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ABSTRACT

This thesis is concemed with the teaching and lcaming of cthnic minority Mother
Tongucs in primary and sccondary schools in Scotland in the 1990's. It is bascd on an
cvaluation of the current policy and practices cmployed by local councils in teaching
and lcaming of minonty cthnic Mother Tongucs and construction of a detailed account

of the rationale behind the practices as perecived by the stakcholders.

The cvaluation employed a range of qualitative and quantitative procedurcs over a wide
range of issucs concerning Mother Tongue teaching and leaming in order to asscss the
weaknesses and strengths of the provisions. Evaluation groups consisted of local
council representatives, teachers, minority cthnic parents and bilingual pupils played an

important rolc in assessing the current situation and thoughts in this arca.

The thesis begins by examining the definition and role of Mother Tonguce for cthnic
minonty pupils living in Scotland, with a view to understanding how Mother Tonguc
lcarning contnibutcs to the development of sclf-identity, cultural valucs and
individualism. This opcning chapter also explores the philosophical implications of the
multicultural 1dcology and how incquality and cxclusiveness in the education system
contribute to cultural hegemony. Chapter 2 analyses the historical and linguistic
background of five major community languages spoken in Scotland with a view to
providing a decper appreciation of the languages and their speakers. Chapter 3 deals
with the schooling of cthnic minority pupils and the role of Mother Tongue in nursery,

primary and sccondary cducation for minority cthnic pupils, with a view to asscssing
the extent of formal usage of minority Mother Tonguc in Scottish schools. This chapter

also cxplores the relationship between cthnocentric curriculum, racism and the
cducation of linguistic minoritics in a multicthnic socicty. Chapter 4 highlights the main
issucs of bilingualism with additional cmphasis on ‘interdependence principle’
(Cummins, 1986b) and additive bilingualism. Chapter § analyscs the rationalc in
adopting the mcthodology in this study and chapters 6 and 7 investigates attitudes of
local councils and minority pupils on Mother Tonguc tcaching and lcaming
respectively. In Chapter 8, a statistical investigation is undertaken in order to re-
cxaminc the *interdependence principle’ that the more children develop in their first

language academically and cognitively at an age appropriate level, the more successful
they will be in academic achicvement in their sccond language. Chapter 9 investigates



through case studies the expectations, anxieties and attitudes of minority parents

towards their children’s learning of Mother Tongue in schools or elsewhere.

Chapters 10 and 11 discusses the findings that Mother Tongue learning by minonty
ethnic pupils in schools facilitates rather than interferes with learning of English and
other European languages. Mother Tongues, however, were not recognised by councils

in Scotland as an essential element for personal and academic growth in ethnic minority
pupils but rather as a transitional tool in gaining competence in second language. These
Chapters also dealt with the findings that although some anxieties remained amongst
minority parents about the time and sequence issues in Mother Tongue learning 1n
mainstream schools, all parents believed that Mother Tongue leaming was vital in
understanding roots, history and culture, exploring individual positions in the ethnically
mixed society and perpetuating ethnic values and norms to the next generations.

Chapter 11 summarises the main findings in this thesis and recommends an action plan

for local authorities, schools and teacher training institutions.
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CHAPTER 1: INTRODUCTION, AIMS AND CONTEXT

1.1 Introduction

The primary purpose of this study was to explore the extent and impact of learning and
teaching of ethnic minority Mother Tongues in pnimary and secondary schools in

Scotland. The mainstream thinking, for over twenty five years, has been that the cultures

of minority groups would diffuse, through assimilation, transition and one-way
integration process, into the mainstream culture, and that the second and third generation
immigrants would no longer feel the necessity to leam about their language, history,
culture and henitage (Grant, 1995). Scarman (1981) in the report of an enquiry after
Brixton disorders (April,1981) suggested that:

...If alienation among the black community is not to develop, there
should be a more ready recognition of the special problems and needs

of the ethnic minorities than hitherto.
(Scarman, 1981, p132)

The report highlighted the need for improvement in the educational provision for ethnic
minority pupils in the areas of their cultural awareness and in understanding the
expectations of minority group children and parents. Eighteen ycars on, Macpherson’s
(1999) report, published after the tragic death of Stephen Lawrence, concluded that
institutionalised racism exists in the police force and minority communitics continue to be

the victims of racial harassment and discrimination in Bntain. Ironically, as

internationalism and globalization have increased in the last two decades, the desire to
maintain cthnic identity has also increased as it has been observed in the devolution
towards Scottish and Welsh parliaments. Many minonty ethnic groups are becoming
more aware of their needs to maintain their ethnicity, culture and language in the midst of

growth and urgency of internationalism (Grant, 1995).

The reality of today’s multiethnic and multicultural Scottish society is that ethnic
minority communities with their distinctive culture, lifestyles and values are and will
continue to live as part of the wider community. One of the aims of Education, in the
context of minorities, is to inform and raise their competence in communication to a level

where they can get involved and participate in negotiating their place and identity within a



mixed socicty (Cummins, 1998). Xenophobic nationalism, on the other hand, is driven by
cultural protectionism, its premisc being that the nation has a ‘destiny’ and that it is
supcrior to other nations. Giddens (1998) in his analysis of social democracy described
nations as cthical communities where all citizens find focus for sclf-detcrmination and
fecel empowercd. Moreover, a nation should develop state structures that allow citizens to

decide for themselves matters of general importance and urgency. In explaining ethnic
identities Giddens (1998) stated that:

Ethnic identities are not any less socially constructed than are national
identities-all ethnic identity is the outcome in some part of the use of

power and created from diverse cultural sources. In the area of

ethnicity, as in nationalism, there are no thoroughbreds

(Giddens, 1998, p131).

The aim of a cosmopolitan nation would be to counter the exploitation of oppressed
groups; this can not be done, however, without the support of the broad national

community, or ‘without a sense of social justice that must stretch beyond the claims or
grievances of any specific group’ (ibid. p133). In an information age there has been a
massive growth in the number of co-operative organizations working at a global level. At
the tum of the century, for example, there were twenty international governmental

organisations and 180 transnational non-governmental organisations. Today there are over

300 of the former and nearly 5000 of the latter (ibid. p140).

In recent years ‘globalization’ has been the centre of much political and business
discussions. Globalization is not mere economic interdependence between countries, it

affects individual thinking and understanding as well. The dietary habits of Scottish

nationals have changed after the migration of South Asians in different parts in Scotland.
Therefore, the food producers living in the other side of the world would feel the
conscquences and take business decisions, which would have global implications.
Globalization has also prompted debates in academic circle; how does it influence

cducation 1n a multicultural, cosmopolitan society, for example?

The aim of education in a pluralist, cosmopolitan society in a global context is, according

to Giddens (1998), to develop in cach individual a sound sense of self-awareness, ‘new



individualism’, confidence and sccurity in responding to the changing nceds of the
socicty as well as a healthy and mutually respectful appreciation of and tolerance for each
other in order to help achieve one’s true potential. The aim of schools is to crcate a
climate where individuals will be accepted for who they are, with their cultural and
linguistic diversities, and allowed to build on their knowledge of their own cthnicity and
world knowledge and become active and contributing members of the racially mixed

society. In explaining the new role of a ‘cosmopolitan nation’ Giddens argucd that:

A cosmopolitan outlook is the necessary condition of a multicultural

society in a globaizing order. Cosmopolitan nationalism is the only form

of national identity compatible with that order.
(Ibid. p136)

Cosmopolitan nationalism can be discussed in the context of ‘inclusion’ which in tumn,

presupposes differences in people in terms of ability, gender, class, creed or race. The

tension between establishing newly inclusive operations within exclusive societies needs

to be conditioned by future vision and cosmopolitan national identity. Participation by

disadvantaged minorities in the discussion of designing an inclusive society is important
in a democratic society with egalitarian norms. Broad and open discussion on issues of
mutual concerns would be debated between minority and majority to disclose exclusivity

so that inclusion does not become just a slogan. Evans (1999) in the discussion of

inclusive practices in education mentioned that:

Involving parents and the community in schools, is also a key element,

not only for accountability purposes and funding, but also in linking

employers with schools. The aim of this is to establish work

opportunities and to provide realistic curricula choice.

(Evans, 1999, p236)

Education is one of the most important vehicles in the future development of a
harmonious, multiracial, multicultural society and in the maintenance of the well being
of all its citizens. Active participation and involvement by the minority community in
children’s education is of paramount importance to ensure that the education system
responds to social and individual needs of all pupils. Attempts have been made in this

study to involve minority parents in discussion on the needs of Mother Tongue leaming

and how wider society can participate in their endeavour.



Adults from both majority and minority communities often desire to ensure that

educational institutions are guarantecing cqual educational opportunitics and endorsing

children’s rights to receiving an education which is favourablc to devcloping critical
awareness of social justice, inclusiveness and values as well as preparing the child for a
vocation. The concept of ‘inclusion’ is by no means new (sce, for example, Thomas,
Walker and Webb, 1998); educationists and philosophers sown the roots through out the
twentieth century, but only recently the idea started circulating in reference to special
education being included in mainstream education in UK. The concept of inclusion
provides social individuals with a capacity to understand that even in a democratic socicty
there arc groups who do not enjoy the same benefits as the others and that a part of a
society is excluded from equal educational, social and economic participation. Process of
inclusion has also been associated with large-scale political, economic and social changes
in the emergent democracies in Central and Eastern Europe. In the context of
discriminated, oppressed, and disfranchiscd groups in countries such as Germany or
Australia, inclusion is associated with increasing participation by minority communities
in social changes. The concept is also applicable to the process of globalization in a free

market economy, where the concept of inclusion would design a set of criteria for human

rights, frcedom and equality.

In the field of inclusive education consideration needs to be given to providing a unified
legal framework to guide policy making. The aim of the legislation would be to cover

education for all, not just part of school-age population. The specific issues affecting

minority pupils with special educational needs need not be resolved at a later stage or
outside mainstream cducation. Funding arrangements need to be based on equality; there
has to be no financial advantage in segregating part of pupils in separate schools; in the
case of ethnic minority pupils in weekend or community classes. Policy makers, in an
inclusive education system, will be consistent with the philosophy that support services

should have the main goal of cmpowering the school and helping it to become a learming

organization for cveryone.

The situation with curriculum development in education is no less worrying. The local

and national governments and educational institutions in a democratic socicty may create



an appropriate and suitable environment for all ethnic groups to achieve greater potential

and help them become adaptable to today’s and tomorrow’s society. Schools that remain
inward looking in delivering a curriculum designed for a monocultural socicty may leave
ethnic minority pupils to experience and adapt to the outside world by themsclves. The
need for European awareness and readiness for Scottish pupils are undisputed, however

the responsibility lies with educational institutions to prepare all pupils with a sense of
individuality and belongingness to their immediate environment before fitting them into

the wider world.

The purpose of this study also extends to provide a critical and empirical analysis of the
first language dependency theory that level of learning in first language influences levels
of learning in second and subsequent languages. Whether first language acquisition, in the
case of minonty pupils, interferes or supports majority language acquisition has been a
contentious issue amongst teachers, policy makers and parents for decades in Britain and
other parts of the world where the majority language has been the lingua franca and
minority languages have been considered as problematic. This contention has led to
confusion, culture gap, identification conflict, poor achievement and discontinuity in the
education for many minority language pupils in schools. A quantitative, statistical
approach in determining correlationship between language achievement levels in

community languages, English and French, has been undertaken in this study to identify if

any interdependence exists between the above.

The field study includes statistical data from four secondary schools and a number of

community run weekend and after school classes from four local education authorities
where a large number of language minority pupils are present. Out of 32 Local
Authorities in Scotland 22 Authorities responded to the questionnaire survey.
Examination records and opinions from around 700 ethnic minority pupils were collected
from 1995-1999; analysis of this data helped develop a general pattern in bilingual pupils’
attainment levels in first and second language leading to a number of findings. The

findings from this study helped formulate general and specific recommendations for

decision makers in schools.



The themes of self-identity, values, language and empowerment, integration, minority and
majority culture, cognitive benefits of bilingualism, conformity vs. innovation, inclusion
vs. exclusion have permeated throughout the thesis. Resurgence of the Gaelic language in

the Scottish educational curriculum (SED, 1965) as well as the researcher’s accumulated
experiences and concerns within the ethnic minority communities were inspirational for

this assignment. The motivational aspect also derived from a sense of desolation

experienced by most community language teachers in Scotland as well as the

unavailibility of a framework of a discourse needed by ethnic minority parents to reflect

on the necessity, validity and effectiveness of Mother Tongue learning.

The parameters of the literature search in this study was influenced by the demands of the
study; in order to gain a comprehensive view on origin, script and grammar of Asian

languages, in addition to materials written in English, Hindi and Bengali books were also
consulted. Relevant books, articles, periodicals and journals on bilingualism, bilingual
education published in U.K, Canada, U.S.A, Holland, Italy were consulted to gather a
broader perspective. Some of these books contained articles written by authors from
Australia, India, Scandinavian countries, Israel, Malaysia, Holland. The time period
selected was from 1970 onwards as significant research (Cummins, Philmore), case
studies (Collier and Thomas, 1998), experiments and discussions (Skutnabb-Kangas,
1987, Edwards, 1988) have taken place on issues of minority bilingualism and on the
value of Mother Tongue learning in the context of the acquisition of second language.
Altogether 16 schools in Scotland, England and Northern Italy were visited in the process

of gaining a broader scope and understanding of ethnic minority language teaching and

learning and the importance of political, linguistic and personal influence in the

maintenance of it.

1.2 Aims and Context

The overall aim of this rescarch was to explore the extent and impact of learning and
tcaching of cthnic minority Mother Tongues in schools in Scotland and examine what

influence it may have in the education of minority pupils in multicultural Scotland. The

aims of this study were:



1. to investigate if tcaching of Mother Tongue in main strcam schools would be
beneficial in building up sclf-estcem and a stronger sense of identity for cthnic
minority pupils.

2. to explore what impacts non-Mother Tongue teaching have in family life where

the minority language is the main communication vehicle.

3. to examine statistically the co-relation between bilingual pupils’ Mother Tongue

attainment and in English and French.

4. to assess the extent of formal and informal use of Mother Tongues by ethnic

minority pupils living in Scotland and their perception of place for learning.

5. to collate and analyse information from the local education authorities in their

attempts to helping and adapting to the linguistic, cognitive and social needs of the

ethnic minority pupils.

The extent to which the absence of Mother Tongue teaching could affect ethnic minonty
pupils’ personal, social and emotional development, remained a source of concern for
many minority adults and parents in multiucultural, multiethnic societies (Skutnabb-
Kangas, 1988). The roots of underachievement in education for linguistic minority pupils
in many western countries were simplistically attributed to factors within the child,
whether those arose from low intclligence, specific physical, sensory or cognitive deficits
or impaired motivation or self-esteem. The education of minority children in Britain were
influenced by a ‘deficit model’ (Verma, 1989), it was believed that minority children

nceded compensatory measures for their ‘innately lower intelligence’ or for ‘inferior
linguistic skills’ (Verma, p194). The Swan report (DES, 1985) discussed ways in which
underachievement and low attainment were related to racist and stereotyping attitudes in
socicty in general and how low income, unemployment and poor housing were more

likely to be experienced by ethnic minority communities than by the indigenous working

class community.

From an cxamination of literaturc on the development of racial awareness, it became

apparent that children as young as three years old become aware of their ethnic identity
(Katz, 1976) and they attached feclings of likes and dislikes to their own group and to
others from such an early age. The research findings of both Milner(1983) and Davey
(1983) with British-born South Asian, black and white children showed the ‘in-group’



preferences of children irrespective of their cthnic origin. Smith and Tomlinson (1989)
concluded in their large scale investigation on group preferences in multicultural

secondary schools that:
..there is a fairly strong tendency for children to chose friends within

their own group...this shows that no ethnic group tends to be generally

popular or unpopular.
(Smith & Tomlinson, 1989, p33)

The findings of Roberts and Satchdev,(1996); Madood et al. (1997) on young people
living in England, demonstrated that a high degrce of racial prejudices were held by white
youths towards Asians in the UK. In this social climate ethnic minority communities were
scen by educationists as presenting problems(Cornford,1989). First because the linguistic
minority pupils required special teaching in English and secondly becausc they made

demands for recognition of their Mother Tongues. Cornford (1989) commented that:

Both have been and remain serious problems, but they should not be

allowed to obscure the fact that a large British bilingual population is

an asset and a resource, which ought to be welcomed and exploited

(Comford, 1989, p222)

Subsequent DES consultative papers on foreign language teaching gave scant recognition
of the possibilities of including community languages in the curriculum. Cornford (1989)

further commented that:

A more radical reappraisal of language policies should in future include
the Mother Tongue of linguistic minority pupils within the compass of
languages available to all pupils, as well as making greater provision
for their academic study by bilingual pupils.

(Ibid. p222)

The ethnic minority adolescents in their process of identity development change their
images of themselvcs; they sec themselves as separate individuals rather than as extension
of their parents. They form their own opinion about dress, fashion, music, marriage,

rclationships, food and so on. The relationships within an Asian family are close,

dependent and emotional; they are relationships of support, obligation and loyalty. Khan



(1979) in her observation of cthnic minonty lifestyles amongst the Panjabi migrants

commented that:

The individualism and independence so valued in the west appcears
selfish and irresponsible to a Pakistani who expects and values the

elements of dependency and loyalty in a relationship.
(Khan, 1979, p43)

Madood et al. (1994) observed in a qualitative study on South Asian adolescents’ identity
related issues that religion played an important part in defining their ethnicity and
although they feel ‘culturally British® their distinctive ethnicity were not accepted by the
white British. The authors concluded that:

Most of them wanted to retain some core heritage, some amalgam of
family cohesion, religion and language...but did not expect this to mean
segregated social lives, for they lived and wanted to live in an ethnically

mixed way.

(Madood et al. 1994, p110)

A significant number of ethnic minority young people in the inner city arcas of the UK
feel alienated both from their own community and from the wider society
(Ghuman,1999). The role of the schools and education authorities is pivotal in developing
ethnic identities and preparing young British Asians for adult roles. Tajfel (1981) defined
ethnic identity as

..that part of an individual's self concept which derives from his
knowledge of his membership of a social group (or groups), together

with the value and emotional significance attached to that membership

(Tajfel, 1981, p255)

For South Asian migrants their community languages are the important vehicles for
teaching of their values, attitudes, personal and social skills to their young. Cummins
(1988) argucd that Mother Tonguc leaming 1s important for personal and social identity
markers. However, provisions for the teaching of minority languages remained
insignificant in 1970’s and 80’s as the Bullock report (1975) and subsequent report by

Swann (1985) on the underachievement by ethnic minority pupils in schools failed to



identify the importance of ethnic minority languages in the maintenance of ethnic cultural
identity as well as developing linguistic skills and did not recommend their inclusion in
the curriculum of schools. Very few studics have been done on the language attitudes of

the South Asian language spcakers, adults and adolescents in respect of both first
language and English and maintenance of their first language in subsequent years The

attitudes of local education authorities in terms of recognising languages of cthnic

minority communities and including these languages in mainstrcam education remained

unexplored in Scotland.

Before engaging into a discussion of the above issues in the Scottish context, an overview
of the present Mother Tongue learming situation involving the culturally and linguistically
diverse minorities in a number of European countries is presented below with a view to

providing a broader perspective to this topic.

1.3 Minority Mother Tongues in other European countries

Although there are 50 million speakers of minority languages in the 12 Europcan
Community countries, the EC has come to realise that the classroom is where a long-term

battle in preservation of culture and self-identity can be won or lost. Until General
Franco's death in 1975, Catalan, Galician and Basque were outlawed 1n schools 1n Spain.
Today, these languages are strongly encouraged in their respective regions, along with

Castilian, designated as the national language of all Spain. The atmosphere 1s very
different in France. In 1972, the then president Gorges Pompidou decreed that there 1s no

place for regional languages in a France, which was ‘destined to stamp its seal on

Europe’. (TES 17 June 1991, p28)

The Occitan and Breton speakers in France have been fighting such a dictum for 300
years. In the nincteen-eighties minority parents took initiatives and opened ten nurseries
and five pnmary schools at Beziers (ibid). Oceitan medium education, however, is not
available in secondary level, and pupils have to switch entirely to French. In this situation,
cthnic minority languages, mainly Arabic, spoken by the Algerians and Morrocan

immigrants in France have little hope for mainstream inclusion. On the other hand
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Ukrainian, Mandarin Chinese, Arabic in Canada, Spanish and Navajo in U.S.A are not

only protected also developing alongside European languages.

Germany, while taking a long time for its multi-cultural society to be recognised, has,
relatively recently, made a commitment to the education of its minority groups. The

notion that Mother Tongue teaching is an essential element in the development of self-

esteem of the immigrant child, and the guarantecing of better academic performance

generally has been the key issue in Germany’s inter-cultural pedagogy. The inter-cultural
approach stresses that all children, German and foreign, have to be addressed and
involved with regards to the mutual understanding of each other's culture and problems.
In Bavaria, Turkish speaking children may participate in pilot projects promoting
bilingual education in Turkish and German for all. In Austria and Switzerland Turkish

language is used in some sections of the national or local curricula and such enterprise is

supported by specialist initial and in-service education for teachers.

In the Netherlands, roughly 7.5% of the population are considered as belonging to ethnic
minority groups including second generations. (Kroon and Vallen,1995).. Almost half of
these immigrants come from the former Dutch colonies of Surinam, the Dutch Antilles
and the republic of Indonesia, including approximately 40,000 Moluccans. The other half
comes mainly from Turkey and Morocco. Italians, Spaniards and immigrants from former
Yugoslavia are also present in smaller numbers. In the early 1980°s the Ministry if
Education and Science and the Home office published documents where intercultural
education was mentioned as one of the main aims of education. The Dutch system places

emphasis on Intercultural education where bipartite or multipartite understanding and
respect towards each other’s cultures is the norm, and is expected to stimulate the
acculturation of minorities and majority members of Dutch society. Presently Turkish and
Arabic are taught in schools as a subject among other subjects. Since Mother Tongue

tecaching method is used in teaching of these minonity languages, the restriction is that

these subjects can not be taken by all pupils.

The children of the migrant workers in Northern Italy speak languages like Arabic, Polish,
Albanian, Urdu, Romany and many more and there are no Mother Tongue teachers in

thosc languages as the teachers trained outside Italy are not recognised as such. Some
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primary schools use the services of Moroccan and Somalian mediators whose dutics
involve liaison with Arabic speaking parents and pupils outside classrooms. This stop-gap
measure has aroused serious concerns amongst the mediators over the authonty’s lack of

cultural and educational awareness of the nceds of the minority pupils. The main
immigrant groups in Bolzano are Moroccans and Albanians. Amongst 96,000 inhabitants
in Bolzano nearly 2.5% (2522) arec immigrants who have come mainly from Albania,
Morocco and the rest are gypsies. Nearly 300 gypsies and chintis (a tribal group) live with
their families in various areas of Bolzano. All minority language pupils are submerged
into the majority language without any support in their Mother Tonguc.
Underachievement amongst migrant pupils have become a major concemn in Italy and

they are looking at other EC countries for new approaches. (Study Visit to Italy, 1997))

The Ladins form the second largest minority group in Northern Italy. Like the Welsh,
Scots, Bretons, Catalans and Asians living in Britain, the Ladins are struggling to
preserve their identities amidst speakers of major European languages. The Ladins’
homeland, the Dolomite mountains of Northemn Italy is now predominantly inhabited by
Italian and German speakers. In Italy the Ladin speakers live in two autonomous regions,
itself divided into two autonomous provinces Bolzano/Trento and Fruili. There are also
Ladin speakers in Veneto, Switzerland and language is the single unifying feature of the
Dolomite Ladins. Like French, Italian and Catalan Ladin is a nco-Latin language, that 1s
the result of the encounter and mixture of Latin with the languages spoken at the time of

the Roman conquest.

Around 30,000 Ladin speakers live in the Dolomites (Poppi, 1995). The children begin
their Kindergarten education in Ladin; this is followed by a speedy introduction to Italian
and German. Pupils learn History and Mathematics in German, Geography and Art in
Italian. All children get two hours of Ladin lessons every week for cultural awareness. In

sccondary schools Ladin speaking pupils get one hour a week Mother Tongue teaching.

Most European countries are multilingual and the EC recognises the importance of
maintaining minority Mother Tongues as an important vehicle for ensuring equity and
frecdom. Yet there is only one lingua franca for formal education in many countries for

minonty language pupils, with a few exceptions. Children leam to read for the first time
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in a language that they don’t speak and leamn to perceive their own language in a diglossic

situation where their first language is considered as inferior.

1.4 Dcfinitions of Mother Tongue

Not only has Scotland been acknowledged as multicultural, but also here every child is
expected to be trcated as special (Strathclyde Regional Council, 1985). Docs this signify

that minority and majonity Mother Tongues should have the same rights and support in
Scotland? If so, on what evidence? Before engaging into the discussion of the place, form,
importance and reasons for Mother Tongue leaming in multicultural Scotland, the

clarification of the term ‘Mother Tongue’ is necessary as this would provide an
opportunity to assess if every child should have access to his or her Mother Tongue

leaming in mainstream schools.

The term Mother Tongue has been a subject of discussion and debate amongst scholars

and layman alike, especially in multicthnic, multilingual settings. The survival and

maintenance of Mother Tongue has been the cause of many nations to divide and unify

around the world. The United Nations (1969) adopted the definition of Mother Tongue as:
.. the language usually spoken in the individual's home in his early

childhood although not necessarily used by him at present.
(Leiberson, 1971, p291)

This early definition precludes present phenomena of active bilingualism in later life and

includes linguicism, the dominance of one language at the expense of others.

One’s Mother Tongue can be described as the language one has learnt first from his or her
mother, the very first person a child lcams to relate to. It is the language through which a
child perceives the world and through which initial formation of concept takes place. It is
the language through which a child establishes relationships with other children and
adults around him or her and experiences a sense of belonging. It is a tool that serves a
child's carly socialisation. Srivastava (1981) mentioned the socialisation function, identity
function and psychic function of the Mother Tongue. All such functions influence a child
in his formative years and help develop a sense of cohesiveness and affinity to one’s

speech community. Mother Tongue anchors a child to its culture, tradition, religious
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practices, beliefs and values. A child learns about his culture through myths, folklore told

by parents and grandparents as well as through portrayals of Gods and demons at home
and temples, feasts and fast, performing arts and religious observances. Morcover, as

Pattanayk stated

The Mother Tongue is that language, the loss of which results in the loss

of rootedness in traditions and mythology of the speech community and

leads to intellectual impoverishment and emotional sterility.

(Pattanayk, quoted in Spolsky, 1986, p7-8)

Such strong influences of Mother Tongue are valid in both monolingual and multilingual
settings where a child grows up with more than one language but in such cases the child
usually has a greater emotional pull towards one of the languages which is identified as

the Mother Tongue. Even if the child does not know the Mother Tongue, it beccomes a
solidarity symbol, an unifying force to a community. Illich (1981) distinguished between
a taught mother language and a vemacular tongue and demonstrated how radical
monopoly of taught Mother Tongue over speech can result in ‘vernacular paralysis’.
Pattanayak (1981) suggested that when one language is confined to the intimate domain
and another language is used in all other domains, the latter may be called the culture
language; furthermore, the relationship between a home language and a culture language
may involve a dialect and a standard or a vernacular and the taught Mother Tongue or two

Mother Tongues.

The concept of multiple Mother Tongues was discussed by Skutnabb-kangas (1984) as
Mother Tongue was defined by origin, competence, function and identification. Such
definition provided a broader definition of Mother Tongue where a child may have more
than onc Mother Tongue. For example, an cthnic minonty pupil living in Scotland may,
on the basis of ongin, have Panjabi as his Mother Tongue, while the same child may have
English as Mother Tongue on the function criteria as the child enters school and leamns to
function competently in English. With increasing literacy and functioning in English, the
child may identify English as his first language, although by external identification by the
majority society English would be regarded as his second or additional language. Such
interpretation was later confirmed by the parent focus group, interviewed for case studies.

Morcover, ethnic minority parents' level of bilingualism, two parents speaking two
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different languages in the same household, pressure from majority English speaking

society on minority families may also be regarded as determining factors for a child

having morc than one Mother Tongue or first language.

Skutnabb-Kangas's definition of Mother Tongue thus provides a broader definition of a

person's Mother Tongue that can change during onc's lifetime, even several times,
following all other definitions except the definition by origin. The use of a combination of
definitions, as Skutnabb-Kangas (1984) identified, may show the highest degree of human

rights awareness, but it may create identity conflict and confusion. Therefore Mother
Tongue would be defined in this study as the language a child learns first and identifics

with.

1.5 Multicultural education

Before the 1960s the response of the majorities to the presence of ethnic minonties 1n

Britain was dismissive, restrictive and resentful. During this time cultural diversities
brought in mainly by Commonwealth immigrants became a concern to the British nation
(Grant, 2000). Multicultural education in the 1960s was perceived as a reform movement
designed to change the educational environment so the pupils from diverse racial and

ethnic groups would experience equal educational opportunities similar to the majorities.

Multicultural education, as described by Banks (2001), was at least threc things: an idea

or concept, an educational reform movement, and a process. Multicultural education
incorporated the idea that all students regardless of their culture, race, gender, social class
and other inequalities, should have an equal opportunity to learn in a positive environment
in mainstream schools. Another important idea in multicultural education was that some
pupils had a better chance to lcarn in schools than pupils who belong to other groups or

who had different cultural charactenstics.

Scotland, in common with the rest of the United Kingdom is a multicultural nation
consisting of various cultures. These cultural diversities include different languages,
religions and social classes for both territorial and non-territorial groups. The cultures of

ternitorial groups, such as the Gaels in the Highlands and the welsh in Wales, as well as
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the cultures of the non-territorial groups, such as the Asians and Afro-Caribbean
immigrants as well as the Gaelic speakers living in different parts of Britain, add to the
modern multicultural nature of the UK. There are also other non-territorially based groups

such as the Travellers and Gypsy communitics whose cultural diversities require equal

attention in this democratic pluralist nation.
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