmeleho
Their study shows that the Two-Way DBE model is st
effective enrichment programme in which the gapnveen
the learners and native speakers is fully closethbyend of
school. Collier and Thomas reiterate that the keythe
success of all two-way bilingual programmes is thét is an
integrated programme designed for all students & b
schooled together throughout the school day. THewong
remarks illuminate the Two-Way DBE:

Using the natural resources of the community, spesak
of the minority language are peer tutors for thiveaEnglish
speakers learning the curriculum through the comityun
language, while the native-English speakers proaiethe
English learners meaningful and natural accessgigh for
both language and content development. They casleaate
their cognitive and academic growth through cogalyi
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complex grade-level tasks that stimulate both lagguand
subject area leaning. In two-way bilingual clasesfocus is
on the core academic curriculum, separation of tiue

languages of instruction (no translation allowed amo

repeating of lessons in each language), and higiitgu
instructional personnel. Teachers alternate thguage of
instruction by theme or subject area, by time of, dgy day
of the week, or by the week (Collier and Thoma$)282)

Moreover, One-Way DBE is another enrichment
bilingual programme, which fully closes the gapwesn the
native speakers and learners by the end of thaioading.
Although One-Way DBE is identical to Two-Way DBE in
terms of the content and teaching methods, One-DiBl
schools are common in geographic contexts wheredheol
is demographically very homogenous. The term "oag*w
refers to one language group receiving schoolinguih two
languages (Collier and Thomas, 2002).

On the other hand, the Transitional Bilingual Edigcra
(TBE) with traditional teaching fills less than 50%ap
between the native speakers and the learners. Anawnof
the findings of the 1996-2001 longitudinal studyesented
below illuminates the effectiveness of the two-wABE
programme:

Collier and Thomas (2000), provide the following
criteria for effective DBE programmes:

1. A minimum of six years of bilingual education
2. Focus on the core academic curriculum
3. Instruction in L1 and L2
4. Separation of the two languages for
instruction
Use of the mother tongues for at least 50 %
of the instructional time and as much as 90 %
in the early grades.
6. An additive bilingual environment that has
full support of school administrators,
teachers and parents

o
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7. A balanced ratio of students who speak each
language, preferably 50:50 or 60:40.

8. Promotion of positive interdependence
among peers and between teachers and
students

9. High quality instructional personnel

10. Active parent-school partnerships

Considering the cost-benefit ratio and the effestass
of the Two-Way or One-Way DBE programme, Nepal doul
introduce either of the two, depending on the laaitexts.
Since, at present, there does not seem to exiskiaaly of
formal bilingual education in the primary schoofd\epal, it
is now urgent, and is already too late to embarkoone of
these enrichment schemes.

Nepal Language Policy Recommendation Commission
(NLPRC) (1993), headed by Mr Til Bikram Nemwang —
Bairagi Kainla, defines bilingual education as aams of
providing education through two languages in biffngual
communities. NLPRC further notes that the issubilaigual
education arises when children's language is @ffitefrom
the language of instruction in the mainstream etilbica
system. It also recognizes that bilingual educatisn
important to bring non-Nepali speaking children time
mainstream education without causing any harm r th
cognitive development and academic achievemenis.:(ib
26).

However, NLPRC (1993:22-26) has identified the
following fundamental prerequisites for bilingualueation
in Nepal:

= Developing writing systems of minority languages

= Development of textbook materials

= Developing criteria (such as number of students,
population ) for bilingual education in schools

= Positive attitude and cooperation of language
communities

= Availability of mother tongue teachers
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= Teacher education and training
= Government's commitment

As we see, many of these prerequisites do not axkist
present. One of the questions then is to what exkrof
them are necessary as prerequisites for gettintedtavith
bi/multilingual education or whether at least soafethem
are only going to be developed once a decisiontant s
implementing bilingual education has been made tued
process has started.

Often a decision to start implementation of biliagu
education is not mainly prevented by the lack ofting
systems, materials, teachers, or even basic fiaknci
resources, even if these certainly are fundamembaits,
which have to be dealt with. The existence of thes
problems is sometimes used as a legitimation forawiion
in situations where a negative ideological origatator
deficiency orientation towards the continued exisee of
minorities may be a major background reason. In the
following section some of these deficiencies wile b
presented and discussed.

Deficiency theoretical orientations

Pattanayak (1988) notes that linguistic, ethnikgicus
and cultural identities and differences cannotdieslered as
deficiencies. In his opinion, life is rich and baau precisely
because it is varied and it has plurality. The &kimother
tongue and cultural and social background shoull pasitive
starting point for the school. The existence of onines is
seen by some as costly but it is enriching for etges (see
Skutnabb-Kangas 1990: 23). Francois Grin stathsistudies
of the economics of minority language promotiont ttiee
costs are in fact surprisingly low (Grin, 1990)

May (2001) analyzes the ‘deficit theories’ with i@w
to suggesting alternative approaches to minoritycation. In
the discussion on language, education and minoigyts,
May argues that the “increasing disenchantment gmon
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minority groups, and a related unwillingness totouare to
accept the status quo, have contributed to a ggyvatbeit
still tentative, exploration of alternative eduocail
approaches more accommodating to cultural and istigu
diversity” (ibid:169).

May (2001) observes that Churchill’s typology (1986
provides a comprehensive account on policy resgomnse
minority language and education. Churchill outliriee six
principal policy responses to the educational athliage
needs of minority groups. Although the differenbegsween
the various stages suggested by Churchill areleat-cut, he
tries to rank them in an ascending order on théshasthe
degree to which policies respond to minority largpsand
cultures. Below is a summary of Churchill’'s typojog
(1986:54-55):

Stage 1 l(earning Deficit): Where the educational
disadvantages faced by minority groups are assucith
the use of the minority language. Accordingly, dapi
transition to the majority language is advocatethiststage.

Stage 2 $ocially Linked Learning Deficit): Sometimes
but not always arrived at concurrently with stagéhis stage
associates a minority group’s educational disagagntwith
family status. Additional/ supplementary programneee
thus promoted which emphasiadjustment to the majority
society.

Stage 3 l(earning Deficit from Social/ Cultural
Differences): Most commonly associated with multicultural
education, this stage assumes minority educational
disadvantage arises from the inability of the majaociety
— particularly the education system - to recognameept and
view positively the minority culture. However, a
multicultural approach does not wusually include a
commensurate recognition of the minority language.

Stage 4 I(earning Deficit from Mother Tongue
Deprivation): While still linked to the notion of deficit, the
need for support of the minority language is acegpht least
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as a transitional measure. Accordingly, transitidsiingual
educational programmes are emphasized.

Stage 5 Private Use Language Maintenance):
Recognizes the right of national and ethnic mimesitto
maintain and develop their languages and culturprivate
life to ensure these are not supplanted by the mimbi
culture and language. A group maintenance apprdach
bilingual education is the most usual policy resgmhere.

Stage 6 l(anguage Equality): The granting of full
official status to national minority language. Thiguld
include separate language provision in a rangewoeunity
institutions, including schools, and widespreadoggation
and use in a range of social, institutional andglemge
domains.

According to May (2001), Churchill’s first four Sjas
(1-4) are based on the argument that minority gsahpuld
seek the same social, cultural and linguistic aue® as
those of the dominant group. The main argument naehi
these Stages is that the instrumental objectivesdatation
should be the same for all ethnic groups within the
nation-state. In contrast, the cultural and linjaisalues of
minority groups are recognized at Stages 5 ana 64dy’s
view (2001) these stages raise questions aboutatie of a
monocultural and monolingual society. At these &$ag
minority groups reach a position to maintain tHairguages
and cultures.

Building on Churchill (1986), Skutnabb-Kangas
(1990:23) has developed a model to show the stagdse
development of minority education. Skutnabb-Kan@#£90)
rejects the views that children are deficient. Sla@ms that
the main problems lie in schools and societies, inothe
minority children. For her, it is unacceptable $eé the child
as deficient and lacking, and try to compensate tha
‘deficiencies’ in order for the child, her parentggpup and
culture to change, and in order to fit the sch¢bB90:22).
She emphasizes that ‘schools should be adaptechdo t
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children, not vice versa’'. Skutnabb-Kangas statethe first
column how the majority educational system seesth&
various phases, the reasons for the problems tiadrity
children face in schools. The second column dessrib
measures that the educational system uses in dade (o
tackle the problems. The third column describes the
educational and societal goals that the dominaihiba
society has for the minorities in each phase. Thdehis as
follows (ibid.: 23).

Stagesin the development of minority education

REASON FOR MEASURE GOAL
PROBLEMS

Deficit Theories:
Linguistic L2-related [More teaching of Mal |Mlis to become
handicap, learning |(auxiliary teaching, ESLMaL speaking
deficit (the child doesintroductory  classes  etc)as fast as

not master L2 wellcompensatory possible
enough)
More social and pedagogical
Social handicap, |help (aids, tutors{Same as 1
socially linked |psychologists, social workerg,
learning deficit (the|career advisers etc); In
child’s parents comeaddition to measure 1;
from the lowesfcompensatory MiL in the
social classes) Inform Mi-children about family 1-2
MA culture/ about their owngenerations;
Cultural  handicap, | culture; inform all childreriMlI-children

culturally linked | about MI-cultures/stanineed help to
learning deficit (the| multicultural/  interculturallappreciate MlI-
child has a educational programmeg;ulture (until
“different” cultural | eliminate discrimination/they become
background; the racism in teaching materialgylaL speaking)
child has low| attitudinal courses for
self-confidence; the teachers; in addition tp

child is discriminated measures 1 and 2;

against) compensatory. Same as 3

Linguistic L1-related
handicap, learning
deficit because of L1

deprivation (the child

Teaching of L1 as subject;
elementary education through
the medium of L1 with as fast
a transition to L2-medium as
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does not know her Lpossible. MiL has no intrinsic
properly and hasvalue, it is therapeutiq;
therefore poorcompensatory (more  self
grounding for theconfidence, better
learning  of  L2|co-operation with home, gives
CALP) (the child|better basis for MaL learning,
loses contents whildunctions as bridge for
learning L2) transmission of content during
L2-learning); in addition td
measures 1 and 3

Enrichment
theories: Teaching through the mediufiL is allowed
High levels ofijof MiIL for several yearsto be maintaineg

bilingualism
beneficial for the
individual but
difficult to attain,

demands much work
and energy. TheSeparate, equal sch

primary goal is tqg
learn MaL properly;

equal opportunity
Bilingualism

enhances
development. I

problems arise, the

causes are similar t
those of monolingual
children; some

problems may be

inside MA-school; obligatory
teaching of MaL; transition t
MaL-medium teaching afte
elementary education

ffor private use;
thilingualism
necessary; MiL
is allowed to
exist (in a

systems for MI and MAsituation) as
children, L1 is medium foflong as a
it is a prerequisite forboth and L2 obligatory (ordemographic

possible to study) for bot
Positive discrimination of th
Ml economically (smalle
units allowed).

o
[

aliglossic

basis exists

a)

Existence of
minorities is
enriching for the
whole society.
MiL has (at least
some) official

status and its use

is encouraged,

caused by racism/ also for MaL

discrimination. children

MI= minority; MiL=minority = MA = majority; MaL=majority
language; language

Skutnabb-Kangas propounds enrichment theories and
provides further theoretical ground for facilitagiearning

processes for language minority children in school.
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Churchill's (and to some extent Skutnabb-Kangas's)
typologies can be compared with Ruiz's Orientatioms
Language Planning (1984:15-29). Ruiz's typology as
follows:

1. Language-as-Problem (comparable with Churchill’'d an

Skutnabb-Kangas's Stages 1-4):

Where the targets of language policy are
construed as social problems to be identified,
eradicated, alleviated or in some other way
resolved.

2. Language-as —Right (comparable with Churchill’'sgBta
5):
Which confronts the assimilationist tendencies of
dominant language communities with arguments
about the legal, moral and natural right to local
identity.

3. Language-as-Resource (Comparable with Churchill’s
Stage 6):

Most accommodative, language and the communities,

which speak them, are viewed as a social resource.

Ruiz refers to his typology as “orientations in
language". He holds that orientations are “a comphé
dispositions toward language and its role, and tdwa
languages and their role in society” (ibid.:16). ¢l@ms that
these dispositions provide fundamental argumentsutab
languages and are instrumental in determining femguage
is perceived in society because the “orientatiorg@ated to
language attitudes in that they constitute the é&waork in
which attitudes are formed: they help to delimg tlange of
acceptable attitudes toward language, and to makiic
attitudes legitimate” (Ruiz, 1984:16). In shortjentations
determine what is thinkable about language in $pcie

Ruiz (1984) argues that the language-as-problem
approach can be viewed in the context of a so@tehcal
multilingual society (see Chapters 1, 2 and 3).vibng on
Fishman (1974; 1975), he highlights language plagnais an
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activity to solve language problems, and as an rozgd
pursuit of solutions to them (language problems)soA
referring to Karam (1974) and Mackey (1979) hesiitates
that language problems are a necessary ingrede@ny
language planning, and are inherent in multilingitalations.
Ruiz argues that language issues are becomingdlimkihn

the problems associated with language groups’ paver
handicap, low educational achievement, and low or n
special mobility. According to Ruiz (1984:21) theemtation
that language is a social problem to be resolveduth
treatments like transitional bilingual education msore
pervasive than we think. In his opinion the
language-as-problem orientation can either be septed by
malicious attitudes resolving to eradicate, invatid
guarantine and inoculate, or with remediation and
improvement. He adds that in this orientation tleatal
activity remains that of problem solving. He arguést
although language problems are never merely largguag
problems, this orientation may be representativea ohore
general outlook on cultural and social diversity.

Similarly, in relation to language-as-right, Ruimks at
the issues such as civil rights, minority rightghts on a
trans-national level, language (ethnic) identiiiwatas legal
entittement and a natural endowment, and language
protection (ibid.:24).

For Ruiz, language-as-problem and language-as-right
orientations are crucial for policy formulation. enks that
these two orientations are “healthy competitors” tire
language planning literature. Further, he holds these are
“competing but not incompatible approaches”. Ybg third
orientation, language-as-resource, which he bdlieige a
potentially important redirection for language plary needs
conceptual elaboration. He argues that it can beose
suitable approach than the other two, and feelsiéael for a
closer look at it in order to reveal some promise f
alleviating some of the conflicts emerging out bé ttwo
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other orientations. He claims that it can haveraatiimpact
on enhancing the language status of sub-ordinaiguéges
and can help ease tensions between majority andrityin
communities. He reiterates that this orientatiom loa viewed
as a co-operative language effort (ibid.).

Skutnabb-Kangas (2000) is concerned about Ruiz
seeing his orientations as competing views, rathan the
last two being complementary. She further arguas Ruiz
does not make much effort to prevent this ambivalen
interpretation. Skutnabb-Kangas claims that becaate
Ruiz’s interpretation, it has been difficult forwedhtionalists
and sociolinguists to see languages as both rigimi3
resources. In this sense Ruiz’s ‘competing’ typ@edend to
prevent “those who are interested in making langsag
function as parts of positive cultural-linguistiapital from
making use of the human rights system in the stesggf
linguistic minorities for self-empowerment” (ibi@53).
These arguments suggest that despite Ruiz’s catitits to
helping analyze languages from problem, right asburce
orientations, the human rights oriented approadarnguage
has been dampened. However, his insights into Eggu
provide us with a basis for analyzing a minoritpdaage
situation in a given context.

Although Ruiz provides a basis for analyzing largpia
situation and language planning practices in a tgum his
typology a rights-based approach is seen as being lower
level" than a resource based approach. It is draciaote
that language-as-right and language-as-resource nate
mutually exclusive- here | agree completely with
Skutnabb-Kangas's criticism of Rdiz They are rather
complementary to one another, and both of them teep
hand in hand. The language policy of South Afrietssan

4  There is also a thorough critique and discussioRuiz' orientations in the
Introduction (by the editors, Kontra, Phillipsorkuthabb-Kangas &Varady)
in the book, Language: A Right and a Resource (1999
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example of how a country can address both aspeicts o
language-as-right and language-as-resource (althabhg
implementation of the policy statements have natnbso
encouraging). My own empirical study carried outNapal
suggests the combination of both — language ag &agh
language as resource is a possibility that also Ween
reiterated in Nepal's present Constitution (see the
Constitution of Nepal, 2015; Awasthi, 2004).

Theway forward

Based on the arguments and models presented in this
article it becomes obvious that mother tongue nmadiu
education is key to children’'s learning, cognitive
development and overall success in their lives. rEpert on
the UNESCO Meeting of Specialists (1951) and the
following studies as well as reports suggest hoWdan’s
L1 provides a firm foundation for a desired level o
attainment in their overall academic performanceval as
in L2 and foreign language competence.

Recognizing the benefits of mother tongue medium
education, the Constitution of Nepal has enshrimexther
tongue education under the fundamental rights. éhad has
shown that country’s linguistic, educational, sbcand
identity goals can be met by mother tongue based
multilingual education (MTB/MLE) (Awasthi, 2004).
MTB/MLE, however, has not yet received the samell®f
resourcing and attention at federal, state and levals as
envisioned in the Constitution. The local governtagnn
particular, are entrusted with the responsibilityr f
implementing school education, fulfilling the catgional
obligations to provide early stage education thioug
children’s mother tongues. There is a greater néxd
(re)orientations and capacity reinforcements bdtlpdicy
and implementation levels to respond to the Cautsiital
provisions in the country.
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Nepal’'s educational reforms lie in how adequatety w
embark on MTB/MLE processes, placing emphasis on
mother tongue medium education at least for 4 years
including one year of early childhood education 8ngears
from grade 1 to 3. Nepali and English languagesl ieebe
taught as subjects with greater intensity and oec&ments.
Mother tongues as subjects should continue for estis
subject-wise proficiency and vertical links.

Recent studies and research reports have shown that
English medium education at the early stages otathn in
non-native settings such as Nepal and elsewhetesiworld
has proved detrimental in children’s academic gaans
cognitive development (British Council 2017; Awasth
2004). Therefore, it is much wiser for Nepal toeoffnother
tongue medium education at the early stage of educa
(including early childhood education and developthamd
the Nepali language can be maintained as the medium
education at the later stage of basic educatiorglign
medium education can be introduced from grade nine
onwards applicable in both public and private sthio®dhe
damages incurred due to the misplaced emphasisglisk
medium education can be prevented as early asbiodsy
implementing mother tongue medium education policy
Nepal.



Envisaging a framework for mother
tongue-based multilingual education
(MTB MLE) in the federal context of
Nepal'

YOGENDRA P. YADAVA

1. Introduction
1.1 Outline
Multilingual education (MLE) has commonly been in

practice in multilingual communities for facilitag child’s
learning in schools. This educational program usmdtiple
languages for instruction can be of two types. Ginthem is
‘mother tongue-based multilingual education’ (hdod,
MTB MLE). The term MTB MLE is often used in one tbfe
following two ways: (a) In some contexts it refdrs the
educational program using learners’ mother tongee ffrst
or home language) and two or more additional laggsa(b)

1 This article is a revised version of the studgnmissioned by Department of
Education, Ministry of Education, Government of ldepith the technical
support from USAID/Nepal. The author would likeebgpress his gratitude to
Amanda Seel and Sadanand Kadel for their acadamjgost in completing
this study. Thanks are due to Narayan Sharma andaKiAdhikary for
assisting in accomplishing this research work. Keaare also due to
Department of Education, MoE, GoN for its permissio publish this article
in this volume.
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The educational program that uses two or more lages
except the mother tongue of the children is cgllst ‘MLE’
and not ‘MTB MLE’(UNESCO 2016:10).

In Nepalese context both of these regional tremds i
multilingual educational programs have been foumd i
practice. Community schools have been using Nepiad,
official language, as medium of instruction, Eniglias a
subject and/or mother tongue as subject of instmct
However, Multilingual Education Program for All Naésepali
Speaking Students of Primary Schools in Nepal (20®)7
launched by DoE with Finnish support as a pilotldaaot
sustain the use of mother tongues as medium otictgin in
early grades due to lack of support from the gavemt as
well as language communities. In private schootsydver,
English is being used as medium of instruction Alegali
language as a subject. Quite recently, however the
increasing trend of globalization and other needshsas
political economy of Nepalese people English haswvgrg
demands as medium of instruction.

For the present purposes focus has been on MTB MLE
program wherein learners’ mother tongue has beroceteed
as medium of instruction (Mol) and other languafgesh as
Nepali, State official language(s), English, he@aand
religious languages) as a subject.

The goal of this article is to envisage the MTB MLE
Framework in order to cater the need for designing
anarchitecture for managing and implementing this
educational program in Nepal, a linguistically dsecountry.

It has been organized into three sections. Sedtideals with
the concept, rationale, sociolinguistic context,
language-in-education policy existing in global &t as well
as Nepal, MLE-related issues, and challenges armd th
objectives of the study in question. Section 2 @lates the
core components of MTB MLE such as language typpolufg
schools, selection, sequencing and transition ruages in
school education, appropriate pedagogies, curricarmhal



Yadava=255

material development, capacity building, supportaygtem,
advocacy strategy, sustainability, functional liggaamong
line agencies, language preservation through MTBEML
program, and monitoring and evaluation. Finally,isth
framework highlights some residual issues relatetlis study
in the current federal restructuring of the staspecially legal
empowerment of Local Level Authorities, which haseb
entrusted with the management and implementatiothisf
program.

In the existing fluid political scenario, howevehis
framework is subject to constraints. It needs tonhede
compatible with the upcoming constitutional and aleg
enactments with regard to linguistic issues. Besitlee Local
Level Authorities have the right to formulate pglidor
managing school education (consisting of basicsatdndary
levels) where MTB MLE can be implemented.This rifdits
under Schedule 8: List of Local Level Authorities in
Constitution of Nepaf2015). However, at this juncture when
local, provincial and federal level elections hgust been
complemented local governance cannot be contacted f
consultations for seeking its confirmation.

1.2 Rationale

South and Southeast Asia is the most multilingegilan
speaking two-third of the world’s languages. Nepdipme to
more than 123 languages (of four genetic stockskespin a
small area (CBS 2011), is not immune to this lisgai
diversity. Nepal’s federalization offers an oppaity to use
children’s languages in education. It, however,esos great
challenge to educating children with diverse lirsggi
backgrounds. “Since effective teaching dependslear @and
understandable communication, the language ofucistn is
at the heart of any learning process. For thisamasiother
tongue-based instruction is crucial to providingdren with
early access to education and to enabling therartcpate in
learning processes according to their evolving ciies.”

256= Envisaging a framework for MTB MLE

(UNESCO 2007). However, most of the countries irs th
region and elsewhere employ their dominant or fprei
languages as medium of instruction which may nasdbeol
children’s mother tongue or first language. Thisglistic
mismatch’ (to use Cummins’ (2002) term) compelgrthe
learn not only a new language but also new knovdedg
Various studies on cognitive development and second
language learning also provide evidence in suppbNTB
MLE. There exist sufficient amount of studies whigigue
that minority children’s academic success signiftba

depends on how much their language and culture are

incorporated into the school program (Campos & Keat,
1984; Cummins, 1983a, 2002; Rosier & Holm, 1980).
Multilingual education (MLE) involves use of two or
more languages for teaching and it seeks to devkigp
levels of multilingualism and multiliteracy (MohantPanda,
Phillipson and Skutnabb-Kangas, 2009). Psycholbgcal
neurological evidence show that general cognitived a
intellectual performance of bilingual and multilune
individuals is better than those who are relativetpre
monolingual. Psycholinguistic  principles of bi- or
multi-lingual education (Cummins, 2009) suggest fusitive
transfer to a second language occurs when cognétnaek
academic proficiency in the mother tongue is welleloped.
Therefore, early support for development of mottuergue
through schooling is necessary. International egpee with
MLE (Heugh & Skutnabb-Kangas, 2010) shows that igual
education for high levels of academic achievememd a
development of multilingual proficiency must begmith
development of proficiency in MT used as the lamguaf
teaching for at least 6-8 years of schooling anadgally
develop other languages through their systemate as
language subjects and language of teaching. Résearc
interdependence theory has shown that many of khis s
learned in the native language can be transfesilyeo the
second language later, thereby helping childrdeaaming L2
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through the previous acquisition of L1.To sum ud,BVMMLE

is ‘additive’ and contributes to the empowermentloidren
to succeed in school education. It would be apéeter to the
following citation from Cummins (2001: 661):

Students who are empowered by their school
experiences develop the ability, confidence, antvaton to
succeed academically. They participate competemtly
instruction as a result of having developed a c®fi cultural
identity as well as appropriate school-based kndgdeand
interactional structures (Cummins, 1983b; Tikundf§83).
Students who are disempowered or “disabled” by g&hool
experiences do not develop this type of cognitcadamic
and social/emotional foundation. Thus, student emgpment
is regarded both as a mediating construct influenci
academic performance and as an outcome variablé its

Some empirical studies (especially Malone 2004,
Skutnabb-Kangas 2009, Skutnabb-Kangas and Moh@o§ 2
, Ball 2010, Jones 2012, Meiers 2013 and Seel 204b)
carried out internationally and also nationally &astearly
shown that MTB MLE schools had better educational
achievement than Nepali medium schools.

1.3 Objectives
The MTB MLE Framework envisions a design for
implementing MTB MLE for school children in Nepades
context. More specifically, it attempts to presethis
framework on the basis of the following reports ahe
feedbacks received from their dissemination irstkeegional
level workshops and one central level seminar:
a. Mother Tongue Based Multilingual Education
Implementation Guidelines (2009),
b. Mol Roadmap (2014) (Linking/ revisiting the Mol
Roadmap with the rolling out of federalization in
education), and
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c. Medium of Instruction and Languages for Education
(MILE): Ways Forward for Education Policy, Planning
and Practice in Nepal2015).

1.4 The sociolinguistic context: Characteristics

1.4.1 Language distribution

Recognizing the primary importance that peoplecatta
to their language in gaining education it seenisetm order to
understand the existing linguistic context of a rdoy for
envisaging an inclusive national policy for the w$evarious
languages in education.

Nepal is a multilingual nation with 123
officially-recognized languages according to th&@ 2Census,
whilst some sources (e.§thnologue2012) recognize even
more. Of the 123 languages spoken as mother tongliese
also spoken as second languages. Taken togetlyebehang
to four language families: Indo-European, Sino-Tabe
Austro-Asiatic and Dravidian. The Indo-Europeangiaages,
which are of the Indo-Aryan sub-family (except tmglish),
constitute the largest group in terms of the nuosrength of
their speakers, nearly 82.1% of the total poputa{iGensus
2011; Yadava, 2014: 54-6). The Sino-Tibetan langaaaye
from the Tibeto-Burman group. Though spoken by fewe
people than the Indo-European family (17.3%), thenme a
greater number of languages, about 63 in total $Ge2011).
Austro-Asiatic and Dravidian languages rank thitda.9%
and fourth at 0.13%, respectively and there are atseast
four sign languages. Additionally, Kusunda is agiasage
isolate consisting of a single language without gewetic
relationship with other languages and now confiteejdist 28
speakers. The distribution of these language famihave
been shown in the following map:

2  See Yadava (2014) for further details about Nefenguage situation.
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Map 1: The distribution of language families in dep
A‘“-\f,‘," = NEPAL INDEX MAP

Language Families WIDESPREAD LANGUA
[ Austro-Asiatic Tibeto-Burman  Bengali (southeastern districts)
i
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sign language Urdu (southeastern districts)

I Language isotate

-===- Boundary in dispute

verlap

In terms of mother tongue speakers, assuming @D, 0
(one lakh) speakers as the cut off point for ‘mdgmguages,
their number in Nepal is 19, and their cumulatieecpntage
of the population is approximately 96%. By contrasie
residual 104+ languages are spoken by about 4%epal$
total population (Yadava 2014: 58). These languagesist
of 30 minor languages with 10, 000-99, 999 speakK&rs
minor languages with 1, 000-9, 999 to speakers3anminor
(or marginalized) languages with fewer than 1, §p8akers.
Many of these languages are to some extent endaiger
however others have additional speakers livingsschepal’s
borders in India or China (Tibet).

Nepali, spoken by 44.6% of Nepal's total populatien
the largest language in terms of the number of ksysabut
falls short of constituting a majority language.viéver, it is
not evenly distributed throughout the country. Ard®.3% of
Nepali speakers live in the mountains, 61.2% inhitle and
29.5% in the Tarai.

There is no simple one-to-one correspondence of
language and ethnicity but there is nevertheles®amnall
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correlation between the two. Broadly speaking, Napahe
mother tongue of the Brahmin-Chettri groups of liiks, as
well as of many hill Dalits, however there are edical
variations across different communities. The Madreesf all
castes of the Tarai speak Maithili, Urdu, Hindi aoither
Indo-Aryan languages. The indigenous ‘Janajati’'ugo of
Nepal speak many different languages, including the
Tibeto-Burmese languages of the north and east@agung,
Rai, Limbu, Magar, Tamang), the Indo-Aryan langisagé
the lower hills and Tarai (e.g. Tharu) and the Aa#siatic
and Dravidian languages of the Eastern Tarai &amthali,
Uranw). One encouraging aspect of the current comehat
there is much stronger acknowledgement and awasenfes
Nepal's language diversity than in the past. Thislustrated
in Table lwhich indicates the number of first laages
identified in successive censuses over the pastesiades.
Table 1: A comparison of census enumerations of
languages (1952/54 - 2011)
Censuses 1952/54 1961 1971 1981 1991 2001 2011
Number of 44 36 17 18 31 92 123
languages

Source: Yadava (2014: 53:)

The mother tongues enumerated in Census 2011 (excep
Kusunda) belong to four language families: Indodpaan,
Sino-Tibetan, Austro-Asiatic and Dravidian while $(unda is
a language isolateconsisting of a single language without
any genetic relationship with other languages. Mm@&mber of
speakers with percentages is shown in Table 2.

3.  "Alanguage isolate is a language which haknmawn structural or historical
relationship to any other language." (Crystal 19878). Whitehouse et al.
(2004) mention that Kusunda has been misclassdied Tibeto-Burman
language. Instead, they claim on some linguistidence that this language is
a member of the Indo-Pacific family though it netlse further supported by
its speakers' DNA evidence.
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Table 2: Population by the language families of mbier
tongues (1952/54-2011)
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Total

5, 022, 839

8, 235, 079
9, 412, 996
11, 555, 983
8, 491, 097
2,738,934
26, 494, 504

100.00
100.00
100.00
1

100.00
100.00
100.00
100 %

1
2

*This figure includes Kusunda, foreign and sign
languages in addition to others.
Sources: Population censuses (1952/54-2011) (Yadava
2014: 54.).
*This figure includes Kusunda, foreign and sign
languages in addition to others.
Sources: Population censuses (1952/54-2011), (Yadav
2014: 54.).

1.4.2 Writing systems

Most of the languages spoken in Nepal are stilfinoed
to their oral traditions. They are disappearinghviite growth
of language shift for reasons such as the useeofléiminant
language in the domains of administration, eduoatinedia
and so on. It is, therefore, time to document tihefore they
are lost to posterity to come.

Nepali, Hindi, Maithili, Tibetan / Sherpa, Newar,
Limbu, Bhojpuri, Avadhi and Lapcha have long trauis of
written literature, employing various writing syste or
scripts. Most of the Indo-Aryan languages of the
Indo-European family such as Nepali, Maithili (oniglly
written in Mithilakshar or Kaithi script), BhojpyriAvadhi,
Hindi and Rajbanshi now use the Devanagari sciifatigh
Bengali / Bangla has its own script, a variatiorbevanagari.
Newar has its own traditional script called Ranjan&it has
also adopted the Devanagari script for the sakewfenience
in reading and printing. Limbu uses its own Kir&tijanga
script. Lapcha is written in Rong script. Even wehscripts
have long been utilised, many languages lack ordpiuc
standardisation. Since the 1950s, Nepali Braills baen
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developed based on a wider Devanagari Braille wHigke
English Brallle, uses a six-dot system.

Of late some preliterate languages have taken to
modified Devanagari script. Initiatives have beakenh by
various language communities such as Tharu, Tamang,
Magar, Gurung, Rajbanshi and Kirati-Rai group ofglaages
to develop writing systems appropriate to the saystem of
their languages and practically acceptable to thé&ior
example, Magar has developed its own script, callekha.
Recently, these languages have started developinge s
written literature in the form of newspaper, magazi
textbooks for adult literacy and primary educatias,well as
folk literature. As in India, Santhali in Nepaldkso written in
Roman script. In addition, some of the languages kaopted
Devanagari script. Perso-Arabic script is used wiwiting
Urdu.

1.4.3 Further language characteristics

The languages of Nepal form a continuum in terms of
mutual intelligibility and most of the more widespoken
languages (including Nepali) have many dialectaiai@ns.

The present census shows that the majority of Nepal
population (15.6 million people, 59%) are monoliaty,
while the remaining 11 million people (41%) spe&Keast
two languages. Of the latter group Nepali is spoksna
second language by the largest number, 8.7 mil7{32).
Hindi ranks second with 1.2 mil speakers (4.62%is to be
noted that there has been a drastic increase ipdpelation
speaking Hindi as a second language although thelgkon
speaking Hindi as a mother tongue has considegsdained
in the last censuses. In addition, there are déimguages such
as Bantawa and Sherpa, which are used as the lrane in
the eastern hills and mountains, respectively.

Nepali, being spoken by 44.6% % and 32.77 %
population as mother tongue and second language,
respectively, constitute 77.37%of the total popatatand is
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thus a major language of wider communication foshud the
population in the country, especially in indigenalanajati
areas. A further dimension is that there are 5@<tworder
languages, mostly spanning Nepal and India butafsa that
span Nepal, Bangladesh and China (Yadava 2011).eSom
languages that have small number of speakers imlNeve

kin communities in India with a large populationdan
cultivated written literature, rendering them vigos and
suitable for use in basic education. English isdugeite
widely for higher education, business, tourism and
communications, but (unlike in India) few Nepaligim it as a
mother tongue.

1.5. Language use-in-education policy
1.5.1 MLE-related international law and human rights
obligations
To achieve better education through children’s moth
tongue in a linguistically diverse country therevéabeen
made legal provisions globally and nationally.

Central International Instruments
There are several international and regional human
rights documents (instruments) to ensure and régtha right
to education in relation to language. Nepal has lsggnatory
to the relevant international (United Nations) iostents
dealing with the right to education and languagbesk
instruments are as follows:
e International Covenant on Economic Social and
Cultural Rights, 1966;
e International Covenant on Civil and Political Right
1966;
e Optional Protocol to the International Covenant on
Civil and Political Rights, 1966;
e Convention on Rights of the Child, 1989.
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In addition, the following instruments are relevaot
the right to education:

e Optional Protocol to the Convention on the Riglts o
the Child on the Involvement of Children in Armed
Conflict 2000;

e Optional Protocol to the Convention on the Riglts o
the Child on the Sale of Children, Child Prostiuati
and Child Pornography 2000

International Policies
e The Universal Declaration of Human Rights 1948
e The UNESCO Convention Against Discrimination in
Education 1960
e The 1990 Jomtien World Conference on Education
for All (EFA)
e The Dakar Framework of Action 2000
The International Covenant on Economic, Social and
Cultural Rights 1966 (Article 13 and 14)
e The International Covenant on Civil and Political
Rights 1966 (Article 18)
e The Convention on the Rights of the Child (Article
28)
e The Millennium Development Goals 2000
e The UN Declaration on the Rights of Indigenous
Peoples 2007
In addition to the instruments and policies mergbn
above, there are countless recommendations, dectesaetc,
which  condemn subtractive education of minority
language-speaking students through the medium ef th
dominant state language and recommend multilingunal
bilingual teachers.

1.5.2 MLE policies and strategies in Nepal
Compared to other South Asian countries, Nepal has
made greater strides in the sphere of MLE-relateghll
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provisions and regulations. These provisions agdlations
have been explained and examined as follows:

The Constitution of the Kingdom of Nepal (1990)

With the restoration of democracy there has been
growing awareness among non-Nepali speaking pedjaat
their culture and languages since they considenths the
symbols through which they strive to assert thantity and
recognition.The Constitution of the Kingdom of Nepal (1990)
promulgated after the restoration of democracy gave
constitutional recognition to all the mother tongRepali as
well as non-Nepali languages) spoken in Nepal amtldown
the following provisions:

(1) The Nepali language in the Devanagari scriphés
language of the nation of Nepal. The Nepali langusttall be
the official languageConstitution of Nepal, Part 1, Article
6.1

(2) All the languages spoken as the mother tongiee
various parts of Nepal are the national languadeNepal.
(The Constitution of Nepal, Part 1, Article $.2

In addition, the constitution also made a provision
the use of mother tongues in primary educatidrhe(
Constitution of Nepal, Part 1, Article1§.4dt also guaranteed
Nepalese as a fundamental right to preserve théiure,
scripts and their languageBhe Constitution of Nepal, Part 1,
Article 26.2.

The greatest weakness of these provisions wasadhe |
of any explicit plan and policy to implement theffhe
constitution was vague about the use of motheruess
medium or subject of instruction in primary eduoatilt has
been witnessed in the Supreme Court's verdict (Mag,
1998) judging the use of Maithili and Nepal Bhagtdocal
administration as illegal, which violated Articlé.2 of the
constitution.
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The Report of the Recommendation Commission for
Formulating Policy for National Languageg1993; English
translation 2007)

To tease out these constitutional provisions about
languages, a recommendation commission for fornmgjat
policy for national languages was formed by theegoment
in 1993. The main objectives of the commission wenefold:
promotion of national languages and their use inallo
administration, primary education and media. More
specifically, they are as follows:

= To make recommendations for the policy and programs
associated with the development of national langsag

= To suggest working policies for imparting education
through the mother tongue at the primary level &nd
recommend whether the language of the nation woeild
appropriate to be taught as the subject or used as
medium of instruction.

= To identify bases of priorities in order to impgrimary
education through mother tongues.

= To suggest methods to be used for the effective
implementation of the afore-mentioned
recommendations.

This report has recommended for introducing
‘transitional multilingual education’ in Nepal. Tazhieve this
goal it has made the following major recommendation

o lIdentification of mother tongue schools,

o0 Teaching the mother tongue as a subject,

0 Mother tongue as an alternative or an optionalesipj

o Mother tongue and national language in primary
curricula,
Development of curriculum and preparation of
teaching materials,
o Bilingual education,
o Education through the language of the nation,
0 Teachers’ management and training, and

(@)
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o Non-formal education

This report is the foremost scientific and inclesiv
initiative for language planning in the country #te
government level. However, it is generic in natadelressed
to corpus, status, and acquisition planning of ldmguages
spoken in Nepal. It is important to supplement ithwthe
specific details for introducing mother tonguesreslium and
subject of instruction in primary education suchnaeterials
development, monitoring and evaluation

EFA National Plan of Action (2004-09)

Government of Nepal(GoN), which participated in
different international fora like Jomtin Conventiand Dakar
Forum, is committed to making quality primary edima
accessible to all children including children framdigenous
and minority language groups. In pursuance of this
commitment, the seventh EFA goal for Nepal has been
included besides other six universal EFA goals, efisuring
the right of indigenous people and linguistic minities to
basic and primary education through mother tongue

To achieve this goal a policy of transitional muigual
education policy has been put forward. Accordingths
policy, a child will acquire basic educational kihrough the
medium of his/her mother tongue for achieving gaoul
inclusive education and gradually switch to a lagg of
wider communication (LWC) /an official languagetbat s/he

4  For details about these aspects of MTB MLE inpdlese context see
Skutnabb-Kangas and Mohanty (2009), Yadava andaBagirya eds.(2006),
Yadava (2014) and other related works.

5 The seven EFA goals are: EFA Goal 1: expandiagdy echildhood
development, EFA Goal 2 :ensuring universal acdesfree and quality
primary education, EFA Goal 3: meeting the learnirggds of all young
people and adults with life skill education, EFA &@at: reducing adult
illiteracy, EFA Goal 5: eliminating gender dispgfiEFA Goal 6: improving
all aspects of quality education, and EFA Goal fsueing the rights of
indigenous and linguistic minorities people to dyabasic and primary
education in their mother tongue.
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can have broader communications and “feel at homibe
language in which the affairs of government areiedron”
and finally learn an international language (e.gglih) for
global communications, access to science and témimand
as a library language (Fishman 1968: 698).

According to the resulting vision of the EFA Core
Document (HMG/N 2003), every child had a right ¢éceive
education of good quality in Nepal by 2015, and gbleools
would be inclusive learning centers of excellendat t
responded to the learning needs of all childrermpaN&FA
National Plan of Action (HMG 2003) underlined theed of
ensuring the rights of indigenous peoples and Istgu
minorities to basic and primary education througbther
tongues. The programs that provided education ithemo
tongues were encouraged in order to increase aauess
children from diverse linguistic groups to educatio

Interim Constitution of Nepal (2007)

As a result of the MLE initiatives taken sindée
Constitution of the Kingdom of Nepdll990), Interim
Constitution of Nepal (2007has made more promising
provisions for developing languages and carrying MUE
measures. It hasmade the following provisionstierrtational
languages and their use in early education:

(1) All the languages spoken as the mother tongue i
Nepal are the national languages of Nepal.

(2) The Nepali Language in Devanagari script shalthe
official language.

(3) Notwithstanding anything contained in clausg, {2
shall not be deemed to have hindered to use thieanot
language in local bodies and offices. State shall
translate the languages so used to an official.

(The Interim Constitution of Nep&007),Part 1,
Article 5
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Article 17. Education and Cultural Right

Sub-Article (1). Each community shall have the titgh
get basic education in their mother tongue as gdeaifor in
the law.

Once again this provision is not explicit about tise of
mother tongues as mediums of instruction or subjext
instruction.

Seventh Amendment of the Education Act of Nepal §2)
Nepali language has been used as the medium of
instruction in the community schools. The mothewige can
be used as a medium of instruction in the primavel. While
teaching language as a subject, the medium olictsdn can
be the same language.
(The Interim Constitution of NepalR007), Part 1,
Article 17.1 Education and cultural right
The existing legal framework mentions the use of
mother tongue in early grades but it does not eitlylistates
whether it should be used as medium or subjectstfuction.

The Tenth Five-Year Plan 2002—-2007

This Plan is the Poverty Reduction Strategy Paper f
Nepal prepared by the government. The Tenth Plamntiftes
human development and social inclusion as the mfars of
the poverty reduction policy. In this regard, ibpides two
major aims for the five-year period: (i) improviagcess to
and quality of primary education and (ii) providiagucation
in mother tongues of communities up to primary leve

The Local Self-Government Ac1998

This act made the local VDCs (Village Development
Committees) and municipalities responsible for suppg the
schools and communities to manage primary educatitime
mother tongue.
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Primary Education Curriculum (2008)

It has prescribed Nepali language as the medium of
instruction. Local languages can be used as thehiteg
languages. A local language is prescribed as thorab
subject with 100 marks. Curriculum for the localgaage can
be developed locally. Textbooks for 23 different thew
tongues to be taught as optional subjects of iostm have
been translated, adapted and implemented.

There have been some advances in the use of nyinorit
languages in primary education. The CDC has so far
developed textbooks in 23 national languages ttabght as
subject. This initiative is no doubt a welcome stepthe first
time some languages other than Nepali have besrdinted
in primary education. However, there are two seviou
drawbacks with this initiative. First, these texiks, which
are essentially the translation of the existing &iggextbooks,
are not tailored to the cultural requirements @& nguage
communities in question. This may lead to culturglosition
on non-Nepali speaking communities. Secondly, sach
translated textbook with non-native content maybeeasily
accessible to and motivating for its learners. Whaissential
is to develop curricula and textbooks suited toctieures and
physical milieu of the concerning language commesit

The concept of MLE stated in the legal provisions
appears ambiguousThe Interim Constitution of Nepal
provides the right to use mother tongue in ‘basiacation’
(Grades 1-8) while the Fifth Amendment of Educatict
prescribes the use of mother tongue in ‘primarycatan’
(Grades 1-5).

Three year Interim Plan (2007/08-2009/10)

This plan endorsed tri-languages policy: Nepali
language as the official language, mother tongue Emnglish
as an international language. Basic education egrdvided
in the mother tongue.
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Multilingual Education Implementation Guideline009

It has been developed by Ministry of Education to
provide a framework for implementing MTB MLE. Howaay
all the MLE stakeholders (including Madheshi anchemther
minority language communities) were not represeirethe
National MLE Steering Committee, the apex bodynfiaking
MLE policy and guidelines. There are no comprehaenkgal
provisions to introduce mother tongue-based edutato
children. The policy documents say nothing aboacher
recruitment and teacher deployment to support psima
education through mother tongue.

There is no data keeping system of the teachers and
students on the basis of their mother tongues lfp preduce
reading materials, teacher deployment and teachieirtg.

School Sector Reform Prograf®SRP 2009-2015)

According to SSRP (2009-2015) a comprehensive MLE
framework will be developed at the national levelda
implemented gradually in 7500 schools through tHeOB.
Despite this provision no initiatives had been take devise
and implement MLE strategies.

EFA Goal 7: “Ensuring the rights of indigenous pedg and
linguistic minorities to basic and primary educatichrough
mother tongue (2013)”

This is a review of EFA Goal 7 aimed to ensure the
rights of indigenous people and linguistic min@astito basic
and primary education through the strategy of nmothe
tongue-based multilingual educationt evaluated the
government's existing MTB MLE policy and strategies
identified gaps therein and made a number of
recommendations for its improvement as a way foiw@ome
of the major recommendations include filling ou¢ thaps in
the existing legal provisions, conducting languaggping of
school learners and teachers, framing an effectieehanism
for the implementation of MTB MLE plan, carrying tou
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advocacy drive and achieving some success staridhis
field.

Constitution of Nepal2015)

The present constitution has enshrined the follgwin
provisions for use of mother tongue in education:

“Every Nepalese community residing in Nepal shall
have the right to get education in its mother t@nguad, for
that purpose, to open and operate schools and tezhela
institutes, in accordance with law.” (Article 31.5)

A major provision in this constitution is the orgeation
of Language Commission. One of the most important
functions of the Language Commission is:

“to measure the levels of development of mother
tongues and make suggestions to the GovernmergjmdiNon
the potentiality of their use in education.” (Ate287.6c)

There have been made several international prassio
for promoting MTB MLE. Of late Nepal has been sigmg to
many of them. Accordingly, both previous and présen
constitutions of Nepal have made provisions forafsaother
tongue in early grade education. Some MLE poliaes
practices have been in existence. However, isis mhportant
to learn official language(s) for communication wifficial
transactions. English as medium of science anchtdaby,
library language and global communication also sdedbe
learned at a later phase of school education, edlyeat the
secondary level of education.

Despite the existing provisions, there still exasttain
gaps, inadequacies and lack of explicitness in the
constitutional and legal provisions guiding langerg
education policy and practice. Hence, the JointsOttative
Meeting (JCM) of the School Sector Reform Progr&8RP)
agreed in 2014 that the Ministry of Education (Me&juld,
“undertake a comprehensive study on language isases
related to medium of instruction and effective teag of
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mother tongue, Nepali and English with support of
Development Partners (DPs).”

Accordingly, the study orMedium of Instruction (Mol)
and Languages for Educatio(MILE) was commissioned by
the Ministry of Education (MoE) Nepal, with finaatiand
management support from the Australian Departmédnt o
Foreign Affairs and Trade (DFAT). This study waslartaken
for the purpose of informing the drafting of a pylifor
‘Language-in-Education(LiE) in Nepal. The study findings
were based on a combination of literature reviemsaltation
meetings and field visits to sample districts acHbosls to
undertake further consultation and observationgisirset of
qualitative research tools. A Stakeholders’ Cormsigb
Workshop in mid-April and the SSRP Joint Annual Rev
Meeting in mid-June provided opportunity for funthe
consultation and feedback on initial findings arukit
implications. The final report of the study based these
findings was prepared and submitted to Departmént o
Education under Ministry of Education, Governmdmtiepal.

Prior to the MILE study, DoE and MoE had worked on
two other documents on LIiE, nameMpther Tongue Based
Multilingual Education Implementation GuidelinesO(B)
and the Medium of Instruction Roadmap (2014). Itswa
however, felt necessary that broader discussion and
consultations about the LIiE policy (basedMather Tongue
Based Multilingual Education Implementation Guidebk
(2009) and Mol Roadmap (2014) and MILE study (2015))
with education implementers and managers workinghat
grassroots level would be crucial to sharing it®rimation
with the DoE and MOE and collecting their feedbaeksl
inputs in their preparation of a final National MTRELE
Framework. Hence, this activity, commissioned byEDwith
financial assistance and guidance of USAID, waseout
to make the regional, district, and community les@lication
stakeholders familiar with the findings of the MlIsEudy and
gather feedbacks and inputs on the recommendatibtize
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study to inform the development of the National MVBE

Framework at the federal level. This Framework mtes
guidance for Central, State and Local level goveceainits to
develop their own MTB MLE policy that is relevamt &nd
appropriate for their context.

1.6 Issues and challenges

As described above, Nepal does not lack policy

pronouncements for using mother tongues as medmn a
subject of instruction in early grade educationwidwer, they
suffer from the following issues and challenges.

The existing legal framework mentions the use oftrao
tongue in early grades but it does not explicitigtes
whether it should be used as medium or subject of
instruction.

All the MLE stakeholders (including Madheshi anteat
language communities) are not adequately repres@mte
the National MLE Steering Committee, the apex bimdy
making MLE policy and guidelines.

Some of the legal provisions to introduce mother
tongue-based education to children are rather vagde
inexplicit. For example, the expression’ ‘the rigbtget
education in its mother tongueCd@nstitution of Nepal
Article 31.5(2015) has been misconstrued as subject of
instruction and accordingly, CDC has developedirepd
materials for grades 1-5 to be taught as subjetnhahas
medium of instruction.

Nepal has adopted the early-exit model of MLE. Like
different countries across Africa (see Heugh 20099,
limitations of this model are quite evident in Nepa
well. Early transition to the language of wider
communication and/or international language is
accompanied by poor literacy in L1 and L2, poor
numeracy/mathematics and science, high failure and
drop-out rates, and high costs/ wastage of expamdit
(Heugh 2009).
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The policy documents say nothing about teacher
recruitment and teacher deployment to support pgima
education through mother tongue.

There exists no national policy setting criteriar fo
identifying languages/dialects for use in MLE.

There is no data keeping system of the teachers and
students on the basis of their mother tongues tp he
produce reading materials, teacher deployment and
teacher training.

CDC has initiated translation of textbooks in mothe
tongues but the translated textbooks do not reptese
cultural needs of the mother tongue students.

CDC has wrongly assumed the use of mother tongue
textbooks as subject instead of medium of instoncéind
that too as ‘optional subject’.

Multiple language settings in Nepal required miustip
teaching/learning arrangements. Where one langsage
domination or all students belong to one MT
implementation of MLE is less challenging. But
inadequately prepared teachers for non-conventional
teaching learning settings, inadequate classroooh an
unavailability = of local MT teachers make
teaching/learning more challenging in multilingual
situation.

It is difficult to sustain MLE program owing to theck of
adequate operational link with the system’'s meacnani
(DoE 2009).

There is lack of background data for selecting Ueugps
and dialects and schools and recruiting and trginin
teachers. Hence, there is a need to conduct mithgue
school mapping in collaboration with Department of
Education and other related agencies and alsopiorex
the possibility for integrating the survey with tiidS
database that exists in Nepal. The sociolinguistizsey
being conducted at Central Department of Lingusstic
Tribhuvan University can help in resolving this uss
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(Yadava 2008). No structure has been set up totoroni
and review the implementation of the policy.

e History, mathematics, geography, social studies, at
examples of subjects which are heavily
CALP(COGNITIVE ACADEMIC LANGUAGE
PROFICIENCY) -loaded: they are more abstract, talk
about issues and phenomena which the child cameot s
touch, smell, or try out immediately. They alsouieq a
much larger vocabulary, both receptive (understag)di
and productive (speaking/writing). 6 years of mginl
mother tongue medium education is an absolute
minimum, and 8 years would be preferable if onet&an
the minority children to reach high levels in adetheir
mother tongues and Nepali (Skutnabb-Kangas and
Mohanty 2009).

e Another issue in respect of language planning and
pedagogical practices in MLE relates to the use of
different writing systems for the languages in Nepa

2. Components of the MTB MLE framework

In the preceding section we have teased out thaibtic
context in Nepal and national and internationalvi@ions
regarding MTB MLE. Broadly speaking, MTB MLE Progra
is a complex process involving a number of issUdgese
issues include languages used in education, apatepr
pedagogy, curricula, material development, capdaitiding,
advocacy, monitoring and evaluation, and so on.thdlse
issues need to be addressed through well-articLl&itategies
and planned actions. Hence, there is a need fagrdeg a
framework for managing and implementing MTB MLEthe
country. The present MTB MLE Framework has been
prepared to cater the need for designing a frameviar
managing and implementing MTB MLE in Nepal.

The MTB MLE Framework comprises the following
components:
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1. Languages in Education: Determining Language
Typology of Schools, Selection, Sequencing and
Transition,
Appropriate Pedagogies, Curricula and Material
Development,
Capacity Building,
Supporting system,
Advocacy Strategy,
Sustainability.
Functional linkage among line agencies,
Language preservation,
. Monitoring and Evaluation, and
10. Implementation Strategies

Finally, the framework addresses some outstanding
issues. These components are presented in detatihein
subsections that follow.

N

OCONOO AW

2.1 Languages in education
2.1.1 Language typology of schools

From the analysis of the sociolinguistic contextiioad
in subsection 1.3 given above and drawing also ankw
undertaken for NEGRP (USAID/RTI 2012), it has been
possible to develop an indicative language ‘typglogf
school students (as well as school catchment conti@sin
according to the actual languages spoken by childsethey
enter ECED or Grade 1. However, this typology ndedsave
an empirical reality check for confirmation priar $electing
actual languages to be used in school educatiainticative
language typology of school catchment has beerepted in
the following table:
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Table 3: Indicative Language Typology of Schools
School Definition (NEGRP) Sub-type  Expanded Definition
Type

Learners that aType la Learners ar
homogeneously  ° homogeneously
Type 1 Nepalispeaking ol Nepalispeaking on enti
entry to ECED / G1 to ECED / Gl an
heritage language
Nepali
Type 1b Learners ar

homogeneously

Nepalispeaking on enti
to ECED / G1 bu
possess a differe
heritage language that
no longer much used
that community

Learners theType 2a Learners homogeneou:

Type 2 homogeneously spe: speak a MT language !
a language other thi entry to ECED / G1 ar
Nepali as their MT o that language is ‘Mc
entry to ECED / G1 -ready”.

Type 2b Learners
homogeneously* speak
MT language on entry
ECED / G1 and that M
language is not yet ‘Mo

ready.
Learnes come fronType 3a Learners enter ECED
Type 3 diverse languag Gl from diversi
backgrounds language backgrounc

but there is consensus
a main LWC (‘lingue
franca’) of which mos

6 HomogeneousNEGRP indicatively defines this as a situation whever
90% speak the same language.

7 ‘Mol ready’ General characteristics of a language that isdgdo be a full
Mol (including for literacy) include that the langge has a script, written
literature and a reasonable population base. Howgeas elaborated later,
there is a second level of ‘Mol readiness’, in vihlse school and community
is ready in terms of availability of teachers, pbay of adaptation to local
dialects, agreements about scripts, local inteegst so on.
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learners  have  son
knowledge and th
language is ‘Mol-ready|.
Type 3b Leaners enter ECED
G1 from divers
language backgroun
and there is n

commonly-held LWC.

Source: Seel et al.(2015: 24)

According to the Table given above, schools mapfbe
three types: Type 1, Type 2 and Type3. Type 1 seieithe
schools with homogeneously Nepali-speaking learrars
entry to ECED / G1. It may be further subdividetbifiype 1a
and Type 1b where Type 1a schools comprise thedeswho
are homogeneously Nepali-speaking on entry to ECEQ
and whose heritage language is also Nepali and Type
schools is composed of the learners who are also
homogeneously Nepali-speaking on entry to ECED /bGtl
possess a different heritage language that theyonger
speak.

Type 2 schools may have the learners that
homogeneously speak a language other than Nep#teas
MT (e.g. Maithili, Tamang, Sherpa, etc.) on entyHCED /
G128 These schools can also be divided into two sulstype
and 2b. In 2a schools learners homogeneously spelk on
entry to ECED / G1 and that language is ‘Mol -réa@ge
footnote 2 for the elaboration of the term ‘Mol-dgg. Type
2b schools, on the other hand, consist of learribat
homogeneously* speak an MT on entry to ECED / Gliltat
MT is not yet ‘Mol’ ready.

Type 3 schools may consist of learners speaking
different MTs. This multilingual type is obviously

8 Alanguage may have different social and redidiadects. Ideally it would
be reasonable to select a specific dialect of guage which learners use as
their native language.
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complicated from pedagogical perspective. Thesedsimay

be of two types: Type 3a and Type 3b. In Type Jeoals
learners enter ECED / G1 from diverse languagedracinds,
but there is consensus on a main LWC (languageidérw
communication; also referred to as ‘lingua franad which
most learners have some knowledge and that langisage
‘Mol’. In Type 3b schools, learners enter ECED / &dm
diverse language backgrounds and there is no comgrheld
LWC.

2.1.2 Selection

According to the language policy recommended by
MoE, the languages-in-education are usually MTgadNend

English. However, it can also be bilingual if Napalearners’

MT. In addition to Nepali as official language th@an also be
major languages spoken within States to be ad@sedficial
languages in the States concern&br(stitution of Nepal
(2015), Article 7.2y. The selection and sequencing of the
languages to be used as Mol and subject have resarped
in Table 2.

9

Indicative typology of state languages needsbéo ascertained in this
connection in the absence of a decision on thigiss
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Table 4: Recommended Approach for Identifying the M
Base and Approach to Nepali in ECED and Early Gradse
According to Schools’ Sociolinguistic Types

School Type (Based on
sociolinguistic context)

Mother-Tongue Base
(MTB)- other than Nepal

Type 1*
Learners are
homogenously**
Nepali-speaking on entry to
ECED/G1

Nepali

N1-Nepali Mol
The MT-base is Nepali-for oral learning and literacy, Schools also use

flexible oral approaches to support any pupils with other language
backgrounds and sign languages, braile script as needed

A 4

Type 2a
Learners homogenously*
speak an MT language on
entry to ECED/G1 and that
language is 'Mol' ready**

MTB-1:MT as full Mol
MT is Mol (including literacy) in
ECED and the early grades™** of
primary school.
Variation: More than one MT
taught as Full Mol through

N2 Nepali as a second
language- orally and for
literacy learning
Nepali is introduced as L2,
phased in after the MT (s)

-]

Type 3a

and building on MT
. [language and literacy skills|
> differentiating language groups >
Learners are from diverse p|  within the school/classroom.
language backgrounds, but Schools also use flexible oral
there is consensus on an | v approaches to support any pupils
LWC (lingua franca) other |-

than Nepali of which most

learners have some
knowledge and that
language is Mol-ready***

with other language backgrounds
and sign languages, braile script

as needed
\

VN A\
v |
\ M
.\ [MTB-2: Flexible Oral Support to N3 Nepali as a second
Type 2b \ ‘\ MT language orally but first
Learners hornogenously*** \ Systematic oral use of MT
speak an MT language on \, | [language(2) to support ail aspects
entry to ECED/G1 but that —

language of literacy
Nepali is introduced as L2

( from the beginning and
language is not Mol ready’ there is systematic supporf
for childred to learn literacy}

in Nepali

of learning, aspecially in ECED
the early grades

Schools also use sign languages,

braile script as needed

vY--

Type 3b
Learners entering ECED/G1
are from very diverse
language backgrounds and
there is no commonly-held
Lwe

Source: Seel et al. (2015: 52)
Taking account of the typology of schools based on

linguistic mapping of their teachers and learneisnecessary
to identify the repertoire of the MTs for each sahand
develop a bi/trilingual system of MT, Nepali andrqaulsory
English where Nepali is MT (as reflected in thefdiol
Roadmap 2014) and a bilingual system if it is hetMT. In a
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federal context where local governance has beerowened
to manage school level education local leadershipengage
itself in decision- making about the strategiessilecting and
sequencing languages on patrticipatory basis amdhducive
for the successful implementation of MTB MLE.

Regarding the use of MTs as MoRs shown in Table5,
schools can have homogeneous MT learners and div&fs
learners with or without their heritage/religioasmguages. In
the context of homogeneous MT learners an MT cansee
as Mol if it is ‘Mol ready'. In other contexts, wieeit is not
possible to use the MT of the students (or sompgstimn of
students) as the Mol in the early grades, theraildhbe
maximum oral use of those MTs initially to supplearning
but not ‘Mol ready' MTs can be gradually enabletbtigh
their corpus planning which will involve developnien
selection and modification of scripts and orthobiap
conventions for a language, elaboration, creatibmwritten
literature and curriculum planning and developm@&uoper
1989; McCarty 2002). The Language Commission capa
this activity of language development as it hastesone of
its main activities.

However, if the learners with diverse MTs have a
homogeneous language of wider communication (LWE3n
be used as Mol provided it is Mol ready. In othards, all
schools in the country should be required to astless
sociolinguistic situation through the language nagpof
school students and articulate their approach fpating
children’s mother tongues (with appropriate capacit
development and MT support).

Regarding the teaching of Nepali and its use as @M
(when not the MT): There is a need for clearer
acknowledgment of the requirement for Nepali to be
introduced in a sequenced and progressive mannehifdren
who are acquiring Nepali as a second language cietlye
when they have not had the opportunity to learrdity in
their MT. It calls for the study how Nepali can tagight as a
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second language with appropriate curricula, teagheading
materials and teachers’ training.

Regarding the teaching of State Official languages:
Along with Nepali as Central Level official languagt is also
necessary to learn State official languages whesg are not
MTs for learners. This issue is fresh in federalcture and
needs to be further investigated.

Regarding the teaching of English and its use as a
Mol: There will be a need to accommodate the strongalesi
for English, whilst taking account of the educasibn
imperative of effective and sequenced pedagogied, the
inability of many schools to deliver this in theatding of
English. This implies the need to place greaterteass on the
effective teaching of English as a high-prioritgngpulsory
subject as an alternative to adopt it as a Molwa#i as
discouraging use of English as a Mol in ECED aredetarliest
years of schooling.

Table 5 presents the recommended approach for
selecting options for English as subject or MolpBreding on
the varying contexts this Table suggests threeongtifor
selecting English as subject and partial/full Mol.

Table 5: Recommended approach for selecting optiorisr
English as subject or Mol

Options Appropriate context
E1l English as a compulsory, ‘Default’ option for community
priority subject at all levels schools, in particular, those in

English is taught as a subject remote, disadvantaged areas.
only, through proven effective

methods.

E2 English introduced as a Flexible option building on and
subject and becomes systematizing existing approaches
a partial Mol of use of MTs / Nepali in classes

Intensive teaching of English as that are already formally ‘English
a subject in early grades Mol’, butlack the capacity to fully
alongside MT / Nepali with and effectively deliver the
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transition to English as a partial curriculum through the medium of
Mol alongside English.

Nepali from G3 or G5 upwards.

(Possibly through division of

subjects as per 2014 Roadmap,

or bilingual approach within

single classes).

E3 English is introduced as a Option only where English as Mol
subject and becomes a full Mol is already well-established and

The official Mol is English.

running effectively, or where
schools can demonstrate ‘English
Mol Readiness’.

Source: Seel et al. (2015: 53)

2.1.3 Sequencing

Following the bi/trilingual approach, the twol/three

languages in school education: MT, Nepali/Stataciaff
language and English can be sequenced as: MT -}i’gipte
Official language->English. If children’s language other
than the official language of the State, the segugnmay go
beyond the three language framework.

Use of MT as Mol and Sol:In homogeneous MT

learners’ classrooms an MT is used as Mol for alijects.
Depending on the duration of using MTs as Mol theeetwo
educational models related to MTB MLE: early-exitda
late-exit models.

Early-exit model: In early- exit program, children are
taught all the subjects mainly in their MTs fromEHT to
Grade 3 and transitioned to Nepali and/or Stateciaff
language as Mol from Grade 4 and retaining MT
optionally as a subject. Nepali and/or State CHfici
language should be considered a subject, with @sfoa
oral language development, and should be introdased
early as ECED in order for the student to be able t
transition to Nepali and/or State Official languagethe
Mol in Grade 4. As pointed out in the draft Mol Riozap
(2014), transitional MTB MLE is ‘additive’ and bett
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than the ‘subtractive’ dominant language based &ttt

in Nepalese context.

Late-exit model: Late-exit program involves the use of
MTs as the Mol and would be flexible to be useddnely
Grade 3 or even up to 12 if they are full Mol readkis
strategy may be useful for specific languages, @albg
State official languages to be designated under
federalism. There exists robust research evidemshdw
that the length of mother tongue medium educat®n i
more important than any other factor in predicting
educational success of MLE programs (Ramirez et

al.1991 and Thomas and Collier Heugh et al. 2010).

2.1.4 Transition

The early-exit or or late-exit educational modeéd®
to be transitional. This implies that learners pdssugh a
planned transition and that MT (ECED-Grade 3) isgsu
out as Nepali and /or any other State official laage is
phased in Grade 4 and that Nepali and/or any aiffeial
language is phased out as English is phased ineGgad
However, the language tobe phased in needs totioeluted
with flexible oral approach so that learners wilvk to start
learning it from a scratch and will find it easierlearn.
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Table 6: Recommended Mols at ECED and Grades 1-12
(showing suggested amendments to the 2014 draft Mol
Road Map)

Black type — existing draft Mol Road Map 2014 | Red
type — suggested elaboration / amendment

Basic Grades Secondary Grades
ECED [1 ]2 [3 4 |5 6 |7 8 [o]10[11]12
MT |MTasMol| MTasMol | MTscontinueas | MTs continue as |MTs continue as subjects

ol when it
is MT

when it is MT N1
or

(unless use of MT
has been extended|

(Including  |subjects as long agisubjects as long as|  as long as possible
literacy) MTB-1 possible or possible or
or or
MTs as Mol MT as Mol (or MT as Mol (or |MT as Mol (or partial Mol
through partial Mol) partial Mol) extended in Greades
systematic oral extended in extended in 9-12 where there is
use MTB-2 |Greades 4-5 where Greades 6-8 where.  demand/or specified
there is demand/or| there is demand/or|  under federalism
specified under | specified under or
federalism federalism
or or
Use of MTs for | Use of MTs for Use of MTs for
scaffolding/leaming scaffolding/leaming  scaffolding/learning
support as required support as required  support as required
Nepali | Nepalias | Nepalias Mol | Nepalias Mol |Nepali continues to Nepali continued as a

be full Mol
or

compulsort subject
or

Nepali as
compulsory
subject where it
is ont the MT,
with systematic
teaching of
Nepali as an
additional
language— N2

and N3

Nepali as Mol for
social sciences,
language and arts
ot for other
designated uses
as a Mol (e.g.
bilingual approach
within all or
specified lessons)

Option to continue Nepal
as full Mol or partial Mol

English

English as compulsory subject, with
effective approaches to teaching of
English as an additional language

English as a priority
compulsory subject
or
Englis as Mol for
maths and science|
or other designated
uses as a partial

English as Mol (except
for language teaching
or
English as a partial Mol
or
English as a priority
compulsory subject

Mol

Source: Seel et al. (2015: 54)

2.1.5 Strategies for special schools, faith-basech®ols and
heritage languages
Sign Languages and Braille Script: For special
schools / classes for users of sign language tlieentongue
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can be considered to be the sign language. Foragehools /
classes for users of Nepali Braille script, thers ttan be
considered the language for literacy. Where usérsign
language or braille are included in mainstream slshand
classrooms, their language-learning needs showdmeorted
as part of an inclusive approach.

schools:

Religious languages as subjects in faith-based
Religious (faith-based) schools are being

incorporated into the mainstream system and maaghtand
use languages that are not the mother tongue dttitents,
but are associated with religious practice anduceltSuch
schools should factor these languages into theiguage
planning and sequencing, whilst still taking acdoah the
principle of the benefits of an MT-base and thednéar
careful sequencing. As was proposed for heritagguages,
there should be a strong role for parents, locath fa
communities and leaders in supporting the teachofig
religious languages.

For Gumba, it may be important to distinguish oé th
actual mother tongues of children within thesetasons

(to enable MT-based teaching and acquisition ofdlep
where it is a second language) from the forms befEn
language and Sambhota script that will be taught as
subjects (albeit as major subjects forming a lapget of
the curriculum than would be the case in a seadhaool.
For Vihars, being mainly Newar, there may be a rteed
identify the use of Newar and Nepali as Mols anel th
teaching of Sanskrit and / or Pali as religiougleages, as
subjects at least in the first instance.

For Gurukuls, there may be a need to identify velnatthe
mother tongues of the learners and plan for intcouy
Sanskrit first as a subject and gradually transitig to its
use as a Mol for religious subjects.

For Madrasas, there is similarly a need to idenbg/MT

of the children (most often Urdu) as a Mol and for
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introducing Arabic as a core subject, for it to dmee the
medium of religious instruction.

Heritage languages (and scripts) as subjects:
Additionally to identification of the approach tbet MT,
Nepali and English, schools should be encourageidraas
possible to support the learning of heritage laggsathat
children do not use as the mother tongue (e.g.usecaf
migration and language shift). These should noused as
Mols but instead can be included as subjects oflystu
Recognizing, however, that the ‘trilingual’ apprbaawvill
already place demands on capacity and resourcing,
opportunities should be sought for cost-sharing and
partnership. Whilst the education sector should enadlicy
provisions; implementation and financing resportisybcould
be shared with local language organizations andra@ctors
and agencies supporting linguistic preservation eultural
revitalization.

2.2 Appropriate pedagogies, curricula and material
development
Appropriate pedagogies
It is necessary for MTB MLE programs to identifydan
detail key elements of ‘good practice’ (pedagogesricula
and teaching-learning resources) with regardstegeissues
and in relation to the identified options of:
e MT as Full Mol (MTB-1)
e MT through Flexible Oral Support (MTB-2)
e Nepalias MT (N1)
e Nepali as a Second Language (N2) and/or other State
official languages
e Nepali as Second Language Orally but First
Language for Literacy (N3)
MTB MLE pedagogical strategies should reflect
international ‘best practice’ through incorporatargapproach
to strengthening and formalizing the oral use of SMih
scaffolding learning of and through Nepali and E&sigl
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especially where MTs cannot be used as a full Maj.(for
literacy learning). Based on the similarities anffedences
between learners’ MT and second language througir th
contrastive study, these strategies need to aateuheasures
to support structured teaching of Nepali and/oteStdficial
language as a second language for children for wih@mot
their MT. In addition, it is important for CDC todapt
teachers’ manuals for effective MTB MLE teachingfl@ng
materials in classroom. A local community can pdevia
congenial setting for developing and introducingwne
pedagogies and teaching styles (e.g., immersiomicatr
literacy) for effective learning and teaching (Mctya2002).
MTB MLE can empower students through inculcatirsgase
of pride and identity in their languages, help tdaigate
dropouts and failure and thus inspire them to seatce
schools.

As shown in MLE Project’s report (Acharya 2009)
shows, the ground conditions of early school edonaicross
different regions and communities in Nepal are eqdiverse
and many classrooms do have different combinatiohs
students from different mother tongues. It is thee
necessary to plan different contextualized appreacch as
multi-grading of children from one language andihgwsingle
grades comprising of students from different lamppsa(also
discussed in more detail in Taylor's report for tNEE
project(2009)). It is possible to follow a collabbve
classroom pedagogy focused on development of kigkd of
metalinguistic and metacognitive awareness as r@quesite
for multilingual competence among all the studeBisecific
strategies can be worked out keeping in view tasibality of
different approaches. Educational language planneggls to
view languages as resources rather than probledsamork
out models of MLE for complex sociolinguistic coxi®

As viewed by Skutnabb-Kangas and Mohanty (2009),
while models of MLE cannot be transferred to ott@ntexts
and have to be localized, international experiersigggest
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some broad principles about the characteristicshighly

successful and less successful MLE programs.ithportant
to take care of the lessons from the internati@xalerience
with respect to MLE, so that education in Nepal sengthen
maintenance of multilingual and multicultural andlbgical

diversity and an egalitarian social order.

Curricula and material development

For an effective implementation of MTB MLE
Programs it is necessary to develop locally neeskdba
curricula, textbooks, teachers' guides and othgplsmentary
materials and technologies for both formal and fuoymal
education utilizing the knowledge and creative wgtskills
of local language communities and learners andi@nded
and guided by the National Framework and givingeimives
to Madrasas, Gumbas, Gurukuls and other suchutietis.

2.3 Capacity building

It is the responsibility of Local Level Power talze
demand-based recruitment and deployment of MTB MLE
teachers from among eligible persons from the &gpelocal
language communities (wherever feasible) with fayem
mother tongue in consultation with SMCs and pravrisof
their appropriate orientation/training system. &turn this
strategy can help to raise local level employmend a
economic development as well as identity assertiothe
community (McCarty 2002). However, some plausible
mechanisms need to be evolved to address the rexisti
non-MT-speaking teachers though most of them may be
adjusted for teaching Nepali and English as suligaguages
in Grades 1-3.

MT teachers should be provided pre-and in-service
MTB MLE training in collaboration with MLE Unit athe
central level to effectively handle the classro@aching of
MTs as Mol and Sol.
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It would be reasonable to develop a long-term pain
attracting potential candidates from the languageraunities
to teaching and sustaining MTB MLE.For the purpose
language mapping of the existing pool of teachemd a
redeployment accordingly could be an option.

Besides, an MTB MLE resource center should be
established at NCED anduniversities.Training needde
reformed to reflect the fact that most teachers$ mave MT
children in their classrooms. Manuals should bestigped and
updated for training of trainers and teachershirgg.

2.4 Supporting system

The MoE, development partners and other actors
identify and support actions beyond the educatewrios that
will complement and strengthen implementation af MTB
MLE Programs.

2.5 Advocacy strategies

It is important for MTB MLE program to integrate a
strategy for advocacy, participation and commumcabn
language-in-education that is embedded in widelogige
around the multiple and multi-level purposes andefies of
education and indicatively incorporates the follogi
elements:

e Strategies for advocacy and dialogue with education
policy makers, implementers and partners, as well a
wider government and influential stakeholders (duty
bearers)

e Dialogue around the possibilities and benefits of
multilingualism, costs in relation to benefits, the
possibilities for reconciling different languages

e Provision of opportunities for discussion, learniagd
debate in non-threatening, respectful contexts\gtting
interest and enthusiasm
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Expert-facilitated mediation dialogues could be
considered as a means of overcoming key bottlenecks
the Nepal context

Further work to better document good practice and
provide a stronger evidence base for MLE in Nepal
context

Identification of existing or new MLE initiativesof
tracking of teaching practices and learning outcomesr
time

Support for documentation and publication of good
practice and success stories

Strategies for advocacy and participatory consaohat
with  primary  stakeholders (parents, children,
communities)

Appropriate  communication of key MLE policies /
options through multiple media, different MTs and a
different levels of complexity, participation

Ongoing (not just one-off) opportunities for
non-threatening consultation, discussion and pp&iion

in decision-making in relation to language and atioa

at local levels.

Specific strategies to involve children in dialogaed
discussion around language and articulate their own
experiences and preferences.

Making use of existing materials, in particular UBIEO
Advocacy Kit for Promoting Multilingual Education:
Including the Excluded2007) andMTB MLE Resource
Kit Including the Excluded: Promoting Multilingual
Education (2016) for raising awareness about the
advantages of MTB MLE programs and sharing
information related to them

Use of ICT and electronic media (radio, TV, et} f
disseminating information about MTB MLE
Establishment of successful MTB MLE schools in
different linguistic contexts to serve as ‘role retsd and
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motivate learners, parents, teachers and local geamant
for promoting MTB MLE program.

2.6 Sustainability

To ensure effective implementation of the MTB MLE
Framework and the programs at the school level and
sustainability of the ‘tri/bi-language’ multilinglapproach,
local governance units should strengthen technical
implementation units and committees, revision afiglines
and support multiple approaches to capacity devedop at
all levels(in particular, teacher preparation, irdthg through
higher education, continuous training, redeploymeakt
book preparation, additional teaching-learning maise
availability of library with adequate materials idiff
languages, etc).

It is also essential for these programs to idergifyl
elaborate a range of mid-level strategies and e&tguch as
supervision, monitoring and evaluation that wilppart the
creation of conducive environment for effective MTMALE
practice to take root and be sustained at the $dewel
(including links with NEGRP, Inclusive Education ligg,
EMIS, ECED, NFE, SDG4 and other areas).

2.7 Functional linkage among line agencies

It is necessary for the MTB MLE Framework to be
implementable through the new SSDP and be implesdeast
far as possible through integrated, mainstreanitutisinal
structures (including links with NEGRP, Inclusiveugation
policy, EMIS, ECED, NFE and other areas and SDGhg
Language Commission also needs to act as a liaison
government agency in establishing rapport with SSDE
DPs.

2.8 Language preservation through MTB MLE
As mentioned inConstitution of Nepa(2015), Part 5,
Article 56.5, “Any Special, Protected or Autonomdregion
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can be set by the Federal law for social, cultpratection or
economic development.” To implement this consttodl
provision, the MTB MLE Framework should preserve
seriously endangered languages through their digita
documentation (e.g. corpora development, ethnoigtigu
analysis, lexicon compilation, grammar sketch, )etc.
development of their learning materials and these un
community children’s early education (as implemdnte
Baram language (Kansakar et al., 2010). Such g can
create homely educational environment that wouldntam
and revitalize endangered languages and also safégthnic
cultural and linguistic identity. These efforts fanguage
revitalization also constitute one of the majordiions of the
Language Commission; hence, they will be coordohatih
the commission. Educational language planning sheasure
protection of Linguistic Human Rights (LHRS) in @dtion. It
must be noted that LHRs are necessary but notcsarffi
conditions for quality education and for mainterenaf
indigenous languages and cultures. From an ecosgooiat
of view, there are strong grounds for protectiod promotion
of linguistic and cultural diversity in Nepal (Skatob-Kangas
and Mohanty 2009).

Curricula should also be developed as a matter of
urgency for those highly endangered languages wtiexe
parents no longer speak the language to theirremldrhese
models can be called indigenous revitalization imgios
models.

2.9 Monitoring and evaluation

Implementation of successful MTB MLE programs
requires effective monitoring, continuous policwadacy at
all levels of governance down to the parents amdnconity,
formative program evaluation and action researchBNILE
program needs to strengthen its research and geweltd
activities at different levels of the program.Ard@pendent
community managed Language Resource Center adjoined
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with the existing Resource Center or Community bheway
Center (CLC) is necessary to be established to wzind
research regularly in the field and ensure the tang and
evaluation of the functioning and implementatiortled MTB
MLE strategies for maintaining consistency and anmifity.

Partnerships with other institutions working with
language policy, MLE and linguistic human right®shl be
promoted, both nationally and internationally. Usnisities
should have MLE-related subjects where studentsyaor.
In language description, in addition to support ¥aiting
grammars, dictionaries, etc, so that languageshéie/will
be used in schools as teaching languages/as silijethe
beginning, there should be an emphasis on the most
marginalized languages before they are ektihile a
National Resource Centre for MLE is necessary ganize
research, evaluation, monitoring, advocacy anddination,
the local school systems also have to be empowtred
participate in this process.

School level database or school level Education,
Management Information system (EMIS) will be desigio
accurately reflect the MT-related data of the shisle

2.10 Implementation strategies

It is important for the Local Level Educational Cel
outline an implementation plan based on the MTB MLE
Framework and building on the foundation providedtive
previous piloting interventions and other experenadn
Nepal.Wherever required support can be sought ok,
Language Commission, local language communities sand
on. An earlier version of the MLE implementatioraplhas
been discussed and revised Mother Tongue-Based
Multilingual Education Implementation GuidelinesO(B)
published by DoE.
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2.11 Residuals
In the preceding sections an attempt has been toade
address the core aspects of MTB MLE in Nepales¢egbtn

There still remain some unresolved issues whicld neebe

sorted out in the present political context. Theagest hurdle

is the impending structural changes in governanegal occur

in the light of federal restructuring especiallgablevel power

which has been constitutionally entrusted with the
management of both basic and secondary educattuding

the implementation of MTB MLE programs. Some ofsthe

important issues include the following:

i. According toConstitution of Nepa{2015) Article 7(2),

“ A State may, by a State law, determine one or riizne
one languages of the nation spoken by a majority of
people within the State as its official language(g)
addition to the Nepali language.” Along with Nepas
Central Level official language, it is also necegsi&®
learn State official languages where they are nos Kbr
learners. This is a fresh issue in federal strecamd
needs to be further investigated.

ii. It seems cumbersome for the Local Level Governdace
handle school education in its entirety; so important to
articulate how Local Level Governance will interagth
State and Central Level educational agencies exifkly
implement the various aspects of MTB MLE program.

ili. There is a need to develop an indicative list cdtest
official languages for educational purpose thougbsé
languages will be determined constitutionally b$tate
itself at the recommendation of Language Commission

iv. To help the implementation of MTB MLE at Local Léve
it is essential to arrange for prompt assistancehiar@sm
at the district, State and Central levels.

3. Conclusion
Like other countries in South and Southeast Asipale
is also characterized by linguistic diversity whetaldren
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have to learn through Nepali, a single dominanglege and
English, an international language. Various studiese,
however, shown that children should begin theircation
through the language they first understand, i.eirthome
language or mother tongues as this type of educatiakes
learning easy and also supports their cognitivesbgment.
Later children should gradually shift to an offidenguage for
official transactions and wider communication andrelater
switch to English for global communication and &br
language and learning science and technology. dpgpsoach
is known as MTB MLE.

In this report an attempt has been made to diddis®
MLE framework consisting of its core aspects in dlepe
contexts such as selection, sequencing and tramsiif
languages in school education, appropriate pedagogi
curricula and material development, capacity bodgdi
supporting system, advocacy strategy, sustaingbilit
functional linkage among Iline agencies, language
preservation, and monitoring and evaluation.

According to the indicative school typology in texof
the languages used, schools may be of three typee 1
refers to the schools with homogeneously Nepalaking
learners on entry to ECED / G1 with/without Nesitheir
heritage languages. Type 2 schools may have theelesathat
homogeneously speak a language other than Nep#teas
MT (e.g. Maithili, Tamang, Sherpa, etc.) on entyBCED /
G1. These schools can have ‘Mol -ready’ mother tesgor
not. Type 3 schools may consist of learners spgatifferent
MTs with/without a common LWC. Appropriate strategi
have been recommended for these types of schools.

This framework, however, needs to be supported
through the upcoming legal enactments (especialbted to
Local Government) for its effective management and
implementation with a view to attaining childrenetter
educational achievement.
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Multilingual education in Nepal:
Democratizing children's language
education

MAHENDRA KUMAR MISHRA

Nepal, as a liberal democratic country, initiated
Multilingual Education (henceforth, MLE) in 2006 poovide
equal educational opportunity to all children ipestive of
linguistic and ethnic diversities. Historically, ped was
maintaining an autonomous model of literacy adapta
restrictive linguistic policy where children frorom- Nepali
language background were denied their mother tongtiee
classroom. After the democratic government formepal
decided to adopt an inclusive linguistic model fihre
linguistic minority children, by familiarizing a raaingful
context-explicit curriculum in schools in which the
intellectual development of the children could besweed
vis-a-vis maintaining linguistic and cultural idapt
Admiration of languages of the most disadvantagsapfe is
a sign of a healthy democracy. Now, the Nepal MLE
programme has completed its 14 years and has franed
language policy involving the representatives aoiguiistic
minority organizations; developed culturally sensit
teaching-learning materials; trained the teachersMLE
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approach and adopted government schools under MLE
approach (Govt. of Nepal, 2007) | had an opporjutatbe a
part of the Nepal MLE programme in 2007, to sharg m
experience of MLE in Odisha in Nepal.
| want to share my experience of planning and
implementing Multilingual Education in Odisha dugin
2005-2014. The MLE Odisha is a holistic programraseul
on MLE theories and approaches. As a new education
programme, it has its strength, challenges and messles.
Simultaneously, Nepal also initiated MLE in 2006 ttwi
similar experience. | had the opportunity to be enther of
the consultative team with Tove Skutnabb-Kangasndur
2007 to share my experience of Odisha MLE and |&am
Nepal MLE programme. In 2009 MLE team of Nepal
government visited Odisha MLE programme and theas &
mutual sharing of MLE plan and implementation stgis.
MLE is a significant paradigm shift from the curren

educational practice. My discussion in this papél fecus
on my narratives, coupled with the MLE theories and
methods. | will focus on that part of the implenstitn
which strengthened MLE in Odisha. The four featuoés
Odisha MLE were based on the following theories:

1. Standard monolingual ideology to multilingual

democratic ideology
2. MLE as a combination of multi-discipline
3. Curriculum and textbooks in the first language
through community knowledge
4. Teacher's professionalism for MLE pedagogy

1. Standard monolingual ideology to multilingual
democratic ideology
During the past three decades, there has been a
paradigm shift from a standard language ideology to
multilingual educational ideology across South Asia
countries. The upsurge of mother tongue educataanbeen
derived from the western world to most of the Sofian
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Countries after 1991. Jhingran, analyzing the |aggu
learning outcomes of South Asian countries, inyegrade
classes, writes:

It is common knowledge that childrenin early gradesin
many South Asian schools are not able to read and write at
the levels expected in these grades. In addition, there are
large disparities across regions, social and ethnic groups
and schools within each country or province.

Even within the same class, a multilevel learning
situation is very common, with some children at an advanced
level of reading and writing, while some others are
struggling to acquire basic literacy skills. The low learning
outcomes in early grades result in continued low learning
levels in later primary and middle school grades, (Jhingran
2018)

Historically, South Asian countries had assumed the
western colonial educational model over a centahgrted
by the nation-state ideology to defend the hegenainthe
power devaluating the minority languages in schodlse
imperialist ideology continued in the attitude dmehaviour
in the psyche of the people in power even afteordahtion.
Therefore, the introduction of multilingual educati in
schools has become a momentous challenge to theepeo
power in South Asian countries. MLE is a new idgglthat
promoters socio-cultural and linguistic inclusioihntlee mass
guaranteeing equitable quality in education. Tloeeefthe
need for understanding the linguistic background #me
educational need of children in their mother tongue
necessitates more clarity among the state polisigstem and
educational system.

In the post-colonial period, 'national integrati@fter
the colonial rule was necessary for the governmenpsotect
democracy. Therefore, the provisions were made him t
constitutions, and policies were made for their cexien.
After the 1990s teaching children in their motlergues was
initiated in South Asian schools. There was a rfeed clear
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goal and objective of MLE implicit in the systemLM is not
just a time-bound programme to teach mother tofigua- 5
years in schools. Instead, it is a regular andesyatic plan to
serve all the children with linguistic diversitissthe country
and uphold the national goal for human developntent
strengthen democracy for the future.

Christopher Stroud writes that the 'Standard laggua
ideology is monolingual, structured and orderedjntains
singularity, emphasizes ownership and focuses queréx
voices whereas multiple language ideology is aiasoc
phenomenon, par excellence, a form of social action
comprising one of the most important ways by meahs
which individuals and groups construct personahtidies,
negotiate social relationships, articulate socaégories and
contest or acquiesce to power relations' (StraDd2R

But, post-independent Indian union and its states
continued the colonial schooling system. Gandhiasi®
Education disappeared from the national discounstead, a
mainstreaming mantra in higher education was dombiimra
post-independent India. The Kothari Commission GL68)
was in favour of 'mainstreaming’ for a 'nationaegration’
laterally with the 'social integration’. Nationakegration led
to submerging the cultural and linguistic diveestiand only
the modern Indian languages were constitutionafigoted as
a medium of instruction in modern states. The aaaof
states in India was also a part of nation-stateladg for
which many traditional tribal territories havinggaopolitical
identity (e.g. Santhal Parghana, Gondwana, andw@bal)
were dispersed into many modern states and lostdinléural
identity. Belonging to one tribal community, thegn® bound
to learn the state languages and scripts. Fomoste&santhali
Is the dominant community in Jharkhand, West Beragal
Odisha had to learn the respective state languiagesing
their language. When the new states were formette@
India, the dream of formation of a Santhal Parghews
mingled in the wave of nation-state ideology. Sariy,
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about thousands of minority languages had to seertheir
linguistic and cultural identities for national égfration. The
historical delusion of nationalism submerged théatr
patriots who sacrificed their lives for the freedarh the
country.

In 1986 the National Policy of Education was framed
Acharya Ramamurthy Committee elaborated it. The
Programme of Action, 1992 of National Policy of Edtion-
1986 discussed the mother tongue education in ¢heos
curriculum. In 2000 and 2005, the National Curngual
Framework-2000 was drafted and operated in whiah th
necessity of multilingual education and educatioor f
linguistic minority was discussed.

Meanwhile, the Government of India introduced
Education for All in 1993-94 under the aegis of tbh
Primary Education Programme (DPEP) supported by the
World Bank. In Education for All, the traditionaliiciculum
and teacher training were rejuvenated to accomreothat
education of the children of disadvantaged grotipgrefore,
the question of teaching in mother tongue took ammment
place in the national education programme for egdatig the
illiteracy of developing countries.

The long-term advantage to foster cultural demacrac
under the MLE approach is diverse. These are:

l. To explore how formal educational institutionsnc
either reaffirm community marginalization or empowe
minority language speakers

[l. Multilingual education should take place in a
discourse of language and power, which would sth&
terms of the debate away from an emphasis on ttzlslef
educational programmes to the more important aswl @lore
elusive framing conditions for multilingual eduaati

lll. Issues of language and education are fundaatignt
issues of power and marginalization of minority gaage
speakers in globally transformed economies.
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IV. Emphasizing equity, social justice, democraog a
citizenship, which force us to conceptualize solusi to
educational problems in non-traditional and noneational
terms of power and politics, is also gaining futceptance
(Stroud 2002).

2. MLE as a composition of multi-discipline

The theory and objective of MLE are not just
language-education, but it is a comprehensive kadgé that
captures the individual, social and cultural magpes. MLE
is multidisciplinary, which contains three domaingz.
linguistic, socio-cultural, and cognitive (Cummir2z800).

Linguistic domain

I. In the linguistic domain, children acquire oral
proficiency in terms of sentence formation, wore,usord
meaning when necessary in a particular situatidweyTmake
statements, negate, interrogate, exclaim, and o&fet
request. They also acquire poems, stories, riddies,styles
of conversation from the elders as a part of caaglage
competence. The child is exposed to other languagels
cultures, which are learned and assimilated by lemin a
natural mode. The child learns more than one laggua
through the mother tongue and uses the words df tha
languages interchangeably depending on the situdtiothe
linguistic domain, the child learns about the piples of
language use scientifically. What is important imduistic
domain is to learn the language skill, i.e. reading writing
through a systemic and scientific method to enshia¢ the
child has acquired the competency of acquiring ecad
language in a given time.

Socio-cultural domain

ii. In the socio-cultural domain, the children aqu
what to speak to whom, how, why, when, and wheoadl
with social etiquette and manners. They inherittuzally
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acknowledged values and behaviour using languaggefos
example, respect for the elders, devotion to Géidcton to
pets, and observation of nature and environmenild@h
make their worldview and accord with social staddaand
norms. The child also realizes her/his identityhia network
of relations in family and society through the wati
language. When the socio-cultural domain represémes
visible and invisible matter around the child inrhe
environment, it is associated with the mind, andnitive
development of the child occurs.

Cognitive domain

iii. The cognitive domain is related to knowing abo
the world around the child, which is a specific qgass that
starts from the beginning of mother tongue acquisitill the
last breath. The child begins knowing about the esmof the
objects, events, entities, processes, colours, lighe, place,
darkness, day-night, flora and fauna. Furthercthikl relates
his/her mind with the substance in a meaningful ey real
environment and associates him/herself with theater_the
child starts correlating the visible world with tlwvisible.
The context of the child shapes his/her thinkingagination,
creativity, reasoning, memory and inquisitivenessough
experience and active participation. Thus, he/sirestcucts
his/her knowledge inherited from the ancestors elddrs in
family and society.

Briefly, these three viewpoints contribute to the
learning of the child in the MLE approach. It spies that
education is a natural phenomenon, cognitively
individualized, socio-cultural constructed, andglirstically
exhibited.

At present, monolingual classrooms dispossess the
children of the opportunity to expose his/her cafads.
Unless an appropriate learning environment with dbeve
standpoints is created in the classrooms, no eggexitcome
could be imagined. This includes a whole range of
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transformation in policy, curriculum, teacher ediwa
classroom transaction, and assessment system farh wh
MLE is necessary.

3. Curriculum and textbooks in the first language
through community knowledge

Children should find their prior experience frometh

text in their language. Community knowledge is edtively
created, shared and understood as a part of their
communicative practice, fulfilling the social rolegar values
and morals. Referring Vygotsky, Kozulin has disedsshe
inevitability of community knowledge in the school
curriculum. (Kozulin, 2003). Norma, Moll and Amanti
(2005) discussing the use of community funds ofWkedge
in teaching suggests that children find their mgmand
imagination from their community knowledge and depe
critical thinking and reasoning to correlate thes&h
realities. The knowledge from culture is a validate
oral-performative text the community practice. Ba#ritage
knowledge and everyday knowledge represent thesir gad
present. Excluding their cultural expertise anduoel an
unknown understanding to create strain among thidreh.
In some cases, the curriculum designers are desiofu
translating the standard textbook written in ad¢atgnguage
into children's mother tongue. However, this pictis not
helpful to children.

If the socio-historical experience of the child and
his/her environment is unrepresented, restrictirgchildren
from their cultural values and homogenizing thericutum,
then, inevitably, the learning of the child is mailturally
responsive. Formal psychology respect ‘'a standard
knowledge' prescribed by the state, and 'othemiedpe are
not. By perpetuating the one knowledge and ignotimg
diverse indigenous knowledge inherited from gemnenat the
state fails to maintain a cultural democracy.



Mishra =307

The curriculum also has to be democratic. Today the
oral genre like tales and songs, the proverbs aiutles, the
way of farming, the type of soil, and the typegaih are not
available in standard textbook since the purposesuath
standard textbooks is to impart reading and wrisikigs with
a standardized knowledge of the elite model. Withau
situated knowledge of the children, the culturagration of
the community would not emerge, and denial of sudtural
knowledge would lead to cultural discrimination.dwingly
or unknowingly the cultural attitude of the superaites is
imposed in the curriculum. Therefore, in Odisha MItén
independent curricula were developed based on utiaral
practices of linguistic communities. Uniformity ofirriculum
must be found on the learning outcome the natipressto,
but the multicultural content should be includedcteate a
national culture where the small community is gisovided
space in knowledge construction. Cultural democstends
for the diversity of culture and language. (Darder:
Coexistence of culture is the breathing charactex pation
like India and Nepal, and it is indispensable twoduce the
community language and knowledge in the school
curriculum. Particularly in early grade, the bigoks, story
chart, picture story must be prepared, drawingftimels of
knowledge from the community. Odisha MLE materiaése
authenticated by community checking, which was bigpez
by government teachers from the tribal communitye Do
modernization, the traditional culture of the ttipapulation
is speedily replaced from the memory of tribal Yt
Teachers from the tribal community are also unatole
explain their respective cultural knowledge. Themegrational
gap has created a moribund state among the edutcdted

teachers. When the tribal teachers developed the

teaching-learning materials on language and enwigoral
science for class lll- V, it was found that they mlat know
their cultural resources which their elders knowerefore
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they learnt from the community and prepared theicular
materials.

In most cases, teachers are asked to write a stoay
poem for early grade children. The purpose is tolie the
community teachers. The teachers, who have not laeen
writer during their service, try to create suchtseto teach a
specific alphabet or word. The artificiality of aeteng literacy
texts is well known to those who create childrditesature.
Does the community create their oral language achehe
children to prepare for some word or letters? Ttedlythe
story or sing the song in a context, and natur#tlg,children
learn words and sentences. Therefore, the purddsaahing
language in the classroom is different from theppae of a
community storyteller. The storyteller tells theorst to
generate knowledge and wish the children to erjeystory
with meaning. Teachers in the classroom read tbey $0
teach the child a particular word or a letter. Hf@re, when
the natural learning of young children becomediasl for
teaching literacy, the classroom becomes artificld
monotonous. Therefore, it is essential for a cuhum
designer and the textbook writers to reflect theorpr
knowledge of the children and correlate literacyaimanner
that both the teacher and students can enjoy leatogether.
In the conventional classroom, the conscious effofrt
teachers to teach reading and writing discouradpdren.
Therefore, in early grade, multilingual educatiorgre focus
on oral language development has been emphasizes. |
highly essential to orient the community teachemsskills
and techniques of writing children's literature,llexting
folklore and learn how to make the community texte a
classroom text. The community methods of learningugdl
be adopted along with the examples from the culttoatext.

Community school linkages:
MLE curriculum emphasizes on community ownership
on the materials produced in their language. Gdgetae
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blame is inflicted on the parents for their incapgb to
provide learning space to the children at home. géaents
are non- literate, but their oral tales, mythselads, songs,
and riddles could be textualised, then the parer@n
participate in the curricular activity. Thereforenecessary to
contextualize the texts for the literacy of the lat@n.
Children's folklore, festivals, music and danceditional
games (indoor and outdoor, games for girls and )oapsl
some material culture like art and craft could lemddicial
where the community resource persons can takenpirthe
teacher and children in curriculum development.aAgible
scaffolding of community resource could be created] then
parents can teach the children through oral comoation.
School museum, storytelling festivals, art and terafusic
and dance are some theme to connect the schooltith
community (Mishra, 2012).

MLE programme links the parents and community with
the community texts in the printed form introduced
schools. Once the community recognizes that theal o
knowledge has been introduced in the classroomhair t
language, they will regain their confidence thatith
knowledge can also be a part of education, andngetved
in school activities with the teachers. The pareatsl
children can discuss the text together, and thenpswill
have the scope to know about the learning of tbieidren.
MLE in India and Nepal need such community partitign
where a teacher should have a keen interest to feam the
community, collect local knowledge and prepare iread-
writing materials, create the storybooks/big boakwhich
community takes part. Today' communitising learning
society' is widely discussed in the educational diomFirst
of all, to make this approach fruitful, teachers sinie
community researchers to link the school with the
community. The teacher should explore what theucailt
methods of teaching and learning is followed in the
community.
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4. Transformative teacher education in MLE

In the South Asian context, teachers are multilaigu
and multicultural. Their knowledge has also beeapshl
from the cultural context, but once they are trdiren a
teacher education course, they believe in writtemdard
knowledge prescribed in the textbooks and delibgrat
ignore the experiential knowledge. The standarinabf
knowledge in schools and classroom texts limittdecher's
perception to look beyond the classroom. Furthes, direct
purpose of teachers either focus on teaching the ading
and writing to validate their teaching professicgfdoe the
authority or to complete the course within a tinmanfe.
Therefore the teachers are compelled to be anniafton
provider than a knowledge creator. In such a system
innovation becomes an exceptional case in teadieahing.

The formal psychology of the 19th century still
dominates the teachers teaching practice. The forma
psychology rests on behaviouristic theory. Formal
psychology is context-free, uncritical about the
socio-historical consciousness, whereas post formal
psychology highly depends on the socio-culturaltexinand
emphasizes the prior experience of the child. (o€
Steinberg and Villaverde, 2001) A language is a duract
with mutual interaction in a given socio-culturantext for a
productive and meaningful purpose. It is not juptactice of
trial and error, stimulus and response, or reward o
punishment.

Non-participation of teachers in curriculum desand
textbook preparation is another factor which kedps
teacher away from understanding the way of teaching
Teachers are considered as the agency of actidmouwtit
elaborating the purpose of action. The uncritiealching act
in the classroom, with an uncritical informationlidery for
rote memorization, can at best take the students to
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meritocracy or competitions, but never help thecation
process to be democratic. Post-formal psychologgs dwot
categorize the intelligence of the children withstandard
measurement ignoring the inner potentialities aaquhobilities
of the children. Post-formal psychology respects shuated
cognition of the children and believes that theiemment of
the children contributes substantially to the depsgient of
children's cognition in their cultural context. Gtruction of
knowledge is not limited to the classroom only, lutas a
broader social context. Teachers have to undershenttend
of post-formal psychology, and the type of 'knovwged
children experience in their informal learning atien to
connect those experience with the school knowl¢dge and
Steinberg and Villaverde, 2001).

The cultural attitude of teachers towards an unerrit
society is not favourable. They do not explore thatworld
of oral culture is the mother of written societyela the
knowledge that the community creates is the righodiory
of experience that the modern school is ignoranit.of he
social divide created between oral and written léadan
ignorance of the educated elites about the culdixedrsities
of the country.

Teachers do not acquire new knowledge of language
teaching and learning or the principles of pedagdtiat
type of teachers does state need for its schodl$aw does
the state consider the community knowledge asaures for
learning in the primary stage? Given proper origoma a
teacher can understand that the village where &ehés is
the storehouse of knowledge and out of that knogdeshe
must have the vision to prepare a lesson plan daoht¢he
cultural knowledge in the classroom. Teachers ap¢ n
responsible if they do not teach, but it is thepoesibility of
the state machinery which creates them. The stabeld
accept that the educationist, linguists and psyhsis have
established the theory that the cognitive developnoé the
children is shaped from their experiential knowkedgrough
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their mother tongue. Learning of the child in a et
/[foreign language needs a lot of parental and tutginal
scaffolding for which the home or the school is nall
prepared. Therefore, English could be introducedlass Ili
or IV.

If teachers have freedom with a positive attitudéhw
professional knowledge of theory and methods, aleith
the practice, they can create knowledge. Creatsrthe
ultimate goal of education. Compelling teachershem a
framework of course completion with limited expasun
provide cumulative knowledge reconstruction. Thdgoa
discourage innovation. Teachers repeat the sarnemation
in the class for years together to provide textbioédrmation
without an enquiry of why and how of their teaching
Teachers, as the director of his classroom, keestindents
in the culture of silence (Freire: 1970, 2005).iferavished
that teachers, as a citizen of a democratic coustiguld
have the responsibility of shaping a liberatory deracy.
The nation needs a teacher to be a constructonamf/liedge.
The teacher's professionalism should not be limited
information delivery. Instead, teachers should bewed to
create meaningful activities with the children éarn in the
classroom collectively and make the classroom ant joi
productive activity.

MLE in Odisha, India

The National Policy of Education 1986, National
Curriculum Framework -2005 andight to Education Act
-2009, have provided guidelines for adoption of mother
tongue education. The state curriculum framewoQ72of
the State Council of Educational Research and ihgin
Odisha (SCF, SCERT- 2007) has made provision forgus
the mother tongue of minority children since thatestis
thickly populated with 62 tribal communities, highein
India.
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Though the mother tongue education in Odisha starte
for six tribal languages under DPEP during 1996040t
was aborted due to the apathetic attitude of threducracy,
but the experience gained during these eight yeased us
to reimagine the mother tongue-based MLE. In 200& t
National Curriculum Framework -2005 was publishadd
the Government of India officially declared theragtuction
of mother tongue-based multilingual education imidmn
states. In 2004 Andhra Pradesh started MLE in Baltri
languages led by the Department of Tribal Affalrst it was
limited to use mother tongue as supplementary pane
class | and Il without replacing Telugu as a subjdde
remaining subjects were taught in Telugu. Besitlese was
a lack of coordination between the Education Depant and
the Tribal Welfare Department. Therefore, thougte th
programme was started with much enthusiasm, itioed
until 2010 and then collapsed. Other states likediha
Pradesh, Maharashtra, Jharkhand, Chhattisgarhmd&ast
Bengal and Guijarat initiated the MLE programme. Mafs
them undertook MLE as preparing bilingual picture
dictionary and storybooks and distributing them as
supplementary readers in tribal areas. The prinaigctive
of MLE and its process of plan and implementatioarav
misled and misunderstood.

In Odisha, two major activities were commencechia t
MLE programme. The first one was the orientatiortrifal
area teachers on tribal language and culture, trauof
teaching methods and approaches of first language a
second language acquisition from the cultural cdnte

The next activity was to frame culturally respomsiv
bilingual textbooks in 10 tribal languages involyirthe
existing tribal teachers in government schools. Tusha

Child Census 2005 tracked the access, retention and

achievement of the children along with the childsen
languages in 72000 schools. The outcome was illatimg to
realize how linguistic diversities in a state cdnite to
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children's learning. Nineteen thousand three huhdogty
schools are having 20+ students of linguistic mtgaroups.

A total number of such students in these schoots i@, 99,
240. Nearly 2/3rd of them (711607) belong to Sadntha
(150680) and other Tribal languages. (560927). ifribts
account for over 92% of these children were frormemn
language families. From the above linguistic d#te, state
inferred the type of linguistic diversity in scheplwhich
were the authentic evidence to adopt MLE. This
disaggregated data helped the administrators i@eehow
the children face linguistic difficulties in leang where the
teachers are nontribal, and the textbooks are rrandal
(Odisha Child Census 2005, www.opepa.in).

There were 17 hundred thousand tribal childrerhen t
state and 16900 teachers from tribal communitiesngu
2005. In July 2006, the State-Tribal Advisory Corties
approved ten tribal languages to be included in NHeE
programme for 1000 schools over five years. Later o
Santhali language was included, and 100 schoolg aisi0
adopted for Santhali language. At present 2500dshHtave
been adopted under the MLE approach. There isgettao
introduce MLE in 19305 schools in a phased manner.

MLE in Nepal: A paradigm shift

Nepal is a multilingual and multicultural countfhe
rich culture and language maintained by many inibgs
communities have a socio-historical background.yThave
also created their knowledge system that is impotttheir
life-world, which constructs the identity of Nepdhe social
integration is organically multilingual and relatad in Nepal.
In socio-cultural and economic reasons, they useertttan
one language for their sustenance has shaped thee raf
their experiential learning. The multiplicity ofriguages has
never been a problem or a burden to their indididua
society.
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In Nepal a proverb rungk Raja Ek desh, Ek bhasha
Ek Bhes (one king, one kingdom, one language and one
dress) justified the dominant ideology adoptingeatnicted
monolingual policy which marginalized many minority
languages in schools. Additionally, knowledge ihaud was
also decided by the state. Power decides the |gegaad
content of the curriculum to propagate their pcéditiideology
upon the people to keep them subjugated. Theiitutisnal
support denigrates community knowledge, folklorend a
indigenous wisdom to make education as a staterajoga ln
a democratic system, the marginalized wisdom ofpibeple
get recognized, but not at the cost of denigrativey major
languages. Democracy respects both the written aatl
language equal and provides space for the peaulies.

Nepali is the official language spoken by 44.64%hef
population. The medium of instruction is Nepali. ddaa
(2007:3) writes, "nearly one-fourth of Nepaleseglaeges are
liable to be threatened due to reasons such as déck
intergenerational language transmission, margiedliz
number of speakers, the dearth of materials foguage
education and literacy, negative government antitutisnal
language attitudes and policies including officthtus and
use."

Nepal National Education Planning Commission
(1956), All Round National Education Committee (2R6
and The New Education System Plan (1971-75) hagtado
Nepali as a medium of instructiofhe Education Act (1971)
was amended in 2002, ensuring the mother tongusdbas
education followed by Education for All/National aRl of
Action (EFA/NPA) 2003).The Interim Constitution (2007)
recommended the right of each community to receive
primary education in their mother tongue. This Heen
manifested in prevailing School Sector Reform Plan
(2009-2015), which stipulates that mother tongue toabe
the medium of instruction up to grade three andyriades
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four and five transitions from the mother tonguensdium
of instruction to Nepali as a medium of instruct{dmphu).

International and national MLE experts like Tove
Skutnabb-Kangas, (2007, 2009), Shelley K. Tayl@f10)
Ajit Mohanty (2009) Yogendra P. Yadava, (2007) Dhir
Jhingran, (2005) Lava Deo Awasthi (2004) David Houg
(2007), Miranda Weinberg (2013) Amrit Yonjan Tamang
(2007) Prem Phyak, Puskar Kadel, IndraYimphu, amhyn
others have studied the policy and implementatiostegies
for MLE in Nepal and have substantially contributex
language research and planning. Skutnabb-Kangas and
Mohanty have helped in the preparation of langysgey in
Nepal. Since | was a part of these historical pgses during
2007-2009, to have an educational exchange progeamm
between Nepal and Odisha, | can estimate the gradua
development of MLE in Nepal.

A nation may have a policy, but it may not ensimre t
implementation of MLE. In Odisha first of all the
government did not have a policy until 2014, butohust
programme was in operation. Chhattisgarh StateahddLE
policy since 2009, but till date, the plan of MLEshnot been
implemented. Unless education guides the governntbat
government cannot guide education. Therefore, duple in
power should understand the spirit of education and
implement the programme with commitment followirge t
policy to safeguard the constitutional mandate dadelop
human resources of the state.

1. Education and 'conditions of education'.

Democratic education is not just providing a pesiti
atmosphere like infrastructure, teachers, mid-dagalm
uniform, textbooks and salary to teachers in which
educational authorities are engaged throughout yibr.
However, these are conditions of education, notcation
(Alexander 2008). In democratic education, teactessa
majority should decide the nature of their educatioth the
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policymakers to safeguard the national goal abidedhe
constitution and wisdom of the society. In otherrag
teachers should play a major role to safeguardndimnal
interest in their classroom.

2. Elite's curriculum versus curriculum of the mass

In many cases, the elites decide the curriculum and
textbooks to uniformly consider that the elitist aeb of
education is suitable to the upper class/castelpeom also
to mainstream the marginalized. Multilingual edicat
stands for a democratic education where not onky th
language but the diverse knowledge of the peoplalss
equally important to shape the objective of theicutum in
which the spirit of the constitution is reflectedthought and
action. By adopting this, people irrespective oteeland
mass, can learn from each other and explore theploved
knowledge of the people which is sustainable araptble
for maintaining cultural and national values.

3. An assimilative language in education

Integration of monolingual ideology in multilingual
ideology is a process where all the languages have
appropriate space. MLE is not against any staniderguage
but to walk together with all the languages. Tedshe
professional development with a sense of shoulgetire
citizen's responsibility to teach with freedom bbught and
knowledge will make the classroom more cooperatiwid
mutual respect. Democracy will begin from the dlasm.
Development of curriculum in multiple languages and
cultures for social integration and national idgnére inbuilt
in multilingual education.

4. Language and power

The changing ideology in politics and power
determines the nature of education in the statam{@ins,
2000).South Asian countries have realized that rinogaal
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model of education has not been successful, aatynway,

it would not fulfillthe equitable quality educatioiCurrent
academic system has felt the necessity and feiagilof
multilingual education in schools. The global resha
validates the necessity of adopting MLE and provide
evidence to the government to safely implement the
successfully implemented projects.

5. Language maintenance plan

The Nepal Transition plan aims at using mother teng
as medium of instruction for teaching language, hsand
environmental science. However, the use of Nepali t
non-Nepali children in class-I, along with Englistppears to
be a difficult task. In the case of Class | andHg state may
use community story and prepare thematic lessoresenthe
culture of the community could be transacted in ri@ther
tongue of the children. If the children achieve tbere
competence of early literacy (Jhingran 2019) ins€leand |l
through innovative methods and approaches, adoptieg
community story, and prepare songs and lessonkessens
from the community songs and tales, then theseauralily
responsive learning will be more acceptable tocthikgdren to
reflect upon their culture in orality in readingdariting.
Both the knowledge and skill tract could be comdine
adopting a balanced approach in class | and Il.th&gn it
would be possible to improve the access, retentod
develop literacy with meaningful learning where teachers
of these classes would release their inner potdr@s and
they can witness a successful teaching and learning
environment.

6. Teachers' attitude

Teachers' attitudinal and professional growth is
necessary to develop their classroom teaching itesv
Teachers and students belong to almost the santeratul
background. The social and cultural superiorityp&sathe
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teacher's belief and concepts (Brinkmann, 2019achiers
want to be the authority of power following the
administrative model of their immediate authoritiesich is
the negative effect of the colonial model. Teaclstsuld be
the authority of knowledge, and the bureaucratsiishinow
that there is a fundamental difference betweenrethecation
department and other departments. Administratoesl e be
oriented towards the objective of MLE as a natigaal. For
this, teachers' stereotypes, belief, knowledgeatiide are,
therefore, required to be proactive towards theestnd
community which will help them to understand theldren
of the minority communities and understand the naefethe
child. Therefore, a teacher must know the backgipmeed
and interest of the children in the classroom (Brp2000).
Unless a continuous interpersonal and emotionatiogiship
is established, children cannot get connected doteachers
and teachers cannot be connected to the community.

7. Professional growth of teachers

Professional orientation of teachers should be
developed with topics like the basics of pedaggyiciples
of teaching and learning of mother tongue and s#con
language, addressing language classroom by knotiag
history of language teaching approaches. Teaches f
contrast rather than a connectedness in the chatiggories
of language teaching and learning. Teachers mwratand
that every plan has invisible connections and ckfiees —
the one hundred years of language teaching theames
approaches. Once the teachers know these approdicbgs
can distinguish them and feel how the children'sorpr
knowledge is applied in the classroom. The clantyheory
and methods and strategies of language teachiinggldy
essential for early grade learning of language. filation
between the mother tongue and second languageséamui
is most important in the context of multilingualttsgy to
prepare the teachers as language teaching prafatsio
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8. The orientation of teachers on cultural knowledg

Besides the applied linguistic, teachers may also b
oriented on the cultural knowledge of the villageni where
they can visualize the materials to use them ircthgsroom.
Once teachers are sincerely empowered, they wilintarily
involve in the act of teaching to use their valeaiine in the
classroom using the culture and language of thd.chi

9. Scaling up

The initial preparation and productive result wilp
the system to scale up the existing schools of Neepadopt
the MLE approach. It is a general conception thedpte
always oppose new ideas and new programmes. Egaghh
they know the issues and problems, they feel rahicto
adopt new ideas. It is also found that the progransmn its
formation much efforts are made and the focusdsibhe with
multiple support, but when after some years whea th
programme is scaled up the initial interest andnsity of the
programme are reduced to a mechanical routine.€efdrey,
the initial model and its visible results determihe nature of
a long-term educational goal. The process andlaissmom
input would result in the quality outcome in future

Many global MLE experts have prescribed the models
of MLE. The major challenge is how to go ahead wath
systemic process where the state can create a gatbw
which the programme will be well designed and
implemented. A continuous praxis, followed by anileof
constant top-down policy and bottom-up practice, lselp to
achieve the MLE innovation.
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Integration of local language and
cultures into the education policy
and program in Nepal

CHUDA MANI BANDHU

1. Introduction

Literacy is one of the most important indicators of
human development. We have been trying to eradicate
illiteracy from the world by providing "Educatiororf All".
Nepal's efforts to increase the rate of literacg heached
53.5% in 2001 (CBS, 2002) and the most recentsstzi
show an increase of literacy rate to 63%. So, 37%etotal
population cannot read and write. In 2010 UNESCO
Confucius prize for literacy was given to Nepalr'iis ability
to reach the most disadvantaged communities ..." (8618,
2010). It is also reported that 17% of the childeee not
attending the school and 12% are dropping out edihgy
are the children of ethnic minorities and thoséntivin the
remote places of the country. This paper discuisgegrating
local languages and cultures into the educatiofmcyand
programs with particular emphasis on oral mediunthe
beginning. with short term programs and then goldoy
term planning in the context of recent developmemtsiLE
in Nepal.
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2. Diversitiesin topography, language and culture

Nepal presents diverse and rich topographical
heterogeneity ranging from the Tarai to the topEwérest.
The total area of 147, 181 square km. of Nepalbeadivided
into three main geographical regions: the plaithefTarai in
the South, the Himalayan mountain ranges in theNand
the mid-mountain region inbetween them. There asx @00
languages and dialects (Nepal census 2001 lisiz@Riages,
Ethnologue gives 126 languages and Michael Noonan writes
140 languages) and all the languages belong toldmguage
families except Kusunda which is a language isolate
highly populated area of the Tarai is occupiedHeydpeakers
of Indo-Aryan (Maithili, Bhojpuri, Avadhi, Tharu, te),
Tibeto-Burman (speakers of various languages nagricom
the mid-hills), Munda (Santhal or Satar) and Dr&and
(Dhangar/Jhangar) languages. The mountain regibitghws
least populated is inhabited by the speakers of
Tibeto-Burman languages. The mid-mountain region is
occupied by the people of various ethnic groupsakipg
different Tibeto-Burman languages as well as Nepali
language.

3. Thewritten and unwritten languages

Nepali, Nepal Bhasha, Maithili, Bhot Bhasha, Lapcha
and Limbu are the languages with written recordsl an
literature. The first three of these are taughthig university
up to the higher level and the Bhot Bhasha is usedhe
Buddhist in the monasteries while the Urdu is ubgdhe
Muslims in the traditional type of Madarasa in solkhaslim
populated locations. These and other languageepéMave
been written down in Devanagari and some readingniaés
are published. The Indo-Aryan languages like Avadhi
Bhojpuri, Tharu, and Rajbansi are also written e t
Devanagari script.
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4. Importance of mother tongue education

The importance of the use of mother tongue in piyma
education was promoted by UNESCO in early 1950s
(UNESCO, 1953). As the language reflects its owituoce,
use of mother tongue in childhood education becomes
symbol of group identity. Mother tongue is also aams of
socialization in early childhood. The use of mottwrgue in
primary education leads to bridging the gaps betwie
home and school and learning becomes smooth and
meaningful. A child learns faster in her mother goe.
He/She can think creatively and can react logictdlythe
environment. "It is the mother tongue that evergnan being
first learns to formulate and express his ideasuabhonself
and about the world in which he lives." (UNESCO53p
So, mother tongue education is not merely a palitic
demand; it is a social, educational and psycho&geality.
Research has proved that the use of mother tongue
accelerates the process of learning of the childvkeite the
use of other tongues may cause retardation andagtag.

5. Use of mother tongues in the education system of
Nepal

The constitution of Nepal (1991) granted primary
education in the national languages of Nepal aedirterim
constitution of Nepal (2003) reinforced it But athe
languages are not efficient for the use in Printadyication
as there are no textbooks for many of the languagésno
alphabets for many other languages. For giving &tilue in
mother tongues the languages have to be used tirenvand
oral forms. While oral form of the language is lbaand the
written variety is secondary, the unwritten stadfisnany of
the languages of Nepal compels us to find waysnagans to
use these languages effectively in primary eduocatitven
the users of the written languages with rich tiad& cannot
manage without using them in oral communicationisTh
makes a parameter of language use as a mediumsaad a
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subject of study (as literature) in its oral andtten forms as
presented in Table 1.
Table 1. Language use in education

Oral Written
Language |Is fundamental for wid¢ls basic for developing
communication and fqliteracy skills such &8
use in instruction{reading and writing for th

explanations antransfer of knowleddg

discussions. beyond the time and space.
Literature |Is an integral part ¢ Is basic for teachin

particular linguisti(languagearts in the moth¢

group and an impoinftongues which reflect tf
aspect of oral educatiofcreative genuine of tf
speakers of the particu

language.

6. Useof oral medium in the beginning

There is a general feeling of the people involved i
policy making that unless a standard orthograplprépared
and textbooks are printed minority language carmotised
in schools. This causes us to wait for the mindatyguage
speakers to start teaching in their mother tondie®nan,
2006). My argument is that preparation for writtese of the
language is important but the more important istart the
oral use of the mother tongues in education. Asokial
(2003) suggested the written medium should folloe oral
one as soon as possible. The use of mother tongorenary
education should not be delayed. The spelling systas
already been devised for many unwritten languages.
Standardization of the spelling system takes tikven the
Nepali language is going in the process of ortholgia
revision. Writing systems can be devised with tledp hof
linguists if ethnic communities are ready to work the
development of their languages. There are two steps
(@ Form a committee of the community members, collect

local folklore materials in the local language/da]|
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hire a local teacher for local school, give shentmt
training to the teacher(s) with teachers' guidesuge
oral language with contents from local culture.

(b) Request the government to develop the languagés@ev
orthography, write grammar and compile a dictiopary
prepare the curriculum, textbooks, and reading nadge
and train the teachers to use written languageb wit
various activities.

7. Development of minority languages

The minority languages of Nepal need to be develope
as written languages in order to make them capalble
effective medium of education. For this the langsaghich
are yet unwritten should have their scripts andchdaed
spelling systems. Many languages can use a comgrgt s
but each of them must have their own spelling systelin
order to devise orthography for a particular largueve need
to analyze the phonological system of that langudge
addition to this, the grammatical structure of theguage
should be described and a dictionary should also be
compiled. So, the studies of the structure and baleay are
also part of language development which is preisggufor
further use of the language in various fields idolg
primary education.

There are various issues that need immediate @tent
for effective implementation of mother tongue edioca
They are of four types: Linguistic, Literary, Edtioaal and
Administrative. Making and standardizing the orttagahy,
writing of grammar, and compilation of a dictionaaye
linguistic issues while collection of materials rfrooral
literature and developing creative writing as welb
translating resources into the local language lageliterary
issues. The problem should also be handled edunedliidoy
designing curriculum, preparing text books and iread
materials as well as teachers' guides. There aoetlad issues
to be solved administratively by appointing or esphg
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teachers for teaching in local languages.The teachwmist
know the languages of their children. It is ceftapossible if
all new teachers are the speakers of local languagd old
teachers are properly trained to teach in locajuages.

8. Integration of local languages can be made easy

In the present context local language means the
particular language/dialect of the locality spoksnthe local
community. Sometimes languages are broadly idedtiike
Rai language in Nepal. In the census of 1991 Rai hgted
as one language group, but in 2001 the censusteep@B
Rai languages. The number of Rai languages is thirea
increased to 32 ( NLPRC 2008: p.5 ) and the lingwslieve
that there may be more. There are other languagbdogal
variations such as Nepali, Maithili, Bhojpuri, Thaifamang,
Magar and Limbu. Reading materials developed foe on
variety will not suffice for other varieties of thianguage.
But if the teacher is trained to teach the childoénhe local
variety, S/he can integrate the local language euture
effectively.

9. Integration of local culture

We can talk about the culture of the minority laage
speakers as the culture of the common people wlsch
understood as folklore. Folklore is divided intaf@omains:
(a) Oral Traditions (b) Performing Arts (c) Custasnand (d)
Material Folklore. The oral traditions are poemgmhs,
ballads, epics, folk tales, riddles, proverbs, mytand
legends. Various types of folk music, folk dances and
dramatic performances can be understood as foflrpeng
Arts which are performed by individuals or groupse life
cycle rites and various types of rituals, socisgices as
well as ceremonies, and festivals are all aspdatasiomary
folklore. In Nepalese traditions, various types siings,
dances and myths and legends are closely linkertutals
and festivals. Artistic as well as functional oligeare made
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by folk groups, such as musical instruments, hooiseh
furniture. (Diwasa, Bandhu and Nepal 2007)

Folklore is sometimes defined as "a small group
interaction”. The linguistic minorities constitugeich small
groups. It is handed down from generation to germeralt
contains the beliefs, customs and thinking of auprof
people. They can tell the history of their commuiibd have
good command over their knowledge and skills. Tinesery
rhymes that the children sing, the play songsttiatchildren
recite and the folktales that the elderly persoel the
children are great resources for children's litgrac

In Nepal, the ethnic minorities and cast groupsehav
their own folklore with which the children grow. @
contain their identity, their values, customs, kienlge, skills
and practices. If proper attention is given toltiwal culture,
which is same as local folklore, learning of theldren
becomes meaningful. The folklore communicated enltcal
language will be profitable for the children. As sh@f the
folklore is transmitted orally as well as througghlvior and
skills children will be learning not only the larege but also
the culture in practice.

Local language and culture are important in Nepal
because the sense of locality is contextual andnimegful.
The hills and rivers have separated people and fpeiech
from one another. If one walks for the whole daynirthe
lowland to the heights of a high mountain s/he ofihd
varieties of flora and fauna in different envirormtse
languages and life styles. Children are accustotuetheir
own culture. The children of the mountain area db see
elephant, and the children of the Tarai do not fiviak
around them. The children of the different geogregih
localities have different types of perceptions dbtheir
environments. As the local teachers possess goodl&dge
of the local language and culture they can maké&d@n's
learning highly effective.
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10. Appointing and training the teacher.

The idea of integrating local languages and cudtime
the educational system of the country can be imeieed
successfully if the teachers are trained to tedtldren in
their mother tongues. Emphasis must be given toiapthe
local teachers because the outsiders do not kneveutiure
of the locality and cannot perform the task sudcdlys The
outsiders cannot use the language as the localgpdopThe
experts can tell how efficiently the local languaggn be
used, but only the local teachers know the langudge
teachers should be trained to use the languagéy aral
varieties of situations.

11. Teachers activities: Storytelling, singing and reciting
poemsin the local languages

The teachers who know local language and cultune ca
instruct children for good habits and manners aand graise
them for their creative works, their sense of obade and
discipline in their own language. The teachers miest
trained to tell stories, folktales, to sing songwl aecite
poems talking to the children about the things thbgady
know.

Story telling is a part of children's socializatidnwill
be most useful if it is done in the local languagee reason
is that the children can understand not only thetextt but
also the art of story telling. Some children likaging and
reciting poems. The teacher can teach the chiltivesing
songs and recite poems in the local languages wiiithlso
help to develop their power of expression.

12. Local languageteachersfor local children

Teachers play lead role in integrating local larggsa
and cultures in children's education. As the teacdhast
know the local language/dialect, s/he should beoimbed
with necessary trainings. In the context of Negdakal
educational administration or even the village tewvaent
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committee can appoint local teachers who can teadical
language. If they need they can minimize the gualiion of

the teacher. If this idea is accepted at the pdewel, the
government has to appoint large number of new local
teachers. But the problem is that there are teachleeady
appointed and many of them are not from the localitd do
not know the local language and culture. The gawemt has

to transfer and place them in appropriate placéss ©© a
great task that the government has to do to makd= ML
program successful.

13. Short term and long term programs

After policy decisions are made for successful
implementation of integrating local languages amttuces
into the education system, some short term and teng
preparations should be made. Short term prepastawe
meant for training the teachers to use local laggua oral
medium and long term preparation for using the lloca
language in written medium. For oral use the temcheed to
be trained to use the language/dialect/in varioykes of
spoken form. They should be trained to collecttls, local
history, legends and use them effectively. Theyukhalso
be trained to teach the students to sing and rectms,
riddles and other items of oral traditions.

Long term preparations have to do with the preparat
of teachers to teach local languages and culturesritten
forms. Government or other institutions devoted the
promotion of languages and cultures can help toisdev
orthography, to compile a dictionary and to writgrammar.
The local teachers with the help of community memsitoan
write down the folklore of their own and preparg biooks
for little children.

Recently, Nepalese Society for Children's Literatur
organized a workshop to prepare big books for clidrom
locally available materials. Folktales, songs, tetge and
local history were the sources for contents. Tlaehers of
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Tamang community were invited in a workshop to prep
books for children. Writers and illustrators helpégm in

writing and illustrating the books. This has shothat there
are possibilities of preparing learning materiads ¢hildren

from local resources if the teachers are encouragitil

innovative ideas.

14. Policy decisionson the use of local language

Before the use of the mother tongue as a medium in
primary education is practised, it is desirablentake policy
decisions regarding the right choices from alteveat to
solve the problems. The main decision that hasttaken is
about the model of the mother tongue education. mbdel
that Malone (2003) presented for MLE is appropriatethe
multilingual situation in Nepal as well. The loaatuation of
the minority language speakers of Nepal may denfand
some modification, the design itself is excellem. the
multilingual situation the children need to the nstard
variety of their language and also the languagewiofer
communication.

At the primary level teaching becomes meaningléss i
the teacher does not know the language of his rosthdents.
So, the knowledge of the language of the childieoukl be
essential for a primary school teacher. For all new
appointments of the primary school teachers, it ld/dae
worthwhile if decisions are made at the policy levat they
should be qualified in mother tongue teaching anovkthe
local language and culture.

15. Policy level decisionsfor the choice of right script
Another policy level decision to be made is setatcbf

a script for unwritten languages. Devanagari hanhgsed

for Nepali, Nepal Bhasha and Maithili and for maotyer

languages. Attempts have also been made to usenBgaa

for Tamang, Magar, Gurung, Rai, Limbu and some rothe

languages though the spellings are not standardizddnade
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acceptable to all the native speakers. The advarméaghe
unwritten languages is that they can select a rpoaetical
script or devise new one. For example, we can use
Devanagari, Roman or a Tibetan script for Thalalguage.

In the context of Nepal, suggestions are forwartbed
choose Devanagari script for the minority languadess
claimed that a common script develops nationalgitation
and facilitates inter-group understanding. It alsglps to
transfer from the mother tongue to Nepali or olaaguages.
If a different script is used in the mother tongakication at
the primary level, Devanagari has to be learnthat later
stage to use Nepali. The members of the communltig, are
the speakers of the language, are the final decisiakers
about the script and spelling system of their |aggu but
benefits of the local communities should be taketo i
consideration. As selection of a script is basic fiather
works in language development this problem needgeto
solved as early as possible.

16. Contribution of community members

It is certainly time consuming to analyze all the
languages of Nepal and develop them for the ug®imary
education. In order to integrate local languages @ritures
into the education policy of the mother tongue tiaive
writers should work hard to develop reading materia

The members of the minority languages have impbrtan
roles for integrating local languages and cultunesthe
educational system. They can decide the form ajuage to
be used in teaching. As they are the bearers ditita, they
know the oral literature, the customs, practicesd an
performances. They can develop the writing systemite
grammar and compile dictionaries. Linguists canlyaea
languages, but the members of the communities dhoel
ready to develop reading materials in their langgagince
promotion of the languages and literature is onéhefstate
policies guaranteed by the constitution of Nepal,is
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desirable that the people involved in promoting rtiaority
languages should be helped and encouraged. For this
government should either establish an institutgive grants

to the non-government organizations. Suggestions baen
made on various occasions to establish a natiosal |
institute for the study and promotion of the naglon
languages and folklores.

17. Conclusion

In conclusion, the paper focuses on integraticlocdl
languages and cultures in education policy of Ndpad this
local teachers have to be appointed with necedsaining
and members of the local communities should bewaged
to collect and create reading materials in theigleages and
be helped to integrate their languages and varfouss of
folklore in the education policy and programs opille
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Reconstructing the local: Exploring
‘a sense of place' in mother-tongue
education in Nepal

UMA PRADHAN

Introduction

The Constitution of 1990 declared Nepal a multhreth
(bahu jatiya) and multi-lingual pahu bhasik) country. This
was reiterated in the subsequent constitution @720 his
gave a new language of inclusion and diversity he t
imagination of Nepal. Since then, the Governmenhepal
(GoN) has made several provisions to open up spixces
minority groups. Multi-lingual education (MLE) progmme
in primary school is one such programme. MLE isduse
Nepal to indicate a model that involves startingaadion in
the medium of the language that a student alrepépks,
that is, the mother tongue. The mother educatiadetjne
refers to this language as ‘local languagghdniyabhasa).
Inside a classroom this meant learning school stjkke
maths, science and social studies in the studeirss
language (usually mother tongue — L1), then intoouy a
second (Nepali — L2) and third (English-L3) langeaas
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‘subjects’, and gradually transitioning to L2 and las
mediums of instruction, if needed.

This chapter draws on the fieldwork in Jana Kalyan
Higher Secondary School (JKHSS), a government dchoo
running MLE programme, to discuss the ways in whicé
notion of ‘the local’ thaniya) played an important role in this
process. JKHSS is located in Kapilbastu distriotitsern area
of Nepal, had been running MLE using DangauraThanrd
Awadhi language in the grade 1-3 for the last 3ryehring
my fieldwork in 2014. | draw on everyday language
exchanges, teaching-learning activities, and teokbexcerpts
to draw attention to the ways in the school relesdvily on
the locally popular stories, names and practicatsiaveryday
practice of MLE. This notion of local was used padarly for
three purposes: as a pedagogy, as diversity, andhas
redefined notion of the national. These ideas arattjges
around local languages in MLE schoolswas not otilised to
establish the legitimacy of these minority langusageschool,
but also produce similar construct around the idefakcal
identities in the new, plural vision of the Nepaéition.

This chapter argues that in the multilingual contex
MLE schools such as JKHSS, where different langsiagel
forms of knowledge come together, the discoursdochl’
can emerge as an important process in the ongoing
construction of relevant knowledge. Given conterappr
Nepal's socio-political context withnascent spades the
language of diversity and inclusion, these dynamaresboth
a response to historical development and locavaglee. In
this chapter, | have paid close attention to I@ealipractices
relating to language use, while at the same tirtending to
broader historical contexts. Instead of focusindy an the
production of ethno-linguistic identities by mintyrlanguage
schools, | have found it more helpful to focus onalised
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language practices in these schools. It is in tHesalised
exchanges that people can position themselves while
mediating with the larger structures, and find gpdor
constructing their lifeworld. This vantage point eferyday
language practices also allows for identificatidrthee ways

in which people draw on their linguistic and cudtur
resources to position themselves in relation td exdlcer.

A Sense of place

The Constitution of Nepal 1990 opened up space for
the introduction of multi-lingual education (MLE)
programme after Nepal was declared a multi-ethmd a
multilingual country.Within this historical-politad context,
the impetus for multi-lingual education (MLE), esfly in
primary education, emerges from the concern of ntakie
school curriculum relevant  to local context
(sthaniyapariveshanurup) and, therefore, effective for the
teaching-learning process. According to the Gumdsi of
Local Curriculum Development 2007, developed by
Government of Nepal's Curriculum Development Centres
of the objectives for local curriculum is to ‘makerriculum
more useful and relevant’. It is within this spabat Jana
Kalyan Higher Secondary School (JKHSS) officially
introduced their local language stifaniyabhasa):
DangauraTharu and Awadhi language in Grade 1-3h wit
technical and financial support from United MisstorNepal
(UMN). Even though JKHSS had been using these lages
in their teaching learning practice, the officiatroduction of
MLE programme gave the much-needed encouragemént no
only to continue the exiting practice but also évelop these
languages further, publish textbooks in DangauraT tzend
Awadhi, and prepare these local language for legiie use
in education.
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This ‘sense of place’ in government policies,
curriculum, and school textbookswhile on the onencha
responds to the complex demands developing eftectiv
education. On the other hand, it also creates fspéaims of
place-makingin the ongoing construction of relevant
knowledge in a given history and social context.Xgeen
Massey explains, ‘What gives a place its specyficit not
some long internalised history but the fact that igt
constructed out of a particular constellation ofatiens,
articulated together at a particular locus’ (Mass93: 66).
This sense of place, in the context of Nepal, esse @ the
moment where the country has recently transfornnech fa
unitary to a federal, where decentralised system of
governance seeks to build a more just an inclusoaety.
Thus, a place cannot be understood merely as “sigdly
setting or a passive target for primordial sentitaenof
attachment....places are politicized, culturally tiet
historically specific, local and multiple constnacts”
(Rodman, 1992: 642). It is, therefore, importantmolerstand
sense of place as a site of struggles and contestdhe
explorations of which can reveal socially constedgt
contested and dynamics meanings attached to sacespl

This sense of place in different localised practicave
been the subject of analysis in a growing bodyestarch on
language education. These studies show thatthiseseh
place in different social groups could animateat#ht ways
of organising themselves, claiming space in edanpati
institutions, and implement variety of arrangemerits
legitimise the use of minority language in eduaaitdrawing
on the everyday practices of the Srilankan EnglistiSecond
Language classroom, Canagarajah (2002) argueswtinet
various forms of knowledge come together, the diss® of
‘local’ can emerge as an important process in argoi
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construction of relevant knowledge in a given higtand

social context. Heller (1996), in her study of Cdiaa French
school, illustrate that the bilingual classroom cdigrse
allows us to see how people draw on their lingaistsources
establish different dimensions of legitimate langgiain

making meanings of the school knowledge. Thesearekes
argue that discursive exchanges in the educatistitutions

can tell us about how particular practices helpdgance or
marginalise the interests of different groups. Thkstrate

the ways in which particular practices help to axbeaor
marginalise the interests of different groups and the

process alter the relations of power between tgesaps.

As Appadurai (1995:208) argues the locality is,
therefore, primarily ‘relational and contextual tirar than
merely spatial. It is through the sense of socrahediacy and
the relatively of contexts that locality as a catggs produced
and distributed. He further argues that ‘much et thas been
considered local knowledge is actually knowledgéhoiv to
produce and reproduce locality under a variety afdition.’
The locality of local knowledge is not only, or eveainly, its
embeddedness in a non-negotiable here-and-now, itaor
stubborn disinterest in things at large (Geertz 5)97
Responding to the complex demands on school clungu
Sassen (2001), therefore, calls for a new spatigptegality to
education, one that includes simultaneous fixitg arobility,
local and global, presentism and futures orientatiof
schooling and pedagogies. Cangarajah (2002) irstidy in
Sri Lanka argues that the local has been changiag i
positionality in relation to the changing practiacgghe global.
In these contexts, he suggests that we need tot atep
position that the ‘local is a relational and fladnstruct’. This
framework allows wus to understand the seemingly
contradictory dynamics that | present in this setti
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In the context of Nepal, the discourse of ‘locd$aahas
various socio political functions. First, it was|pfel in
establishing local language as the relevant languag
especially in a situation where the new generatisn
gradually shifting to Nepali and ethnic languageghthno
longer be their first language. Second, the disswof ‘local
language’ is also aligned with the potential imagjion of
then-possibleTharuhat as a distinct local provinstege in
potential federal arrangement. At the time of redea
fieldwork, various groups advocating identity-badederal
state had been demanding for some parts of the ielze
declared as Tharuhat. It was expected that suchinoes
will have Tharu as potential regional official larages. In
2017, the Government of Nepal announced seveniprevi
federal structure, with placed basic and seconddncation
under the jurisdiction of local government. Manypam and
rural municipalities are exploring the possibilibf local
language in education, and other state institutionthe
following section, I illustrate the symbolic strdggvithin the
knowledge-making process in JKHSS in order to pmsit
minority identity in the national education framewand in
the new vision of the nation. And in doing so, llwliscuss
three distinct ways in which the notion of localerges as a
legitimate way to institutionalise minority langwadocal as
pedagogy, local as diversity, and local as theonati

Local as pedagogy

The vast body of educational research has now
confirmed the importance local language for thetepet
learning achievement of the students. This pedagbgi
centrality of ‘the local’ is one of the most esiabéd
justification for the use of local language in solso In line
with the National Curriculum Framework Guidelindbge
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primary school curriculum of 2003 (2060 BS) has e#e
provision of local curriculum at the primary leveducation,
by offering one subject as a local curricula. Thevision for
‘local subject’ has been made in addition to othegular
subject — Nepali, English, Mathematics, Science &ndial
Studies. Here school can choose local languagesabjact
or any other need based subject. This provisiawallfor the
entire curriculum based on mother tongue and/omlloc
subject matter can be developed at local level(GENQ: 7)

JKHSS introduced DangauraTharu and Awadhi within
this provision for ‘local subject’ sthaniyabishaya), in
addition to using it as medium of instruction ina@e 1-3.
Teachers used local languages to explain subjecis as
Maths and Science. They often explained to me ithae
teach them only in Nepali they struggle to leam tbncept.
But when they are taught in their mother tongueytlearn
better and faster because they have strong fowmdatithat
language. This makes teaching easier and, theliebis the
drop-out and improves literacy rated. This perdpecalso
aligned with the Ministry of Education and Interioagl
Organisations such as UNESCO and United Missidxejoal
(UMN) policy to develop Multi-Lingual Education (M)
programmes. According to one of the high officiaisthe
Ministry of Education, the local language such aarti was
accepted as an important tool to deliver the school
curriculum. He emphasised,

MLE needs to be understood as a pedagogic
intervention. In Nepal, we have an assumption that
everybody knows and speaks Nepali...In many
places, Nepali is learnt as a second language. MLE
meant to facilitate this process.

This was especially true in JKHS, where the student
population was made up of 95% Tharu speakers. Sheot
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mother-tongue textbooks had direct instrumentalezaMost
of the students till Class Il used Tharu languaige
communication. In many of my teaching sessionslas€l|I
or lower, | often observed that the children expdal the
stories or essays much better in Tharu languagis. Wihs
especially true irBalbikasclasses (entry-level nursery cohort
of 4-6 years age group usually referred as earlighobod
development group), where all school-related le®yrtook
place only in Tharu language.

During my visits to the Curriculum Development
Centre (CDC), | had learnt about the publicatiotextbooks
in 21 different languages. | understood from theegoment
officials that these textbooks were published irthig@andu
and were provided to schools that used mother ®ragua
local subject. However, as | met more people waykin
this field, | found out that the textbooks publidhey CDC
had not been very successful. School administraod&HS
complained that the contents of those books warmslated
from Nepali textbooks. The schools such as JKH&efore,
realised that CDC books not only lacked proper
contextualisation of the material, the languagedussethe
book did not match with the local variant of thahdguage.
Seven schools, where government piloted MLE program
had rejected the government-provided books outright
Moreover, since the printing and distribution oésk books
were coordinated centrally, the schools always dace
problems in its timely distribution and shortage iits
availability. Because of these ongoing issues, blo¢hCDC
and the school felt that local publication of boakas both
relevant and practical. It is within this contektit JKHSS
developed their Tharu and Awadhi textbooks.

Inside the JKHSS classroom, the teachers utilised
these textbooks to teach students local storied, veords,
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while also introducing them to concepts relatediaths and
Science. One early morning, | was looking at thiwdul
posters and pictures drawn on the wallsBafbikas(early
years) classroom. There were posters of animaldy thie
names written in English. | was looking at this teosvhen
the students started to come in. When they saw thes;,
gathered around me and started telling me the namtse
animals. Though this particular poster was in Estglithey
pointed at the animals and told me their nameshard -
Chagariya (Goat), Harana (Deer), Bilariya (Cat), Bhais
(Buffalo). Bhaisi mane Bifello ho (Bhaisi means Buffalo).
Most of the students knew what these animals waiteccin
Tharu, they were also beginning to learn the edentavords
in English. If any student was unsure, the otheuld/goin in
to tell me the name. Some knew more than one namihé
same animal.The teaching practices of this natue a
highlighted in publications such as MLE Advocacytbtaal
developed by UNESCO which states,

‘when children come to school they can talk in

their MT about concrete everyday things in a

face-to-face situation in their own environment

where the context is clear: they can see and touch
thing they are talking about and they get immediate
feedback if they do not understand’ (UNESCO,

2011).

These practices also respond to the findings irtiptel
education-related studies that indicate the systexclusion’
experienced by ethno-linguistic groups. These studi
primarily criticised the highly centralised and tdpwn
mechanisms in the education system that undernimeal
realities. Ragsdale (1989), discussing the thiabgrtest in
the Tarai region, demonstrated that the schoolictiam
often required an abstract understanding of NepkEtis
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curriculum and examination had an inherent cultacaitent:
while comprehensible to students in the Kathmandlley, it
was sometimes outside the experience and vocabolfary
Gurung students. This study, while it did not pesbatise the
use of Nepali in school, illustrated the implicitittiral biases
in the school curriculum. He asserted, ‘Nepal’s l§naditist
system of education had been expanded withoutddgaits
suitability to the country’s needs, leading tofuactioning as

a mere psychosocial adornment’ (Ragsdale 1989: 15).
Webster (1994) conducted a study on Nepali profmyein
rural Nepal using the Nepali Sentence Repetitiost.I&é He
concluded that ‘those who are uneducated andrétigeare
nowhere near as proficient in Nepali as those wh® a
educated and literate’ (Webster, 1994: 45). Yadz200T7)
cites school-level educational statistics compiledepal in
2005, and shows that the drop-out rate for ethnicority
children in grade 1 is 50%, which places them $icpmtly
more at risk of academic underachievement thaefisated

in Nepal's overall national literacy rates.

Further broad-based support and advocacy for local
language as an education pedagogy was also balstetie
an upsurge of ethnic assertiveness in the in 1981k, the
demands for mother-tongue education and the udecaf
language in public offices. This was further takgnby the
School Sector Reform Plan 2009-2015, which plactatget
of 7500 schools using mother tongues in gradestigree.

In line with this, the Government of Nepal launcleegilot
project on Multi-lingual education in seven primaghools
in 2009 (mother tongue, Nepali and English as nrediof
instruction).  Curriculum Development Center (CDC),
Ministry of Education, also developed textbooks 24
different languages. The draft education bill (204iates that
the local state authority will recommend the mediom
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instruction appropriate for the locality.The Flagteport
(2014), the Government of Nepal's education siaist
reported that a total of 69 local languages haen hsed as a
medium of instruction in primary level. According this
report, 6081 schools used one local language, 4B@ots
used two local languages, 23 schools used fourl loca
languages, and 10 schools used five local languabjes
report, however, doesn't clearly discuss if thedesls use
mother-tongue textbooks. The Department of Educdtias,
however, also committed to collect information avcdl
curriculums, textbooks, and the use of local laggu@aining
skills in the next school census, 2015-16 (GoN 4201

Local as diversity

Nepal's large language and cultural diversity means
that the country’s children have diverse learniegds — but
also to learn about diversity of the nation.As Hg@12, 307)
points out in his analysis of the new national anth the
celebration of multiple ethnicities, languages artigions
has served as ‘symbolic shorthand for inclusive and
progressive nation’. Ensuring ‘harmony in sociotgrdl
diversity’ has therefore been one the importanectbyes in
the national educational plans of Nepal (SSDP 2016
Similarly, Guidelines of Local Curriculum Developntie
2007 mentions that one of the objectives in theosth
curriculum is to ‘promote contents based on theiatoc
diversity’. Exploring the possibility that the cduyis
diversity could be a developmental resources, the
Consolidated Equity Strategy for the School Sertdvepal,
SSDP, 2016: 150 states that

As Nepal's population is in several ways
highly diverse and is still in the transition phase
from a country with deeply rooted foundations for
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inequitable participation of its citizens to publiie

to a democracy that values and embraces this

diversity, it seems crucial to intensify efforts to

strengthen equity with education being the obvious
medium for this.

The evaluation report on local contents in school
curriculum, commission by the Ministry of EducaiiGoN,
2010. Local contents: 29) mentions that the ‘Locatricular
contents can address the diversity avail at thal level. A more
diverse curriculum acknowledges and affirms theeelgmce and
heritage of diverse groups and their participatroeducation. It
also helps to promote greater acceptance and uaddnsg of
diversity, improve community cohesion and respée local
identities’. This representation of locality is fdifent than its
representations in the previous versions of thébteks. As
Pigg (1992) analyses the ways in which school teitb present
the ideology of modernisation and the politics gpresentation
that places village locality as incompatible witte tnotion of
progress. Precisely because of this ideologicalreadf school
education, language can form one of the key sitgstlie
construction of legitimate knowledge in the so@al political
struggles of a given country. Many ethnographic and
sociolinguistic researches, studying language dtugahave
thus discussed the ways in which introduction ofmaority
language in school education could allow for theguality of
revaluing languages within the same institutionsal{@&995;
Heller, 1996; Martin-Jones and Heller, 1996). Thkigtrate the
ways in which particular practices help to advance
marginalise the interests of different groups amdhie process
alter the relations of power between these grolips.discursive
exchanges in the education institutions can tellabsut the
specific kinds of language practices that are ileiged.
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The closer look at the images used in the textbooks
show that these books also portray a diverse reptatson of
geographies and the people of Nepal. Bhola Ram d@fzay,

a teacher who contributed to the textbooks told dugng
one of my many conversations with him, ‘we have enad
deliberate effort to show the geographies of theaiTa
(southern belt of Nepal) in this textbook. The pies in the
book look like places around us. The charactersthim
illustrations wear clothes that we wear every ddye images
look similar to what children see every day’. As hghtly
pointed out, these representations attempted tarmaff
students’ lived experiences and local practicea ssurce of
knowledge. This stands in sharp contrast with the
Nepali-language textbooks that consistently remtesehills

as the most common background pictures and pecgaeing
daurasuruwal(the official national dress) as characters in the
story, which is far from the local context of treheol.

Several recent researchers on ethnic politics ipalNe
(Bennike, 2013; Rai, 2013) have analysed these
‘place-making’ practice as a way of expressing tjali
identities of people associated with these spdggs$ocating
it within the contexts of the historical trajectoof Nepali
state and contemporary demands of federal stéeg, argue
that the specific discourse of space is also linkath the
interrelated production of knowledge about this cepa
Drawing on the local realities, that the studerdsla easily
identify with, this process shifted the contextseiting of the
lessons by using different pictures. It challentes idea of
Nepal that is popularly represented by a hilly Erape and
people wearinglaurasuruwaland expands the geography of
Nepal by including the plains of Tarai or the vgdleof
Kathmandu and people wearing other kinds of clgthifhe
knowledge that was produced in these textbooksididimit
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itself to the idea of Nepal as a hilly country ibiiad by the
people belonging to a particular community.

These discourses also shift the logic of deficit
discourse, where the languages like Tharu, Awadid a
Nepal Bhasa is seen as inherently pushing them to
backwardness, and articulate ‘local’ as a way f@oséion
mother-tongue education, as shown in previous t®kb
researches in Nepal. Through the processes of deixtb
production, the schools sought to firstly engagenthe state
and, secondly, shaped the school curriculum with [dctal
contents and local languages. This sense of lgcdiit not
simply map an identity into a place but presented a
heterogeneous representation of Nepal’'s geograpiyugh
this portrayal of diverse geography of Nepal wasted only
in mother-tongue textbooks, it nonetheless offeraal
alternate imagination that contrasted with the stagam
representation. And in this process, these reptasens not
only make claims of relevance in the locality, bigo make
more overtly political assertions on national space

Local as the national

While these textbooks served as spaces for language
standardisation and localisation of education, tep made
closer interaction with the state possible. Bothhaf schools
worked very closely with the Government of Nepabk(
Curriculum Development Centre (CDC) and followed it
guidelines, both when publishing the textbooks aisb
when shaping these textbooks by including localteats. It
is also important to note that the schools, at eiatpsought
to establish themselves as separate from the <atethe
contrary, their efforts were geared towards engawiith the
state more effectively. For the schools, strongagegqent
with the state was essential for gaining both radem and
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legitimacy for mother-tongue education and streegjiing the
relationship with the state. This emphasis on wuaykwith
the state is also prominent in the diamond jubdeavenir
book, 2011, published by Jana Kalyan Higher Seagnda
School (JKHS) begin with the letters of commendafimm
then Prime Ministers: Dr Baburam Bhattarai.

As ‘the local’ continued to develop as an integraift
of MLE, this notion was not limited only to the klity. The
negotiation over different languages however repres]
various ways in which new idea of being a Nepals waing
constructed. The local was also effectively poaid as the
national, in the textbooks and in teaching-learnamgctice.
The emergence of local is, therefore, also hisadlgic
situated. In Nepal, this imagination of nation bagn mainly
been through the monolithic historical narrativeotigh
‘self-conscious fostering of the Nepali languaged athe
‘celebration of selective historical icons’ (OntE996: 214).
Drawing on the perspective of students in primaskosl,
Ragsdale (1989) notes that school curriculum and
examination often required students to demonstiate
abstract understanding of Nepali. The curriculumd an
examination had inherent culture content, which il@vh
comprehensible to students in the Kathmandu Valleg®
frequently outside the experience and vocabularGufung
students in a hill vilage where he conducted l@search.
These everyday representations of the nation play a
important role in building as sense of nationabbging, that
Billig (1995) calls ‘banal nationalism’.

In the MLE textbooks, however, expanded the notibn
local by connecting it with the national. The MatfA@ngue
Textbook Guideline (CDC, 2064 B.S.) mentions tha¢ of
the important objectives of primary education ibtold the
moral character of the student by instilling thduea of
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national unity and democratic culture. This usuailgant that
the contents of the school textbook respected Iedtimic
identities and national identity. Through this pss of
selecting, classifying and distributing school kitedge, the
Nepali state delineated the boundaries of the vimyshich
certain stories and representations could be espdesms
public knowledge.However, the possibility of pitjinthe
ethnic identity against national identity was coetely ruled
out. The vigilance on the issues of national sdgetg and
integrity was evident in various guidelines pubdédhby the
government, and in the school textbook that wasllfin
published.

As discussed in the previous section of this chraite
school textbook displayed diverse representatiofs o
geography and people. However, it is also notdide these
books retained most of the familiar stories frora thistory
of Nepal: martyrs of Nepal, the great poet Laxprasad
Devkota, and the history of the monarchy in Nefaice the
contents of these lessons were regarded as importan
knowledge in itself, these were retained its plecenost of
the mother-tongue textbooks in addition to Nepat &ocial
Studies textbooks. The school iconography alsolalsgd
various symbolic affirmations to the nation. BotGBJand
JKHSS school walls had painting of national symlsoish as
the national birdDanphe, the national flag, the national
flower rhododendron, the national animal cow andonal
colour crimson. Inside the classroom, as preseiriethe
picture above, one could see pictures of natidagkfpasted
on the windows. These images in the school premiseagh
not part of the formal school curriculum, represtm ways
in which school depicts the idea of the natiortscstudents.

This process of knowledge construction was not
without conflict and contestation. the MLE and étsphasis
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on the local curriculum has also faced a varietgrdfcism,
mainly that that ‘local curriculum is acceleratesdaapolitical
slogan rather than academic and pedagogical skgerhus
lack political commitment among the major politigerties
(GoN, 2010: 15).In the several sections of thiptéia | have
highlighted some of the tensions between formal and
informal knowledge systems and the ways local lagguhad
transform into new forms in order to be acceptéegdimate
knowledge. The national education framework prieed
scientific and written modalities over creative aodal
expression of mother tongue. These limited the wiays
which various local languages could be represenfé¢dile
the language activists might have preferred toiretaore
‘traditional and ‘authentic’ expressions of thedaage, these
processes were necessary for the local languades|agible

to the state. As a result, the logic of authentieibd local
utility used in these textbooks needed to move bhéyihe
intellectual practise where minority languages wseen as
unchangeable reminiscence of the past.However, has t
emerging scholarship on Nepal has pointed out ttiatkey
characteristic of ethnic movements in Nepal isdtiempt to
seek redressal within the nation- state framew@®&@ubba,
1999:129) and to make state institutions more Bicki
(Lawoti and Hangen, 2013, Hangen, 2012). As schools
exemplify the most visible symbol of the state, tlymamics

in this school highlight the important for educatd
institutions to open up spaces where plural notmhn
nationalism can be imagined.

Conclusion

This chapter has highlighted three distinct ways in
which the notion of ‘the local’ played an importate in
multi-lingual education in Nepal. The everyday pices and
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school textbooks used in JKHSS shows that locagjuages
were discursively positioned as i) pedagogicallpamtant for
teaching-learning activities in school, ii) as @resentation
of diversity in the Nepali nation, and iii) as siltameously a
national language because it is a language thangelto
Nepal and spoken by its citizens. These ways ofempging
the use of mother-tongue in education opens upraways
to understand the complex co-production of ‘thealoas an
education category at different levels. The discuss this
chapter also illustrates that the construction mdvdedge is
intimately linked with changing not only content tfie
knowledge but also terms of knowledge construction.
What emerges strongly from the practices in these
schools is a knowledge-making process that hasristantly
confront the challenges posed by local, nationadl global
knowledge and identities. The knowledge-making esscin
these schools demonstrate various levels of ndgotia
between different sources of knowledge and a waoktwvays
in which people draw on various resources to canostr
legitimate knowledge. It also points out that thesdvidual
and collective experiences are inevitably framedd a
constrained, by wider historical and ongoing socsédtions.
And while there might be no cohesion and consengus,
nonetheless generated a process where the praduatio
school knowledge was seen to be possible througlugk of
local languages and local knowledge.These dynaafiltscal
knowledge and local language is even more pertimettie
current context where the Nepal's new state retring has
transferred education related decision making t® ltical
bodies. Increasingly, large degree of autonomypforinces
and local governments in terms of allocating resesirand
planning and implementing education programmes.
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School-level language policy: Three
cases from Southeast Nepal

MIRANDA WEINBERG

Introduction

This chapter investigates the space between nétiona
language policies and school-level decisions arattjpes.
Nepal has made great strides toward inclusive eutunzd
language policies in recent years. Since 1990, MNepa
constitutions have provided some level of multiliag
education rights, and have been bolstered by additi
policies and guidelines. Practice, though, has lsew to
catch up to the promises of written policies. Mulgual
education is a challenge to implementin an extrgrdelerse
populace where many languages not previously taught
school should now be offered by constitutional tigh
Technical challenges abound: developing orthogesphi
publishing books, identifying and preparing teasher
building curricula and more.

Beyond technical challenges, multilingual education
faces ideological challenges. Language policies aoe
neutral, technical decisions but rather tied toasdeof
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nationalism, ethnicity, and aspirations for theufet created
in situations of unequal power distributions (Ttdtn 1991).
After decades during which Nepali language servedaa
symbol of national unity, attempts to teach in otlh@guages
appear to some as threats to the national integfitfMepal
(Burghart 1984; Pradhan 2016). Phyak (2011, 2018 h
identified monolingual ideologies hampering movewadrd
multilingual education even at schools committedusing
students’ mother tongues in the classroom. As inynggobal
contexts, in Nepal “schooling has been explicithpda
implicitly a site of rejection of indigenous knowlige and
language” (May & Aikman 2003: 143). Nepal's schoaisre
established with the intention of preventing cheldrfrom
learning indigenous languages. The report of theaNe
National Educational Planning Commission (1956)e th
blueprint for Nepal's school system, stated thisalgo
explicitly:

The study of a non-Nepali local tongue would mitgga
against the effective development of Nepali, fae gtudent
would make greater use of it than Nepali — at hametin the
community — and thus Nepali would remain a “foréign
language. If the younger generation is taught toNspali as
the basic language, then other languages will gidu
disappear, and greater national strength and wviltyresult
(NNEPC 1956: 97).

The challenge for MLE includes transforming schools
from a means of preventing children from learning
indigenous languages to a site where those languagenot
only taught but celebrated and valued. This witjuiee not
only new textbooks but also new mindsets for teesshe
guardians, communities, and administrators. Wihkre are
undeniable technical challenges to implementingtiimgual
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education across Nepal, ideological and politiatiers are
also a significant obstacle (Phyak 2016: 141-144).

In this chapter | draw from a larger ethnographicyg
of language policy to examine decisions about laggu
policy at three schools, two of which have statiedffer a
course teaching Dhimal language and a third schioal
better fit the profile of a school that could, apdrhaps
should offer the language course, but did not. Uibhothese
three cases, | identify some common challengesdfdne
advocates for teaching minority languages of Nepathool.
The permissive rather than active stance of goventm
policies has given space for schools to maintagnlitiguistic
status quo rather than follow directives to chaisghool
language policies. In each of these three schaloés,head
teacher and School Management Committee chair ated
language policy arbiters, “individuals who have a
disproportionate amount of impact on language poéind
educational programs” (Johnson & Johnson 2015: .222)
Advocacy by an ethnic organization was also necgdea
introducing a language class into schools. Onlgdtools
with a receptive head teacher and School Management
Committee chair combined with ethnic organizatictivesm
were rights guaranteed at the constitutional Iéukilled in
educational practice.

This chapter focuses on the introduction of languag
subjects, rather than changes in the medium ofuicisbn.
Schooling in the medium of the mother tongue is a
constitutional right in Nepal (Government of Nep15)
and supported by multiple additional policies (Yea2017;
Yonjan-Tamang 2012). More broadly, mother
tongue-medium schooling fulfills students’ lingucshuman
rights (Skutnabb-Kangas and Phillipson 1994) and is
important for their educational success (Ball 20B@nson
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2004; UNESCO 2005). Nevertheless, few schools have
adopted a mother tongue-medium approach, and $d¢hata
piloted mother tongue-based multilingual educationa
project from 2007-2009 have switched to Nepali aglish
mediums of instruction (Seel, Yadava and Kadel 20T6e
Curriculum Development Centre produces languag¢esub
textbooks 23 languages, but does not publish texssipport
subject instruction through the medium of all thtzsegyuages
(Yadava 2017). Thus, while | agree with advocatest t
changing the medium of instruction is crucial fah&ving
quality inclusive education for all, the case ohdaages
taught only as a subject is central to the disomssf
multilingual education in Nepal. The language pplic
processes discussed in this paper are relevahiatagyng the
medium of instruction as well as to introducing daage
subjects.

Ethnography of language policy

This chapter is based on research in the traddfdhe
ethnography of language policy. This research aggbro
views language policy as not only the documents @ads
produced by the government, but also as a set aitipes
and decisions created by actors at multiple levetsal
government officials, teachers, School Management
Committee members, guardians and even children make
decisions about appropriate language behavior. ,Thus
drawing from McCarty (2011), | view language polieg
“processual, dynamic, and in motion, " a mix of éotvand
covert, top-down and bottom-uge jure and de facto”, which
can be “inferred from people’s language practicelogies,
and beliefs” (p. 2). Hornbergerand Johnson (20&f)udated
the ethnography of language policy as a methodvestigate
the agents, contexts, and processes involved iguéaye
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policy at levels of organization from national gavaents to
individual teachers or families. The findings from
ethnographic studies of language policy contribittethe
understanding of policy processes around the world,
including attention to multiple scales of processes the
situated, contingent nature of language policy slens and
effects. Ethnographers of language policy shar@ranton
concern with social justice, especially relatedh® rights of
speakers of minority and Indigenous languages Ghohi&
Ricento 2013). In addition, ethnography of languagécy
recognizes the political and ideological naturelasfguage
policy and planning, which is shaped by and in turn
influences structures of power and inequality (&fsibn
1991).

Drawing from organizational theory, educational
systems have been described as “loosely coupldadmnsys”
in which different units (whether districts, sch®obr
individual classrooms) may function nearly indepsmtty
(Fusarelli 2002; Goldspink 2007; Weick 1976, 1982hool
systems tend to have significant latitude for ecttrvarious
levels to act in ways that may differ from writt@olicy.
Research in the ethnography of language policypdauthing
demonstrates that official language policies traval
unexpected and unpredictable (Hornberger, Tapiajksia
Duefas and Lee, 2018). Understanding languageypaiid
practice therefore requires research conducted wtiphe
levels of scale to understand how policies writtbn
government bodies are taken up, modified, ignorgiected,
or otherwise treated by a range of policy actors.

This study follows in the tradition of language ipyl
research that views policy as not only documentsiyced
by the government but also the full range of doause
decisions, and practices that shape where and &oguages
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are distributed. Ethnography, a research methogolog
characterized by long-term field research, a ravfggpecific
methods including participant observation, and tengpt to
understand research participants’ interpretatiohsations
and events, provides a means to understand howigsohre
made, translated, and implemented in contexts sagh
schools.

Methods

In the tradition of the ethnography of languagenplag
and policy, this project emphasized long-term eegagnt,
multiple methods, and an attempt to understand emic
categories. The major elements of my research rdsthere
participant-observation, interviews and surveys, d an
document collection. Participant-observation, aecaorethod
of ethnography, can cover a range of actual aigssivarying
along an axis of more participatory or more
observation-oriented (Emerson, Fretz and Shaw 20Majy
Des Chene (1996:107), in a discussion of ethnograph
Nepal glosses participant-observation as the Nefgain
gaph, or chatting. Much of my participant-observatiodeed
took the form ofgaph, informally talking with the people
whose lived experiences inform this study.

| conducted this research in 2015-2016 AD, primyaril
in the easterarai districts of Jhapa and Morang. On most
days, | attended one of the focal schools in mydystu
spending time in classrooms, on the playground with
students, and in the break room with teachers. i@aitsf
school, | visited the houses of teachers and contynun
members; attended events ranging from communitytingse
and school awards ceremonies to weddings. At ehatiese
sites and events, | wrote brief jottings (Emerseretz and
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Shaw 2011) either in a field notebook or on my ghbefore
expanding them in full typed field notes.

In addition to observation, | conducted interviesrsl
focus groups with teachers, School Management Cteeni
members, activists and education officials in Jhaparang,
and Kathmandu. | collected documents related tosthdy,
including textbooks (or photographs of textbook gxg
newspaper articles, and publications by languageists. In
order to analyze my data, | read through all of noges,
interview transcripts, and other documents anddttemes,
patterns, and key incidents. Repeated iterationsthof
process allowed me to develop analyses and claipysosted
by the corpus of ethnographic data.

A core tenet of ethnographic research is that the
researcher is the primary instrument of the re$earc

methodology. As a researcher, | was embedded in the

research site and in the relationships | formece fidnge of
things | observed and my interpretations were sthdgyemy
prior experiences and the ways | was viewed bypinaple
around me.Another researcher would be perceivéderdiftly
by research participants, have access to a diveggnof
information, and interpret events through otheroth#cal
lenses. This acknowledgement does not make thercdse
less empirically based or rigorous, but insteaghigttempt to
be transparent about the ways that this reseaiioh, all
research, is shaped by the person who conducts it.

Resear ch context

In this chapter, | focus on three schools neaibtireler
of Jhapa and Morang districts, in the southeasterner of
Nepal, and decisions made at those schools abcethehto
teach a Dhimal language course. Dhimal is a TilBtonan
language spoken by approximately 20, 000 peopimagpily
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in these two districts (Khatiwada2017; King 200%gRni,
Khatiwada and Regmi 2014).The three schools aratédc
near the East-West highway, on the outskirts of bamaar
towns. Until the mid-1950s, this plains area washsavily
malarial that the only people willing to live in ahwas then
thick jungle were the Dhimal community. Following a
USAID-funded malaria eradication project in the @95there
has been a huge influx of settlers from the hifldlepal into
traditional Dhimal territory. While today’s middiged
Dhimals remember a time when their only neighboesew
Dhimal, now Dhimals are a small minority in theistorical
homeland (Rai 2013, 2014). One result of this dewayuyc
change, and of the introduction of widespread skhgois
bilingualism, and now, increasingly, dominanceha Nepali
language.

As in communities across Nepal, the Dhimal
community was undergoing language shift. Where ydall
communication had once taken place exclusively fiial,
Nepali was increasingly employed as the code faltyda
interactions. Younger people were dominant in Nepal
language and rarely if ever spoke Dhimal, whilesoldeople
preferred speaking in Dhimal with other middle-agealder
Dhimals. This process was influenced by large-schénges
such as in-migration of Nepali speakers from thds hi
regions, the spread of Nepali-medium (and later
English-medium) schooling, and the prevalence dfola
migration. In a survey of residents of the areamurding
these schools, over half of Dhimal households Fadily
members who were working abroad at the time or had
worked abroad in the past. Exposure to the valaerded to
English in international contexts, and the impoctarof
English for access to better, safer, and more tivergobs,
meant that many members of the community saw Hnglis
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proficiency as the main purpose of attending school
(Weinberg 2018). The rapid decline in the use ot and

the fear that future generations would not speakahguage,
concerned community leaders. In this context, thenial

Jati Bikas Kendra (Dhimal Ethnic Development Centre) was
working to build a school that could teach Dhimatduage
and traditional knowledge. They also supported the
publication of books and pamphlets in the Dhimallaage,
and, as we will see, advocated for the introductb®himal
language in government schools. In Kathmandu, Dhima
language activists led by Som Bahadur Dhimal wonkét

the Curriculum Development Centre to produce Dhimal
language textbooks for Class 1-5. This effort was a
important precursor for the introduction of the daage
classes that this paper details.

Cases and contexts

In the following three sections, | detail the imuztion,
or non-introduction, of a Dhimal language subjectraee
government schools in Jhapa and Morang districtsedch
example, | focus on specific actors and their axgti@ns of
what happened, as well as my observations duringttmsaoof
research in these communities. Each school wasigeddy
the same national policies, but the actions takesgdecific
people led to different outcomes for the Dhimalgiaage
course. By going into some detail with these theeamples,
| aim to demonstrate the importance of the agenty o
individuals in particular positions, and the aliggmh of
central individuals with one another for the sustds
implementation of a language class. These desunpti
emphasize local understandings of the legal andcypol
landscape, demonstrating that educational policiepaper
may look significantly different from practicessathool.
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Pashupati Lower Secondary School

Pashupati Lower Secondary School (PLUS$)cated
almost directly on the East-West Highway near thedér of
Jhapa and Morang districts, was one of the oldeods in
the area. For many years, their teachers and lgsgenad
included several teachers and School Management
Committee members from the Dhimal community. These
teachers and SMC members included founders and
committee members of the DhimadtiJBikas Kendra, the
national Dhimal organization (Rai 2013). Teachersd a
neighbors recalled that the student body in thet pass
largely Dhimal, but the student body | observed wasgch
more mixed. The declining proportion of Dhimal stats
was in part due to demographic changes. Beforentdaria
eradication project of the 1950s, there had beem fe
non-Dhimal residents of the area, while settlentgnother
ethnic and caste groups left them a minority in tégion
(Rai 2013, 2014). More recently, private schoolsrenve
drawing students away from PLSS. These days, teacimel
SMC members told me, only the poorest families $keir
children to government schools. As one long-timacher
said, “even those who carry firewood [i.e., do marabor]
send their children to private school.” The inflok settlers,
which converted a lightly settled homogeneous megmo a
densely populated, diverse area, and the draw ivAtpr
schools meant that Dhimal students were now ongynall
part of the student body at a school that usedrggely serve
Dhimal students.

Despite the decreasing proportion of Dhimal stuslent
PLSS was the first school to introduce a Dhimalgilaye

1  All school names are pseudonyms.
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subject. This move was enabled by the presence\dral
Dhimal speaking teachers, including some from other
backgrounds who had learned Dhimal from friends and
neighbors. One of these was a Bahun man recogriyed
Dhimal teachers and other community members asiemffl
speaker of Dhimal. This teacher attended Dhimaguage
teacher training and eventually taught the Dhinaalgliage
subject at PLSS. In addition to having several Cdliland
Dhimal-speaking teachers, the chair of the School
Management Committee was also Dhimal. While thé oés

the SMC membership came from other backgrounds, the

SMC chair has more power and responsibility fordtieool’s
management than other members of the committeettéBha
2005; Edwards 2011). This may have been what atlowe
PLSS to be the first school to introduce a Dhinaaiguage
subject. As the head teacher put it in an intervi€he
headmaster, | myself am Dhimal, the [SMC] chairnsalso
Dhimal. Because of that there was some cooperation.

In addition to their shared ethnic background, kbt
head teacher and SMC chair were involved in ther@hikti
Bikas Kendra, the central ethnic organization of theniath
community (Rai 2013). During the time of the stuB,SS’s
head teacher, SMC chair, and another senior teactrer all
central committee members, which meant that theyptee
significant amounts of time and effort outside loéit work
time attending meetings and organizing events. iakaetive
members of Dhimalali Bikas Kendra were also teachers or
SMC members, but no other single school had so rkagy
personnel involved in Dhimalatl Bikas Kendra’s central
committee. These three men’s involvement in theRhidti
Bikas Kendrameant that they stayed abreast of politiodl
policy developments that would allow them to offine
language at school. While teachers and SMC memders
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other schools may have been unaware of policiepastipg
multilingual education, the head teacher and SM@ircat
PLSS knew their rights about language and schoalugyto
their involvement in the Dhimal organization.

The government of Nepal offered the opportunity and
even right to schooling in multiple languages bagig in
1990; however, it took many years after the passagleose
laws and policies for the Dhimal language classbw®
introduced in even one school. In an interview it head
teacher at PLSS, he emphasized that while multiahg
education was a constitutional right, it requirediative on
his part to implement the course. In his experiergeal
educational offers did not consider the legal mimris about
multilingual education to be “really mandatory.’stead, he
said in an interview, educational officials treateé right to
MLE as something “just in a book.” He elaboratedlom gap
between the interim constitution, which was in plat the
time of the interview, and actions by Ministry odication:

At the primary school level, it says in the interim
constitution, that we can teach in the mother tengulf the
community here said that there needs to be a lacguage,
then | have to do it. The government also saysytatildren,
their multilingual, MLE, multi-language. That is ¢essary.
Whatever their own mother tongue is, whatever |t tie
requirement to teach them in their mother tonguwensatter of
their rights now...

If the government did it at every school, according
wherever whatever caste is, whatever language, ploéyin
local language that would work. If they did thatwibuld be
good. The government needs to implement this. dalstaf
being about your own interest, if the governmemt that it
would be a simple policy...but even if the governmsays it,
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here they, the officers haven't done it. They haveseded to.
They haven't felt like they need to do it.

This head teacher was aware of the linguistic sight
provided by the Interim Constitution, and later the 2015
Constitution. He wished for a widespread adoptibthese
policies, which would make it “a simple policy.” dtead,
local education officers, in his experience, hadfett like
they need to do it, ” effectively denying studentghts
provided at the constitutional level. Facing inastirom the
local educational offices, the head teacher declatgtythe
matter up at an SMC meeting, where they decidestdd
with Dhimal in the earliest grades.

The small number of Dhimal students at PLSS put the
supporters of the Dhimal language class in a soratwh
uncomfortable position: the arguments for teaclidhgnal at
school largely focused on teaching the languagehtiren
of Dhimal ethnicity, whether it was to provide luigtic
support to students who spoke Dhimal at home q@rdwide
an opportunity for children to learn a languageythad not
acquired at home. Supporters of a Dhimal languéags ¢hus
had to turn to arguments that addressed why stsidemn
other backgrounds would benefit from studying DHiraa
school. One of the Dhimal language teachers empédshat
students enjoyed his Dhimal language class, anesspn
that | shared when | observed his classes. In iaddibe
argued in an interview that learning more languagedswvays
good because a wider linguistic repertoire will atee
opportunities for communication: “If we learn adiniguages,
if we get the opportunity to teach them all,
tomorrow...nowhere will be uncomfortable.” The head

teacher also emphasized the value of learning more

languages, but also felt that people living in #rea, no
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matter their individual background, should learn sjpeak
Dhimal because it was the local language:

Our hope is not just that Dhimals learn the languiagt
that those children from other castes will alsorred.
Because locally the language is spoken. Othersalgitl learn
it. They'll enjoy it. It's not bad to learn anothinguage, it's
good... That is our hope. Now how many people sayhyW
learn someone else’s language?” But learning elasiguage
can be done. It's good for oneself.

Supporters of the Dhimal class emphasized the \@&lue
language learning for all students and the conoedietween
the Dhimal community, language, and the regiorargue for
teaching Dhimal language at a school where few esiisd
belonged to the Dhimal community.

The implementation of PLSS’s Dhimal course was
largely a result of the actions of two key playete head
teacher and chair of the School Management Congnitte
That they were able to collaborate successfully wasart a
result of their shared ethnic background, a raxeasgon in a
context were there were few Dhimal head teachedsfew
Dhimal SMC chairs. While the Dhimal language counses
permitted by law, and a step toward fulfilling anstaitutional
right, it would not have been implemented at PLS®out
the determination and action of teachers and SM@lvees.

Saraswati Secondary School
Saraswati Secondary School (SSS) was located farthe

from the East-West highway than the other focabetd) on

the edge of one of the largest Dhimal communitiBise
school’s location meant that the student body dnetvjust
from the Dhimal village but also adjacent settletagn
forming an ethnically mixed student body. The hé&sather
and most teachers at this school were not Dhimt&¢ctthat
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surprised me when | learned that it had becomeséoend
school to offer a Dhimal subject. The School Mamaget
Committee was chaired by a Dhimal community member,
though, and several past SMC chairs and memberes also
Dhimal.

The general secretary of the Dhimati Bikas Kendra
explained in an interview that the presence of aniah
subject at SSS was a result of advocacy by the Bihiat
Bikas Kendra. In an interview, he recounted bringirgy@up
of Dhimal leaders to talk to the local ResourcesBerabout
offering a Dhimal language course at SSS. The Resou
Person was supportive but said that the activistslg speak
with the School Management Committee. The groum the
convinced the SMC chair to support a Dhimal couirse¢he
secretary general’s words, by saying, “You belan®himal,
then this Dhimal curriculum that is already madehiould be
implemented here.” After convincing the SMC chaing
group from the Dhimalali Bikas Kendra accompanied him
in meetings with the school principal. With thenaipal, the
Dhimal activists emphasized their constitutionaghti to
mother tongue education and the importance of tegch
Dhimal in school in order to preserve and respleist local
language. Finally, after many meetings and visisnveen
activists and education officials, teachers, androonity
members, the school introduced a Dhimal subject for
pre-primary and Class 1 students.

At both schools of the schools discussed so far, th
demand for Dhimal language classes came from al smal
group of politically involved Dhimal speakers. Whiespoke
to guardians of children who were studying Dhintadchool,
they were usually unaware that such a course exidteis
speaks to a broader issue of the gaps between |schood
guardians, but more specificallyy, demonstrates that
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information about rights and benefits surrounding
multilingual education has not been widely disttézl at
least in this community. In the case of SSS, repedives
from an ethnic organization held repeated meetmitjs the
resource person, head teacher and SMC chair toinmenv
them that they should offer a Dhimal language caufr$eir
arguments were successful because of their persestma
pursuing repeated meetings, and because of anaitsdtiyn
receptive head teacher and SMC chair. In addittma school
had recently hired a teacher who spoke Dhimal aad h
attended a training for teaching the Dhimal langusigpbject,
making the course simpler to implement than it wioodve
been without her.

The case of SSS demonstrates the importance of the
Dhimal ethnic organization in promoting the Dhimal
language class, as the class was only implemergeithis
school as a result of advocacy by members of thenBIhkti
Bikas Kendra who were not otherwise affiliated with the
school that the class was implemented at this dcHoo
addition, this example demonstrates that one eafitam for
why schools and even mid-level education bureasigath
as Resource Persons (who oversaw clusters of asododen
schools) did not implement a local language subjeas a
lack of information about multilingual education ligges.
Due to the central government’s position of perroiss
without action, implementing a course that was pseuh in
the constitution and multiple educational policiesjuired
concerted action by Dhimal language advocates. Qinee
Resource Person, SMC chair and head teacher kneut ab
the policy and the reasons for its importance, theye able
to begin implementation.
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Gyan Joti Primary School

Gyan Joti Primary School was a small primary school
located about a twenty-minute walk south of PLS®e T
seven-person teaching staff at GJPS included twon&lh
teachers, both of whom grew up near the school readl
taught there for many years. Of the schools | oleserGJPS
was the one where | heard the most spoken Dhimglkge.
This was partly because two teachers frequentlkespath
each other in Dhimal, but also because parentsespiahk the
two Dhimal teachers and amongst themselves in Ohima
when they came to drop off or pick up students;udis their
children’s performance, pay for textbooks, or alten
meetings.

In contrast to other schools, even students at GJPS
occasionally spoke in Dhimal spontaneously. This wat
something that | observed at other schools in tlea.aFor
example, young children sometimes used Dhimal laggu
kinship terms to talk about family members, or amead
teachers’ questions using a Dhimal word when teache
expected answers in Nepali or English. On one omcas
observed second grade students, Dhimal and nondbhim
testing each other on Dhimal vocabulary, and shgwiithe
various words and phrases that they knew in DhiGalen
that it was rare for children to speak Dhimal iry @ontext,
even these scattered tokens of Dhimal languageupeadby
children were notable.

GJPS seemed to fit the profile of a school thatd;ou
and even should, offer a Dhimal language subjeberd
were many students from Dhimal backgrounds, twohees
from the Dhimal community, and students knew some
Dhimal and had at least occasional interest inniegrto
speak. In the recent past, it could even have begood fit
for Dhimal medium, as teachers and community parent
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reported that Dhimal students used to arrive atoach
speaking fluent Dhimal but limited Nepali. Despiteis
seemingly promising environment for a Dhimal langgia
class, though, there was no serious discussion tof i
introduction while | was there.

Indeed, the head teacher of this school seemed
unenthusiastic about the prospect of teaching aalloc
language. While he told me in an interview that Heel
learned bits of other languages in order to compaiaiwith
students while posted at schools in hilly regioheastern
Nepal, those languages were never used in a faroméxt.
The head teacher had recently moved to the areheaimadd
not yet learned any Dhimal. In a discussion of oral
language policy, the head teacher emphasized tperiemce
of knowing English, “the international languagerid Nepali
for national unity. Local languages, he argued,itlitheir
speakers to communication within their local arétes.made
this claim despite the many guardians and community
members of the school who spoke Nepali, Hindi, Ehgl
and sometimes other languages in addition to Dhimal

Like the head teacher, the SMC chair at GJPS
emphasized that schools must teach English, caiimgjish
the “main subject” that students needed to leare. atso
argued that Dhimal language instruction was unrszcgs
because children today arrive at school more pgesficin
Nepali than in Dhimal. While the two Dhimal teacheat the
school talked with each other about wanting to enpnt a
Dhimal subject at the school, they felt that th@agtion of
the head teacher and SMC chair meant that theydawairer
be able to get permission to do so.

Throughout my research, several people mentioned
GJPS as an optimal site for implementing the laggudass.
With a skeptical SMC chair and head teacher at GJPS
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though, there was no movement toward offering antahi
language class, and as in the other school casestwo
policy gatekeepers at this school were the heachésaand
SMC chair. It is possible that the school leadgrstould
have been convinced by action from leaders of them@l
Jati Bikas Kendra. To date, though, this has not occurned, a
this school is a prime demonstration of the wayst the
government policy of tolerance coupled with inactied to
maintenance of the language policy status quo, itdesipe
written provision of the right to instruction in @tonal
languages. In this case, the government policyeqtiiring
school decisions to be made in collaboration wli $chool
management committee, a policy passed in suppdudcai
control of schooling (Bhatta, 2005) acted to prevére
implementation of a policy that supported languaafdsepal
being taught in schools.

Conclusions

In this chapter, | have discussed the status of the
Dhimal language class at three schools. At one Dihienal
language was adopted relatively quickly due to the
enthusiasm and leadership of politically and etalhc
aligned key players: the head teacher and SMC.dmathe
second case, the Resource Person, SMC chair ardl hea
teacher were convinced to offer the course dueh® t
concerted efforts of ethnic activists from the Daindati
Bikas Kendra. In contrast, the Dhimal class was not
introduced at the third school despite the intemdssome
teachers and the relatively high proportion of Ddlim
students that would make the school a promisirgfsit the
inclusion of a Dhimal language subject. This wagssult of
an SMC chair and head teacher uninterested inindfe¢he
subject. In the absence of concerted activismetheas no
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official mother tongue presence at the school. policy

makers and researchers, | hope to demonstratenff@tance
of looking at language policy beyond official padis. While

Nepal's constitution and additional provide the aldgical

and implementational space for multilingual schogli
(Hornberger 2002, 2005), fulfilling these rightsntiaues to
require concerted effort by language activists.

This discussion points to the ways that a policy
environment that allowed for but did not activelpmote the
inclusion of minoritized languages in schools ldfte
adoption of the policy to rely on individuals’ dsitins and
actions (Johnson 2012; Johnson& Johnson 2015)nguéaye
policy arbiters). The right to education in the heattongue
Is provided as a permission rather than a requinénvehile
the Ministry of Education has produced textbooks ain
number of languages, it remains the school’s resipdity to
request books from Curriculum Development Centre.
Similarly, while schools have the option to teaghduages of
Nepal as a subject, or to change the medium afuctsdn to
a community’s mother tongue, currently these changast
originate at the school or community level, rattitean from
the actions of government officials. The deterngriactor in
these cases for the implementation of a languaggs avas
not the concentration of Dhimal language speakers o
broad-based community demand, but rather whetheneth
were strong community advocates for a languagesclas
Without champions of the language class, the |lagewelicy
status quo reigned. The local subject timeslot filiesl with
English, Nepali or General Knowledge despite pesci
stating that the topic of the local subject shold locally
relevant language or information.

The examples in this case come from schools tltht di
not have significant intervention from external amgations
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to support multilingual education. In each of tlases above,
the attitude of the head teacher and SMC chairrdwether
tongue subjects determined whether a Dhimal langutass
was offered. In the case of PLSS, the two arbie¥se both
Dhimal activists predisposed to supporting the seurAt
SSS, Dhimal activists successfully targeted thesy k
individuals, convincing them to become supportefs o
teaching Dhimal at school. At GIJPS, teachers wippcued
the Dhimal subject found that the SMC chair anddhea
teacher blocked their chances of offering a Dhicairse.
These examples suggest that future government or
non-governmental interventions to support MLE may b
particularly effective if they target people in tlpesitions
identified as language policy arbiters in this gtutiead
teachers, School Management Committee chairs, arthps
local education officials such as Resource Persons.

It should be noted that this discussion has ndethl
about teaching and learning of the Dhimal langudns,
instead focused on the existence of any time ddvibe
Dhimal in schools. In the schools where Dhimal wtsred,
it occupied one class period on a few days of theeky
insufficient time to promote real learning of tteguage. In
addition, talk in Dhimal class sessions that | obsé took
place largely in Nepali and English, rather tharDimimal.
Teachers asked to teach the language were workimg &
brief training, which may not have been sufficimtthem to
effectively support student language learning (\blerg
2018).

One argument for the importance of offering
Indigenous languages in school is that the langsage
presence in formal school spaces will boost theistaf the
language (Hornberger 2008). Indeed, Dhimal peopl® w
knew of the language course said that it gave tadeeling
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of pride to know that their language was tauglevan one or
two schools. The status planning benefits, howewere
minimized due to the lack of knowledge by many camity
members that a Dhimal language course existed. Evare
parents of children who were enrolled in the Dhitaaguage
course were surprised to learn of its existenceis Th
information gap speaks to a wider issue of the gativeen
school and community, but for purposes of statamhg
for Nepal’s languages may point to the need foetbutes
to promote the prestige of Indigenous languages.

There are many challenges for implementing the
constitutional rights of all Nepalis to attend sch their
mother tongue. Nevertheless, both policies andipeschave
opened significant ideological and implementatiosphce
(Hornberger 2002, 2005) for the advancement ofgedous
languages and their speakers. On a sunny afteindgi5s, |
asked a group of second grade students what thesydew to
be their favorite subject. In turn, all but onetloé students in
the class reported that their favorite subject @hsnal. The
one exception reported that she favored GK, or @Géne
Knowledge. This exchange should certainly not lkertaas a
transparent reflection of students’ feelings, aairttheacher
was hovering behind them and they knew | was paaity
interested in their Dhimal class. However, it igatde that
these students all identified Dhimal language asg flavorite
class. This exchange was remarkable not just inr the
selection of the subject as their favorite, butduse they had
always had a Dhimal language class as part of gwdiool
experience. There may be a long way to go to erpuabty
multilingual education for all Nepali students, btitese
students are experiencing, and enjoying, earlyssteward
that goal.
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Multilingual education in Nepal:
Retrospect and prospect

DUBI NAND DHAKAL

1. Introduction

‘Multilingual education entails teaching and leagni
of multiple languages’ (Lotherington 2004: 710).efd has
been a long debate on whether the language of I'smal
language’ communities should be incorporated insttieool
curriculum in addition to the language of the natidhis is
an issue in Nepal still today, which was also thkject of
debate in the west (Cummins 1979: 73). Cummins QL97
refers to the educational failures of children s @&nd
Sweden to the gap between the language of home and
schools.

There are a number of rationales behind the bikhgu
education. It is assumed that the best mediumetching a
child is his mother tongue or any other languagehiid
understands well. The mother tongue is the nataeans of
self-expressions of the experiences and thouglatsitien
childhood (NEsco 1953). There are other considerations
for multilingual education such as academic anctational
considerations (Bunyi 1999), increasing the comitdein
learners (Cummins 2001), reducing the drop-outfaridre

374= MLE in Nepal

rates, or for better educational performance. The
opportunity to learn in the mother tongue is alsiated to
linguistic human rights of children (Skutnabb- Kasg
1998). He (Skutnabb- Kangas 2012: 1) mentions that
teaching the mother tongue is “valuable teachiagieg
resources instead of a mere source of interfereacel...
hence may bear constructive implications for L2rungion,
especially in homogenous contexts where both teacred
learners share the same mother tongue) (and target
language 1L)". Furthermore, the medium of teaching also
transfers the culture of the language used. Ithistefore,
significant to select their mother tongue as thelioma for
teaching the children. Teaching the children thiroogther
tongue at the primary level is very meaningful take
education accessible to children and involve thanthe
learning process (cf. Awasthi 2004; Yadava 2011dava
and Dhakal 2011).

This article is organized into seven sections. iSect
one briefly outlines significance of mother tongeducation
and section two discusses the languages includethan
recent census. Section three surveys the langualgey @s
stated in some relevant reports, and policy papgestion
four makes a survey of the provisionsfe stated in the
policy papers and national documents after 199@. cthirent
status ofvLE is briefly mentioned in section five. This paper
discusses two main challengesmf in section six. Finally,
the paper is summarized in section seven.

2. Languagesin recent census

Nepal is rich in cultural, ethnic and ecologicaletsity.
The previous census has recorded 123 national daysguin
addition to ‘other’ languages. The language situatihus
shows that Nepal is a multilingual country. Sinlce tountry
is multilingual, the education opportunity shoultsca be
given to the children of different language fansli@wasthi,
2013). Language is also an emblem of identity. Reop
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belonging to different ethnic groups intend to shtweir
distinct identities through their mother tonguebeTgradual
increase in the number of languages in Nepal can be
attributed to the linguistic awareness among etgmaps in
Nepal. In addition, there are still some languagasd
linguistic groups in different parts of the countwjich have

not been well-documented, and recorded. Let's take
Gyalsumdo language spoken in Manang (cf. Hildeldrand
Perry 2011). The language is spoken in the thréerent
villages in Manang, viz. Chame, Thonce and Danaque.
However, the language is not recorded as a didtmgjuage

in the recent census. Thus, different censuses shavihere
are ethno-linguistic minorities in Nepal.

3. Indigenous languages in education in Nepal: A
historical overview
This section reviews how the indigenous Nepalese
languages faced stigmatization and devaluatiohenhistory
of Nepalese education system. The stigmatizatiors wa
commonplace until the Constitution of Nepal (19%Gs
promulgated. In this context, this section concdet on the
language issues as mentioned in reports in Nepalese
education system earlier to 1990 and post-demacpatiiod
following people’s movement in 1990. This data bartaken
as a demarcation between the monolingual and bidihg
education policy in Nepal.

3.1 Monolingual period

During a long period of time, indigenous Nepalese
languages were stigmatized. They were neither chasdhe
medium of instruction, nor were they assigned any
educational values. It was during the period ofitasonal
monolingualism, in which they designated just oriethe
languages spoken by their citizens as the medium of
instruction. This policy continued for a long timEhis was
guided by the contemporary politics and socio-jalt
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milieu of the country. In order to understand wieetlthe
mother tongues should have a place in curriculuenneed to
see how the ‘mother tongues’ were viewed from the
perspective of planners and educationists in thet. pehe
debate on language use in education is includedhén
education reports commissioned by Government obNep

Education in Nepal (2011B.S.)
The Report oEducation in Nepal mentions

The medium of instruction should be the national
language in primary, middle, and higher educational
institutions, because any language which cannombeée
lingua franca and which does not serve legal proceedings in
court should not find a place. In the same way Ehgivhich

is merely taught as a foreign language cannot Ibsidered

as an important medium of instruction in educationa

institutions. The use of a national language cangbabout
equality among all classes of people, can be ahausheet
for Nepalese nationality, and can be the main umsént for

promoting literature (2011vs, p.53).

It is obvious that the language policy intends tonpote

a single language (Nepali) in this report. It waswuaned that

the monolingual language policy strengthened thgomal

integrity. Despite this, the following advantage® @ointed
out if the children are taught in their mother toasg:

(a) Children can easily be made literate if they @ught in
their mother tongues.

(b) Love of mother tongue instead of distaste lfigr hational
language will be the emphasis.

(c) The less advanced tribal languages will be el and
this will go a long way in helping to bring about a
overall progress in the country by mutual good wilhll
concerned.

1  The committee for this commission consisted wiEdnbers, viz. Sardar Rudra
Raj Pandey, Keiser Bahadur K.C, Dr. Hugh B. Wood.Hugh B. Wood was
appointed as an Educational Advisor.
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(d) The government will be credited for preservihg right
of its people to publish books in their own mottergue
for the medium of instruction.

As mentioned earlier, pedagogical advantages of the
mother tongues have been pointed out in the repbris
argued that it is easy to use a single languageéucation than
to use a number of languages. Secondly, there dear
indication that the ‘local’ or ‘tribal’ languagesam be
developed if the domains of the use of these lagesiare
extended. The report also noted some practical lgmub if
more than one languages are used in educatiorf.(#)el
national language is made the medium of instructitre
government will tide over the immediate difficultieof
preparing textbooks in many languages, and implértreir
plan at once. Local languages generally lack wrigeammars
and dictionaries and it takes a long time to prephem. (b) In
a small country where languages are spoken, it natl be
practicable to give the same status to all the Uaggs
simultaneously. Therefore, it will be imperative &olopt a
general policy to give status to a language whéchpioken by
the majority of the people. Some of the challengesiLE at
present are the same as they were pointed ouins19

National Education Committee (2018 B.S./1961)

Although the report in 2048 recommends using
Nepali as the language of instruction, there aiaiops that
the medium of instruction may also be the locableages
We find two different views in it. Firstly, the mmabody of
the report favours a single language in educatitmwever,
the opinions of the committee members also revhal t
importance of using the local languages in edunatio

2 The committee consisted of 12 members led byBisBandhu Thapa. While
some members argue for only a single languageg tirerother members who
also speak for the mother tongue education.

378= MLE in Nepal

Although the Report emphasizes the use of English a
some foreign languages, it ignores the use of tuall
languages in education. The report mentions, “fis&uction
should be in Nepali except English or other langsam
primary and secondary level”. In addition, the prefice is
also given to other international languages. Bykstantrast,
the local languages were not preferred. Moreovemyas
argued that the library in schools should also @ontnore
books written in the Nepali language.

The views expressed in the report accept the featt t
teaching in the mother tongue is effective desyte
practical problems in managing the multilingualuatton.
One of the reasons of not choosing the local laggsian
education was assumed to be the fact that it may no
strengthen the national integrity.

There are opinions included in the appendices ttheat
mother tongues should also have places in the &doca
system. Thus, the pedagogical importance of thehemot
tongue is also acknowledgé®imilarly, other members
realize the importance of mother tongue teaching
theoretically (p.142). By contrast, there are amsi(2018:
138) disfavouring the use of local languages incadan.
One of the members argues, “The children can I|¢laen
mother tongue at village. In addition to this, thés also an

3 Bal Chandra Sharma in the same report mentitred'Regional languages
should also contribute to the country. The cultame language of different
regions are different....The language of some ethaaple should be taught
in the primary level if the community constitutegrtain population
(percentage) of people in the country. Impartingicadion in the mother
tongue in the primary level is good.” Similarly, 8&nanda Jha, one of the
members of the committee noted, “It is better tonpote other language in
addition to the national language (Nepali). | atcHpe importance of
imparting education in the national language, negidanguages and mother
tongue. There are also a number of challenges...lfegeh in the mother
tongue, there will be the full growth of the chi¢dfs personality. We should
not promote the national language at the costebther languages existing
in the country (p.142).”

4 Dhruba Chandra Amatya
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opinion that that the local languages may be useap#ional
subjects in the primary level. The opinions rekecin the
report show that teaching the children in the motbague
can be very significant in the multilingual counttike
Nepal® On close examination, the report incorporates both
kinds of views towardsiLE. While the main report disfavors
the use of local languages in education, persorealsv of
experts also have positive views towards it. Ashale, this
report is a regressive movemenmre.

The National Education System Plan (1971-76/2028B.S.)

The report accepts Nepali as ‘the language of the
nation’. One of the national goals of education “ie
preserve, develop, and propagate the national &gegyand
literature, culture and arts”. This statement ftdalys an
emphasis on the importance of the national language
Nepali) at the cost of all other languages. Thiduigher
emphasized as the report further adds,

Words and phrases from different regional languages
will be assimilated into the national language Isat it may
be further enriched and so develop into a morect¥ie
medium of instruction.

The language policy mentioned in this report is
assimilatory as it intends to assimilate other laggs into
Nepali. This also indicates that the report hasawon for the
discussion of the importance of the local languages
education. One language and culture was encouréwed
promotion during the Panchayat regime (Weinberd3266).

3.2 Multilingualism accepted after restoration of
democracy
The post-1990 period moved towards pluralistic
language policy (Weinberg 2013: 76). The linguistic
awareness that the culture and language are thbatyrof

5  This was the opinion expressed by Mrs. Chandrai®.
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their (ethnic) identification increased among tpeakers of

mother tongues other than Nepali following the RBeesp

movement-1 in 1990 (2046). This was reflected wherhe

Congtitution of the Kingdom of Nepal (1990) was

promulgated. The constitution framed after the aregion

of democracy recognized languages other than Nepali

made the following provisions about the non-Nepali

languages:

(1) The Nepali language in the Devanagari scripthis
language of the nation of Nepal. Nepali languagal sh
be the official language (Part 1, Article 6.1)

(2) All the languages spoken in the mother tonguehe
various parts of Nepal are the national languades o
Nepal. Nepali language in the Devanagari scrighes
language of the nation of Nepal. Nepali languagal sh
be the official language (Article Part 1, Articlé2®

The constitution thus made the provision for the us
of mother tongues in the primary education (Parricle

18.2). It also guaranteed Nepalese as a fundammgitalto

preserve their culture, scripts and their languéieicle

26.2).

High Level Committee in Education Report (2049B.S./
1992)

This report is in line with the spirit of th@éonstitution
of the Kingdom of Nepal (1990) and it accepts all provisions
made in the constitution. Despite the fact thatwibespread
use of Nepali is acknowledged, the minority langsagre
also given priority in educational use. It recomuaen
(Section, 2, Primary education):

To permit the use of a language other than Nepaha
medium of instruction in areas where Nepali is tio¢
mother tongue, basically, as is advisable, readimdywriting
are conducted in Nepali with instructions and emptaons
given in the mother tongue of the area, provideat the
reading materials become available in sufficierdryity.
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Thus, the linguistic diversity of each community is
well-accepted. Regarding the textbook preparattstates,

There are no textbooks in most of the native laggaa
of Nepal, and there are some languages which have n
scripts. Nevertheless, in view of the rights corddrby the
Constitution, scholars of the languages concermedld be
motivated to prepare requisite textbooks (p., 221).

L anguage Commission Report (1994)

These provisions made in the constitution gave an
impetus to multilingual education. Similarly, theport of
National Languages Policy Recommendation Commission
(1994:41) made the following recommendations:

(1) It would be appropriate to adopt bilingual edtimn
particularly in schools located in the urban oraftur
areas with a predominantly bilingual context and
multilingual context. The teacher would use botk th
language of the nation and the mother tongue as
required in such an education system.

(2) In bilingual education, teaching mother tongae a
subject in the mother tongue and teaching of other
subjects in the language of the nation would also b
possible. But the teachers should be competenotim b
languages.

There are some good provisions in the constitutaoms
other related official documents. The opinions pralisions
included in the documents finally leads towards the
multilingual education in Nepal.

MILE (2015)

The study titled "Medium for instruction and langea
education: Ways forward for education policy, plagnand
practice in Nepal" is a comprehensive study thaesses the
issues surrounding the policy and practice issués negard
to medium of instructions. This study (Seel, Yadarad
Kandel 2015:XI1l) mentions:
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It was found that MTB-BLE initiatives and projects
have had considerable positive impact on childriasning
and enjoyment of school but face challenges in geoh
ensuring a clear and logical sequencing and respacse of
different languages as subjects and mother tongues,
development of materials of good quality and qugnti
teacher competences and systerms for ongoing tthni
support and monitoring. Howver, some of the modsicet
problems faced by these programs was relatedtaugbeof
project style implementation modalities to attenpeffect a
long term change in a complex area.

This study highlights a number of issues, suclssises
of using English as medium of instruction, sociowemmic
changes that would demand English as medium atuictsbn
among others, constitutional guarentee of usingherot
tongue in education among others.

4. Morecentral rolein minority languagesin education

The fact that the children should be taught in rthei
mother tongue gradually was gradually introducedhe T
constitution which endorsed the federal state based
equality and social inclusion was framed in 208% Interim
constitution of Nepal (2007) makes the following provision
for languages:

(1) All the languages spoken as the mother tormgudepal
are the national languages of Nepal.

(2) The Nepali Language in Devanagari script sbhallthe
official language.

(3) Notwithstanding anything contained in claugg it shall
not be deemed to have hindered to use the mother
language in local bodies and offices.

With these constitutional provisions, there haverbe
some advances in the use of minority languagesimapy
education. In addition to the documents mentioretiez, a
number of documents related to languages in educatade
recommendations and processes for the use of mimthgue
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in education, such a®ational Curriculum Framework,
Multilingual Education Guidelines etc. There are of course
some provisions in order to fulfill the objectivegt by
Education for All.

The School Sector Reform Plan (MoE 2005:.20) notes
that, “the school management committemd@) will make
necessary arrangements for the development of itgarn
materials in different languages”. It also makesthier
arrangements favLE in schools. It maintains,

To ensure that children learn in their mother tasyat
least in the early grades up to three, school nmamagt
committee $MC) can determine the language(s) of instruction
in consultation with the local body. Grades foud dive can
follow a transition from the mother-tongue mediunh o
instruction to Nepali medium of instruction. Fromades six
to eight, the medium of instruction can be fully Nepali.
English will be taught as a subject from grade onwards
(82).

These provisions were responsible for the initiatd
MLE in Nepal (cf. Eagle 2000, 2008: 226). However, even
after all legal provisions and commitments of the
government, the effective implementation and oue®rof
theMLE are yet to be obtained.

5. Current situation

After the MLE was implemented in 2007 with the
financial and technical support of the Finnish goveent,
the debates aboutiLE education is going on. In the
beginning,MLE programme was implemented in 8 different
languages, viz. Uranw, Tharu (eastern), Santhalba&hshi,
Athpariya Rai, Magar (Palpa), Tamang (Rasuwa) aadaR
Tharu. The textbooks have been prepared in difteren
languages (in more than two dozens of languageshéy
government of Nepal, and somieGos. Central Department
of Linguistics, Tribhuvan University is also prepay some
textbooks formLE. Despite this, the results are not very
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encouraging perhaps because of lack of appropmaigel

of MLE in Nepal. Ghimire (2014) discusses that it is rafgv

to find and implement appropriate model for mangdime
heterogeneous classrooms where the children of thare
two linguistic backgrounds are present in the same
classroom. There are arguments for and agamst in
Nepal. On the one hand, scholars are pointing bet t
importance ofMLE, (see section 1lpand some positive
changes brought about by it (Yonjan and Rai 20B3).
contrast, there are also opinions that thes is now
surrounded by a number challenges. The followingice
summarizes two of the main challenges, which may be
crucial to implementiLE programmes in Nepal.

6. Main challenges

MLE is surrounded by a number of challenges. The
dissenting voices OMLE are even stronger even today as
there are a very few success storiesvof. Some of them
include the lack of commitments fanLE from various
stakeholders, parents’ expectation of educatingcthilelren
in English, lack of teaching resources, lack offm@nce in
teachers, the time limits to make an evaluationmveoE
achievements, lack of orientation in teaching ia thother
tongue, multilingual setting in classroom, amondnecs.
Among these challenges, there are two challengéshvare
really crucial in implementation afiLE. They include the
multilingual setting in the classroom and pareprsference
to teach their children in the language with wider
communication.

Firstly, the sociolinguistic situation of the coont
across the country poses difficulties in implemsgvLE in
Nepal (cf. Malone, 2010, Ghimire, 2014, Regmi 20R8j et
al. 2011, p.33, Phyak 2012, p.42). The administeategions
or geographic regions in Nepal are multilingual. eTh
multilingual in Nepal is unique in the sense tha wan't
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simply choose one language in a specific geographic
administrative regioh

There are arguments, however, that some languages,
particularly minority languages are confined witlansmall
geographical territory. The speakers may be mogoéhin
such rural settings. This is true in many cases thig
argument does not apply in all situations. Let mesent the
cases of three different languages spoken in Madgstgct.
The isolated villages in Manang districts are cbndzed by
monolingualism. For example, the children in soniages,
such as Gherang and Dharapani are typically Gurung
monolingual before they are enrolled at school®ré&hwvould
be no difficulty in teaching them in the motherdgae as the
classes in these places are typically monolingBathilar is
the case with the children who grow up in Nar ahd.FBy
contrast, we find a different case when we looktret
linguistic group called Gyalsumdo. Although there a few
hundred speakers of this linguistic group, all bérh are
mostly bilingual as all Gyalsumdo villages are kechin the
trekking routes in Manang. This adds up the compésxin
choosing the mother tongue as a medium of insbmucti

This situation leads to the classrooms with stuglent
from heterogeneous linguistic background (GhimgZel4).
This is interlinked with the development of resayrteacher
training and ultimately linked with the financialamagement.
Taking into consideration the heterogeneity natafethe
classroom, we need to find an appropriate modeiatadle
this situation (Ghimire, 2014).

Secondly, one of the challenges is related to the
perception of thevLE among parents. The parents feel that
their children will achieve good education in thieies. They
want their children to speak not only the localgaage but
also Nepali and English. As they see that theildobin spend

6  Nepal presents a unique bilingualism/multiliniggra and it differs from other
south Asian countries (cf. Mohanty, 2008, Mans@004).
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more time on the local language and spend less time
learning/reading the language in the language afewi
communication, they are frustrated. Despite theppsrt to
MLE, they see that learning English would give théitdren
additional benefits of jobs and other opportunitigdhey
sometimes feel that the local language has venyddruse as
this cannot be used to establish the contact Wwetpeople of
outside and with the rest of the world. The loealduage is
confined to the local communities. Rai et al. (20f1 33)
also noted that the parents are in doubt whetherschools
will sustain. They feel that learning the local daage
confines the children only to their communities . (cf
Annamalai, 2003:. 126). Rai et al. (2011:33) furtimete
“The most crucial challenge is that parents, tees;hahildren
and other stakeholders are still resistant andiciosis about
the sustainability and effectiveness of the polit¥einberg
(this volume) furthter mentions that “"enthusiasmd an
leadership of politically and ethnically alignedykplayers"
made it possible to initate the Dhimal classes©i@dchools in
eastern Nepal. She has discusses that the implathoenof
the MLE policies in the schools at local level ist rseen
possible in her case study in absence of 'concaxtdsm'.
She mentions a case in which the combination ohan@l
head teacher, School Management Committee chair
combined with ethnic organization made the MLE ecess
story. By contrast, it is not easy to convince phaents
merely by activism.

The parents want to get benefits from the improved
education system. As mentioned earlier, the |logagjliage
iIs used only in the local context. This shows tpatents
feel the benefits of the language of the wider
communication. Because of these reasons, the pgyio
MLE schools are also switching to English. AlImost &mi
case has been noted in the Philippines (Burton3R01
Burton (2013:.100) mentions “A major finding wasath
teachers and parents focused primarily on benefits a
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short-term lens and disadvantages from a long-term
perspective”. This argument is very crucial in the
environment when overwhelming majority of childrare
enrolled at English medium schools (locally knows a
boarding schools). 1t is commonly claimed that all
participants of MLE- planners and policy makers,
educationists, community leaders, almost all mesbéthe
community- want their children to be taught in Esigl(cf.
Phyak 2012, p.42). This adversely affects theEe
programmes.

7. Conclusion

The debates on whether the local languages (of loca
mother tongues) should be used as medium of inginscin
schools began as early as 1960s in Nepal. Owing to
socio-political reasons, the teaching of the motbague in
schools could not be materialized for long. Inténggy, even
the government was prescribing a monolingual padiasing
the Panchayat regime, the educationists and experts
expressed the views that mother tongue educatioraiby
useful from pedagogical point of view. Even aftee tegal
provisions are made in national documents, e
programmes are surrounded by a number of challeddes
heterogeneous nature of classroom situation andehefs
and attitudes of the parents towarslse are two main
challenges for its effective implementation. Wlihe former
of these two cannot be avoided, we need to find an
appropriate methodology to handle this situatiommréddver,
one more crucial factor is the belief of parentsd an
stakeholders towardsLE. Unless these two challenges are
properly addressed, thveE programmes will lag behind.
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L ocal perspectives on mother-tongue
education in Nepal

NAOMI FILLMORE

The United Nations General Assembly declared 2019
the International Year of Indigenous Languages. The
declaration aims to raise awareness of the cruoé
languages play in people’s daily lives, including early
learning, as well as promoting and protecting iedigus
languages and improving the lives of those who lspleam.
Access to education “in and about indigenous laggsiais a
major objective of the international year.

Despite the now overwhelming consensus in the
literature that learning occurs best in the languagchild
speaks most fluently, many indigenous groups glpheaie
still fighting for their right to linguistically-iolusive
education to be upheld (including recently renewalils in
Australia).

In Nepal, Adivasi Janajati is a broad term for
‘indigenous nationalities’, and covers a diversagem of
caste, ethnic, and language groups in Nepal. Thst reoent
census reported a total of 126 ethnic groups and 12
languages, but this number likely underestimates ttiie
scale of the country’s multilingualism. With lesgh half of
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the population speaking the national language géaNeas
their mother tongue, and with literacy rates amthaglowest
worldwide, the issue of language in education ressing
one for Nepal's Adivass Janajati and other linguistic
minorities.

The Maoist Insurgency of 1996-2000 capitalisedhan t
dissatisfaction with monocratic rule and policiédiguistic
assimilation, suppression, and neglect that chamaed the
19" and 28' centuries, garnering the support of many
Indigenous and minority groups.The democratic gowent
established in the wake of the Insurgency periainsed to
better represent the nation’s cultural and lingeiidtversity.
Though not without its issues, the new Constitutetified in
2015- for the most part — comes good on this premis
Among several new provisions for cultural, religgpuand
linguistic rights, the 2015 Constitution mandatésitt all
children the right to receive basic education ieirtHfirst
language.

Implementing the constitutional commitment in over
100 languages is the next hurdle for country. Wiatey
education reform is a difficult undertaking, implenting
mother tongue education, with the added complexitiad
sensitivities of language and culture, is undoulyted
'wicked hard' development problem. To solve thgped of
problems, we need to start from a solid understandf local
attitudes, beliefs, resources, and capacities.

With this in mind, and against the backdrop of the
International Year of Indigenous Languages, a restrly in
Nepal offers an insight into the perceptions amacfices of
parents, teachers and students in six primary $€hoo
remote Nepal. Implemented by the Language Comnmissio
Nepal (the national government body setup to adtise
President on constitutional provisions related daglage,
including mother-tongue education), and with finahand
technical support from VSO International, the studkes a
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magnifying glass to selected schools in the local
municipalities of Temal and Phidim.

Findings show that, overwhelmingly, parents and
teachers support the new constitutional provismth 90 per
cent of parents and 98 per cent of teachers agyrebiat
children have a right to education in their mothengue.
Clearly, the government’s decision to include motioague
education in the 2015 Constitution reflects theirdesand
beliefs of local stakeholders.

Parents and teachers almost universally agreeisiag
the mother tongue helps students acquire informdtster.
However, this understanding did not translate poederence
for early education to be taught in the mother teng all
areas. In Phidim, 100 per cent of parents statadl ttiey
preferred their children to learn in the mother gios,
however, in Temal, only 50 per cent of parents esthdhis
preference.

The discrepancy in parent preferences between
locations highlights the need for localised apphesc to
advocating for and implementing mother tongue etimica
Panchthar district, of which Phidim is a part,hie birthplace
of a number of notable politicians, poets and awthand the
current President of Nepal is from the neighboudisgrict of
Bhojpur. With such strong role models availablerepés in
Phidim may be less concerned that their childreednt
know Nepali or English to be successful outsidetlwdir
community, while parents in Temal, located withirday’'s
drive from Kathmandu, may feel the pressure tonaitsie
with the national language more acutely given theaximity
to the capital.

Turning to teachers, the study found that most were
positive about the potential role of the mothergios in
education (95 per cent agreed that children shtdch in
their mother tongue first). This shows that any
implementation of the policy at the teacher-leveka not
focus on advocacy activities aimed to convince leex of
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the value of utilising the mother tongue. Howe\adthough

teachers understood the importance of the motmgue for

learning, 80 per cent felt that they didn't have tasources
and 44 per cent felt they did not have the abditeswitch to
a mother-tongue based program at this time. Tedekiet

activities therefore may focus on developing teeghskills,

capacities, and resources for mother tongue-basathing.

Being at the chalk-face of the education systendressing
teachers’ concerns about their own skills and #sources
available to them will be vital to the success afpil's

mother tongue education policy.

Students in both locations were generally pos#iveut
their schooling experience, with all students aoniing they
enjoy coming to school and learning new things. Wasked
about language, 69 per cent of non-Nepali-speagindents
in Temal and 79 per cent in Phidim agreed that tte@icher
encourages them to use their mother tongue.

Classroom observations provided an interestingyimsi
into current teaching practices in early gradesoufih the
local languages of Limbu (in Phidim) and TamangT@mal)
were used to varying degrees in both locations,aNepas
the most dominant language used in classrooms th bo
locations (used 72 per cent of the time by teachefemal
and 56 per cent of the time in Phidim), followed Exyglish.
Similarly, teaching materials in the mother tongwere
limited in Phidim, and non-existent in Temal.

Other studies in Nepal, such as the Early Grade
Reading Assessment (EGRA) study and the government’
own National Assessment of Student Achievement (NAS
have highlighted language as an important factopaor
learning achievement. The present study looked hat t
relationship between mother-tongue education andest
engagement. Unsurprisingly, it found that use ef tmother
tongue (either by the teacher or the studentsgeéhdr orally
or visually) was predictive of greater student eyegaent.

392= Local Perspectives

Education policy implementation is a ‘wicked hard’,
highly contextual, and non-generalizable issue.hWhis in
mind, this study offers a glimpse into the localdeattitudes,
practices, and capabilities of local teachers, mgareand
children in two remote Nepali communities. The r@dmkad
may be long, but by understanding and respectirmgl lo
perspectives, the Government of Nepal stands arbatance
of delivering a stronger, more inclusive educatgstem for
Nepal'sAdivas Janajati and linguistically diverse children.
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