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Abstract 

Nepal is geographically small, but rich in its cultural diversity. The ethnomathematical ideas 
in regard to the mathematical knowledge of the many different cultural groups are remarkable 
in terms of its possibilities, generation and distribution. This paper explores the 
ethnomathematical research practices in Nepal and the consolidation into everyday teaching 
and learning activities in mathematics to enhance students’ understanding of mathematical 
knowledge hidden in various sectors of daily life. The research outlined here, concludes that 
more investigations on the mathematics of our cultures and practices should be conducted 
and be connected to the school curriculum to allow us to preserve our culture and establish 
the feeling of ownership of mathematics among teachers, students, and community. 
 
Keywords: Cultural Artifacts, Ethnomathematics, Nepalese Perspective, Pedagogy, School 
Mathematics. 
 
Práticas de Pesquisa em Etnomatemática e suas Implicações Pedagógicas: 

uma Perspectiva Nepalesa 
 

Resumo 
O Nepal é geograficamente pequeno, mas rico em diversidade cultural. As ideias 
etnomatemáticas a respeito do conhecimento matemático dos diversos grupos culturais são 
notáveis em termos de suas possibilidades, geração e distribuição. Este artigo explora as 
práticas de pesquisa etnomatemática no Nepal e a consolidação em atividades cotidianas de 
ensino e aprendizagem em matemática para melhorar a compreensão dos alunos sobre o 
conhecimento matemático oculto em vários setores da vida diária. A pesquisa aqui delineada 
conclui que mais investigações sobre a matemática de nossas culturas e práticas devem ser 
conduzidas e conectadas ao currículo escolar para nos permitir preservar nossa cultura e 
estabelecer o sentimento de propriedade da matemática entre professores, alunos e 
comunidade. 
 
Palavras-chave: Artefatos Culturais, Etnomatemática, Perspective Nepalesa, Pedagogia, 
Matemática Escolar. 
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Prácticas de Investigación en Etnomatemáticas y sus Implicaciones 
Pedagógicas: una Perspectiva Nepalesa 

 
Resumen 

Nepal es geográficamente pequeño, pero rico en diversidad cultural. Las ideas 
etnomatemáticas con respecto al conocimiento matemático de los muchos grupos culturales 
diferentes son notables en términos de sus posibilidades, generación y distribución. Este 
artículo explora las prácticas de investigaciones etnomatemáticas en Nepal y la consolidación 
en las actividades diarias de enseñanza y aprendizaje en matemáticas para mejorar la 
comprensión de los estudiantes del conocimiento matemático oculto en varios sectores de la 
vida diaria. La investigación descrita aquí concluye que se deben realizar más investigaciones 
sobre las matemáticas de nuestras culturas y prácticas y estar conectadas con el plan de 
estudios escolar para permitirnos preservar nuestra cultura y establecer el sentimiento de 
propiedad de las matemáticas entre los profesores, los estudiantes y la comunidad. 
 
Palabras clave: Artefactos Culturales, Etnomatemáticas, Perspectiva Nepalesa, Pedagogía, 
Matemáticas Escolares. 
 

Introduction 

The mathematics practiced in different cultures implicitly is known as 

ethnomathematics. Ethnomathematics refers to a form of mathematics that varies because of 

being embedded in cultural activities whose purpose is other than doing mathematics. People 

practice mathematical ideas in everyday activities they are involved in. Ethnomathematics is 

the study of those mathematical ideas and knowledge embedded in the culture of a different 

group of people. Thus, ethnomathematics is the relationship between mathematics and 

culture. The goal of ethnomathematics is to contribute both to the understanding of culture 

and the understanding of mathematics, but mainly to appreciate the connections between the 

two. 

D’Ambrosio (2006) has interpreted the notion of ethnomathematics by considering its 

three conceptual elements: ‘Ethno’ refers to people; mathema to understanding while tics 

refer to techniques as well as to art. Thus, ethno-mathema-tics refer to culturally embedded 

ways of understanding mathematical techniques by the group of people who practiced 

different mathematical concepts in their ways. It must be noted that the notion of mathema is 

broader than mathematics as we normally consider it; that ‘ethno’ must be understood as 

people/culture, and that it does not include any reference to ‘ethnicity’ understood as a racial 

category. 

Ethnomathematics can be described as the way people from a particular culture have 

common systems for dealing with quantitative, relational, and spatial aspects of their lives 
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(Barton, 1996). It follows what Knijnik (1997) describes as an ethnomathematical approach, 

one that is characterized by the investigation of the traditions, practices, and mathematical 

concepts of a subordinated social group and the pedagogical work, which was developed for 

the group to be able to interpret and decode its knowledge (Alangui, 2017). In accordance 

with D’Ambrosio (2006), ethnomathematics is a research program about the history and 

philosophy of mathematics. This program investigates how cultural groups understand, 

articulate, and use the concepts and practices. 

Thus, ethnomathematics as a program is relatively new as a field of research. It may 

be described as the study of mathematical ideas and activities as embedded in their cultural 

context. Bishop (1991) believes that mathematics is a cultural product, which has developed 

as a result of various activities, and that counting, locating, measuring, designing, playing, 

and explaining are all part of that cultural product. 

Everyday life is impregnated in the knowledge and practices of a culture. Ordinarily, 

individuals are comparing, classifying, quantifying, measuring, explaining, inferring, 

generalizing, and evaluating, using material and intellectual instruments that belong to their 

culture (D’Ambrosio, 2006). The cultural activities of the human being invented 

mathematical knowledge, procedures, and concepts. 

For example, Pradhan (2012; 2017) found that the group of Chundara people used the 

concept of geometry in their work. The use of frustum of cone, cylinder, and concepts of 

height and base perimeter of cylinder, capacity and volume, concept of transformation, and 

axis of rotation are embedded in their wooden works. This act of designing and building 

wood works from generation to generation without any formal means of transfer is 

considered as tacit knowledge according to (Millroy, 1992). 

Further, Barton (1996) viewed ethnomathematics as the mathematical ideas, thoughts, 

concepts, procedures, and practices developed by different groups of people. From this 

perspective, a body of anthropological research has come to focus on both the intuitive 

mathematical thinking and the cognitive process that is largely developed in minority cultural 

groups. Ethnomathematics may also be considered as a program that seeks to study how 

people of the different cultural group have come to understand, comprehend, articulate, 

process, and ultimately use mathematical ideas, concepts, procedures, and practices that may 

solve problems related to their daily activities (Orey & Rosa, 2010). 
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With regards to this context, the focus of ethnomathematics consists essentially of a 

serious and critical analysis of the generation and production of the mathematical knowledge 

and intellectual processes, the social mechanisms in the institutionalization of knowledge; 

and the diffusion of this knowledge (Rosa & Orey, 2006). Moreover, ethnomathematics may 

be described as a way in which people from a particular culture use mathematical ideas and 

concepts for dealing with quantitative, relational, and spatial aspects of their lives (Borba, 

1997). This way of viewing mathematics validates and affirms all people's experience of 

mathematics because it demonstrates that mathematical thinking is inherent to their lives. 

Further evidence of this assertion is given by Orey (2000), who stated, “The paradigm 

that diverse cultures use or work within evolves out of unique interactions between their 

language, culture, and environment” (p. 248). Within this context, D’Ambrosio (2006) argued 

that in an ethnomathematical perspective, mathematical thinking is developed in different 

cultures in accordance with common problems that are encountered within a cultural context 

(Rosa & Orey, 2011). Students construct mathematical knowledge with the help of their prior 

knowledge, experience, and active participation in their cultural context. 

The cultural artefacts of the children's community involved many implicit 

mathematical ideas. Those artefacts provide an opportunity to connect mathematical ideas 

embedded in the out-of-school context and the school mathematics lesson (Pradhan, 2019). In 

this paper, we are intended to explore ethnomathematics research practices in the Nepali 

context, mathematical modeling of Machhindranath chariot, and its pedagogical implications 

for the development of mathematical understanding.  

 

Ethnomathematics Research Practices in Nepal 

Nepal is among those independent countries, which has never been colonized. It is 

sandwiched between two large countries, India and China but itself is small, geographically 

rich in its culture and diversity. About 59 different indigenous communities with their 

distinctive cultural characteristics have become one of the identities of Nepal. Each 

indigenous group has at least one language. 

Therefore, there are more than 125 different language-speaking peoples. The 

mathematical ideas of counting, measuring, locating, playing, designing, and explaining 

embedded in everyday activities are unique among different groups of people. Thus, Nepal is 
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a fertile land for carrying on research for excavating exceptional ethnomathematical ideas and 

concepts.  

Learners’ culture and everyday activities regarding ethnomathematical ideas are an 

integral part of education in general and learning mathematics. These ethnomathematical 

ideas would act as vehicles for understanding school mathematics (Adam, 2004). Cultural 

activities are a pedagogical tool to integrate the ethnomathematical ideas and practices 

originating in the learner’s culture with those of school mathematics. 

It believes that classrooms and other learning environments cannot be isolated from 

the communities in which they are embedded, and students come to school with their values, 

norms, and concepts they have acquired from their culture and environment (Adam, 2004). 

The students’ home culture and out-of-school mathematical ideas and knowledge provide 

opportunities to connect with formal mathematics. The above figure shows a conceptual 

framework to connect the students’ out-of-school knowledge and embedded mathematical 

ideas in their cultural context and to school mathematics.  

It is an incredibly sad truth that Nepalese school curriculum has undermined the 

knowledge and skills of indigenous groups and is not acknowledging their ability. Hereby, 

the research in the domain of ethnomathematics is at the infant stage in our context. The 

government authority and research agency are not giving much more emphasis on the 

research on cultural knowledge and its effects on the educational development of the nation. 

Little research has been done in Nepalese ethnomathematics from independent researchers 

especially for the fulfillment of Masters’ degree in Mathematics Education, Master of 

Philosophy in Mathematics Education, and Doctor of Philosophy in Mathematics Education. 

Little research has been done with the initiation of a governmental and non-

governmental organization. The study carried out by the Research Center for Educational 

Innovation and Development (CERID), the research center of the Faculty of Education under 

Tribhuvan University, in 1990 is one of the first research carried out in the field of 

ethnomathematics. This study opens possibilities and new avenues in ethnomathematics 

research in the Nepalese context. Another institutional study about ethnomathematics had 

been done by the Kathmandu University with the collaboration of UNESCO. 

CERID (1990) studied the elementary process of learning mathematical concepts and 

the process of Rasuwa Tamang. The purposes of the study were to study the basic 

mathematical concept used by Tamang adult and non-formal mathematics education, to 
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identity the traditional Tamang method of mathematics operation, and to find out the 

implication of Tamang process and tone up the present learning situation. 

This project work has shown that Tamang have their own systems of measurement, 

counting and their own mathematics process, and geometrical concepts are based on the 

shape and structure patterns on objects existing around them. This study has also shown the 

situation of children in the formal system, but it did not study the effect of ethnomathematics 

practices on the classroom settings. 

Angbuhang Limbu (2006) studied on Limbus mathematical operation system in their 

own script, numeral system and language. She found that the addition, subtraction, 

multiplication and division processes are the same as in Hindu Arabic number system. They 

have their own traditional system of measurement. Length is measured with hand and finger, 

the area is measured with the seed of grain, the volume is measured with Mana, Kuruwa, etc 

and weight is measure with Dharni, Bisauli, etc. The traditional practices of measurement of 

Limbu community use physical objects of the environment in practical situations. 

UNESCO (2008) was set up to develop culturally contextualized mathematics 

curriculum resource materials for the lower secondary schools of Nepal in order to foster a 

culturally pluralistic society. This study found that numerous local practices were identified 

as being linked to formal mathematics at the lower secondary level. In particular, practices of 

farming, local business, household activities, children's games, cultural practices, artifacts 

and social events were found to be strongly linked to school mathematics concepts. These 

contexts were incorporated into the curriculum resource materials in order to enhance 

children's learning of school mathematics, especially girls whose lived experiences and 

family social roles will be legitimated informal education by such contextualization. 

Analysis of the lower secondary school mathematics curriculum of Nepal revealed 

formal geometric, arithmetic, algebraic, and set theory concepts that could be linked directly 

to local practices and day-to-day life activities documented in the fieldwork data. The field 

study indicated how parents and elders can help their children's learning of mathematics at 

home by engaging them consciously in local activities linked directly to school mathematics, 

such as wages, expenses and cost calculation and estimations. Given the fact that children 

cannot escape from household work, a possibility observed in the fieldwork was that children 

can enrich their mathematical understanding by linking their classroom learning with their 

daily household activities. 



Journal of Mathematics and Culture 
May 2021 15(1) 
ISSN 1558-5336 
 
 

116 

This action research study has changed the mindset of teachers, motivated students, 

raised awareness of parents, and confirmed the need of contextualized curricular materials. 

However, this study did not address what types of difficulties have arisen to collect and 

develop culturally-based teaching resources and materials. Moreover, this study did not 

address what types of responses came from other groups regarding teaching resources.  

Poudel (2008) in an ethnographic study focused on different cultural activities of the 

Tharu community of Chitwan district related to the measurement system, numerical system, 

and geometrical system. Ethnomathematics exist in different cultural practices of different 

groups of indigenous peoples and such practices have supported in preserving their cultural 

identity. There is a discontinuity between traditional and modern measurement systems, but 

similar practices were found still among the illiterate group. 

Moreover, the perceptions of mathematics persevered by the Tharu community differ 

from school mathematics, but he found the practice of measurement system is similar to 

modern and traditional practice. However, this study did not explore why people have 

practiced similar measurement systems in their culture. This study also could not address 

other branches of mathematics such as trigonometry, transformation, logic, statistics, etc. 

Tharus ethnomathematical practice is needed to preserve and to be linked in the formal 

education of the community connecting to the “local corpora of knowledge with the global 

corpora of knowledge. 

With this view, Luitel (2003, as cited in Paudel, 2008) argued that Nepalese students 

have been confronted with gunny pig destiny being tested with a prescribed curriculum where 

the curriculum developer is unaware of the socio-cultural particularity. A similar result is also 

found in the literature of ethnomathematical studies done in the Nepalese context. The 

measurement system, numerical system, geometrical application, and other mathematical 

concepts preserved by Gopali people, situated in Chitlang village of Makawanpur district, 

were different from the school mathematics (Dahal, 2007). 

The children before school age have some mathematical concept developed in their 

mind but after the school enrollment, they must learn different concepts from which Gopali 

children certainly face the problem. He concluded that the ethnomathematics found in Gopali 

culture is more applicable and can be used easily in practical life because ethnomathematics 

has emerged from cultural practices. Primary level school mathematics education can be 

related to ethnomathematics which was the major concluding remarks of the study.  
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Adhikari (2009) explored the ethnomathematical ideas embedded in basketry, clay 

works, and house painting in the cultural heritage of Tharu of Dang. Basket weaving is one of 

the cultural activities of Tharus of Dang. Different geometrical ideas of symmetry, reflection, 

congruence, similarity, and estimation are observed in the process of its construction. The 

ratio of clay, cow dung, and paddy husk in 2:1:1 is in practice to construct clay pot and 

plaster the walls of the hut. 

Tharu artesian use sophisticated geometric ideas in the design and decoration of the 

wall of their house. |These designs might be the various types to suit one’s taste. The 

commonly found design is crises-cross, the combination of horizontal, vertical, and diagonal 

lines. It was found that Kundrukhu (zigzag) lines, Trikuli (triangle), and Lehariya (two or 

more parallel lines) are common designs to decorate the walls of the hut.   

Chundaras community are one of the occupational caste group and they have one way 

of a knowledge-generating system (Pradhan, 2010). It was also found that Chundaras 

teaching and learning activity involved participatory and cooperative approaches in which 

they learn with the help of their parents as Vygotsky seeing learning as an activity in which 

shared mathematical meanings are constructed socially. It was also observed that indigenous 

knowledge could act as a powerful tool in a learning environment to teach students. 

But my experience in the Chundara community says that conventional curricula and 

achievement tests, however, do not support students’ learning based on their indigenous 

knowledge. It was found that the prescribed school pedagogy is alien and indifferent to the 

local knowledge of the Chundara. However, they are using implicit mathematical knowledge 

in their everyday activities. Pradhan (2017) also identified that the Chundara community has 

tacit mathematical knowledge and ideas in the process of construction of different 

woodenwares. The non-standard measuring units of Haat, Bitta, Kuret, Amal are used, and 

accuracy and consistency were found in their construction. 

Rokaya (2011) studied mathematical concepts and the processes related to shepherds 

in the western Himalayan region of Nepal. Those people use the non-standard measuring 

system of Haat, Mudko, Bitta, Kuret, and angul by their hands and fingers to measure length. 

They use Dharni, Bisauli, Sher, and Pal are used to measure weight and Tulo is measuring 

tool. They used the solar clock to know the time and decided the time by the shadow of any 

object. With this knowledge, they can say it is the time of lunch, dinner, grazing sheep, time 

to back to settlement etc. Jumli shepherd uses their typical method to make woolen clothes 
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named Liu, Kammal, Radi-pakhi. They make attractive Kammal and Radi-pakhi in different 

shapes and sizes. The knowledge generation and diffusion of such knowledge is handed down 

from generation to generation.  

The mathematical practices of the Gurung community embedded in different cultural 

activities were explored. Gurung (2014) concluded that there are various mathematical 

practices in the culture of Gurung community and their counting system was quite unique to 

our schooling system. She concluded that mathematical practices are ever discussed by the 

teacher in the classroom during teaching. By observing the literature, she did not provide a 

way out or discuss how such cultural mathematical practices can be brought into the 

schooling process.  

Pradhan (2015) presented the results based on cultural games and the mathematical 

knowledge, ideas, and concepts involved in it. With the analysis of the various cultural 

games, varieties of geometric ideas, the concepts of probability, and statistics were observed. 

Different cultural games provide a variety of skills such as developing strategies, organizing 

information, making quick decisions, formulating and testing hypotheses, logic, and 

reasoning which are the foundations for mathematical understanding. It was also observed 

that cultural games develop children’s good mental coordination, their concentration levels, 

memory, and their ability to communicate and use mathematical language greatly improves, 

providing an atmosphere for children to share ideas with their peers. 

Pradhan’s (2015) study revealed that the mathematical ideas embedded in the various 

cultural games can be used effectively in the teaching and learning of school mathematics. It 

was also found that the games can enhance attitudes towards mathematics by creating fun and 

enjoyment for the students. Besides arithmetic, concepts related to measurement, geometry, 

and probability are also found in game-like activities. The data collection and handling, and 

the concepts of probability are practicing while playing different cultural games. 

Acharya (2015) observed that most of the contents of primary mathematics curricular 

materials were irrelevant with culture of diverse learners. The curricular materials were 

reported to be interrelated with each other, but they were not prepared from the multicultural 

perspectives. From these findings, it can be concluded that the mathematics education and its 

curricular materials are not culturally relevant in Nepalese context. One of the factors that the 

students feel mathematics more difficult is the disparity of the teaching-learning approach of 
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the students’ culture and school pedagogy. Acharya also (2015) observed that “teachers used 

self-focused pedagogical process and ignored students’ subjectivity” (p. 347). 

As mathematics is a cultural phenomenon, the mathematical ideas and knowledge are 

embedded in the students’ home cultural activities. The cultural traditions of the people 

manifested in their development of settlement, construction of buildings, temples and its 

architectural structures, craftsmanship to work displaying the implicit mathematical ideas. 

One of the objectives of my study was to explore the possibilities of using cultural artefacts, 

monuments, games that the students play as mathematics learning metaphors. The main 

concern of present study was to link students’ cultural activities to school mathematics and 

make school mathematics pedagogy more relevant from cultural perspective. 

Thakur (2019) has been carried out about teachers’ perceptions on the integration of 

ethnomathematics. So, it is also important to know teachers’ perceptions on the integration of 

ethnomathematics to make mathematics more contextual and, to include the examples of 

different notions of mathematics in classroom. This research concerns with mathematics 

teachers’ perceptions on the integration of ethnomathematics which directly deals with 

ethnomathematics, its integration in secondary level and teachers’ perceptions. 

Therefore, the study of teachers’ perceptions on the integration of ethnomathematics 

has been conducted. The study about teachers’ perceptions on the integration of 

ethnomathematics in secondary level is crucial to ensure better understanding and 

achievement because student’s perception has been constructed from previous experiences 

with teachers about mathematics. 

These are the studies on ethnomathematical research as done in the context of Nepal. 

The studies on ethnomathematics provide a new conceptualization of ethnomathematics 

which avoids some of the difficulties that emerge in the literature. The literature also reveals 

the ethnocentricity implied by ethnomathematics as a field of study based in a culture that has 

mathematics as a knowledge category. 

Particularly, this work has been studied the mathematical ideas embedded in the 

everyday activities of the indigenous people of Nepal. These studies add to the growing 

research in the field of ethnomathematics in the Nepalese context. The research in 

ethnomathematics helps to bridge the gap regarding school and culture to improve the school 

mathematics achievement of students. 
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Ethnomathematical Study of Machhindranath Temple 

We as a research practitioner have chosen Machchindranath temple for student 

outdoor mathematical activities which connect their curricular activities mentions in the 

National curriculum framework. Rato Machhindranath is one of the oldest festivals (not itself 

festival? God? and we are interested to explore mathematical ideas on these artifacts). It is 

celebrated between mid-June to July (mostly in Baisakh to Jestha of Nepali Calendar). 

Machhindranath is the rain god in this region. Historically, the festival started when 

the sage Gorakhnath (Gorakhnath is the disciple of Machhindranath) went to meditate taking 

snakes as his mat for 12 years. The whole Kathmandu Valley then suffered from severe 

drought and the three kingdoms (Kathmandu, Lalitpur, and Bhaktpur districts) of the valley 

united to find a solution to this problem. Figure 1 shows the construction of Machhindranath. 

 

 
Figure 1: The construction of Machhindranath 

Source: Sharma et al. (2020) 
 

There are several activities carried out to celebrate this festival. Mostly, there are two 

different parts that plays vital role in these activities. One, the craftwork, which the 

community involved to make a Machhindranath chariot which includes drawing and wooden 

construction part. Second is its religious meaning and way of celebrating it. We have taken 

school students to find and connect mathematical ideas of chariot making process to connect 

our local indigenous knowledge to curricular activities which students are studying in school.  

 

Modeling of Machhindranath: Students Participation 

Before visiting the field, the researcher was presented with the possibilities of 

mathematical ideas embedded in the Machhindranath chariot and encouraged the learners to 

explore them. They were provided measuring tape, paper, pencil, and other instruments by 

which they able to explore and verify different mathematical properties. They were assigned 
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to observe different parts of the chariot and develop the model of the chariot. During the 

process, students are involved to make a modeling of the chariot. 

Before constructing the model, students were first involved to find the exact 

measurements of different parts of the chariot. In the fieldwork, students encounter 

local/traditional ways of measuring and counting its parts. Further, they translated those 

measures into standard mathematical measurement standards like feet, meters, and shapes. 

They came to know that the height of the Machhindranath chariot is 32 hands long, which is 

approximately equal to 48 feet. Each one round of the two front wheel covers, approximately, 

equal distance to the height of the Machindranath. This means that the wheel is about 16 

hands (approximately 24 feet) in its circumference. 

There are 32 priests who worship Machindranath. They found out that each measure 

comprises to become the factors of the 32, that is, 32, 16, and 8. The 32 represents the 

number itself, that is, the 32 qualities of an individual, which is considered Godly in our 

Hindu literature (Sharma, Sharma & Orey, 2020). Rosa and Orey (2015) argue that by using 

ethno-models, students try to understand the world by means of explanations that are 

organized as procedures, techniques, methods, and theories, as it aims to explain and deal 

with daily facts and phenomena. 

 

Students and Teachers Reflection on CPBL 

Students have developed a mathematical model of the Machhindranath chariot. We 

observed that student did their activities as a collaborative work, as each student was engaged 

in different activities on their own, and yet combined their findings. Some of them were 

measuring different parts of the chariot, some of them were taking the measured data while 

some were comparing those data to draw findings and conclusion. After they visited the 

Machindranath chariot and participated in finding different mathematical ideas, the students 

were found to have enhanced their mathematics “know-how” outside the classroom. 

Their reflection on the activities indicated that they enjoyed working with cultural 

artifacts, hands-on measurement, and visual prospects of mathematics outside the traditional 

textbook. Similarly, the publication and sharing of ideas developed the ownership of 

mathematical knowledge they have found out during the process. Finally, it was found that 

the students who used to be silent in regular mathematics classrooms have now boosted their 

confidence to speak out in the classroom and share their model, opinion about the project.  
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As facilitators of the cultural project-based learning agenda (Sharma & Neupane, 

2016) we found that the teachers themselves also were found to have learned and experienced 

connections between culture and mathematics that they used to teach in the classroom. They 

have started seeing their own culture through mathematical lenses. Their reflection indicates 

that the way they have been teaching was very abstract and connecting with culture made 

them feel easy to make students understand and connect with the concrete materials and 

artifacts. They have started to believe that teaching mathematics connecting with concrete 

ideas would ease students to make meaningful connection with the concepts of mathematics.  

 

Ethnomathematics and its Pedagogical Implications 

Ethnomathematics has emerged as a strong pedagogical program that enhances 

teaching and learning experiences in school and adult education curriculum. Initially, 

ethnomathematics has been limited to mathematics learners and researchers. Now, the 

research conducted in different Nepalese communities has become part of teaching learning 

practices. Teachers now are trying to connect their cultural and local way of teaching 

practices with curricular activities. 

This has shown a greater implication in school mathematics teaching learning. 

Connecting cultural practices with curriculum say, local measurements like haat, bitta, amal 

(Pradhan, 2017) established familiarity with standard mathematics and students' own culture. 

Mathematics when becomes familiar with students surrounding is no more foreign (Sharma 

& Orey, 2017). 

This evidence has shown to be promising and formed pedagogical implications of 

ethnomathematics in the school curriculum. This not only enhances practices but also 

empowers teachers and students in learning mathematics. As a sole responsible person in the 

classroom, teachers should develop a clear sense of their own ethnic, social, and cultural 

identities in order to understand and appreciate those of their students (Sharma & Orey, 

2017). Teachers now will find different cultural practices in their own communities that they 

can relate to the curriculum they are delivering. Culture is considered as the ideations, 

symbols, behaviors, values, knowledge and beliefs that are shared by a community (Civil 

1995). 

In order for teachers to implement a sense of cultural connection, they need 

knowledge of and respect for the various traditions and languages in their communities (Rosa 
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& Orey, 2011). Parents can now involve in facilitating mathematics projects at home, as what 

their children are learning is what they are practicing at home. A woodworker is now a 

mathematics facilitator. He can now teach his children about cubes, angles, shapes, 

measurements, estimation, and other solid mathematical concepts.  

School leaders can now create mathematics labs in school environments that use 

student-community culture, local activities, and religious practices. Establishing an expensive 

mathematics lab is not complicated. Mathematics learning can happen anywhere in a school 

or outside. Mathematics labs allow the teachers freedom to take students outside the 

classroom instruction and teaching. The role of parents has now been changed as well. 

Parents can now be facilitating classroom and lab work by sharing their experiences with the 

students. Each parent's culture, work, profession are valuable assets for school.  

These pedagogical implications not only open its horizon for the school, teacher and 

students, but also are directly benefiting to the community by practicing local indigenous 

knowledge and their further exploration for developmental activities. Endangered indigenous 

technical knowledge can be transferred to the younger generation. Ethnomathematics can 

build a bridge to transfer knowledge from the older generation to the younger. Students who 

find that our indigenous technical knowledge has a valuable connection with present-day 

mathematics will utilize and preserve knowledge as a valuable technology, learning, and their 

diverse aspects and approaches. 

 

Concluding Remarks 

Nepal’s diversity and richness in culture have somehow been started to be explored 

mathematically, however, there are many more cultures and practices to be explored and 

connect with different lenses including mathematics and culture. Having 125 spoken 

languages (Sharma, Sharma & Orey, 2020) and varieties of cultural practices in different 

regions of Nepal only a few have gained its authentication in academia. Few aspects of Rai, 

Newar, Tamang, Tharu, Gurung, Brahmins have been found to be explored yet. However, 

many more other communities were needed to be explored. Yet it is a great achievement that 

Nepalese scholars have been trying their best to capture the mathematical practices in their 

own and or neighboring communities.  

The research has indicated that the opportunities and possibilities of expanding ethno-

pedagogical thoughtfulness in mathematics classroom teaching-learning practices. It also 
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shows that some milestones have been set for the future development of ethnomathematics as 

a program as a strong pedagogical strategy for some school mathematics teachers as well as 

for learners. Some strong evidence on schools is seen that they have started ethno labs in 

schools, some teachers who never thought of cultural project-based learning started to design 

and implement it in their teaching-learning process. 

Some school leaders started to realize locally practiced knowledge and its strong 

connection with students a day to day learning activities which they have never or only a few 

connected before. We as practitioner-researchers realized and are excited that our continuous 

contributions have started to show, indeed offer a alternative glimpse of the horizon in 

classroom practices. The evidence and experiences of ethnopedagogical practices in the 

schools and some thoughtful changes in students, teachers and school leaders have fueled us 

to expand the researches in culture and mathematics that builds ownership of mathematics in 

the Nepalese community. 
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