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ABSTRACT

This study sought to examine the implementation of MTB-MLE in schools where the majority of the
students are indigenous learners. It specifically aimed to describe the (1) teachers' experiences
with MTB-MLE implementation and the (2) the teachers' concerns in implementation. Purposive
sampling was used; 6 Primary Teachers were interviewed using a semi-structured interview
technique. Results show that the teachers believe in the program's purpose of the program, but in
practice, it has some issues that call for reflection among policymakers and program implementers.
The teachers see MTB-MLE as something irrelevant because it is a duplication of the Filipino
subject which is not the Mother Tongue of the learners in the first place. Another issue that was
revealed is the implication of having a multilingual classroom. The diversity of the linguistic
backgrounds of the learners poses a problem. Teacher says that they receive training on MTB-
MLE, but such training has no practical relevance to their day-to-day instruction. The teachers also
mention the dearth of teaching and learning materials. It could be safely said that the
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implementation of MTB-MLE failed to achieve its purpose, and it needs more re-thinking. The
researchers believe in the goal of Deped in implementing the program but that more research is
needed. Collaborating with teachers, anthropologists, linguists, and artists is necessary.

Keywords: Mother tongue-based multi-lingual education (MTB-MLE); indigenous people education
(IPED); MTB-MLE program implementation; issues in MTB-MLE.

1. INTRODUCTION

The Department of Education released DepEd
Order No. 16 series of 2012. This document
mandates the implementation of Mother Tongue-
Based-Multilingual Education (MTB-MLE) as a
subject from Kindergarten to Grade 3 (K-3) as
part of the Philippine K to 12 basic Education.
This move is seen as a support to the "Every
Child-a-Reader and a-writer by Grade 1" goal of
the education department. This document has
cited that the conceptualization of MTB-MLE is a
product of the 1999-2001 Lingua Franca Project
and the Lubuagan Project. In the same
document, the 8 major languages plust the of the
Philippines are mandated to be taught as
subjects namely: (1) Tagalog, (2) Kapampangan,
(3) Pangasinense, (4) lloko, (5) Bikol, (6)
Cebuano, (7) Hiligaynon, (8) Waray, (9) Tausug,
(10) Maguindanaoan, (11) Maranao, (12)
Chabacano.

At this stage, the Authors can see that although
the Philippine Basic Education system has
expressed its intent to recognize the role of the
Mother Tongue in the Educational success of
learners, a gap still exists in its inclusivity. Kaplan
and Baldauf [1] described the linguistic situation
in the Philippines as characterized by being
heterogeneous and having no absolute majority
of speakers. Cunanan [2] has also mentioned the
multilingual nature of the Philippines, which is
described as an archipelago of 7,017 islands and
islets and 172 coexisting languages.

It is not an outrageous claim that implementing
MTB-MLE based on the policy set by Deped,
although it is a good start, is not enough because
if Authors will look at the total number of
languages in the Philippines and the mandated
languages to be taught in the DO 16, s. of 2012,
it accounts for only 0.07% of the total languages
in the Philippines. This has serious implications
for the learners who belong to minority
ethnolinguistic groups, particularly the
Indigenous People Population. This was also
argued by Andaya [3]. For her, the teaching of
the dominant language in  multicultural
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communities is doing "dire and irreversible
consequences in our nation" and defeats the
purpose of MTB-MLE, which aims to help
minority students acquire literacy skills. It could
be said that the implementation of MTB-MLE is
not faithful to its ideals, such as valuing cultural
diversity and preserving the learners' cultural
traditions and identities.

This is connected to another emerging issue at
hand. The Indigenous People Education. The
1989 ILO convention and the 2007 declaration of
the Rights of Indigenous Peoples. These two
internationally accepted documents highlight the
rights of the indigenous people. Among these
rights is the recognition of the Rights of the IP
communities to quality, culturally relevant, and
responsive education. In the Philippines,
Indigenous communities’ rights have been
established legally. The most relevant is the
establishment of the National Commission of
Indigenous People (NCIP) through the Republic
Act 8173, commonly known as the IPRA law.
This legislation also calls for a culturally
responsive education.

The Department Order 62, s. 2011 of the
Department of Education is another landmark
policy to ensure the move to promote the right of
the People learners to quality basic education.
One of the policy statements stipulated in the
National Indigenous Peoples Education Policy
Framework is the provision stating the
responsibility of the Department of Education to
"Provide adequate and culturally-appropriate
learning resources and environment to IP
learners." Thus, teaching the Mother Tongue of
the Indigenous People as part of the MTB-MLE
could have worked consistently with the said
IPED policy statement contrary to the current
provisions stipulated on the DO 16, s. 2012.
Dekker and Young [4] argued for it before the
MTB-MLE was implemented. In their paper, they
reviewed the language policy of the Philippines.
They presented a case study of implementing an
innovative  community-based approach to
multilingual education in  Northern Luzon
(Lubuagan Project).
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The project demonstrated that effective Mother
Tongue instruction could serve as a strong
sequential bridge to the prescribed languages in
the then Bilingual Education Policy of the
Philippine education system. This result was
confirmed by other research conducted where it
was demonstrated that said bridging effect of
Mother Tongue to second language acquisition
[5,6,7].

1.1 MTB-MLE in Basic Education

The MTB-MLE implementation in the Philippines
has been explored in the academic literature.
Here, Authors will discuss the relevant research
published on the topic. In studies examining the
attitudes of teachers with regard to MTB-MLE
implementation, various attitudes were revealed.
For example, Anudin [8] found out that teachers
generally hold negative attitudes towards using
Chavacano as a language of instruction. The
inadequacy of books and learning materials,
vocabulary deficiency of teachers, and
insufficient teaching materials and teacher
training is cited as issues. This problem was
manifested in the early years of the program's
implementation and is said to be persisting, such
as the availability of instructional materials and
facilities.

The study by Cabansag [9], on the other hand,
examined the problem from the perspectives of
the school's stakeholders; aside from the
teachers, other internal and  external
stakeholders were included, such as the pupils,
parents, local school board, parent-teachers, and
community association, including the non-
government organizations and local government
units. Results indicate that the MTB-MLE
program provides a learning environment that
promotes expressing ideas better on the part of
the learners and that Mother Tongue instruction
is said to contribute to building the learners' self-
confidence along with better retention and the
promotion of a learner-friendly environment. The
study, however, confirms the findings of other
studies regarding the difficulties in implementing
the program, the linguistic diversity of school
settings, the inadequate instructional resources,
and the rigidness of the top-down program
implementation of the Department of Education.
Cansino et al. [10] also observed the same
themes where the dearth of teacher training was
mentioned. One unique issue that this study has
pointed out is the provision of evaluation
instruments for MTB-MLE teachers. Additionally,
the curriculum appeared to fall short of its

35

objectives because the pupils demonstrated
grammar awareness, vocabulary development,
and reading comprehension issues.

The comment presented by Cabansag [9] with
regard to the top-down planning and
implementation of the MTB-MLE program was
already explored by Burton [11] in her
dissertation. Her exploration of the understanding
of the teachers and parents about the
implementation of MTB-MLE. Concerns were
raised about the top-down approach adopted by
the policy's planners and implementers. The rigid
Bureaucracy of the Department of Education
could be a liability in the planning and designing
of the Indigenous People's Education
Curriculum, which needs a localized community-
based approach.

The study by Dimaculangan and Gonzales [12]
revealed conflicting  perspectives among
stakeholders about the MTB-MLE program in
relation to English Language Teaching (ELT).
The perspectives range from being (1) undecided
about their attitude towards MTB-MLE to having
no full understanding of the program. From the
perspectives, the participants expressed their
uncertainty on whether the MTB-MLE could
positively impact English language teaching.

It is important to mention that in the context of
Southern  Palawan, a study on the
implementation of MTB-MLE was already
published by Villarus and Perez [13]. Their paper
examines the implementation of MTB-MLE by
conducting a survey among students and
teachers of remote areas of Brooke's Point,
Palawan. Like Cruz [10], it was found that the
students scored low on the instrument that was
used, which leads to the conclusion that the
program has not met the expected outcome.
Results also show that due to the fact that the
teachers are unfamiliar with the communities'
beliefs, cultures, and languages, the majority of
teachers found it challenging to cope with the
individual differences, interests, and needs of
their students as well as to integrate MTB-MLE
into other topics. This could be attributed to the
context that they are not members of the local
community where they were sent to teach and
are of different ethnicity.

The implementation of MTB-MLE in the
Philippines, as seen in the literature, has its
nuances. There are different opinions between
the teachers and between stakeholders
regarding its implementation. While the such
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implementation was perceived to be beneficial, it
could be argued that the issues and challenges
have persisted and remained unsolved.

The issues surrounding the implementation could
be summarized as the following:

1. Of lack localized training for teachers.

2. Lack of localized teaching/learning
materials.

3. Knowledge of teachers in the mother
tongue of the community.

4. Challenges related to having multilingual

classrooms.

1.2 MTB-MLE and
Education

Indigenous People's

It is critical to put into account that these issues
have been experienced even by non-minority
language groups. Eduardo and Gabriel [14] have
described that the IPRA law appears to be more
of a tokenism. In this study among the Dumagat
in Nueva Ecija, English has remained to be the
most widely used medium in the IP schools'
curricula. This was also observed by Tolentino
[15] after examining the perspectives of IP elders
in an Aeta community in Pampanga in the
implementation of the Indigenous People
Education program (IPED) of the Department of
Education. The elders express their concern over
the use of language in school. According to
them, the indigenous language is fleeting among
the indigenous students, leading to conflicts
between the IP elders and non-IP collaborators.
It was mentioned that traditional was mentioned
that although the students could still speak their
indigenous language, the written form is slowly
dying. The paper has also mentioned that the
Aeta students felt awkward while using their
indigenous language, resulting in using the
language only when they are talking among
themselves. This could be associated with the
discrimination and bullying experienced by the IP
learners.

These results are consistent with the findings of
the study conducted by Suazo and Montenegro
[16] among the Manobo IP group in Mindanao. It
was said that the majority of teachers do not
speak the language as expected of being not
part of the ethnolinguistic group. This has
resulted in challenges in communication between
the teachers and the students. The scarcity of
learning materials is also observed. Villaplaza
[17] assessed the implementation of IP
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Education in Agusan Del Sur in Southern
Philippines by conducting a survey among the
school stakeholders such as teachers, school
administrators, school heads, IP Learners, and
IP elders; it was revealed that while pedagogy
and methodology and indigenous knowledge
systems and practices got a "satisfactory" rating
curriculum content and planning, the language of
instruction, teacher training, materials, and
assessment and evaluation got a "poor rating."

From this point, it is safe to say that the members
see the use of Mother Tongue of the community
and learners as a critical component of
indigenous people's education. This has two
implications. In this context, Authors believe that
the full implementation of MTB-MLE in schools
with indigenous learners should not only be seen
as a strategy to achieve learning goals, as
proved by the report of Walter and Dekker [18]
but should be seen by education and research
institutions as part of the commitment to the full
realization of the right of the indigenous people to
education. This is in context to the fact that the
language used for teaching is alienating for the
learners.

Even in a time when the Indigenous People have
the right to accessible and quality education, as
well as the implementation of the MTB-MLE
program as part of the formal curriculum of the
Department of Education, there are still "rough
edges" in this program. Here Authors could all
agree with the statement of Eduardo and Gabriel
[14] when they said that with the IPRA law and
we add all the other policies and programs for
the Indigenous People, learners are still could be
described as tokens "tokens." Advocating the
use of Mother Tongue in education in general
and in the Indigenous People learners is still an

unrealized concept that needs to be
accomplished.
The Episcopal Commission on Indigenous

Peoples Education commented in [19] 2008 that
even though the graduates of learners from the
Indigenous Communities are seen as success
stories, the other side, which is often overlooked,
is the grim reality that the number of dropouts
exceeds the number of successful students.
Comprehension difficulties are among the
reasons cited, along with the adjustment to
difficulties and discrimination. It is interesting
because the use of indigenous language is also
a source of discrimination and bullying, as
implied by the results of Tolentino [15]
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From the things we have discussed in the
previous sections, we can see how the issue of
MTB-MLE and Indigenous People's Education
are intertwined. For the indigenous people, the
use of their language is part of their rights and a
means of empowering them and providing
opportunities for the communities to celebrate
their culture and take pride in their identities.
These things that were mentioned in the previous
sections served as the conceptual basis of this
research.

1.3 Research Objectives

This study aims to examine the experiences of
primary school teachers in southern Palawan
teaching MTB-MLE in schools dominated by
Indigenous People learners. The following are
the specific research objectives of the study:

1. Describe the teachers' experiences in the
MTB-MLE implementation.
2. Determine the teachers' concerns in

implementing MTB-MLE.
2. METHODOLOGY

This research used a qualitative approach. The
researchers used a semi-structured interview
technigue among the teacher participants.
Purposive non-random sampling was used to
determine participants. The criteria are the
following:

1.
2.

A teacher of kinder to grade three pupils,
Must be designated to teach in schools
where the majority of the learners are
members of the IP community,

Six teachers have agreed to participate in the
study. They represent two schools that are
located in remote locations. The respective
school heads granted the researchers
permission. Two cycles of interviews were done
from April 26 to May 16, 2022. The interviews are
audio-recorded and transcribed. The interviews
are done using the Filipino language and
translated by the researchers into English. The
analysis of the data was done using coding and
thematic analysis. Traditional techniques were
used in the analysis by means of colored
highlighter pens and pencils for coding and
analyzing themes. Similar responses are
grouped into categories called codes. The
researchers then looked for patterns that
occurring in the codes that emerged. This latter
process lead the researchers to cluster the codes
that later became the themes. The identity of the
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respondents is hidden in the presentation of
data. Code names were used to represent them.
The authors have also decided not to mention
the names of the schools represented by the
participants.

3. RESULTS

The following themes can best explain the
teachers' experiences: (1) Disconnect in the
capabilities of the teachers and the Mother
Tongue of Students, (2) Tagalog was used
because it is not necessarily the mother tongue
but a common tongue. (3) MTB-MLE is
redundant with the Filipino subject, and it would
be better if the language used is the indigenous
language.

3.1 A gap in Teachers' Knowledge of the
Learners' Mother Tongue

The participants recognized that there is a
disconnect between the teachers' capability and
the learners' mother tongue.

“Kung ikaw ay teacher dito dapat kailangan
ay marunong ka din mag netibo at tsaka
Muslim, pero sa amin disadvantage ito sa
amin (ang MTB) kasi di kami marunong
magsalita ng ganun. Nakakaintindi kami pero
maliit lang, pero hindi kami nakakasalita,
parang mahirap samin pero sana mas
maganda yun kung ang teacher ay
marunong sa kanilang language” (If you are
a teacher here, you need to speak the
Pala'wan language and the language of the
Muslims. This, for us, is a disadvantage
because we can't speak any of those. We
can comprehend but only a small fraction of
the language. For us, it is difficult; we believe
it's better if the teachers are from the
community. (Teacher Sherlyn).

Teacher Sherly shares her reflection based on
her two years of teaching in the school. She
mentioned that she could not speak the language
of the pupils and believes that, for her part, it is a
disadvantage because they are having difficulty
communicating the lessons to their learners. All
of the participants have the same opinion. This is
not a novel finding because this is a recurring
theme not only in the context of this study but
also in the previously mentioned studies in the
context of Indigenous Learners
[16,17,20,21,22,19].

In relation to this, Teacher Sherlyn shared her
thoughts that it would be better if the teacher was
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from the community. On the other hand, Teacher
Cristy also shared her thoughts in the same light
in the statement below:

“Dahil magkaiba kami ng dialect, merong
sinasabi yung bata na di naming
maintindihan. Yung umiiyak na sya pero
hindi ko pa rin sya maintindihan, pero yung
bata may sinasabisya dun ako nahirapan,
minsan baka may masakit na sa bata tas di
ko maintindihan, yun bang may gusto silang
sabihin pero hindi nila masabi ng diretsuhan
sa teacher tapos yung teacher naman may
gustong sabihin sa mga bata pero di naman
maintindihan ng mabuti ng mga bata so yun
yung problema” (The linguistic difference
between us, the teachers and the pupils,
poses a problem. Pupils say something, but
we do not understand them. For example,
when they are crying, we cannot
comprehend what they are saying. These
things made our job difficult. Sometimes we
don't know if something is hurting them, but
they are having difficulty communicating it,
and we teachers can't comprehend enough
what they are saying. So that is the
problem.) (Teacher Cristy).

Authors could see from the statement above that
she expressed her belief that the language gap
between the learners and her is a problem. It
affects not only her ability to communicate the
lesson, but she also expressed concern about
her (in)ability to check the welfare of her
students. The gap between her and her learners
limits her ability to function as a communicator of
knowledge and as a second parent. Interestingly,
one participant said she knows Jamma Mapun
because she is part of the Jamma Mapun
Cultural community. The rest of the participants
are not members of the cultural community and
have difficulty communicating with the learners.

The two statements presented are just a sample
of all the participants' responses. They do
recognize the problem that they are not capable
of teaching MTB-MLE subjects should they offer
to teach the real Mother Tongue of their learners.
However, in the next section, we will see that
teachers see MTB-MLE as irrelevance because it
is a mere redundancy of the Filipino subject.

3.2 Tagalog was Used Because It is a
Common Tongue

While it was mentioned earlier that, theoretically,
the implementation of the MTB-MLE is a move to
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promote multilingualism and a recognition of the
rights of the marginalized. The statement of
teacher Christy below shows the disconnect
between the rationale of the MTB-MLE. The
statement below says that there are two Mother
Tongues in the communities where the schools
are located, namely Pala'wan (an indigenous
People group in Southern Palawan) and Mapun
(the language of Jamma Mapun, another minority
group who migrated from the island of Tawi-
Tawi, the southern Philippines, to Palawan).

“Dito kasi sa ‘Tagmaya’ dalawa ang dialect
dito, Palawano at Mapun, so dahil di kami
marunong sa ganung dialect, tagalog ang
medium  of instruction naming kasi
nagtatagalog din naman sila” (Here in (sitio)
Tagmaya, there are two dialects, Palaw'an
and Mapun. So since we don't know how to
speak that dialect, we are using Tagalog as
a medium of instruction since they at least
speak Tagalog.) (Teacher Cristy).

These two are minority languages in the
Philippines, but these languages are not taught
in the MTB-MLE classes. Teacher Juvelyn also
mentioned that "Mapun" and Pala'wan are the
learners’ mother tongues. However, it is
interesting to note that her statement
contradicted the statement of Teacher Christy
when she said that the language gap between
the teachers and the student poses a problem.
The statement below said that the learners are
fluent in Filipino (Tagalog) and that it was used
as the medium of instruction.

“Dito kasi sa atin sa Sumbiling, mostly ang
mga estudyante ay Mapun at Palaw’an, pero
nga kasi ang mga bata hindi na rin sila
gumagamit ng salita nila sa bahay kahit mga
Mapun ang ginagamit nilang salita ay
tagalog na din maliban na lang siguro sa
mga doon sa dulo dulo. Lahat ng mga
estudyante ko especially Palaw’an ay fluent
nasa Tagalog nakakaintindi at
nakakapagsalita na sila kasi kahit nga sa
bahay nila Tagalog na din ang ginagamit
nila” (Here in Sumbiling, most of the students
speak Mapun and Palaw'an as their Mother
Tongue, but the learners today are not using
their language even in their homes except
those in more remote areas. All my students,
especially Palaw'an, are fluent in Tagalog.
They can speak and understand it because
even in their homes, they are using it.)
(Teacher Juvelyn).
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The important context that could shed light on
this contradicting statement could be explained
by the fact that these two teachers are assigned
to different schools. Teacher Juvelyn represents
only her observations and has no attempt at
generalization since she mentioned that she
recognized that the more remote areas have a
different reality. Another important context is that
teacher Cristy is assigned to teach Kindergarten
pupils. This explains her concern about the
language gap. The age of the learners is a big
factor because this will be the first year of formal
education for indigenous learners. The
adjustment from the Mother Tongue to the
dominant language used in schools is a big
factor. This is why we believe that Mother
Tongue instruction at the Kindergarten level
should be among the areas of higher priority as
well as the schools located in remote areas.

While the usage of the Filipino language as a
medium of instruction and the usage of MTB-
MLE is justified for the reason that it is the
common language, it is still an issue. It still
reflects the concern of the Indigenous elders
connected to the reality of the possible "death” of
the use of their indigenous language and their
cultural identity, as reported by Tolentino [15].

3.3 MTB-MLE is Redundant with the

Filipino Subject

The interview data have revealed glimpses of the
gaps between the theory and the implementation
of the MTB-MLE subject and the attitude of the
teachers towards the subject. The statements of
teacher Juvelyn and teacher Lalaine best
describe it.

“Ang tinuturo kasi sa MTB, Kkatulad sa
Filipino kaya kung ang topic sa MTB ay
katulad sa Filipino. In-skip nalang nga
naming minsan, wala talagas yang certain na
topic” (Teaching MTB was the same as the
topics being presented in the Filipino subject.

Sometimes we skip redundant topics;
sometimes, the topic is not certain.) (Teacher
Juvelyn).

Teacher Lalaine also says the same things in the
following statement as she explains the
implementation of MTB-MLE. She explained that
Tagalog is being taught because it is the
language that everyone can understand.

“Sa pagtuturo ng MTB, parang katulad lang
ito ng Filipino, ang kaibahan lang ay
yong...kasi ditosa Palawan ang ginagamit na
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pinaka mother-tongue ay Filipino (Tagalog)
kaya parang hawig na rin sya sa Filipino
yung pagtuturo” (Teaching MTB (subject) is
similar to Filipino; the only difference is that
the mother tongue we recognize here in
Palawan is Tagalog, which is why it is similar
to Filipino.) (Teacher Lalaine).

First, there is a need to clarify this statement by
the participant. The original translation from
Filipino is "ginagamit na pinaka-mother tongue" it
could be translated roughly as "most used" used
language. The use of mother tongue in this
statement is meant only as a comparison to the
mother tongue, and the teacher only equates the
mother tongue to the common tongue. The
statements above reduce the MTB-MLE subject
as redundant to the Filipino subject. Teacher
Alyusree in the following statement commented
that the implementation of the program (the
teaching of MTB-MLE subject) could have been
a good program.

“Maganda sana yan (ang MTB) kung based
on locality, sample dito yung mga Muslim,
Muslim lang ang gagamitin natin, yun lang...
kasi ang problema kasi sa klase, not all
Muslim ...halo-halo kasi yan may mga
pangkat ng iba’tibang tribo” (MTB-MLE could
have been a good program if it was based on
the true Mother Tongue of the Locality. For
example, in the context of this community,
like the Muslims (Jamma Mapun), the
"Muslim" language should be taught-----the
problem is that not everyone in the class is
Muslim... there is a mix of different tribes
(minority ethnolinguistic groups)). -Teacher
Alyusree.

Just a context, the participants used the term
"Muslim" interchangeably to the language of the
community dominant in the locality, which is
Jamma Mapun. The teacher participant used the
term "tribe" to describe the other minority groups
like the Pala'wan group (We decided to put a
context on the use of this term because it could
lead to inaccuracies because Muslims are a
group of people that practices Islam and the term
"tribe" is an outdated term that is used to
describe the Indigenous People). The statement
of teacher Sherlyn is consistent with that of
teacher Alyusree. She also agrees that MTB-
MLE implementation could have been better if
the local language had been used.

“May kagandahan din naman yung pagtuturo
ng MTB, tulad sa amin dito ang mga
estudyante namin ay mga Palaw’an at
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Muslim (Jama Mapun), kung ikaw ay teacher
dito dapat kailangan ay marunong ka din
mag Palaw’an at tsaka mag muslim, pero sa
amin disadvantage ito sa amin kasi di kami
marunong magsalita ng ganun.
Nakakaintindi kami pero maliit lang, pero
hindi kami nakakasalita, parang mabhirap
samin pero sana mas maganda yun kung
ang teacher ay marunong sa kanilang
language. So mas madaling maideliver yung
lesson pag alam mo yung kanilang
pananalita, yung mother tongue nila. So
kung may ma assign sana dito na teacher na
marunong ng salita nila mas magiging
maganda ang outcome sana para sa mga
bata”(The teaching of Mother Tongue has
advantages. Just like here in the context of
this community, our students are members of
the Pala'wan and Muslim (Jamma Mapun)
community. If you teach here, you should
know the Pala'wan and Muslim (Jamma
Mapun). But for us, it is a disadvantage
because we do not know these languages.
We know little about those languages and
cannot speak using those languages. It
would not be easy on our part, but it would
be a better setup for the students. If the
teachers know their learners' language, the
lesson will be delivered more efficiently. So
we hope that teachers who are
knowledgeable about the Mother Tongue of
the learners will be assigned here )-Teacher
Sherlyn.

These statements show the recognition of
teachers that more things are needed to be done
and that the MTB-MLE still recognizes the
problem. The teachers also believe that teachers
should come from the local community. The
statement of the respondents that Mother
Tongue and Filipino a duplication was also
observed by Monje et al. [23]; however, optimist
teachers see this as an opportunity for mastery.
One good takeaway from this is that the teachers
who participated in the study have not expressed
statements of bias against the MTB-MLE
implementation. Although the teachers are not
happy with the redundancy of MTB-MLE, they
express support for the use of the actual mother
tongue of the community. In the next section, the
teacher participants expressed willingness to be
trained in the local Indigenous Language.

3.4 Training Activities are Available but
Not Enough

The teachers were asked about the training they
received from the Department of Education. The
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responses reveal that they are provided training,
but they believe those training activities are not
relevant to the needs of the teachers. For
example, in the statement below by teacher
Cristy, she said that she wishes to receive
training programs that they can use in their
teaching in their locality. For example, the
learners' language and comprehensive training
could lead them to understand the MTB-MLE
program better.

“Halimbawa ako nagtuturo dito sa Tagmaya,
kung anong language... sa mga trainings
dapat yun din sana gagamitin, yun din sana
ituturo samin, yung ano ko lang opinion, mas
maganda sana may yun yung ituturo samin
during seminars or trainings na meron, kasi
para ma-ano kami sa language. Kapag sa
seminars, may mga new knowledge na
natututunan regarding sa subject na-
eenhance naman sya kailangan lang talaga
sa MTB ay kabisado mo yung language nila
at saka, yung kung ano talaga ang
curriculum ng mother tongue.”(Let's take my
example for this; | am teaching in Tagmaya; |
wish that the training that we receive is the
ones that we could use in our actual
teaching. That's just my opinion. | believe it
would be better if we were taught the local
language. The seminars we receive are
about enhancing the subject when the real
need is actually we learn the local language
and a better understanding of the MTB-MLE
curriculum)-Teacher Cristy.

Same thoughts were also expressed by teacher
Juvelyn. She wishes to receive training activities
that are practical and useful in their day-to-day
classroom teaching. Although she named a few
training programs that are useful, such as
instructional materials making and classroom
strategies,

“Mahalaga naman talaga ang pag attend ng
trainings, pero depende din kasi sa trainings
na pinapatupad, minsan may mga trainings
na hindi naman nagagamit talaga, dapat kasi
ang trainings yung nagagamit mo sa
classrooms ngayon kasi halos walang mga
trainings tungkol sa pagtuturo, karamihan
ang mga training is tungkolsa instructional
making strategies sa reading kasi yun talaga
ang mahalagalalonasa grade 1 mga basic
napagbasa.” (Attending training activities is
important but depends on the training being
implemented. Sometimes, there are training
activities that are not really useful for our
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tasks here as teachers in our day-to-day
classroom teachings. The training activities
that we receive are about instructional
materials making and classroom strategies.
It is because, for grade 1, reading is the
important thing).-Teacher Juvelyn.

Two themes emerge if we look at the responses
given by the participants. First, the participants
mention that training activities are available and
are provided by the Department of Education.
However, the participants have also commented
that they feel they are not receiving the training
they need and the training relevant to their day-
to-day classroom teaching. Training in the
Mother Tongue of the learners is necessary as
also training on the understanding of the MTB-
MLE program. Cruz. This result is very relevant
to the practice of MTB-MLE. Education program
specialists, Human Resources Development
officers, and researchers from local universities
should work to contribute to giving a solution to
this issue. Dimaculangan and Gonzales [12]
have also yielded similar results as their study
participants mentioned that they need a better
understanding of the MTB-MLE program
implementation.

3.5There are Available Materials but
Insufficient

Like the results presented in the results of
Anudin [8] and Cabansag [9], the participants of
the study also mentioned the dearth of teaching
and learning materials in the implementation of
MTB-MLE in their experience. In the statement of
teacher Juvelyn below, she mentioned that she
used visual aids and printed pictures of objects,
and she also uses multimedia materials,
particularly television. She mentioned that only
the Kindergarten level was provided MTB-MLE
materials; from her experience, she has not
received materials from the Department of
Education.

“Sa pagtuturo ng mtb, visual aids, printing
more on objects, gumagamit din ako ng
Multimedia (TV), Wala kaming provided
materials na galing sa DepEd mga kinder
lang  talagapinoprovidannila.”  (In  my
experience of teaching MTB, | use visual
aids, printing more on objects; | also use
Multimedia (Television), which the
Department of Education does not provide
us. The Kindergarten level are the ones who
are able to receive materials that they are
provided)- Teacher Juvelyn.

Teacher Cristy also has the same experience. In
her case, she mentioned that there is a death in
teaching and learning materials. For her, they
need real objects that are localized or things that
are already available in the community. She also
mentioned that they were not able to do those
things.

“Kulang, kasi kailangan pa dyan ay yung
mga real object talaga yung localized, kung
anong meron sa kanila, kaso minsan di
naming nagagawa yun.” (There is a dearth of
materials. We need real objects that are
localized in the community, like the things
that are already available in the community.
Unfortunately, we were not able to do them) -
Teacher Cristy.

Teacher Lalaine said that although there are
available materials, such as teacher's guides,
and learners manuals, they tend to make (as
they are expected to) instructional materials. She
also mentioned that downloading materials
available from the internet is also a strategy they

utilize. In context, the Learning Resources
Management  and Development  System
(LRMDS) website of the Department of

Education and Facebook groups are platforms
for the exchange of materials.

"May mga teachers guide, may learners
manual, tas (tapos) gumagawa na lang kami
ng instructional materials, nagdadownload if
downloadable.” (There are teachers' guides
as well as learners' manuals then. All we do
is we make instructional materials; we
download lessons if downloadable) -Teacher
Lalaine.

While the responses of the participants indicate
that there are available materials, teacher Cristy
in the statement, indicates that the instructional
materials are not enough. She followed by the
statement that suggests that there are no
localized materials. She said it by mentioning
there is a need for it.

“Kulang, kasi kailangan pa dyan ay yung
mga real object talaga yung localized, kung
anong meron sa kanila, kaso minsan di
naming nagagawa yun.”(The instructional
materials are not enough. There is a need for
real objects, especially the localized
materials) -Teacher Cristy.

The statement of teacher Cristy corroborates
with teacher Lalaine. She also mentioned that
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the materials are not enough. She mentioned a
dearth of references for the activities suggested
in the textbooks.

“Sa ngayon hindi pa sapat (materials), dahil
kulangsa supply, kulang din yung mga
references marami kasi ang mga activity sa
libro” (At present, the materials are not
enough. There is not enough supply. There
is also not enough supply of references for
the activities mentioned in books (textbook)).
-Teacher Lalaine.

The statement of teacher Juvelyn also
corroborates the previous statements. She
mentioned that the Department of Education was
only able to provide materials for Kindergarten
classes.

"Wala kaming provided materials from
DepEd, mga kinder lang talagapino-provide
nila" (DepEd has still not provided materials
to us. They were only able to provide
materials for the kindergarten classes.) -
Teacher Juvelyn.

The statements presented here embody the
experiences of the teachers relating to the
availability of materials while implementing the
MTB-MLE programs. As for their experience, it is
at least safe to say that MTB-MLE materials are
available. However, this statement would require
reflection because the teachers have also
mentioned that localized materials are not
enough. The availability of materials for
download must also be taken into context
because this will also not mean that the
downloadable material is already locally relevant.

4. DISCUSSION

The literature and the results of the interview
conducted by the researchers have common
themes. The disconnect between the learners'
mother tongue and the teachers' mother tongue
is reflected in both the literature and the research
data. The teachers who participated in this
research, except teacher Dela Cruz admitted that
they do not have the skill to use any of the
Mother Tongues of the Community. If we look at
the rationale of the implementation of MTB-MLE,
we can see that the goal is to use the Mother
Tongue of the learners. But in the DepEd Order
No. 16 series of 2012, because of the limitations
of the resources of the Department of Education
and the limitations in the skills of the manpower,
the initial implementation of MTB-MLE only
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included the eight major language languages
plus four languages in Mindanao namely Tausug,
Maguindanao, Maranao, Chabacano. In the
following year, the MTB-MLE implementation
was expanded to 18 languages. This reflects the
gap between the theory and practice in the
implementation of MTB-MLE.

It could be argued that while the rationale for
implementing the program is theoretically well-
founded, the Department of Education's
capability has defeated the original purpose, as
already expressed by Cucio and Roldan [24],
where it was argued that the implementation of
MTB-MLE is a move towards the realization of
the rights of the indigenous people learners
towards quality education that suits their needs.

It could be argued that the MTB-MLE has not
achieved its goal of creating a bridge between
the local language and second languages such
as Filipino and English. So far, it has also come
short of fulfilling its goal of preserving the
linguistic and cultural properties of minority
groups. This research does not intend to nullify
the efforts and the intentions of the Department
of Education; however, the body of research that
expresses the concerns with regard to
implementing the MTB-MLE program is growing.
It must be highlighted that while we celebrate the
intention of educational planners in
conceptualizing the program, we should realize
that there is more to be done.

Another this worth noting is although the
instructional materials and training of teachers
are available, they are not enough. The context
of the dearth of training and materials is
essentially on (1) quantity of training and
materials and the, (2) availability of localized
materials, and (3) the availability of training
activities that are practically relevant to the needs
perceived by the teachers which are also evident
in the study by Suazo and Montenegro [16]
among the Monovu in Mindanao and the IP
learners in Agusan Del Sur in the study by
Villaplaza [17]. The findings of the study appear
to be consistent in the literature as there have
been shortcomings in the implementation of
MTB-MLE.

This research has implications for the Human
Resources development and management
practices, policies, and strategies of the
Department of Education. The work of
strengthening the MTB-MLE program also
requires  multi-agency and  multi-sectoral
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collaboration. The academe needs to be involved
in producing linguistics specialists, artists, and
writers that would help develop teaching and
learning materials. The latter would require
research funding from different government
agencies. The program is an ideal platform for
the inclusion of the indigenous elders in the

planning, designing, and assessing of the
curriculum. This should be seen as a
collaborative  effort  between researchers,

teachers, and the indigenous communities, as
already expressed by Cucio and Roldan [24].
These things could only be made possible by
providing funds for such undertaking.

The suggestion of Arzadon [20] could give
important insight. She argues that IPED teachers
should not only be specialized technicians but
rather be transformative intellectuals. What she
meant by this is that the scholars on IP education
must understand the dynamic and processual
view of identity and culture; they must
understand the nuances of unequal power
relations and how these things are experienced
by the indigenous community and how they
reflect on the learners.

5. CONCLUSIONS

This study has two objectives (1) to describe the
teachers' experiences in the MTB-MLE
implementation and (2) to determine the
teachers' concerns in implementing MTB-MLE.
The interview data have revealed the nuances of
the experiences of the teachers and found out
that the MTB-MLE implementation is consistent
with the implementation of teachers in IP
schools. The teachers experience difficulty
because most of them are not knowledgeable of
the language of the learners. They acknowledge
that the program is good, but it will be better if
the local languages are used. The teachers root
for training programs that are relevant to their
needs, like learning the local language and a
deeper understanding of the program. The
teachers mentioned that teaching and learning
materials are available; however, those are not
localized and usually are teacher-made. For the
latter, Facebook was used to share teacher-
made materials.

The implementation of MTB-MLE among the
Indigenous Schools could be consistent with the
DepEd Order No. 16 series of 2012. However.
The issue, however, is the MTB-MLE program
implementation among the IP schools where the
mother tongue of the learners is the minority
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language that is not included in the department
order; it becomes problematic as it failed to
achieve the rationale of the program is an
offshoot of the Lubuagan project which pushed
for the recognition and promotion of regional
languages to be in basic education as a medium
of instruction and as a subject offered in Kinder
to Grade 3 learners. The problems that were
experienced by the teachers are deeply rooted in
the scarcity of our knowledge of the minority
languages and the lack of available materials on
them.

6. RECOMMENDATIONS

The following are the recommendations of the
study:

6.1 Recommended Short-Term Solutions

Establishing partnerships between the
indigenous cultural communities and
schools by means of bottom-up curriculum
planning.

Conducting  research  write-shop  for
teachers in collaboration with linguists,
anthropologists, curriculum specialists, and
artists.

Conducting learning material write-shops
for teachers in collaboration with the
academe, local government, and non-
government organizations.

6.2 Recommended Long-Term Programs
that could be Considered

Developing a Bachelor of Elementary
Education =~ Program  specializing in
Indigenous People Education.

The academe should strengthen linguistics
programs hoping to produce more linguists
working on the different minority languages
of the Philippines. There is a need for more
research that is aimed toward the
development of minority languages and the
development of instructional materials that
can be used in K-3 levels.

One interesting suggestion said by the
respondents is strengthening the
indigenous people's education to produce
teachers that are members of the
indigenous communities. Scholarship grants
should be extended to indigenous
communities.

There is a need for documenting indigenous
oral literature that could be utilized for
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crafting instructional materials for IP
learners.

CONSENT

As per international standard or university

standard, respondents’ written consent has been
collected and preserved by the author(s).

ACKNOWLEDGEMENTS

We acknowledge the MTB-MLE teachers who
participated in the study who willingly shared
their experiences and learnings. Without them,
this research project would not have been
realized. This is an independent collaborative
study by the first author and his Bachelor of
Elementary Education students.

COMPETING INTERESTS

Authors have declared that

interests exist.

no competing

REFERENCES

1. Kaplan RB, Baldauf RB. Introduction.
Journal of Multilingual and Multicultural
Development. 1998;19(5&6):355-7.

2. Cunanan BT. The language pro fi le and
the language attitudes of the
administrators, faculty members,
personnel, and students of a Philippine
state university: Implications for language
policy formulation. Asian Journal of English
Language Studies. 2013;1:135-166.

3. Andaya JD. Key lIssues in Curriculum,
Assessment, and ICT in Basic Education
(D. Ocampo & K. L. M. Lucasan (eds.)).
University of the Philippines Center for
Integrative and Development Studies
Education Research Program; 2019.

4, Dekker D, Young C. Bridging the Gap: The
Development of Appropriate Educational
Strategies for Minority Language
Communities in the Philippines. In
Language Planning and Policy: Issues in
Language Planning and Literacy; 2007.
Available:https://doi.org/10.21832/9781853
599781

5. Kadtong ML. Pupilss Performance of the
Mother Tongue Based and Non-Mother

Tongue Based Grade | Class in the
Pioneer  Schools at Region XII.
Proceedings Journal of  Education,

Psychology and Social Science Research.
2018;4(1).

44

10.

11.

12.

13.

Available:https://doi.org/10.2139/ssrn.3169
825

Oda R, Vizconde CJ. Nanung epektu na?
(What' s the effect?). impact of mother
tongue-based multilingual education (MTB-
MLE) policy on language use and
language attitudes of 5th graders in
Pampanga, the Philippines. Asian Journal
of English Language Studies. 2021;9:1—
20.

Yadav MK. Role of Mother Tongue in
Second Language Learning. International
Journal of Research (IJR). 2014;1(11):
572-582.
Available:http://citeseerx.ist.psu.edu/viewd
oc/download?doi=10.1.1.892.7707&rep=re
pl&type=pdf

Anudin AG. Six years of MTB MLE:
Revisiting Teachers' Language Attitude
towards the Teaching of Chavacano. Asian
Journal of Multidisciplinary Studies. 2018;
1(3):68-79.

Cabansag JN. The Implementation of

Mother Tongue-Based Multilingual
Education: Seeing It from the
Stakeholders' Perspective. International
Journal of English Linguistics. 2016;
6(5):43-53.

Available:https://doi.org/10.5539/ijel.v6n5p
43

Cansino JAS, Sagucio DE, Amerhasan
EC, Lundani AS, Rose M, Adda M, Midlina
RM. Pala' wan Sudsugid Stories and their
Viability in Developing Story Books for
Indigenous People Education (IPED).
Asian Journal of Education and Social
Studies. 2022;30(3):49-60.
Available:https://doi.org/10.9734/AJESS/20
22/v30i330726

Burton LA, Mother  Tongue-Based
Multilingual Education in the Philippines:
Studying Top-Down Policy Implementation
from the Bottom Up (Issue May). University
of Minnesota; 2013.

Dimaculangan NG, Gonzales MA.
Revisiting Stakeholders' Attitude towards
MTB-MLE and ELT. EPRA International
Journal of Multidisciplinary Research.
2020;6(12):81-91.
Available:https://doi.org/10.36713/epra201
3

Villarus MGM, Perez DR. Mother Tongue-
Based Multilingual Education of Indigenous
Peoples Learners in Southern Palawan,
Philippines. Quantum JOurnal of Social
Sciences and Humanities. 2020;1(5):85—
101.



14,

15.

16.

17.

18.

19.

Cansino et al.; AJESS, 32(2): 33-45, 2022; Article no.AJESS.90439

Eduardo JP, Gabriel AG. Indigenous
Peoples and the Right to Education: The
Dumagat Experience in the Provinces

of Nueva Ecija and Aurora, in the
Philippines. SAGE Open. 2021;11(2):
215824402110094.

Available:https://doi.org/10.1177/21582440
211009491

Tolentino MP. The Role of Elderly on IP
Education and Self-Determination: A Mini-
Ethnographic Study in Aeta Community
Presented at the DLSU Research
Congress 2017. DLSU Research
Congress; 2017.
Avalilable:https://www.dIsu.edu.ph/wp-
content/uploads/pdf/conferences/research-
congress-proceedings/2017/LCS/LCS-I-

007.pdf

Suazo MLSA, Montenegro GP.
Implementation of a  culture-based
education. American International

Journal of Research in Humanities, Arts
and Social Sciences. 2018;22(1):146—
152.

Villaplaza LB. Level of Implementation of
Indigenous Peoples Education Program in
Agusan Del Sur, Philippines. Asia Pacific
Journal of Contemporary Education and
Communication Technology; 2016.

Walter SL, Dekker DE. L’enseignement en
langue maternelle & Lubuagan: Une étude
de cas des Philippines. International
Review of Education. 2011;57(5-6):667—
683.
Available:https://doi.org/10.1007/s11159-
011-9246-4

The Episcopal Commission on Indigenous
Peoples Education. Indigenous Peoples
Education: From Alienation to Rootedness.
In Human Rights Education in Asian
Schools. 2008;113-125.
Available:https://www.semanticscholar.org/
paper/Indigenous-Peoples-Education-
%3A-“-From-Alienation-

20.

21.

22.

23.

24.

To/ce4fd5919ac87b01ebbf2755ad4e6beb4
5c6d274#citing-papers

Aguasito N, Dalogdog JM, Antipuesto MA,
De Jesus F, Tima R. Mother Tongue-
Based Instruction Implementation among
Indigenous People Schools. SMCC Higher
Education Research Journal. 2019;1(1).
Available:https://doi.org/10.18868/sherjte.0
1.060119.08

Arzadon MME. The Making of
Transformative Teacher-Intellectuals:
Implications  for  Indigenous  People

Education. Asian Journal on Perspectives
in Education. 2020;1:1-16.

Bonifacio RM, Diana DJ, Prantilla-
Arambala MD, Zarate MS. Effects of
indigenous language conversation skills
enhancement program among Bukidnon
and Talaandig youths in the Philippines.
Ampersand. 2021;8:100076.
Available:https://doi.org/10.1016/j.amper.2
021.100076

Cornelio JS, Castro DFT De. Indigenous
Culture, Education and Globalization. In J.
Xing & P. Ng (Eds.), The State of
Indigenous Education in the Philippines
Today. 2016;159-179. Springer Berlin
Heidelberg.
Available:https://doi.org/10.1007/978-3-
662-48159-2

Monje JD, Orbeta AC, Francisco KA,
Capones EM. Starting Where the Children
Are". Process Evaluation of the Mother
Tongue-Based  Multilingual  Education
Program Implementation. Research Paper
Series No. 2021-02; 2021.

Cucio MRR, Roldan MDGZ. Inclusive
Education for Ethnic Minorities in the
Developing World: The Case of Alternative
Learning System for Indigenous Peoples in
the Philippines. European Journal of
Sustainable Development. 2020;9(4):409.
Available:https://doi.org/10.14207/ejsd.202
0.von4p409

© 2022 Cansino et al.; This is an Open Access article distributed under the terms of the Creative Commons Attribution License
(http://creativecommons.org/licenses/by/4.0), which permits unrestricted use, distribution, and reproduction in any medium,
provided the original work is properly cited.

Peer-review history:
The peer review history for this paper can be accessed here:
https://www.sdiarticle5.com/review-history/90439

45


http://creativecommons.org/licenses/by/2.0

