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PREFACE

The 26th Annual Meeting of the Atlantic Provinces Linguistic
Association (APLA/ALPA) took place on the campus of Memorial
University in St. John’s, NL, from November 8 - 10, 2002. This conference
provided a forum for the discussion of a topic often neglected within the
general study of literacy: how linguistics may successfully be applied to
literacy issues, specifically, to problems of literacy in aboriginal
communities as well as to disordered reading acquisition.

Over the course of the two and a half days of the conference, 43 high-
quality papers were delivered, half of them on the conference theme of
literacy. Thirteen ofthese papers were authored or co-authored by graduate
students. The plenary Murray Kinloch Memorial Lecture was delivered by
Rebecca Treiman (Baker Chair of Child Development Psychology,

Washington University in St. Louis), an international expert in the field of
reading disorders.

One afternoon session of the conference was dedicated to a panel
discussion on community literacy. We would like to thank the following
participants for their input to what proved to be a very stimulating
discussion: Tom Dawe (Teachers on Wheels), Serena Hancock (Avalon
East School Board), Anna Muselius (Association for New Canadians),

Virginia Ryan (MUN Writing Centre) and Carmel Smith (College of the
North Atlantic).

The following twenty-five papers were also delivered at the conference,
but are not included in this volume; a number of them will appear in a

special volume on literacy in aboriginal languages, to be edited by Julie
Brittain and Barbara Bumnaby:

Catharyn Andersen: Literacy and language revitalization in
Labrador Inuttut

Anne-Marie Baraby:  Roéle actuel de I’écrit dans une langue de
traditional orale, I’innu
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Should Literacy be Encouraged in Contexts of
Linguistic Endangerment?"

John Edwards
St Francis Xavier University

1. Introduction

In most contexts, literacy is unreservedly seen as a ‘Good Thing,’ a
quantity whose value is universally acknowledged.”? In some of its more
rarefied manifestations, it is true, literacy can be a rather costive incarnation
of language, and one whose higher reaches are often inaccessible to hoi
polloi. Aswell, it is undeniable that non-literate societies possess an orality
of great nuance and subtlety; the griots of West Africa (and their
counterparts elsewhere) are the conduits of a rich heritage. Indeed, as we
have recently seen in our own country, the words of these living libraries
have now been accorded a legal status similar to that of the written record.
Notwithstanding, however, the immediacy and scope of orality, literate
cultures have — at the very least — an extra linguistic dimension of great
power. Indeed, this is putting it much too mildly: many would argue that
the historical continuity that shapes and defines a culture rests largely upon
literacy. To replace human libraries with books widens access to
knowledge, the ability to read permits and encourages varieties of
interpretation, literate individuals are the only ones capable of full civic
participation, and so on.’

All of this would hardly seem to be worth repeating here. Yet the
power and the attractions of literacy — so obvious to members of
‘developed’ societies that they are rarely considered — have been seen as
insidious and dangerous for those whose languages and cultures are at risk.
At first blush, this seems paradoxical: surely a fully language-competent
community 1s of particular value for 2 minority group; surely literacy in a
threatened language is a source of strength in the face of overbearing
linguistic neighbours?

In fact, proponents of the ‘new’ ecology of language have made (or re-
made) the point that illiteracy can favour cultural and linguistic stability,
and some have suggested that the promotion of literacy works against
linguistic ‘vitality.” That is, the championing of threatened varieties does
not always sit easily with the endorsement of literacy — this is true in
situations in which these varieties are non-literate but, even where literacy
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exists, arguments have been made that its spread may be dangerous. This
is clearly an area ripe for analysis, since it brings into potential opposition
two areas that are both generally considered as ‘Good Things’ -
enhancement of literacy and support for beleaguered linguistic
communities. My general theme here is that we should be very wary of
arguments that even begin to suggest that language maintenance might be
purchased at the expense of literacy.

2. The ‘new’ ecology of language

As a term and a focus of study, ecology is a coinage of Ernst Haeckel
(perhaps as early as the 1860s) and, as its Greek root (07kx0¢ = home)
implies, the emphasis is upon the holistic study of environments within
which lives are lived and intertwined (for useful discussions predating the
general extension to language, see Bates 1953 and Glacken 1967). Haeckel
was concemned with the Darwinian struggle for existence within the ‘web’
of life. This includes both the beneficial and inimical interrelationships
among plants, animals and, indeed, inorganic surroundings. Ecology is
about adaptations, then, whose necessity arises from inevitable linkages.
Implicit in the earliest conceptions of this ‘economy of nature’ is the
scientific investigation of the conditions constituting environments and,
from this perspective, ecological awareness (broadly speaking) is very old.
It can be traced, for instance, at least to Aristotelian concepts of ‘design in
nature’ and the idea that the world is essentially ordered; it attracted further
philosophical and religious elaborations (which argued, for example, that
God was the designer), and it underpins contemporary secular science,
which replaces divinity with natural laws.*

In a predictable extension of a concept which initially focussed upon
plants and animals, an ecological anthropology folded culture into the mix,
reminding us of the reciprocity between what is given and what is
constructed (pre-ecolinguistic sources here include Steward 1955, and
Clifton 1968). Again, what is sometimes taken as a modern idea has
longstanding roots: Plato and Aristotle, after all, thought that climate was
an important factor in human affairs and, in the eighteenth century,
Montesquieu built an elaborate philosophy on this basis, a philosophy
linking climate (and topography) to all manner of individual and collective
traits — from exploratory activity to religion.
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The first specific reference to the ecology of language is apparently
found in a chapter by Voegelin, Voegelin and Schutz (1967), but the term
is particularly associated with Einar Haugen (e.g., 1972). His intent was to
emphasise the interconnectedness of languages with their environments,
with particular regard to status and function, and he produced a list of
contextualising questions — about who uses the language, its domains,
varieties, written traditions and family linkages, the degree and type of
support it enjoys, and so on (for more details and typological expansions,
see Edwards 1992, discussed further by Grenoble and Whaley 1998). In
themselves, these questions are neutral in tone. However, in a book
forthrightly called Blessings of Babel, Haugen refers to a “problem of social
ecology: keeping alive the variety and fascination of our country, diverting
the trend toward steamrollering everything and everyone into a single, flat
uniformity” (1987: 11). The dislike of a monotonic landscape is clear,
although Haugen’s quotation is not entirely transparent. He probably did
not mean to imply that ‘social ecology’ was essentially devoted to the
promotion of diversity, but rather that any such promotion would fall within
its remit (see also his 1972 collection).

In fact, however, the breadth of the ecology-of-language view, a
breadth that would logically follow from its parent discipline, has been
progressively reduced and the label of ecology increasingly co-opted.
Ecology, to go back no further than Haeckel’s formulation, involves
adaptation and struggle within an extremely broad range of relationships.
While earlier ‘non-interventionist’ linguistic views often acknowledge a
Darwinian sort of linguistic struggle, and while there are some
contemporary researchers who would claim an ecological perspective that
reflects a range of possibilities (from linguistic health all the way to
extinction, perhaps), the field now generally argues for more pacific
interaction. As Miihlhiusler (2000: 308) has noted in a recent review
article, “functioning ecologies are nowadays characterized by
predominantly mutually beneficial links and only to a small degree by
competitive relationships ... metaphors of struggle of life and survival of
the fittest should be repiaced by the appreciation of natural kinds and their
ability to coexist and cooperate.” We have a view of a world in which there
is room for all languages, where the goodness of diversity is a given, where
‘the wolf also shall dwell with the lamb.’ This is certainly a kinder and
gentler picture, but surely the key word here is ‘should,” surely the key
question is whether the desire is also the reality. We could remember
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Woody Allen’s reworking of that passage from Isaiah: ‘the lion and the calf
shall lie down together, but the calf won’t get much sleep.’

3. Ecological assumptions
3.1. The human factor

One ecological assumption is that it is human interference which
necessitates ecological management and planning; ‘hcalthy ccologies,” we
are told by Miihlhéusler, are both “self-organizing” and “self-perpetuating,”
but “human actions [can] upset the original balance” (2000: 310). We
might ask ourselves, first, in what sphere of life human actions have not
altered things. More pointedly still, what social spheres could there
possibly be without such actions? It seems like lamenting the fact that we
have two ears.

3.2. Language diversity

From an ecological point of view, linguistic diversity is taken as an
unalloyed good, to be defended wherever it seems to falter. It is a
perspective implicit in recent language-rights manifestos, covenants and
declarations. These have a chequered provenance, make several sorts of
linguistic claims, and have received various degrees of official response
(see also below). Beyond the legalistic approach of formal proclamations,
however, there are several bases upon which a defense of diversity can rest,
and Miihlhdusler (2000) has usefully categorised these, in moral, scientific,
economic and aesthetic terms.

The morality of diversity — apart, that is, from assumptions of inherent
rights which are implicated in moral argument — suggests that language
attrition means loss of accumulated experience and knowledge. Secondly,
it is argued that multilingual societies reach higher levels of achievement,
and that linguistic ‘encounters’ aid scientific advance. This in turn suggests
that language diversity is economically beneficial; it is noted, more
specifically, that emphasis placed upon lesser-used varieties will prove
more worthwhile than simply broadening the base of those who learn ‘big’
varieties. Finally, an aesthetic appreciation values all diversity, and regrets
all loss. Although other arguments altogether can be made, and although
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the substantiation of these four themselves could be done along different
lines, the assumptions made here are quite typical. All are debatable.

3.3. Language rights

Ecological organisations formed expressly for the protection of
endangered languages — the American Terralingua society, for example, or
the Foundation for Endangered Languages, based in England — typically
have a charter or a statement of intent stressing linguistic rights. The
former, for instance, observes that “deciding which language to use, and for
what purposes, is a basic human right” (Terralingua 1999). As well,
existing language associations have argued for rights. The most recent
example is that of Teachers of English to Speakers of Other Languages
(TESOL) which, in November 2000, passed a resolution advocating that
“all groups of peoples have the right to maintain their native language ...
a right to retain and use [it].” The other side of the coin, they argue, is that
“the governments and the people of all countries have a special obligation
to affirm, to respect and support the retention, enhancement and use of
indigenous and immigrant heritage languages ...” Such specialised
manifestos typically draw upon charters endorsed by the United Nations,
the European Union and other international bodies. One of the great
unresolved problems here — indeed, one which is, rather conveniently,
hardly ever mentioned is this: while it may be possible to legislate rights to

speak, how might we ensure rights to be understood? The first without the
second is but a hollow victory.

3.4. Biological analogies

In the Irish revival effort of the late nineteenth and early twentieth
centuries, the close association of the language with Catholicism — Irish
was, for example, seen to be “the casket which encloses the highest and
purest religion”, and “the instrument and expression of a purely Catholic
culture” (see Edwards 1995: 113-114) - involved two central elements.
The first is the belief that a particular language and a particular religion (or
culture) are indeed linked. The second — which logically flows from the
first but which can certainly be exploited even in the absence of that strong
initial belief — is that it makes good sense to try and bolster a weak or
disputed quantity (here, Irish) by linking it with a stronger cultural pillar
(Catholicism). This is an analogy that occurs to me when considering
another broad ecological assumption: the linkage made between linguistic
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diversity and its biological counterpart. It is clearly valuable to proclaim
this linkage in a world increasingly aware of environmental issues; the
advantages of adding anxieties about language decline to concerns with
pollution, loss of plant and animal habitats and industrial depredation are
obvious. But how reasonable, in fact, is this addition?

At a metaphoric level, the association works well enough. Doesn’t
diversity make the world richer and more interesting, and isn’t linguistic
diversity one part of a larger attractive mosaic? And, if we intervene to
save the whalcs, or to clean up oil spills — or, indeed, to keep histoiic
buildings from the wrecker’s ball, or to repair and preserve rare books and
manuscripts — then why should we not also stem language decline, ensure
a future for all varieties, prevent larger languages from swallowing smaller
ones, and so on? A popular case could theoretically be made here, even
one based solely upon moral and aesthetic arguments.

Recentecological arguments, however, have attempted to make the link
between linguistic and other types of diversity much more than metaphoric.
This might be thought to return us to those other rationales — scientific and
economic —already noted: after all, the case for saving whales and reducing
carbon emissions is not only made on moral or ethical grounds, but also
rests upon practical, forward-looking and economic arguments. Butarather
more pointed suggestion has been made. Harmon (1996) and others feel
that there may be more than analogy between linguistic and biological
diversity, that areas in the world rich in one are also extensive in the other,
that the two diversities are “mutually supportive, perhaps even coevolved”
(Maffi 2000: 175). Setting aside difficulties of measurement and
interpretation, we should be reminded here of the classic principle that
correlation need not imply causation.

Dubious argument apart, there is in any event a practical problem that
purported linkages between animals and languages cannot overcome: it is
much more difficult to maintain the latter than it is to preserve the former.
[ don’t mean to say, of course, that saving rare species is easy. But, when
we have been able to muster sufficient resources and to garner enough
support, we have intervened with some success in the lives of snails and
whales. We have passed regulations forbidding some sorts of hunting and
fishing, and allowing stocks to recover. We have forbidden the importation
of materials whose removal damages the environment elsewhere. We have
outlawed clear-cutting and prescribed reforestation. It is clear enough that



9

we haven’t always done very well, that the environment continues to be
harmed in important ways, and so on. But we have a potential level of
control here that is impossible with human societies and their languages —
uniess, of course, we were willing to act in the dictatorial ways (benevolent
though they may be) that are open to us with plants and animals.

3.5. Ecology and bilingualism

Linguistic conservation, preservation and maintenance are generally
considered, in ecologically-minded perspectives, to be basic human rights
—but it is interesting that the desire for language diversity that unites many
under the ecological banner is not an argument for monolingualism. Those
who wish to see an extended future for the small languages of the world no
longer propose — if, indeed, they ever seriously did — that Welsh or Frisian,
Haida or Mi’kmagq, will be sufficient for their speakers’ purposes and
aspirations across all domains. Arguments now are not for existence per
se but, more precisely, for the coexistence of the lions and the calves.

Bilingualism is, of course, a reasonable response to a desire for such
coexistence — reasonable on theoretical grounds, and reasonable in the de
Jacto sense that more people in the world are bilingual (or better) than are
monolingual. It is also worth restating the truisms that bilingualism per se
involves no cognitive penalties, that it is a capacity that can be almost
effortlessly acquired by the youngest of children, and that the lack of
education (and, indeed, illiteracy) of most of the world’s multilinguals
further attests to its unexceptional character. Bilingualism is not rocket
science. It is an obvious and practical means of dealing with diversity. The
question is not whether bilingualism can allow people to enjoy a social and
psychological duality — the answer is clear. The question is whether
bilingualism will have this function, particularly where small languages are
involved.

There are two basic considerations here: (a) weaker varieties may have
to be stabilised (or rejuvenated, or revived), and (b) the duality of the
smaller and the larger languages has to have some hope, at least, of an
enduring diglossic relationship. The first of these is always theoretically
possible, if not always practicable, and the second is often problematic.
Bilingualism, as we know very well, is frequently a way-station on the road
to new linguistic arrangements. While it is a linguistic truism that all
languages can be adjusted as their speakers’ needs dictate, it is a social and
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political one that, because of the fortunes of their speakers, some languages
are stronger than others. The language decline that is at the heart of the
issue here is often a symptom of contact between groups of unequal power,
an effect of a larger cause. It follows that attempts to arrest it are difficult:
you don’t cure measles by covering up the spots. The logical — indeed, the
ecological — approach is to unpick the social fabric that has evolved, and
which has brought about language decline, and reweave it into a new
pattern. But while this is possible, it is also difficult, inasmuch as those
concemned to stem decline often want only some selected reworking of
sucial evolution, not wholesale revolution. Overall, the implication is thai
a stable diglossia between smaller and larger varieties is difficult to ensure,
especially in an era of change and mobility.

Isolation and lack of mobility — not generally thought desirable, one
imagines — are often prerequisites for language maintenance. In Austro-
Hungary, Miihlhiusler (2000) tells us, lack of mobility reinforced linguistic
ecological stability. On the other hand, we recall that migrations — from the
old to the new world, for example — have generally exacted linguistic and
cultural tolls. Is stasis the price of ethnolinguistic continuity? It might well
be so. Certainly, if people are willing to remain in an isolated condition, the
possibilities for long-term bilingualism are more propitious. Indeed,
isolation has not only stabilised bilingualism, it has very often accounted for
the endurance of monolingualism in the original variety. Twenty years ago,
Fishman noted:

Stable bilingualism and biculturism cannot be maintained on the
basis of open and unlimited interaction between minorities and
majorities. Open economic access and unrestricted intergroup
interaction may be fine for various practical and philosophical
purposes. Indeed, they strike most of us as highly desirable legal
and social principles; but they are destructive of minority ethno-
linguistic continuity (Fishman 1980: 171).

I have cited this quotation before, because it seems to summarise the
situation quite well. Here is an avowed supporter of minority languages, of
stable bilingualism, of ‘ethnolinguistic continuity,” suggesting that the price
of stability is higher than most have evidently been willing to pay. Curious,
to say the least, that open access and interaction are seen as ‘fine’ — these
are the sorts of things that people struggle and migrate for, not simply
desirable principles. Would we advocate voluntary minority-group self-
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segregation — as has appealed to a handful of groups, generally along
religious lines — or would we take steps to ensure that Gaelic speakers never
get off Cape Breton, remaining in their island fastness for the sake of their
language and culture?

4. Endangered languages and literacy
4.1 Local voices

In areas where academic enquiry touches more or less immediately
upon daily life and, more particularly, where it deals with aspects of life that
are highly-charged, contentious or threatened, it is always salutary to
examine the views of the ‘ordinary’ people themselves. In the matter of
literacy, these views do not always sit easily with those expressed in (some
parts of) the literature. Among many papers presented at the conference of
the Atlantic Provinces Linguistic Association held at Memorial University
in November 2002 — in which language and literacy was the central theme
— several bore upon this matter. At a general level, for example, Alana
Johns and Catharyn Andersen each discussed matters of literacy in
Labrador, where it is clear that the role of literacy in programmes of
language revival and revitalisation is a complex one. Barbara Burnaby
noted the coexistence of local support for literacy in powerful varieties
(here, English and French) and local resistance to native literacies. This
coexistence is an historically familiar one, simply reflecting perceptions of
linguistic power, on the one hand, and feelings of linguistic inadequacy, on
the other. But the coexistence also reflects the more contemporary fear that
literacy ‘opens up’ a language and a culture, and thus facilitates ‘voice
appropriation’ by outsiders.

Julie Brittain discussed a more specific feature — the production of
books in and by the community itself. This is a doubly-important matter,
involving not only community endorsement of books in the local language
(Naskapi, in this case) but also a willingness to take a leading part. It is one
thing to rather passively accept an idea — often broached by a small number
of individuals within the group or, indeed, by interested outsiders — and
such a reactive stance is, in fact, quite common among relatively small or
powerless populations. It is quite another, however, to take some active
control; this quantity can range from a general readiness to play a role to
a demand that nothing be done without insider approval and action, that the
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input and expertise of any outsiders involved always remain at the service
of the community. To return, however, to Brittain’s paper itself: it was
clear that the Naskapi speech community itself valued literacy and its
ramifications — and a sense of how the written word might encourage the
oral varieties of an endangered vernacular took two forms. First, as an
extended and formalised involvement with the language, the activity of
reading is, in and of itself, seen as a support for more informal usage.
Secondly, reading — or, more accurately, the existence of material to read
- is a status marker. This is true even if not all in the community can read,
or if somc of the books (dictionaries are a good example here) are ‘ioo
difficult’ for most readers; indeed, both historical and contemporary
observation indicates that restricted access to the written word commonly
enhances its status. And nowadays this status is complemented by the
prestige — largely deriving from the allure of modernity — associated with
computers and those who can use them.

We find these North American descriptions usefully supplemented by
recent work from farther afield. Terrill (2002) describes her work on
Lavukaleve, an island in the Solomons that is home to about 1700 people.
While a written form of Lavukaleve exists, the literacy level is very low,
and the written language is principally associated with religious exercises.
In an effort to expand the scope of literacy, various new materials were
produced, the most important being a Lavukaleve dictionary. Discussing
the involvement of the islanders in this project, Terrill makes three very
interesting points:

(1) the fact that neighbouring islanders already had a dictionary was
a powerful motivation for the Lavukalevese. There was great
interest in the ideal of the dictionary somehow marking the validity
of their language;

(11) matters of content were less important than considerations of
size — the bigger the better;

(iii) the inclusion of novel or difficult words was seen as a further
indication of the dictionary’s value — restricted access to its
profundities only adds to its symbolic weight.

Far from viewing these attitudes as trivial and superficial, Terrill points out
that literacy-as-symbol is very important. In general, it has the potential to
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stimulate positive feelings about one’s small, unimportant or beleaguered
variety. More specifically, “acknowledging and utilizing powerful cultural
symbols ... is a useful way to encourage language maintenance, and it is one
way to halt the pattern of language endangerment that is creeping into some
communities” (217).

4.2. The new ecolinguistic perspective

What results when the ‘new’ ecology leaves the study and goes out into
the field? We find arguments for illiteracy, on the grounds that it abets the
linguistic stability touched upon above. Thus, Miihlhdusler (2000) has
criticised arguments that link literacy to ‘empowerment,” and has noted that
its development may be dangerous for the preservation of linguistic
diversity. He goes a bit further when he approvingly cites a source arguing
that literacy promotion actually works against ‘linguistic vitality’ (355; see
also the extended discussion in Miihlhdusler 1996). In Maffi (2000), we
find a citation to work (by Abram 1997) which emphasises the importance
of orality for the persistence of indigenous varieties. (Is it irrelevant, I
wonder, to note that Abram’s book is entitled The Spell of the Sensuous?).

Literacy is often seen as a sort of bully, in the same way that large
languages are the villains, and small ones the victims: written varieties can
push oral ones aside, writing is seen as sophisticated and, indeed, more
likely to bear the truth, and so on. It is also sometimes seen as a sort of
Trojan horse. Rhydwen (1998), for instance, feels that speakers of at-risk
varieties can be falsely lulled into security once writing arrives. It is
certainly reasonable to point out the cruel fallacy that literacy inevitably
leads to social or political improvement, or to refer to the single-mindedness
of literacy campaigns. It is also true that writing does not automatically
augment veracity (do you believe everything you read in the papers?). But
might we not worry that it would be an instance of ‘isolationism’ to try and
purchase language maintenance at the expense of literacy?

A related point suggests that formal education is not always the ally of
enduring diversity and bilingualism. Benton (1981: 171) doubts that
“schools can have any positive role in ensuring the continued viability of
Oceanic languages” (the ‘can’ and ‘any’ are interesting here; in his
endorsement of the statement, Miithlhdusler [1996: 267] is more
circumspect, saying that “it is probably not difficult to agree with Benton
that education and school language policies have done little ...”"). These
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authors are presumedly not against education per se. Rather, they wish to
draw our attention to its often intrusive qualities, to its championing of
literacy over orality, to the way in which it imposes foreign (i.e., western)
values and methods upon small cultures. Again there is the idea of cultural
bullying. Maffi(2000: 177) notes, for example, that formal education need
not come “at the expense of learning traditional knowledge” and, indeed,
that school is not the only venue for the acquisition of “valuable
knowledge.” These notes are, of course, unexceptionable, and presumably
would not have been made in the absence of the juggemaut power of

+
cducation.

Itis not difficult to sympathise with laments about supposedly intrusive
‘foreign’ education paradigms but since all education worthy of the name
is multicultural in nature the argument may be self-defeating. Formal
education necessarily involves broadening the horizons, going beyond what
is purely local and ‘traditional.” In an unequal world — one whose
disparities create risks for languages, in fact — education will perforce
become yet another another evidence of those disparities. Those concerned
with gaining a place in the media for minority languages have learned that
they are double-edged swords: while it is clear that access to them is
important, they also facilitate the transmission of those larger influences
upon decline. There are similar ‘risks’ associated with the medium of
education.

If we return here to Oceania, we find — in the work of Terry Crowley
(1999, 2000, 2002) — some of the most pointed and relevant observations.
Crowley’s initial focus is upon lexicography, and he notes that some of the
‘new’ ecologists of language disapprove of lexicographic efforts tout court;
they are seen as insidious interventions by outsiders, ones that threaten the
stability of traditional linguistic patterns:

[lexicography] can constitute a very serious trespass ... The very
view that languages can be counted and named may be part of the
disease that has affected the linguistic ecology of the Pacific
(Miihlhdusler 1996: 5).

This is a remarkably broad statement and one which, as a western linguist
and lexicographer himself, Crowley took to heart. Indeed, he felt
‘particularly stung’ by it, he tells us (2002: 9), and his annoyance here is
doubtless heightened by Miihlhiusler’s rather curious position vis-a-vis
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other area scholars (see especially notes 10 and 12 in Crowley 2000). As
he had observed a little earlier (Crowley 1999: 8), the assertion here is

that the mere acts of naming, identifying and describing languages
seriously undermines the interrelationships between languages
which he [Miihlhdusler] refers to as traditional ‘linguistic
ecologies.” The production of dictionaries by Western linguists is,
in effect, part of a series of colonial acts which lead in the end to
complete language shift.

As Crowley goes on to discuss, such an attitude highlights a number of
issues, of which the most central are the general desire (that we have
already noted here) of local communities precisely for outside assistance in
lexical matters, and the more theoretical questions concerning just how
‘naming’ and ‘describing’ a language hastens its disappearance.

But there is a still more general objection raised by the ‘new’ ecologists,
one that encompasses lexicography per se. In summarising the ideas of
Miihlhéusler (1996, 2000), Charpentier (1997) and others, Crowley (2000:
368) points out that they are claiming

that literacy in the Pacific does not give added status to vernaculars
and that it should be discouraged because it is not part of traditional
cultures ... weakening these languages, leading ultimately to ...
replacement ... by colonial languages.

But Crowley’s view is just the opposite: attempts to discourage vernacular
literacy are romantic exercises involving a past that is no longer recoverable
—if, indeed, it ever existed as imagination depicts it — and, based as they are
on such shaky foundations, perhaps are weakening agents themselves.
These attempts also ignore genuine and pressing local wishes and needs,
they erect simplistic divisions between outsiders and insiders, they
incorrectly assume that the acquisition of literacy signals dramatic cultural
discontinuity, and so on.

The thread that seems to connect all the assumptions made by the ‘new
ecolinguistics’ is the idea that there is — or was — some virginal ordre
naturel (see, for example, Miihlhdusler 1996: 264) that has been or will be
corrupted, debased and ultimately destroyed by western interventions,
interventions that are not even motivated primarily by the interests of the



16

supposed beneficiaries. This is quite simply wrong. Commenting upon this
from his own Pacific Islands perspective, Crowley (2000: 377) notes that
we are seeing here an

assumption that there is only one unchanging way of being
Melanesian ... [this is] a position of extreme naiveté which would
be rejected outright by any informed anthropologist.

It is of course a common enough attitude — hardly restricted to anthropology
- that naivcly cmbraccs what is small, remote, simple, that typically finds
virtue in the past and vice in the present.’ This larger canvas of preference
and prejudice is illustrated in a final citation from Crowley:

let us for the moment assume the worst case scenario, namely that
Miihlhéusler is correct in his dire predictions for the languages of
the Pacific. Some of the major weaknesses that he sees in the
current linguistic ecologies of the region are factors such as
intermarriage, education, the adoption of Christianity, the media,
internal migration, administrative centralisation and urbanisation
(Miihlhdusler 1996: 50). From this, it could be argued that in order
for languages to be protected, steps should be taken to discourage
(or even prohibit) intermarriage. Formal education should either be
abolished, or it should be completely reorganised to exclude
introduced languages such as English or French. People should be
required to abandon Christianity and revert to their traditional
religions. The media should either be closed down, or there should
be separate media outlets for every single vernacular (or even every
single variety of every vernacular). Internal migration should
cease, and towns should perhaps even be abandoned.

Such draconian measures have not typically been employed, although
Crowley does cite one recent instance; still, as he says, “Pol Pot’s
Cambodian experiment is perhaps not the most desirable model for the
Pacific” (2002: 14).

5. Conclusions

While it is true that there are other approaches — often denigrated by
contemporary ecolinguistics, incidentally (see Edwards 2001) —to language
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politics and planning and, hence, to matters of literacy for ‘small’ varieties,
an increasingly powerful current is that which brings the ‘new” ecology to
bear in contexts of linguistic endangerment. The most problematic
elements here are assumptions that cast doubt upon the value of literacy for
small or threatened languages and cultures. This doubt, and its
underpinnings, are generally enshrined in a concern with the allegedly
destructive power of external forces, forces that literacy will unleash. But,
as I have implied here — particularly, of course, in my heavy and favourable
reliance upon Crowley’s insights — the position is, to say the least,
incompletely thought out.

The stance of the ‘new’ ecology is one, I believe, that is romantically
ahistorical, naive, ostrich-like in its ignorance of broader currents and
essentially retrogressive in tone. Its influence, where it exists, is one that
either neglects on-the-ground desires and expectations or raises them in a
manner such that they can only be subsequently dashed. Its hope is
apparently for a social stasis, a sort of entombment in cultural amber, that
has never proved popular for more than a tiny element in any population.
Further, it often suggests that some sort of return to a more innocent and
uncontaminated time would be a highly desirable event, a time when the
noble savage was still uncorrupted. But to evoke this image is in fact unfair
to Rousseau. He never used the phrase and, more to the point, never
implied that some ‘return to nature’ was either possible or desirable. The
educational programme he outlines in his Emile, for instance, testifies to his
belief that the only plausible direction is forward. This is an insight
apparently denied to proponents of the ‘new’ ecolinguistics.

Notes

1. For fuller treatment of some of the themes discussed here — particularly
in the early parts of the paper — see Edwards (2001, 2002a, 2002b).
These earlier articles also clarify why I consistently put the adjective in
the phrase, the new ecology of language, in quotation marks.

Harold Paddock’s paper at the 2002 annual meeting of the Atlantic
Provinces Linguistic Association reminds us that varying perspectives
on literacy are not only a feature of impoverished societies, or of oral
ones, or of those whose languages are endangered. Literacy can, for
example, ‘mark’ one group within a larger society and come to be



18

associated with other, and more immediately important, markers. Thus,
Paddock notes that Newfoundland literacy was an urban feature, and
one linked to Irish Catholicism; rural and English-Protestant areas were
marked by low rates of literacy. (This, of itself, is an interesting
observation since, in other contexts, Protestantism, not Catholicism, is
more associated with literacy. Perhaps the Newfoundland findings
reported by Paddock have more to do with the urban-rural distinction
than with religious divisions.) Furthermore, the values of rural life —
which were founded (for males at any rate) on heavy physical work and
little education or leisurc — mcant that literacy was often stigmatized as
a rather effeminate quality, likely to be found only among teachers,
merchants and clerics. I am reminded here of George Orwell’s
observation (1964: 74) that “nearly every Englishman of working-class
origin considers it effeminate to pronounce foreign words correctly.”

With acknowledgement of the insights of Jane Austen and, more
importantly, W.C. Sellar and R. J. Yeatman, authors of the celebrated
1066 And All That (1930). Their subtitle is ‘A Memorable History of
England, Comprising All the Parts You Can Remember, Including One
Hundred and Three Good Things, Five Bad Kings and Two Genuine
Dates.” If they had discussed it, literacy would clearly have been the
hundred-and-fourth Good Thing. Sellar and Yeatman, incidentally,
anticipated by some sixty years Francis Fukuyama’s famous thesis
(1992). As they say (in their ‘Compulsory Preface’), “history is now
at an end ... this History is therefore final.”

Sarah Rose’s interesting paper, which appears in this volume, points out
that cultural contrasts between literate and non-literate societies are not
solely recent phenomena and, more importantly, that such contrasts do
not always point to an unequivocal superiority for the former. In Vedic
India, cultural transmission was oral; it wasn’t that writing in Sanskrit
didn’t exist, but rather that it was seen as an insufficiently dignified
medium for such high purposes, or as something needed only by those
of restricted intellectual power. This is a curious notion in modern
eyes, and even more curious, perhaps, is that Panini, the great Sanskrit
grammarian was — like Homer — unable to read or write his own
language. (This is a commonly-held view, although Pinault’s [1996:
692] biographical account notes, rather cryptically, that “writing was
certainly known to Panini.” It is clear enough, though, that Pagini’s
grammar was meant to be recited [it took some three hours] and then
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memorized.) But the connection of the written word with mundane
motivation is entirely consistent with our belief that writing systems
generally emerged because of the requirements of commerce.

In the Anatolian world of the Hittites, the many tablets testify to the
power of writing. Akkadian and other cuneiform script, as found
largely on rectangular pieces of clay (or sometimes wood or metal)
shaped to fit the hand — early ‘palm pilots,” as Rose observes — was
essentially (though not exclusively) the production of a skilled scribal
class. Records were kept of everything, from literature to legislation,
from culture to commerce.

The interesting comparison between oral India and literate Anatolia
is that wide-spread writing does not seem to have materially benefitted
or extended Hittite civilization. In many ways, indeed, Vedic culture
(which was not transmitted in writing) was the more original of the two.
The comparison, which could of course take in other cultures as well,
suggests that, in Rose’s words, “written literacy may not be all that it’s
cracked up to be.” This may well be true in some rich oral cultures,
and this truth may extend over quite a long time. But in the longest of
runs, however, literacy ‘fixes’ a cuiture. Beyond the value here for
future historians and other scholars, literacy also ‘benefits later
generations’ in the given culture itself. This reminds us that even the
most orally rich of cultures may be more susceptible to the degradation
of records. As well, most literate cultures have in fact developed from
non-literate ones — the suggestion is, then, that transitions from orality
to literacy are generally viewed as progress.

Emst Heinrich Haeckel (1834-1919), eminent philosopher and
zoologist, was the first German biologist to accept the idea of evolution.
Darwin held him in high regard, and credited him with propagating the
theory in Germany. Haeckel is also associated with the ‘biogenetic
law,” which states that ‘ontogenesis is a brief and rapid recapitulation
of phylogenesis’ — or, in the more motto-like form familiar to several
generations of students, ‘ontogeny recapitulates phylogeny.’

One recalls here those famous lines from Koko’s song in The Mikado:
“the 1diot who praises with enthusiastic tone / all centuries but this, and
every country but his own.”
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1. Rationale

The rationale for the reflections that follow resides in the compelling
arguments for a thorough inventory and glottopolitical treatment of the
essential elements nourishing the groundswell of demands in favour of an
active, functionally relevant development of literacy in minority languages
in Nigeria. Equally of relevance is the attempt, on a macro-linguistic level,
to marshal the arguments for what is feasible, practical, practicable, and
sensible in the quest to accommodate every possible tool necessary to
ensure mass participation in the national development process. Sadly, the
latter 1s often left in the hands of political opportunists, and thus articulated
through a web of falsely representative political and administrative
processes.

We therefore pursue a premise that relies on the positive evidence that
multiculturalism, pluralism and multilingualism remain immutable facts of
African life, which elements must be harnessed for national development.
Bamgbose (1994:33-43, infra) spares us a rehash of the perennial arguments
against this assertion, as he effectively debunks the myths about language,
national integration and development.

Therefore, ineluctably recommending itself is a critical deconstruction
of current terms of reference, and a preference for local level perspectives,
with emphasis on practice and actual usage (Fardon and Furniss 1994). This
point invariably suggests a purposefully pragmatic, local (grassroots)
sponsorship of a remodeled understanding of the local need in relation to
the programmatic implementation of existing policies at the national level.

With the benefit of over four decades of post-colonial experience,
during which period nothing but pitiable progress has been recorded, this
time is as auspicious as any to critically examine the legacy of language
planning with the singular view of jettisoning worst practices in favour of
the modalities that are socially and culturally responsible and relevant. To
achieve this, it therefore becomes manifest that in Nigeria we must consider
language as a political object, as a subject of discourse in a myriad of
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avenues of usage, and in its misunderstood relevance in national
development.

2. Majority/minority languages dichotomy in Nigeria

In contemplating the relative place and role of minority languages in the
Nigerian polity, three observations are indispensable, to wit.

Firstly, thc laboriously rcthreaded dichotomy between majority and
minority languages in Nigeria is arbitrary (Bamgbose 1984:21). While the
number of speakers jump to mind, such division is also based on other
considerations such as literacy, political, or educational status. This
assertion is exemplified by the allusion to the selection of Hausa, Yoruba
and Igbo as the three major / national languages, a designation also ineptly
peddled as their confirmation as official languages, along with English, out
of more than 400 languages. While these languages are evidently spoken
more than all others on a per capita basis, they also share their additional
characteristics outlined above with a fourth language, Efik, considered by
current measurements as a minority language. This is not exclusive to
Nigeria.

In Ghana, there exists an analogy. Four majority languages are
recognized — Twi, Fante (a dialect cluster of Akan), Ewe and Ga — on the
basis of their written tradition and prestige as examination subjects at the
end of the secondary school cycle. Two other languages, however, Guan
and Adangbe, are excluded from the majority language category, even
though they have an even higher number of speakers than Ga.

Secondly, and following out of the foregoing argument, the
minority/majority distinction is relative. To illustrate this observation, a
language deemed to be minority at the federal level may assume majority
status on a different administrative level, such as national (employed in its
acceptation depicting nations within the Nigerian federal polity) or state, as
represented by the case of Efik in the Cross River and Akwa Ibom states.
Furthermore, majority languages within different national or political
boundaries may be much smaller than minority languages in other polities.
Other cases exist in which political considerations inform such definition
parameters. Kaplan and Baldauf Jr. (1997:14-27) highlight this imbroglio
as they grapple with the terminological difficulties inherent in the initial
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basis for language planning. From the authors, we may extract the following
four groups of definitional criteria. The political criteria encompass
languages of wider communication, national language, official (usually
marking instances where languages are unwilling to cede supremacy) and
literary languages, regional languages and perhaps, religious languages.
Next are social definitions which subsume educational languages,
vernacular, classical and historical languages. The third group, the
educational definition category, includes foreign languages, second
languages and mother tongues for educational purposes. The fourth group
concerns popular definitions that refer to foreign languages as languages not
spoken within the polity, native languages, usually in reference to majority
populations on historical grounds and ‘foreigner languages’ spoken by
transient foreigners in the community. In this last group is also pidgin,

normally associated with a lack of systematic grammar and a restrictive
lexicon.

Thirdly, and lastly in the minority/majority distinction, the term
‘minority language’ is often loaded with ideological inferences borne out
of a myriad of power, political and economic considerations. However, it
must be noted, as evident in the stridently unified voice of political figures
and professionals of substance in the South-South geopolitical grouping of
Nigeria, that the combined strength of minority languages can be potent.
Brann (1985) atludes to the diachronic overloading of the term, in addition
to the territorial and political considerations that have endured. The effect
of these extraneous considerations, as it were, quite apart from a sheer
statistical weighting of the languages at play, cannot be dismissed.

The foregoing observations render it unavoidable to situate discussions
such as ours in the “context of the allotted function of a language in a
country’s language policy” (Bamgbose 1984:22). For instance, a majority
language status can, expectedly, be conferred on a national language. In
consequence, such a language would almost certainly be employed in
secondary and tertiary education, or in communication (e.g. in political
discourse) and administration at the national level. Conversely, a minority
language may equally be used in primary education and in adult literacy
programmes in a way specifically designed to respond to an important local
need left unmet, or in direct recognition of antecedent and prevailing
political realities within a given polity. In the latter case, Desheriev (1973)
writes on the tripartite classification in the former USSR of major, medium-
sized and minority languages (see also [sayev 1977). The first category was
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used at all levels of education, the second up to secondary and the third in
elementary and adult literacy only. For good cause, the scope of the last
category can be broadened in Nigeria by a conscious effort to tackle the
pervasive literacy deficit at the local level. The resuiting dearth of the
advantages of literacy invariably impedes political participation of the
affected communities who have to rely on unscrupulous politicians who
feign a noble desire to act on behalf of marginalized communities.

3. Literacy and language choice

In Nigeria, the overall literacy project cannot be separated from the
exploitation of language policies in relation to the multiplex of social and
political, if constitutional realities. The 1979 Constitution recognizes the
importance of language policies with teeth, as have its several
reincarnations. The majority status confers on the majority languages their
use in the National Assembly and other high state functions, quite apart
from English, at the national and state levels. But, by the same token, the
National Policy on Education prescribes the mother tongue or the language
of the immediate community as the medium of instruction in the primary
schools. It also exhorts every child to learn one of the three major languages
of the country. Although the policy appears reticent, if not ambivalent,
about which languages to be used in adult literacy classes, it does clearly
state “that in character and content all mass literacy programmes will be
adapted in each case to local cultural and sociological conditions” (National
Policy on Education, 1981:32). This has been severally interpreted to
include the use of local languages in literacy programmes across the
country. More often than not, these grandiose and lofty positions turn out
to be mere insinuations since no concerted effort is clearly discernible in the
development and implementation of relevant policies. This is another
confirmation of the gulf between language politics (mere words) and
language planning (road map to concretize stated ideals and targets) and
language policy (specific government-backed implementation strategies).

Another factor that may affect the choice of language for literacy
concerns the goal envisaged for the literacy programme. This leads to the
Separation by literacy specialists of traditional literacy from functional
literacy. One of several UNESCO documents spanning 1969-1971,
however, posits that traditional literacy could be offered in isolation, since
it is aimed at all illiterates (UNESCO survey, 1969-71). Its goal is in the
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main “humanistic, and the adult is declared literate upon satisfying the
conditions of the prescribed tests” (Bamgbose 1984:22) at the end of the
programme. Functional literacy, on the other hand, should be part of a
broader development effort. But it is consciously selective (since it is
offered to those who can benefit and contribute most to development as a
result of being literate). As such, it extends beyond mere certification for
work, as it is by extension an initial step in a continuing process of learning
in the bid to enhance social status. This dividend, achieved via targeted
literacy programmes, should therefore be extended more widely into the
acquisition of the enabling linguistic tools necessary for optimal

participation in the political processes mediated by language and language
use.

Whatever attention literacy in minority mother tongues has received
thus far in Nigerna, it has indubitably materialized under the rubric of
traditional literacy. Whatever minimal success there has been in overall
minority language literacy, it has tended to occur to the extent that local
effort has been sustained. It therefore is unambiguous that learning to read,
write and count is best achieved using a language in which the learner
already enjoys some oral proficiency, irrespective of cases in which such
languages are yet to have a fully developed written form. The need to read
in a language often leads to modest efforts that spur further development of
its written form. It is more difficult to sustain the argument that these
languages should simply make way for the major and more developed
languages in these minority enclaves, a term we employ advisedly to
accentuate the isolation which is the lot of these minority communities.

The role of the linguist in this enterprise is increasingly and urgently
central in order to ascertain the viability of smaller languages. Where
necessary, emphasis could shift to the more restricted and targeted
functional literacy. Such a decision would depend on several factors as in
the case of utility in the workplace, or in the wider role played in the
community, should that become the immediately identifiable need. Rural
realities and urbanization might also dictate the adoption or rejection of a
local, indigenous minority language in favor of a second language more
useful in the factory situation, for instance. It could just as well become
imperative to maintain certain constants in order to preserve or conserve the
existing ecology of a specific territory in the overall linguistic landscape.



30

Functional hiteracy in its received characterization has led to the
homogenization of an assortment of needs, such as in agricultural extension,
occupational training, and health and rural development schemes. It has
thus inadvertently led to the limitation of literacy resources, a narrowing of
the philosophical and epistemic foundations and objectives of literacy,
thereby reducing it to the sole parameter of immediate job needs in a
community, or polity at large. As a result, input from literacy specialists and
linguists are subordinated to the whims of practitioners in the areas from
which skills and content are drawn. Bamgbose (1984:23) cites an extreme
Nigerian case in which two years after the 1982 launch of the mass litcracy
campaign to eradicate adult illiteracy, contributions from linguists had not
been sought in an organized fashion, in a classic struggle for turf.

It is worth reiterating that, irrespective of approaches, literacy still
hinges on the acquisition of language skills such as reading and writing in
whatever specialized domain and language it occurs. To infer, even
remotely, that these skills are incidental or ancillary to literacy is to
perpetuate a misconception fuelled by the long held emphasis on a
restrictive definition of functional literacy unduly limited to the factory
environment. The functionality of literacy exemplified in meaningful and
realistic participation in the processes of a shaky and nascent democracy
such as Nigeria is important to minority territories. In fact, it ensures the
survival of these communities, and guarantees them a place at the table of
resource allocation in the sharing of the ‘national cake.” It is about sharing
and contributing to the national development in a polity into which colonial
history has thrust these minorities.

4. Language and national development

We now turn to questions of national development. Bamgbose
(1994:37), as others have done, dispels myths about language and
development. To do so, he reminds that national development is almost
always described in terms of economic growth, attainment of economic
targets, increase in GNP or GDP, rise per capita income, etc., as in the
treatise by Allardt (1973:268-71). Indicators of national development are
thus referenced against sectoral allocations of resources, such as industry,
defense, education, technology, administration, communication, etc.
Societal goals within this conceptual reference embrace economic
prosperity and growth as expressed in per capita and employment rates,
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political efficiency, political participation and modernization efforts. In
Nigeria, for instance, these are supposed to trickle down to the local levels
through an inefficient process dominated by a corrupt, ineffective and
narcissistic bureaucracy spawned and condoned by a broken public and
political infrastructure (one must have lived in Nigeria to appreciate this
remark). Little wonder, therefore, that national development, viewed
through these prisms of modernization and revitalization, remains calcified
and farcical.

Individual goals, on the other hand, are expressed in terms of level of
welfare, private consumption, housing and spending, life expectancy,
freedom to choose jobs or belong to organizations and political movements,
etc. This extends to a slate of individual cultural and linguistic groupings.
The freedom to communicate in a viable local language cannot be excluded.

However complete the above enumeration is viewed, it remains a
parochial concept of development which, in spite of the assumed role and
place of language, fails to delineate the role of language. It is defective in
its inability to harmonize its modalities and goals with the ideals of smaller
and often insular minority groups. Thus, this disservice unfairly subsumes

the essence of these communities in the miscues and theoretical notions of
national development.

Allusions have disingenuously been made to the low per capita GNP of
heterogeneous states that are simultaneously economically underdeveloped,
while linguistically homogeneous states with moderate to high per capita
GNP are deemed to be relatively economically well-developed (Bamgbose,
1994:37, citing Banks and Textor 1963). But using the same cross-polity
data, Fishman (1968) has debunked any necessary correspondence between
linguistic heterogeneity and low economic status and vice versa, as
Bamgbose eloquently demonstrates in the following analysis. Of the 114
countries examined, 52 are linguistically homogeneous, while 62 are
heterogeneous. Of the 52, 25 (about 50%) have low or very low per capita
GNP, while 47 of the 62 (about 75%) have low or very low per capita GNP.
African countries, with the exception of South Africa at the time, belong to
the category of low or very low per capita GNP, a grouping that includes
not only the linguistically homogeneous Arab countries of North Africa, but

also linguistically homogeneous black countries such as Burundi, Rwanda,
Somalia and Madagascar.
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The above conclusions strongly suggest that other significant variables
are at work, though one must concede that there might be some validity to
the contributory factor of language diversity, mainly due to unresponsive
and insensitive language policy formulation and implementation in spheres
where it would clearly ameliorate such austere assessments. What is clear,
though, is that language diversity cannot be solely blamed for the lot of
poorer countries as suggested by some (see Pool 1972:214, Fishman
1968:63 on sectionalism and politically unassimilated minorities seen as
impediments to national integration and development).

In any case, linguistic heterogeneity in modern states (Connor
1972:320; Leclerc 1992) will remain a hard fact for a long time yet,
irrespective of the giant strides of globalization in a litany of spheres.

5. Literacy in the national development process

Literacy is pivotal in any national, widespread development process,
which is duly cognizant of mass participation and communication
opportunities down to the grassroots. Language is an essential tool in social
organization and control, just as literacy and communication are vital for
socio-economic development. The written language assumes an even more
crucial role as the means of access to knowledge: education, law,
information storage and retrieval, lexical and conceptual development and
the systematic organization of the lexicon. Science and technology depend
on written communication through the processes of denomination,
particularization and intellectualization. A literate society enjoys superiority
in these matters, therefore in Nigeria it is critical to revamp policies to
ensure reasonable success of existing language policies. The potential
benefits would be enormous for the speakers of languages other than the
majority languages in which literacy is currently sought, beside the
obviously neutral official English.

Unfortunately, even mass communication specialists have often derided
the importance and role of linguistic diversity. For example, Schramm
(1964:101-102) sees Africa as a “veritable quilt of languages,” implying
smaller audiences (cf. Bamgbose 1994:41). In contrast, he suggests that the
use of Spanish in Latin America and Portuguese in Brazil may have
facilitated the growth of the press, while in India regional and tribal
languages increase the problems of national broadcasting and exchange of
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information. Also, Weiner (1967:192) views the multiplicity of languages
as a barrier to communication, and the development of Indian tribal
languages as divisive, “since literacy leads to a deepening of divisions in
terms of reading materials.” That is obviously one archaic view, defective
though it may appear in its generalization.

The subject of literacy must be defined broadly to reach beyond the
narrow understanding in immediate socioeconomic terms. Of critical
importance is the full realization of the human potential, to the extent that
literacy can contribute to it. Literacy programmes in countries such as
Nigeria face the dilemma of adopting, for this purpose, a foreign language
in which there is hardly enough qualified personnel in the formal school
system, asreiterated by Bamgbose (1984:23). This practice, a subterfuge for
national cohesion, is inimical to existing minority languages and the culture
they mediate, particularly with respect to languages endangered due to the
worsening numerical inferiority of their speakers.

On the other hand, literacy in a local or minority language may be
restrictive, or even irreconcilable with the ideal of productive, active mass
participation in national development. A partial solution could therefore
involve broadening the gamut of non-official languages in avenues of direct
impact on the lives of ordinary citizens, such as in licenses, health
information, political bulletins, tax receipts and other papers such as forms
to be completed for elections, work, etc. The media should also be involved
in ensuring that information materials reach this category of citizens in their
language of everyday communication, thereby circumventing third party
purveyors of critical information.

Literacy, as viewed above, and as a fundamental human right
(Declaration of Persepolis 1975; Article 26, of the Declaration of Human
Rights) may be a hackneyed reference in academic discourse, but it remains
a basic inaccessible right for a lot of real people with an otherwise
inalienable entitlement to the language they speak in their natural
environment. Viewed critically, such affirmation of language as a
fundamental right confronts the basic tenet of functional literacy, which, by
traditional definition, is selective and elitist. It also confronts the added
burden of the intent of proponents, mainly speakers of majority languages,
who fervently recommend the redeployment or severe reduction of literacy
resources expended for the benefit of minority languages, which they
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suggest, are all too content to remain oral to all intents and purposes. In
Nigeria, this assertion is, of course, an itinerary to a political minefield.

However, insofar as literacy improves human condition, any measures
limiting access to it are inevitably discriminatory, hence the obligation of
every organized polity to aspire to full literacy in the educational, health,
economic and political spheres. In this regard, given the constraints
imposed by limited resources, a language used extensively by the
immediate community can effectively replace the mother tongue as the
language of literacy. It is of course idle to propose literacy in all and cvery
language, but hardly recommending itselfis the other extreme of advocating
one national language against all odds in a diverse and multilingual society
such as Nigeria. Not even the fictitious, hybridized ‘wazobia’ can forestall
the inevitable controversy of any such proposition.

Perennial arguments of high costs, inadequate resources and the
inferred threat of almost certain failure ignore the costs in local democratic
and development capital to vast numbers of citizens who happen to
fortuitously find themselves rooted in minority territories. In any case,
experience shows that these costs will be mitigated by substantial input
from local interests, if they are deliberately and sufficiently courted and
mobilized through language committees comprising teachers, linguists and
some financial or material subsidy (Bamgbose 1984:25).

Literacy has clear advantages in Nigeria. An IMF warning issued as
recently as November 2002 signals that 80% of oil revenues are diverted
into the hands of bureaucrats and politicians who purport to run the country,
often only on the basis of their education and literacy. Conversely, only
20% of those enormous resources reach 80% of the population, exactly the
segment we have in mind in this discussion. This mass of deprived citizenry
happens to coincide with the illiterate, often far removed and ignorant of
their democratic rights, government programmes, government excesses and
mismanagement.

Existing successful literacy projects support the feasibility of including
several languages in literacy programmes in heterogeneous states
(Bamgbose 1984:25). An example given is the Rivers Readers project
launched in 1977, and which has provided materials for more than 20
languages and dialects in which vital information is conveyed. It mostly
relied on language committees working with specialists on orthography,
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readers and primers. Next, a common accessible, affordable format was
adopted as a template for the artists working on relatively inexpensive texts,
sometimes handwritten, reproduced by offset lithography, or
mimeographed.

Bamgbose further points out that the 1982 literacy campaign, though
designed as functional literacy, was aimed at the “total eradication of
illiteracy,” and to “encourage individuals to see literacy as a means of self-
improvement [and] improved performance in their jobs.” These lofty ideals

obviously imply the use of language. Unfortunately, policy and practice do
not always converge.

Indisputably, the enormous aggregate size of illiterate minority
populations in Nigeria, the inherently complex multilingualism and cultural
diversity, the need to ensure mass participation in national development, all
conspire to provoke freedom from the prejudice of anyone promoting the
use of one national language, thus surreptitiously referring to the adoption
of any one of the majority languages in juxtaposition with English.

6. Conclusion

Minority languages and the language of choice of the immediate
community remain the vehicle that assures access to information circulated
in English and the majority languages through mass communication outlets.
In Nigeria, where the grassroots are often in the dark about national events,
programmes and projects, access to vital information will enhance
democracy and other avenues for mass participation in the democratic
process. The democratization of language use does not contradict
democratic tenets, and if implemented conscientiously, it should in the long
run increase participation in the sociopolitical activities vital to
accountability and national development.

Moreover, as emphasized by Bamgbose (1984:26), “no one should be
forced to learn to read and write while at the same time learning a new
language code.”
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Vocabulary Knowledge and Academic Success: The Literacy Woes
of South African Secondary Students in the Free State

Lori Morris
Université du Québec a Montréal

1. Background

While the Language in Education Policy of July 14, 1997 makes
provisions for South African children to be taught in the official language
of their choice (Government of South Africa 1997), virtually all the
primary, secondary and tertiary schools in the country use English as the
medium of instruction. The only exceptions to this are the institutions that
operate in Afrikaans, most of which offer parallel instruction in English,
and some primary schools that offer a very limited degree of mother tongue
(L1) instruction to native speakers of African languages. This means that
the vast majority of South African students study and take examinations in
a language that is not their L1, and sometimes not even their L2 or L3. The
only students in the country who truly avail themselves of the opportunity
to study in the official language of their choice are the Afrikaans speakers
who opt for an education in their L1 (Government of South Africa 2002).

This language of education policy was an astute political move on the
part of the Mandela government. The widespread belief then and now, one
adhered to by the vast majority of South Africans, was that the best
educational hope for the nation’s children lay in the mastery of English, an
international language. However, the first post-apartheid government could
hardly impose English as the only official medium of instruction in South
Africa after years of racial conflict. There had to be at least lip service paid
to the plethora of official languages, 11 in all, none of which could be given
more status than the others without creating further conflict in a country
already wracked by violence. By creating a policy that ostensibly opened
the door to instruction in all of the country’s official languages, but in
reality opened the door wide enough for only one, Mandela and his
ministers arrived at a politically expedient solution to their problem. Today,
every South African is guaranteed the right to education in the official
language of her or her choice, but getting an education in a language other
than English or Afrikaans is well nigh impossible.
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While the political astuteness of this piece of legislation cannot be
questioned, the educational value may be. A closer look at what is
happening within the walls of many South African classrooms reveals that
the use of English as the default language of instruction has done little to
level the historically uneven playing field of the country. While most White
children have English or Afrikaans at home, hence mother tongue
knowledge of the language of instruction in the school they attend, most
Black children have limited contact with English in their home environment
and arrive at school with English language skills that range from highly
imperfect to nonexistent. To compiicate matters, there is no ESL or EFL
instruction in South African English language medium schools, nor are
there any serious provisions made for mother tongue maintenance in the
case of African languages. Although South African students have at least
one course a year in their mother tongue (or in an African language they
happen to speak) and although many primary teachers do at least some of
their teaching in their learners’ L1, essentially because they have found that
a new language and new concepts are too much for their young charges to
handle at the same time, there is no systematic development of either
English or L1 literacy skills in the majority of the nation’s children.

The poverty in which many South Africans live also has a negative
impact on both literacy and academic performance. Some school children
have no access to radio or television at home, sometimes because there is
no electricity in the house. Furthermore, there is no money in the budget of
many South African families for any reading material in any language.
Many schools are similarly impoverished and have no electricity, no library
resources to speak of, and no teaching aids beyond chalk and chalkboards.
Rather cruelly, some of the schools that have books cannot make them
available to students because the school library has been sacrificed to
provide more classroom space. This was the case of the school in which the
present study was conducted.

Another obstacle in the way of literacy is the fact that many poor
children come from families of which many members cannot or do not read
and write. In 2001 only 14% of the Black population had secondary-level
qualifications and six to eight million adults were functionally illiterate
(Garson 2003). While parents in South Africa, like parents anywhere else
in the world, want the best for their children, many, not having attended
school for long themselves, do not realize how important reading is to
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academic success and consequently do not accord it the attention and
importance they should in the household. Deprived of reading role models,
children are unlikely to become avid readers themselves even if books were
made available to them.

History, politics and economics have, in a sense, conspired against the
poor Black children of South Africa, leaving them with poor literacy in
English and no real opportunity to develop the skills they need to succeed
academically. Even more tragically, these children have been deprived of
mother tongue literacy as well, and, as a result, lack a solid base on which
to develop the metacognitive skills essential to academic success. This lack
of literacy in any language has translated into academic disaster in the
country’s poorest areas; a high percentage of poor Black children are
failing and leaving school without a diploma and without any hope for the
future. Of those who do graduate, only a small number have matriculation
results that would permit them to enter university.

Given the current socioeconomic situation of South Africa, which
includes a massive AIDS crisis and an economic downturn, there are
unlikely to be changes in the near future that would bring either mother
tongue literacy or ESL classes to schools. Although literacy is a crucial
issue in South Africa, it is farther down the urgency hierarchy than health
and employment concerns and is therefore less likely to be addressed in the
near future. This means that the search for solutions to the literacy
problems of the poor Black population must take place within the bounds
of the existing system and existing financing. To understand what can be
done within the present constraints, it is necessary to have some idea of the
level of literacy of the students in question and of the impact of literacy on
their academic lives. Once this has been ascertained, it becomes possible
to identify potential solutions by looking at results achieved by literacy
projects undertaken in comparable situations. It was with a view to

accomplishing the first of these two goals that the study reported on here
was undertaken.
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2. The study
2.1 Participants

The research project involved a total of 136 secondary students
enrolled in a secondary school in a poor, rural area of the eastern Free
State. The students were native speakers of either IsiZulu or Sesotho, and
most spoke both of these languages in addition to the English and Afrikaans
they had acquired. They ranged in age from 15 to 21 and were in grades 10
through i2. Although students above the age of 18 are no longer supposed
to be in the secondary school system in South Africa, there were no adult
education centres in the immediate area into which the 19 to 21 year-olds
could transfer, so they had no choice but to remain in the same school if
they wished to continue their studies. Compulsory education in South
Africa extends to grade 9. This means that the participants in this study
were not legally obligated to be in school. It is therefore safe to assume that
the students assessed in the course of this study were highly motivated to
be in school and had experienced some degree of academic success. Table
1 provides a profile of the participants by grade and gender.

Table 1: Participants by grade and gender (N =136)

Grade M F

10 9 17
i1 43 37
12 12 18
Total 64 72

2.2 Data collection

Writing samples were collected using a picture prompt. The original
idea was to have the students write an opinion essay, but their writing
ability in English proved to be too limited for all but a handful of them to
produce such a piece of writing. Instead, the participants were given a
picture showing a man sleeping on a stool in a café while the cook tries to
offer him more coffee, and were asked to imagine a story about what had
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happened to lead up to the scene depicted and what was likely to follow.
The picture used was selected from among three or four possibilities by the
school principal and several teachers. They felt that their students could
relate to the scene and would be able and willing to write a story about it.

The instructions for the task were given in writing in English, IsiZulu
and Sesotho, and explained orally in all three languages. The students had
one hour to write and were told that there was no need to do both a draft
and a clean version. In spite of this, many students did two copies of their
story. All of the participants were encouraged to be as imaginative and as
original as possible. This measure was taken in light of experience gained
in administering a similar story-telling task to Southeast Asian learners,
many of whom copied classmates’ texts verbatim (Morris 2001).
Participants who were unsure of words or spelling were allowed to ask the
researcher or their teacher for help. This was done to keep them from
getting hung up on a word and sitting there for an hour without writing.
When new words of vocabulary were provided, the researcher took note of
them and subsequently eliminated them from the texts. In the end, the
students did not ask for much help and only five or six words were
provided in all.

2.3 Analyses

The first analysis to which the texts were submitted was vocabulary
profiling. This was done using the web-based Vocabprofiler (Cobb 2002),
a modified version of Nation’s vocabulary profiler. All of the texts were
spell checked, had proper nouns removed and then were submitted one at
a time to the profiling programme. Vocabprofiler calculates the percentage
of words in the following categories: the 1000 most frequent words of
English (K1), function words (F, the grammatical word subset of K1), the
second 1000 most frequent words (K2), the Academic Word List (AWL),
and off list words (OL).

The next step consisted in the calculation of morphological accuracy
rates. In the course of previous studies, the researcher had looked at the use
of plural —s, past —ed, and 3™ person singular —s in obligatory contexts.
When applied to the South African texts, however, this approach proved
inadequate. There was a dearth of simple form morphology in general and
of 3 person singular —s in particular. In contrast, the participants did much
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better with the construction of multipart verb forms such as progressives
and perfects. In light of these findings, the decision was made to do two
separate calculations: accuracy rates for the use of —s and —ed in obligatory
contexts for regular verbs, and accuracy rates in the production for
multipart verb forms (i.e. providing all of the elements of progressives,
perfects, passives). The ‘modal + infinitive’ construction was not
considered in the multipart verb calculation. Since it occurred very
frequently and was rarely wrongly constructed, it would have skewed the
participants’ accuracy rates upwards. An initial attempt was made to
calculate success in using plural —s, but this was abandoned after it was
discovered that there were very few plurals in any of the texts.

The final step in the analytical process consisted in correlating
vocabulary profile results and morphological accuracy rates with the
students’ grades in a variety of different subjects. This was done in order
to determine which results were the best predictors of academic
performance in each subject area. The hope was to gain some
understanding of the role played by English language knowledge in success
by subject matter.

3. Findings and discussion

The participating students worked diligently and cheerfully for the hour
they were given, but the texts they produced could only be described as
appalling. Almost all of the texts produced were riddied with errors in
vocabulary, morphology, syntax, spelling and punctuation. A high
percentage had no discernible story line and consisted exclusively of an
uninspired and uninspiring description of the picture that served as the
prompt. A few stories were simply incomprehensible. Sample stories have
been included in Appendix A.

Given that the participants were at the grade 10 to 12 level and had
been studying in English language medium schools for most or all of their
academic careers, the quality of their writing came as a bit of a shock.
Many of the texts looked more like something a native-speaking child in
grade 2 or 3 would produce than something that would be expected from
a student about to sit a secondary matriculation examination at the end of
the school year. Furthermore, the texts were weak across all of the
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categories assessed. It was not simply a matter of poor spelling or bad

grammar in an otherwise acceptable story. It was a matter of shockingly
poor levels of basic literacy across the board.

The vocabulary profile results revealed that the participants were
relying heavily on the 1000 most frequent words of the English language.
Whereas a native speaker might have a K1 score of somewhere from 80 to
90% in very informal writing, the South African students had Kl
percentages that were similar to those of low-level ESL students (Morris
& Tremblay 2002a) and well below those reported by Laufer and Nation

(1999) for comparably aged L2 students. The results are reported in Table
2.

Table 2: Vocabulary profiles by grade level

Grade | Words %K1 % K2 %AWL | %OL
10 213 94.76 4.04 32 .89
11 244 93.89 4.43 .56 1.24
12 263 93.64 3.91 52 1.96

The South African students were also comparable to very low level
ESL learners in their morphological accuracy rates, particularly when it
came to using 3™ person singular —s and past —ed on simple verb forms.
Here their performance was nearly identical to that of Francophone high-
beginner ESL students in the Canadian province of Quebec (Morris &
Tremblay 2002b). In comparison, native speakers of English at a
comparable level of education would have accuracy rates of close to 100%
in both the simple and multipart verb categories. In other words, the South
African students were not simply nonnative-like in their use of
morphology; they performed on the same level as very weak second
language students who were doing ESL as a junior college graduation
requirement and who were certainly not entertaining any idea of studying
in an English-language medium institution (Morris & Tremblay 2002a).

The results of the morphological accuracy analyses are summarized in
Table 3 below.
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Table 3: Morphological accuracy by grade level

Grade Simple Multipart Total
10 23 .55 41
11 28 .59 39
12 34 .66 49

The next step in the study involved an analysis of the academic results
for each grade level. This was done by calculating pass rates and average
grades for courses taken by more than 10 students. The results are reported
in Table 4.

Table 4: Pass rates and class averages by grade

Pass rate % Average grade %

Subject/Grade 10 11 12 10 11 12
English 0 36 16 44 41 37
Zulu or Sesotho 42 28 44 45 43 49
Math 31 16 13 43 27 20
Economics 50 9 - 48 37 -

Accounting 92 9 - 73 32 -

Physics - 8 9 - 37 37
Biology - 15 15 - 41 33

An examination of the above results reveals an extremely bleak
academic picture across all grade levels, with a disheartening decline in
grades and pass rates in Grades 11 and 12. This tailing off effect could be
attributable to differences between academic cohorts, but this possibility is
unlikely given the superior results of the Grade 12 group on the
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morphological accuracy assessment. The Grade 12 students had better
English skills than their Grade 10 and 11 counterparts, and were quite
likely equal or better in general academic terms because they had survived
longer in the system. A more plausible explanation of the decline is the
approach and arrival of nationwide matriculation exams written at the end
of Grade 12. While individual schools and teachers can pass students
through Grade 10 and Grade 11, results at the Grade 12-level are assessed
from without. As sorry as they are, the Grade 12 marks are probably a more
accurate reflection of the students’ true academic ability than either the
Grade 10 or Grade 11 grades. This hypothesis needs to be borne in mind

when measures of English ability are correlated with academic
performance.

As was the case for pass rate calculations, correlations between grades
and language skills were established on a level-by-level basis. All of the
correlations that reached statistical significance in at least one of the levels

are reported for all of the levels. The results are reported in Tables 5, 6, and
7. ¢

Table 5: Correlations with academic results - Grade 10 students

Trait Subject Pearsonr | Sig. N
Words English 163 426 26
K1 Zulu or Sesotho | -.056 786 26
K1 Physics - - -

AWL+OL Physics - - -

AWL+OL Biology - - -

AWL+OL Mathematics 337 202 16
Simple English 035 .864 26
Compound English 031 .885 26
K1 Simple -.260 119 26

K1 Compound -.156 455 26
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In the case of the Grade 10 students, there were no significant
correlations to report between either lexical or grammatical production on
the writing task and results in the various courses the students were taking.
This finding is surprising given the deplorably low level of English
language ability shown by some of the participants and the much better
skills of others. How could students writing at an early primary level of
ability and showing levels of morphological accuracy akin to those of very
low-level ESL students possibly cope with the literacy demands of any
Grade 10 subjects that required reading and writing at native speaker
levels? How could students with manifestly superior literacy skills fail to
outperform much weaker classmates in English, if not in other subjects?

Table 6: Correlations with academic results - Grade 11 students

Trait Subject Pearson r | Sig. N
Words English 217 .053 80
K1 Zulu or Sesotho 158 176 75
K1 Physics 007 986 33
AWL+OL | Physics .168 306 39
AWL+OL | Biology 258 104 41
AWL+OL | Mathematics 261%* .041 62
Simple English 824** .000 80
Compound | English 768** .000 80
K1 Simple -.280%* 012 80
K1 Compound .169 139 78
*p<.05

**p <.01
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Table 7: Correlations with academic results - Grade 12 students

Trait Subject Pearsonr | Sig. N
Words English 836** .000 25
K1 Zulu or -418* 037 25
Sesotho

K1 Physics - 742%* 009 11
AWL+OL | Physics .663% 026 11
AWL+OL | Biology 449* .049 20
AWL+AOL | Mathematics 4ol .084 30
Simple English 672%* .000 24
Compound | English A457* 025 24
K1 Simple -.021 913 29
Kt Compound -.010 957 29

*p<.05

**p <.01

One explanation may be that the marks in many subjects were simply
so low and similar that almost all discriminatory power was lost. For
example, the standard deviation in the English marks of the Grade 10
students was a very low 6.51, with 17 of 26 marks falling between 30% and
40%. In contrast, the standard deviation of their morphological accuracy
scores, also expressed as a percentage, was 22.25, with scores ranging from
0 to 88. The standard deviations for grade in other courses were marginally
higher, but always much lower than those of the morphology accuracy
measurements. In contrast, the marks of the Grade 11 and 12 students

showed much higher standard deviations and more discriminatory power
in all subject matters.
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The Grade 11 correlations were considerably less disconcerting than
those found at the Grade 10 level. The morphological accuracy of the
Grade 11 students was a strong predictor their marks in English, and, to a
lesser extent, their use of AWL and Off-List words predicted their
mathematics results. We can thus see the beginnings of an alignment of
language skills and academic results. This alignment becomes much more
discernible at the Grade 12 level, the point at which students are facing
national matriculation exams. For this group the total number of words
produced and success in using verbal morphology predicted academic
results in English, and vocabulary knowledge predicted results in mother
tongue, physics and biology courses.

Although there is no clear patterning across the grade levels, there is a
tendency for morphological ability to correlate significantly with grades in
English and for lexical knowledge to correlate with grades in other subject
matters. This situation was initially puzzling, but, upon reflection,
amenable to explanation. The students’ English courses made the greatest
demands on their productive language skills. Discussions with teachers and
the principal of the school revealed that the students did little writing in any
subject, but more in English than in any other. Grammatical ability has a
significant impact on written production. The greater the students’ mastery
of verbal morphology, the longer and more sophisticated the texts they
produce. Thus, students with good morphological accuracy would be more
likely to perform well in courses that required students to produce texts. In
subjects such as mathematics, physics and biology, receptive language
skills are more important than productive ones, and knowledge of content
words plays a determining role in receptive ability. The students have to be
able to recognize key vocabulary items in order to solve word problems,
follow instructions for conducting experiments, and so forth.

As for the growth in the number and strength of language skill-grade
correlations as the students move through the system, it is possible the
increasing pressure on teachers to mark according to the national norms
applied on matriculation exams serves to bring marks into line with
academic ability. While it is possible to use good marks as a means of
encouraging students and moving them along through the system at the
lower secondary level, such a strategy could create serious problems as
students approach the exit level. If the course marks do not correspond in
any way with exam marks, teachers might be called upon to explain the
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reasons. As the grades start to reflect academic reality, the correlation
between language skills and results grows stronger.

4. Conclusions

The results of this study do not paint a bright picture of the academic
present and future of the Grade 10, 11 and 12 students who so kindly
agreed to participate, but they perhaps provide a glimmer of hope for the
future. While the current socioeconomic conditions in South Africa
preclude the possibility of the implementation of sweeping changes that
would bring a nationwide mother tongue literacy programme the nation’s
primary schools, the findings of this study suggest that the introduction of
regular English vocabulary-building activities starting at the school-entry
level might prove a good, cost-effective remedial measure. Those South
African students who have little exposure to English in their home
environments need to learn in school the words they need to make sense of
their reading and ultimately of the world around them.

Another recommendation that can be made on the basis of the findings
of this study is that the students of South Africa need access to books they
are able to read and understand. Given that the majority of these students
are non-native speakers of English, this means graded readers and
simplified texts until such time as they have developed the skills to handle
books intended for native speakers. If students only see books that are
impossible for them to read, it is highly unlikely that they will ever become
literate. The students who participated in this study were required to read
and analyze Animal Farm at the Grade 12 level. It is quite clear from the
level of English proficiency shown in the students’ texts that few, if any,
were capable of reading Orwell with any uptake or degree of pleasure.
When the final year of a student’s secondary studies brings nothing but a
failure to cope with required texts, the situation is a sad one indeed. One
can only marvel at the resiliency of the students who persevere and
continue to attend school in the face of constant failure.

It is hard to imagine an imminent happy ending to the story of the poor,
Black students of South Africa. Without proper literacy skills in any of the
many languages they speak, they are unlikely to succeed in graduating from
secondary school and finding a job which will result in their social and
economic advancement. It can only be hoped that the forces that brought
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an end to the injustice of apartheid can be harnessed once again; this time
to put a stop to another form of injustice, one which penalizes the majority
of South Africa students for being born into poor, non-English-speaking
households.
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Appendix A: Sample stories from the Grade 12 participants

Text 1

In this picture when I look in the picture 1 see there two people one is
standing one is sleeping. the story is between these guy or man and woman.
this man come to the restaurant because is so Angry when this woman
come back to this man she get man are sleeping, this woman come with
coffee. in the cup. she get a problem about this man.

She ask in any question what wrong about this man what happen about
this guy. After asking its self. he look this things he can this man drink
alcohol or this man are using drugs. because this man when starting to enter
in the restaurant he want a little cup of coffee. what real happen or what
takes place in this man.

Because this man is wearing big jacket and wearing a big hut on the
head. now is sleeping. Don't says any things or this man are ill. because this
man are wearing a big shoes on the foot. After drinking that cup of coffee
he is starting be alone again. Don't forget this man was tired. this woman
its so poisoned. when get this man are sleeping on the table. here come in
the front of that man she ask this man you want more little coffee cup
again? this man not give answer. this woman he get be poisoned for that
man he feel sorry about that guy if your are human being you must respect
other people he give that guy time to come back again.

Text 2

In the picture I see many things. In the picture [ see two people man and
woman. This man is look like tired because he is sleeping. This woman
bring the coffee for him . He look like the person who drink alcohol. This
woman take time to bring the coffee for him until he was sleeping.



54

He look like previous day was in tavern because he was so tired. What
might happen after I think he broad down this table because he is sleeping
in the table. This mother was just behind this father.

She look like ask that man what happen about you but this man was not
understanding because he was sleeping. And I see that cup is look like an
empty cup there is no coffee in the cup. So that's why this man was look
like tired.

The Mother is look like to be surprised that Man. But there is no way
that Mother can do because he was very tired. Maybe when he was wake
up he tired to told this mother what happen about him and this mother must
understand.

This Mother is look like a kitchen girl. I see her clothes. This man is
look like a farm worker because I see the style of his clothes and the way
he was tired. He wearing the black clothes only I don’t know why.

Text 3

The story is about a bar near my school. In this bar the was a woman.
She was the owner of this bar. She had three children. And they were all
girls. The woman’s bar it is inside the house. All here young girls were
under 15 years. They use to help him to sell bears and cleaning the bar
every time.

She was a single parent. That means she is a bread winner. The names
ofher children were The girls loved their mother. But the first child did not
get along with his mother. She have to take care of here two sisters. Here
mother didn’t care about here. All she does was insulting. there girl she
blamed here on everything here young sister does. Even when she had a
problem. She has no one to talk to.

One day when this girl came home, here mother was not at home. There
was a man. He use to drink in this bar. This man has an eye on this girl. He
was too old to this girl And she didn’t like. He use to touch this girl in a
way, that makes him to fill unacceptable. She felt that this thing was going
to far. She tried to tell here mother but she didn’t listen to here. All she
said 1t was you are disobedient. you don’t have to be this way. All you have
to do is to be nice to this man. He is only want to talk to you. And that this
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man is his friend. And is bringing him customers and without him the will
be no food.

This girl didn’t no what to do. Because she didn’t want to disrespect his
mother. That day when her mother was not at home. [t was a chance of this
man to make a move on this. When the girl came in this man close the door
and lock it. It was the time He raped him.

This girl didn’t have someone to talk to. She started using drugs. To
refrain from the pain she used too much cocaine. And drunk much bear and
she died inside the bar. Here mother found here dead on the table bar. She

didn’t no what to say. The cops told him this girl was being raped. She
started blaming him self.

Text 4

At the beginning this man was walking home from work and on his way
he began being thirsty. He then remembered that there was a restaurant on
the other side of the street. He crossed the street to walk on the left hand
side so that he can be closer to the restaurant. And then he entered at the
restaurant only to find that he was the only person inside the restaurant, so

he thought that as it was cold he would better stare to drink something that
will freshen him.

He then ordered a bottle of wine to quench his thirst so the waitress
brought it to him with a glass. That was when he started drinking but due
to the fact that he was drinking alone. He began thinking about all the
problems he had in life he started to shiver as it was cold and the wine was
also cold. He thought that how would it be if he ordered a cup of coffee to
warm him up. He decided to do so for a try.

He again called the waitress to bring him a hot cup of coffee, so the
waitress did as he said. to the fact that it was cold as soon as the man began
to be warm he started to feel tired. And he started nodding on and on until
he ended nodding off, but as he ordered a cup of coffee he said to the
waitress he will not be enough until he get about three or four cups.

Therefore the waitress seeing that he was already asleep she then
brought a kettle and said to him “How about a little more coffee.” But she
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received no answer as the man was snoring like a mountain bear not even
opening his eyes. The waitress decided to leave him alone and do her work.
AS it was late already the waitress cleaned the restaurant and realising that
the man was not going to wake up she covered him with her jacket in his
feet. She therefore locked the bat and went to this man's place to report to
his wife that she left him asleep in the restaurant. So he slept there for the
whole night and he only woke up when the waitress was there to open the
restaurant for the business to run properly. But to my imagination and my
understanding I can say that this is the end of my discussion.
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1. Introduction

At the 1990 World Conference on Education for All (EFA) held in
Jomtien, Thailand, world governments set as a target the provision of basic
education for all by the year 2000. By 1995, it was clear that this target
would not be met and so, at the World Summit for Social Development in
Copenhagen that year, the deadline was shifted to 2015." According to an
Oxfam International press release in September 2002, 125 million children
have never been inside a school and nearly one billion adults in the world
today are illiterate.? Significant progress has been made in the fight against
illiteracy in the past 50-60 years. Unfortunately, literacy efforts have not
been able to keep pace with the world’s rapid population growth.
Approximately 50 percent of the illiterate adults in the world today are
speakers of minority languages, many of which are unwritten languages.
Although many of those languages have been the objects of linguistic
research, that work, in many instances, has not led to practical results, such
as the preparation of the language and the community for literacy. It has
been estimated that the rate of illiteracy among those speaking an unwritten
or only-recently written language is over 60 per cent (Literacy in the ‘90s,
SIL 1990:6). Literacy is a key to long-term socio-economic development.
A well-known Chinese proverb says “Give a man a fish and you feed him
for a day. Teach a man to fish and you feed him for life.” As pointed out
by SIL (1990:18-19), “Literacy benefits both individuals and their
communities...(It) brings a greater sense of personal dignity, additional
skills in problem solving, and the respect of others who tend to view the
illiterate as an ignorant and marginal person fit only for common labor.”

In this paper we will examine the general problem of illiteracy in
minority languages which lack a written tradition, and propose the stages
which are necessary in introducing literacy to those pre-literate societies.
The process of minority-language literacy involves a number of stages: the
research stage, the motivational stage, the implementation stage, and the
independent stage.® In many of the minority languages in our world today,
the research stage must include the development of a system for writing the
language. The community, which has hitherto used its language only for
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oral purposes, may have developed certain negative attitudes towards that
language, hence the need for the motivational phase. Once the foundation
of proper research and motivational activities has been laid, a literacy
program needs to be implemented; and, finally, in the independent stage,
there needs to be a phasing out of the outside agent(s) of change, and,
eventually, the handing over of the project to trained local personnel.

2. Research stage

Basic linguistic research is fundamental to any literacy project, but
particularly in the case of an unwritten language. An in-depth analysis of
the phonological and grammatical structure of the language is essential
before any attempt is made to produce reading materials. One area that is
of particular importance is that of allophones, and the decision concerning
which of the allophones should be chosen as the basic phoneme in the
language. In some cases, the choice may be simply an arbitrary one that the
linguist is free to make; in other cases, the speakers of the language may
have a psychological preference for one over the other. If that is the case,
then their ‘intuition’ needs to be taken into account in choosing the
phoneme.

Another crucial decision arises if there are several dialects of the
language being studied. If that is the case, then it is essential that the
researcher solicit input from the speakers of the language themselves before
any decision is made as to which of the dialects will be the written form of
the language. Another potential problem which the researcher may face is
the situation where certain words vary in their pronunciation, depending
upon the age/generation of the speaker. A decision will have to be made
as to which pronunciation of the word will be considered the ‘standard’
form.

A decision that is crucial in a tonal language that does not have a
written tradition is which tones will need to be marked in the written form,
and what type of notation will be used (Wiesemann 1995). In some cases
the use of the traditional accents (°,", etc.) may not be the best solution. For
instance, in a number of languages in Ivory Coast, the tone is indicated by
a punctuation marks placed before the syllable (Bolli 1987). These are only
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a few of the ‘technical’ decisions which need to be made before any
literacy materials can be produced in the language.

3. Motivational stage

The matter of motivation is an important aspect in any literacy
program, but people who speak a minority language, especially an
unwritten one, often face a particular barrier. That barrier is the fact that,
unlike other languages, which in many cases means the ‘major’ language(s)
of the area, their language has never been able to be used for written
communication. This may have resulted in their believing that their
language cannot be written, and they may need to be shown that not only
can it be written, but that they themselves can actually put their thoughts
and words in written form. In other words, they need to be helped to
realize that not only can their language be written by outsiders, such as the
linguist, who in most cases, is not a native speaker of the language in
question, but that the ‘insiders’ can also learn to write it, and use it as a tool
for communicating with other members of their people group. They need
to be helped to see all the doors of opportunity that being able to read and
write will open up to them. For instance, no longer will they need to have
someone else write their letters for them, and thus be forced to divulge all
their ‘secrets’ to someone other than the recipient of the letter. “For those
living where there is frequent contact with the national socioeconomic
system, literacy is a watershed skill. (A member of the Blaan people-
group) from the Philippines made this point cogently when he said, ‘Years
ago, we had to put our thumbprint on the ballot to show that we had voted.
Even then, we couldn’t read so we didn’t know for whom we had voted.
Now, we can read and sign our ballots like any educated Filipino.
Tomorrow, a Blaan name will be on the ballot. Then we will know that we
have arrived’” (SIL 1990:16-17).

Seeing the relevancy of the literacy materials to their everyday life and
activities will be an intrinsic motivation to the people to want to learn to
read, and to want to see a literacy program implemented. This is why it s
crucial that the literacy materials that are produced reflect the local culture
and the world view of the people. They need to have booklets which deal
with the endemic diseases of the area, and others which provide
information that will help to improve their farming techniques, as well as
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ones which record their proverbs and their folk tales. When they see the
improved health of their children because of what they have learned
through reading one of the books about the importance of using
uncontaminated drinking water, or how to prevent the child from becoming
dehydrated, they will be motivated to read more material. The same is true
with the farmers. If literacy is linked to development plans, and they can
see for themselves that what they read about rotating crops and methods for
reducing soil erosion does in fact result in bigger and better crops, then they
will be motivated to continue reading. 1t is crucial that new readers, and
especially aduit ones, be abie to recognize their surroundings in the pages
of the books that they are using to learn to read. “Reading materials are
most effective when focused on common local problems and when pictures
and illustrations evoke images familiar to the learner”(SIL 1990:12). In
addition to health and agricultural booklets, there is a wide variety of other
materials which can provide culturally-relevant reading material in literacy
programs in these pre-literate societies: folk tale books to remind them of
their culture; math books to teach them the basics of arithmetic to help
them keep written (rather than just mental) financial records, and protect
them from being cheated in business; books on politics to help them
understand what is going on in the world at large; geography books to
expand their thinking beyond the confines of their own country, or in some
cases, even their own village; books about history to help them see how
their people group fits into the history of their country, and their continent,
as well as the world.

Another type of pedagogical material that needs to be developed is that
which is designed to facilitate the transition from the local language to the
national language. As the UNESCO publication states, “Transition to the
national language is facilitated when rooted in literacy in the local language
— a pedagogically sound process” (Robinson 1990).

A crucial aspect of the motivational stage is the involvement of the
mother tongue speakers of the language in decisions at each step. In the
initial stages, speakers should be involved with regard to orthography and
the choice of dialect, and then later, they need to have a say in what literacy
materials are particularly relevant to the community. Speakers should also
have input into who should be taught to read first, who are potential
teachers, where and when classes should be held, etc. The more involved
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they are in the decision-making process, the more likely they are to
embrace a literacy program.

4. Implementation stage

Once the necessary research has been done and basic reading materials
have been produced, and the motivational phase has resulted in people
wanting to learn to read, attention should turn to putting in place a
widespread literacy program. This involves not only training local people
to teach the literacy classes, but also producing additional reading
materials, so that the new literates will have something more than just the
basic primers and a few health and agricultural booklets to read. In some
areas of the world, part of the literacy program has been the production of
a local newspaper. For instance, among the Bimobo people of Ghana,
where an attempt has been made to link a literacy program with agricultural
practices, a local newspaper produced by the new literates themselves
reports the latest developments in agriculture, health and nutrition. That
literacy program “is making a positive impact among the estimated 60,000
Bimoba people, whose main economic activity is subsistence farming of
maize, millet, beans and groundnuts” (Janke 1991a). “Literacy classes
combined with some related agricultural teaching...(has) led to the use of

new and improved agricultural practices, plus increases in crop yields”
(Janke 1991a).

Among the Joola Kaasa, a people-group of Senegal which has only
recently had a literacy program in its own language, a writer’s club was
started in 1999, to encourage the people themselves to produce written
materials, such as children’s stories, traditional stories and poems (Seever
2002). Producing native-authored materials in a language not only provides
reading material for the new literates, but also helps to reinforce group
identity and highlight the cultural traditions and values of the group.

According to UNESCO sources, two-thirds of the adult illiterates in the
world are women.* The main reason for this is undoubtedly the fact that in
many of the developing countries, parents have often thought (and many
still think) that it is a waste of time and money to send girls to school. In
Africa it 1s said, “Teach a man to read and you have taught one person.
Teach a woman to read and you have taught a family” (Crough 1997). In
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most cases, the mother is not only the primary caregiver of the children, but
also the one who provides the majority of their needs. Conceming a
literacy project among the Hanga people of Ghana, it is said that “in
communities where women have learned to read, mothers are better able to
care for their children, since they can now read about health and nutrition
in the booklets... (and those women) who aren’t literate notice the
improved condition of these children, and this becomes a motivation for
them to learn to read too” (Dykink 1991). This is also another example of
the close relationship between motivation and the relevancy of the literacy
materiais (o everyday iife and activities.

It is important that local people be trained to teach literacy classes. For
one thing, this means that several classes can be going on at the same time,
but it also will ensure that the classes continue long after the literacy
specialist has left the area. These local teachers may not be as expert in
their teaching as the literacy specialist, but they can certainly be trained to
impart their knowledge of the written form of their language to other
speakers of that language. Just as in our culture, certain people are what we
describe as ‘born teachers,’ so it is in these minority languages. Often a
minimum amount of training is sufficient to produce an excellent teacher.
In the implementation stage, as an attempt is made to promote literacy
classes on a wider scale, it is important to make use of existing structures
within the society. Among the Adivasi Oriya of India, gurus have been the
traditional wise men and scholars. In their literacy program, they have
organized ‘guru groups,” each with no more than ten students, where the
participants are taught to read. A different method has been implemented
among the Murel, a semi-nomadic group of Sudan. They use the each-one-
teach-one method, where one person learns to read, and then he/she teaches
a friend, and that friend in turn teaches someone else. In Papua New
Guinea, yet another method has met with great success. Story-telling in
that culture is a well-polished art and good storytellers are highly respected.
Literacy specialists have made use of this fact by inviting storytellers into
the classroom. The stories told are recorded on paper or on a blackboard
and then used to begin building new reading drills. Students are reportedly
captivated and respond enthusiasticaily to classroom activities (SIL
1990:13). The important thing in implementing a literacy program is to find
a method that is culturally-relevant, and which motivates the people to want
to learn to read.
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5. Independent stage

The ultimate goal of the agent(s) of change — linguistic researcher,
literacy specialist, adult educator — is to be able to leave the literacy
program in the hands of trained local personnel with access to the
production facilities needed to maintain the flow of post-literacy materials
(Robinson 1990). The role of the agent(s) of change is crucial in the first
three stages. However, in this final stage, their role becomes more that of
a consultant, someone who is available to provide advice when problems
arise, whether of a technical nature, concerning the production of materials;
of an organizational nature, with regard to the overseeing of the program
and the training of additional teachers; or even of a psychological nature,
in simply providing moral support and encouragement.

Another aspect that needs to be taken into consideration is the on-going
funding of the literacy programs. Literacy programs inevitably consume
financial resources, and if the program on the local level is to reach the
independent stage, the funding should not continue to come exclusively
from outside agencies. Local programs need to be initiated to help fund
literacy activities (SIL 1990:14). If the local community assumes at least
some of the responsibility for financing the project, the people group will
be more likely to assume a sense of ownership of the project, rather than
seeing it as ‘belonging’ to the agent(s) of change. In addition, when the
local community demonstrates a genuine commitment to the project from
a financial perspective, national and international agencies are more
inclined to take requests for financial assistance for local programs
seriously.

One more important aspect of the independent phase is to help the local
group to see their program as being part of a bigger picture, assuming that
there are literacy programs being undertaken in other language groups
within the country. As the UNESCO publication points out, “It is
important that a local programme is linked to other minority-language
initiatives elsewhere in the country for mutual support, cross-fertilization
and the pooling of training resources” (Robinson 1990).
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6. Conclusion

If the rise in the rate of illiteracy in the world is to be halted, minority-
language literacy must become a priority in developing countries.
Successful literacy programs, many of them funded by CIDA and other
government agencies, have reported thousands of people becoming literate
in countries such as Ghana (Janke 1991a, 1991b, Dykink 1991), the
Philippines (SIL 1990:17), India (Parvati 1991, Word Alive 1991:10,
Faukner 1997), and the Democratic Republic of Congo (Crough 1997), to
naine¢ jusi a few. Buli, as was meniloned in ihe introduciion, ihere are siiil
nearly one billion illiterate adults in the world today. These people need
to be taught to read and write first of all in their own local language, their
L1, and then helped to make the transition to literacy in the national
language, which will enable them to integrate more fully into the life of
their country. To make this happen requires first of all that there be trained
linguists who are willing to invest the necessary time and energy into taking
an unwritten language, and the people who speak it, through the various
stages outlined in this paper, ultimately bringing them to the point where
there is an on-going literacy program in place and people are not only
learning to read themselves, but are in turn teaching others. Only then will
we see a decline in the number of illiterate adults in the world in which we
live.

Notes

1. www.caa.org.au/oxfam/advocacy/education/news/

2. www.oxfam.org/eng/pr020923 broken_promises.htm

3. Insuggestingthese four stages ina minority-language literacy program,
the author drew upon her own experiences in working in a literacy
program among the Tikar people of west-central Cameroon, as well the

ideas presented by Clinton Robinson in his 1990 UNESCO publication.

4. www.unesco.org/education/imld 2002/¢ift zimbabwe.shtml
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Scripta et Vox:
Some Observations on Language, Linguistics and Literacy
in Several Ancient Societies

Sarah R. Rose
Memorial University

“...quod fere plerisque accidit ut praesidio litterarum diligentiam in perdiscendo
ac memoriam remittant”
(“since it generally occurs to most men, that, in their dependence on writing, they
relax their diligence in learning thoroughly, and their employment of the
memory”) Julius Caesar De bello Gallico 6.14.4

1. Introduction

This conference concerns ‘literacy,” but what do we mean by ‘literacy’?
What does it mean to be ‘literate’? Does it refer exclusively to societies
who have writing systems? Or is the meaning more comprehensive, having
related, but more extensive associations?

In matters of meaning, as my first line of attack, I regularly take refuge
in etymology. Literacy, of course, comes from the Latin word littera
meaning ‘letter (of the alphabet)’ or, in the plural (litteras), ‘epistle.” That
knowledge, however, does not really clarify things, as letters of the
alphabet need not be written down; most of us learned the alphabet not in
written form, but orally, often via song. So being ‘literate’ involves more
than simply knowing the alphabet, or even being able to write it down.

If we turn to the definition provided by Webster's New World
Dictionary (1980:825), we are given several meanings of the word
‘literate.” The narrow definition of ‘literate’ is to be “able to read and
write.” A second, more inclusive definition says that to be literate is to be
“well educated; having or showing extensive knowledge, learning or
culture.” This still is problematic: there are perhaps thousands of people
who, though technically ‘literate’ by the first more narrow standard, would
by no means qualify as ‘showing extensive knowledge’ or being ‘cultured.’
By the same token, it seems strange to call the man whose poems set the
standard in Greek culture and education for hundreds of years — that would
be Homer — or the man whose grammar has been described as the greatest
intellectual achievement of all time — that would be Panini — ‘illiterate,’
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though both, technically, were. As far as we know, neither could read nor
write their own language.

Obviously, there are many semantic ‘strings’ attached to the idea of
literacy. Literacy in its broad meaning involves far more than an ability to
recite or read an alphabet. I neither can nor wish to pursue many of the
sociological, philosophical and political issues that swirl around literacy.
Today I wish to limit myself to a brief discussion of the nature and scope
ofliteracy in the two earliest recorded Indo-European societies: the Hittites,
who dwelt in Anatolia — what 1s now Turkey — from ¢.1700-1200 BCE, and
the group of people who spoke the Vedic dialect of the language we know
as Sanskrit (1200-800 BCE), codified in c¢. 400 BCE by the great Sanskrit
grammarian Panini.

Fortunately, for my present purposes, these two most archaic socRties
are at opposite poles on this issue. The Hittites put everything in writing:
history, laws and treaties, trade dealings, political correspondence, religious
rituals, medical texts, poetry, myth and literature. On the other hand,
writing in the Vedic culture was considered outré, a mark of the
intellectually deficient: one recited and committed to memory the vast
linguistic lore that this society compiled, works of poetry, ritual, grammar,
laws, medical and scientific knowledge, and passed it on orally. To this
day, there are people who can chant verbatim what we believe to be the
same formulae that ancient grammarians chanted three thousand years ago,
as recorded in Panini’s grammar, the Astadhyayl. Most ‘literate’ Vedic
speakers knew the Vedas by heart, quite a feat for a group who would be
considered, according to the ‘literal’ definition ‘illiterate.’

1.1. Some general remarks about ancient literacy

Before I turn to the two specific topics of the present paper, a few
general remarks about literacy in the Ancient Near East are in order.

1. Itis generally believed that even in the most ‘literate’ societies, only
a small proportion of the population would have been able to read or write.
In Greece and Rome, the figure is thought to have been about 10%, with the
figure invariably higher for men than for women (Harris 1989).
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2. Orality was greatly valued and fostered, with public recitals and
performances of works of poetry common. Obviously, a good memory was
encouraged and fostered as the sine qua non of this type of ‘literacy’:
respect for memory was deeply entrenched in both Greek and Sanskrit
cultures. Much has been written about the strength of ancient memories:
“non-literate cultures are characterized by people with remarkably
capacious and tenacious memories for continuous texts.” Although very
little is known about the cognitive effects of literacy, there is considerable
anecdotal evidence that “literacy tends to weaken memory”: many of the
ancients believed that “writing brings not improved memory but
forgetfulness™ (Plato: Phaedrus 274c-275b). It is well known that music

aids memory: perhaps the metric and tonal features of Sanskrit and Greek
could be explained as aides mémoires.

3. Even in societies known to be literate in the sense that they
possessed a writing system, often ‘written’ literacy was restricted to a
specific class of people employed to read and write— scribes. This type was

referred to as ‘scribal literacy’ — or was a feature of certain professions or
crafts (‘craft literacy’).

4. Literacy was very much an urban phenomenon, with the vast
majority of citizens outside the cities unable to write. Greeks and Romans
often associated ignorance (illiteracy) with rusticity. (In Latin, the word
litteratus had the same type of ambiguity that adheres to the English word:
it meant both the restricted ‘knowing letters’ and the broader ‘cultured’).
In cities, public announcements appeared on steles (ancient bill-boards) or
temple walls -- in public fora, where the urban citizenry could come to read
important announcements. However, this was impractical ifa wider, out-of-

city, or out-of-country distribution was required. You can’t lug around a
pillar.

5. Written literacy depended on two things: a) a reason to write things
down, to form a permanent record, and b) a method of doing so. In matters
of writing, necessity is the mother of invention: writing systems are
believed to have begun as records of trade (i.e., numeracy preceded
literacy), and advanced in scope and sophistication from there. Such things
as trade, commerce and international diplomacy required permanent and
portable records. Predictably, societies with histories of turning outward in
these fields often had writing systems. I mention the Akkadians, the
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Sumerians, the Babylonians, the Egyptians and the Hittites in this context.
In addition to having a strong motive for developing writing systems, each
of these societies had materials readily available to write on: the Egyptians
had papyrus and were skilled in advanced painting techniques, the
Akkadians, Sumerians and Hittites had ready access to clay, wood, and wax
for tablets. The Hittites as well were skilled in metal-working techniques
and dwelled in a region where workable metals were plentiful. It is
certainly possible that one of the reasons why Vedic Indians did not write
things down is because they lacked the enduring materials to do so; equally,
if they did write things down, the paim ieaves often used for this purpose
have not survived.

6. A short, efficient alphabet is helpful for developing a writing
system, and seems to have helped spread literacy among the Greeks. But a
simple alphabet is not a pre-requisite: nearly all Japanese people are able
to read and write, despite a complex writing system. The Akkadian
syllabary, which contained nearly seven hundred symbols, was apparently
no insurmountable challenge for the Akkadian scribes.

7. The last point: whether literacy refers to written or oral literacy, its
proliferation depends then as now on an extensive, inclusive and subsidized
system of education: schools to both reinforce and spread basic literacy.

2. The Hittites - Literacy as written record

It was only in the last century that scholars, doing archeological
excavations in central Turkey, uncovered the vast palace archives buried
beneath the ancient capital of Bogazkdy. They found a treasure trove of
thousands of tablets, written in Akkadian cuneiform, which after
decipherment, turned out to contain not only Akkadian, but also several
other unknown languages, including what we now call ‘Hittite.” The
Hittites were not totally unknown before this discovery. Many are familiar
with the Biblical story of King David, who, seeing the beautiful Bathsheba
bathing on her porch, decided that he had to have her. Regrettably, she was
already married to another gentleman named Uriah the Hittite. Like many
of the Hittites, Uriah was a military man, who for one reason or another,
was deployed in Israel. In a singularly Machiavellian move, David arranged
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for Uriah to be put in the front lines of the next scheduled battle, with
predictable results. Consult the Bible for the rest of the story.

The script used on these tablets, Akkadian, is thought to have been
borrowed from a previous people, the Sumerians of Ancient Mesopotamia.
The Sumerian cuneiform (‘wedge-shaped’) script is thought to have
originated from an earlier prototype which was apparently a mixture of
script and pictogram. To this day, we do not know the ethnicity of the
Sumerians, nor the language family to which they belonged (‘a non-Semitic
people of the Asianic group’ is about as close as any will come to
conjecturing on this point). We do know that their language and script
were different in vocabulary, phonetic system, and morphological structure
from the language of the influential group that made use of their script: the
Akkadians, who were Semitic speakers. The Hittite language, being Indo-
European, was of course vastly different in all the aforementioned ways
from Akkadian, which leads to numerous difficulties and ambiguities.

What were these tablets like? They were rectangular in shape, able to
be held in the hand (the original palm pilot). Generally the whole of their
surface front and back (‘obverse’ and ‘reverse’y was closely covered with
the cuneiform script. Each side of the tablet was divided into as many as
four vertical columns, and the text was also divided into sections by ruled
horizontal lines or ‘paragraph dividers.” Often, the bottom column,
separated by two lines, would be a ‘post-script’ from one scribe to another,
either private notes like ‘write to me in Hittite next time’ or
‘Suppiluliuma’s wife has run off with Karunta,” or some such.

Three types of material were used for the tablets: clay, wood and metal.
Until recently, we had no surviving examples of the last two types,
although the use of wood and metal for writing was clear from references
in the clay tablets to wooden tablets and to treaties inscribed on silver and
iron. As recently as 1986, a treaty was discovered inscribed in bronze,
containing 353 lines and weighing in at 5 kilograms.

The writing was done by a select group of skilled persons, all men, as
far as we know, known as ‘scribes.’ In Hittite culture, these scribes were
not mere recording devices — human computers — but were highly skilled,
learned and respected, often not only recording, but even acting as policy
consultant to the kings and royal personages who dictated treaties, policies,
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laws, etc. The scribes went away to school to learn their craft, and were
trained in Mesopotamian schools of writing, called Edubba ‘The House of
Tablets.” They had to know several languages: their own, and Akkadian,
the official language of commerce, diplomacy and correspondence
throughout the Ancient Near East.

Physical location undoubtedly played a large role in Hittite writing
culture. A look at a map of the Anatolian region will show the importance
of such geographical considerations to the proliferation of written literacy
among this centraily iocated group. It is known that “compiex commerciai
relations, especially when carried on over long distances, encourage the use
of writing and give a practical value to literacy which it might otherwise
lack” (Harris 1989:18). The Hittites were located on what was perhaps the
busiest of trading routes in the ancient world, routes leading to and from
Mesopotamia, Egypt, Greece, and beyond. Being right smack dab in the
middle of the world provided endless political possibilities as well. As 1
mentioned, the Hittites were military folk, but they were also a very
diplomatic folk. In their writings we find records of political
correspondence and treaties with such historical figures as the Pharaoh
Ramses II of Exodus fame, or the widow of King Tut: caught in the
maelstrom of political machinations and intrigues that followed her young
husband’s untimely death, she despatched a plea for the Hittite king to send
one of his sons to be her next husband.

Who benefited from the Hittites’ literacy? There is no doubt that we,
as linguists, classicists, historians, anthropologists, have benefited. Because
they wrote everything down, we are made aware that, despite the passage
of millennia, some things never change. We know that the Hittites endured
political intrigues, tiresome and scheming relatives, common medical and
health complaints such as hemorrhoids, gas, impotence, venereal disease,
childbirth pain. We pick up tidbits of ancient gossip and societal lore: the
wife of the Egyptian king envied the prodigious child-bearing ability of a
certain Hittite king’s wife and wrote to find out what her ‘secret’ was.

In the area of religious lore, we are able to compare ritual formulae
with those of other ancient societies: parallels with Greece are often
astounding (Watkins 1995, West 1997). In Hittite literature, we can see the
older, often original versions of more familiar mythical stories such as the
(biblical) Flood, or the ‘real story” of ancient Troy.
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Linguists have especially benefited, although the ‘benefits” were often
mixed with a large measure of chagrin: almost all of the treasured
assumptions of Historical Linguistics had to be overhauled in the face of
the ‘hard’ evidence of the language of the tablets, which showed a system
which was in many ways very different from the other IE languages. We
benefited from the Hittite’s scribal literacy in the decipherment of the vast
palace archives at Bogaskdy: one of the tablets in the library was a tri-
lingual ‘training manual’ dictionary used as a text book in the Edubba.
Even the semi-permanent nature of the clay tablets aids linguistic study:
because the tablets regularly broke and had to be recopied, we can trace the
changes in the various stages of the Hittite language from the period of the
Old Kingdom (1750-1450BCE) to the Middle period (1450-1380BCE) to
New Hittite (1380-1200BCE).

Was ‘literacy’ among the Hittites restricted to scribal literacy?
Evidence from the tablets indicates that it may have been more extensive:
there are references to slaves who can both read and write. I suspect, from
references in the Birth Rituals (Beckman 1983), that at least some
midwives could read: one passage refers to a certain midwife who ‘puts in
a requisition’ for a copy of the actual tablet upon which a certain ritual was
recorded, because the midwife hadn’t completely committed it to memory.'

Were the Hittites ‘literate’ in the extended sense of being ‘cultured’?
Apparently, most of the ‘high culture’ of Hittite society (religious songs,
ritual, myth) was not original, but borrowed or at least adapted from
previous (indigenous) cultures. Although they were not lacking in literary
skill — some of their similes and metaphors are highly poetic (‘Loves run
like puppies behind her’) - to the best of our knowledge, they didn’t make
up their own epics, as did, say, the heavily oral cultures of Greece and
India. However, tablets are being uncovered at a fast and furious pace (by
archeological standards), so it is always possible that such literary and
poetic tracts as these do exist.

Did the Hittites themselves benefit from being a ‘literate’ culture? It
has been suggested that a writing system facilitates the establishment of
empires. Truly, writing did help to maintain the empire of the Hittites — an
empire that rivalled in power and influence that of Egypt — but only for a
brief, historical moment. The primary benefit of their literacy has been to
posterity: despite their accomplishments, the Hittites were totally wiped
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out. Had we not had the good fortune to uncover their vast palace libraries,
our only knowledge of this astounding society would have remained a brief
biblical mention of poor cuckolded Uriah.

3. Vedic Sanskrit - Literacy as oral record

When we consider the sad fate of the Hittites, we may be tempted to
agree that written literacy may not be all that it’s cracked up to be. The
strikingly similar to Plato’s, and echoed in Caesar, they considered writing
to be a ‘crutch’ employed to bolster the intellectually bereft. Rather, all of
the sacred scriptures, all grammar, all literature, all medical, mathematical
and other scientific knowledge was committed to memory and transmitted
orally. Indeed, one’s entire spiritual, moral, mental and physical well-being
depended on having a good memory for the Sacred Scriptures, the Vedas.

The accurate oral transmission of the Vedas was the goal and basis of
their educational system. The Vedas were hymns of praise and entreaty
directed to the various deities whom the Sanskrit speakers worshipped: if
you didn’t remember the words, or get the grammar and pronunciation of
the hymns right, the deities wouldn’t listen or respond to your prayers. That
way, the demands of grammar served the needs of religion: ‘learn your
grammar or burn in hell!” (a threat which, regrettably, no longer holds any
sway over students). Typically, a student in a Vedic school would first
memorize a text. Once the text had been committed to memory, the content
would be discussed, analysed and explained to the student by the ‘pandits’
or teachers in the schools. Anyone — male or female — who could meet the
intellectual standards could attend these schools. Females as well as males
could ascend to the highest ranks of professor in these schools: there are
words for both male and females highest-ranking teachers: acharya (m),
acharya (f) (Agrawala 1963:283). This type of inclusion certainly benefited
women: they are known to have composed several of the Vedic hymns, and
to have been full and respected participants in the religious, cultural and
social life of this early society (Rahurkar 1985).

Regrettably, around 600 BCE, for complex political, religious and
societal reasons, attendance at the Vedic schools began to be increasingly
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restricted to males: females were no longer welcome. Taught at home,
women’s knowledge of the holy scriptures was limited to a few ‘token’
Vedic verses that they had to chant during certain rituals. Aside from these
small concessions, however, they became, predictably, ‘ignorant
ancillaries’ of their husbands (Young 1987:66). Because they were no
longer ‘in the loop’ as it were, they were not privy to the latest fashion in
grammar, pronunciation, etc. The brahman caste, who had taken over full
control of education, composed rules whose increasing complexity (and
deliberately arcane nature) guaranteed that they alone would be considered
well educated, possessing the extensive knowledge and learning indicative
of a cultured person. They alone could speak the holy language in the
proper way: Sanskrit (the word sam-s-krt means literally ‘well put
together,” ‘cultured’); the others, both males and females, owing to their
‘inferior’ pronunciation and linguistic skills, were on the outside, speaking
what essentially had become a different language: Prakrit.

So we can see that even a culture which doesn’t write things down can
restrict ‘literacy’ in the sense of ‘high culture’ to a small, select, elite
group. The issue is not writing or lack thereof, but the human heart:
willingness and desire to be inclusive and generous with encouraging wide
participation in the leaming, education, language and culture of the society,
whether that knowledge is transmitted in writing or orally. History has got
its revenge, however. Although Sanskrit is for all intents and purposes a
dead language, one in every five people on the planet now speaks a(n
essentially prakritized) language descended from it.

Despite their failings in the area of inclusiveness, and their prejudice
against writing, there is no doubt that the Vedic peoples and their
descendants were able to transmit some of the greatest intellectual, poetic,
scientific, religious and grammatical works that our species can boast.
Although most of that literature has been now written down, the original
sources were oral. Regrettably, we know very little about the cognitive
effects of the type of memory gymnastics that an extensively oral culture
demands, nor how the adoption of writing alters those cognitive abilities.
One cannot help but be impressed by and envious of the prodigious feats
of memory of which oral cultures, both ancient and modern, are capable,
and to feel, as did Caesar, apparently, that something valuable is lost when
one resorts to writing things down.
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4. Summary

Whether it helps or harms a contemporary culture, there is no doubt
that written literacy benefits the generations which follow. Written records
constitute a “fixation in time and space of an otherwise ephemeral
communication”(Vanstiphout 1986:218). [n ancient times, the maintenance
of an oral record depended on a group of people who knew the relevant
works and were able to remember and transmit them. The danger comes,
as we see in the vast number of dying languages, when the pool of speakers
and transmitiers of a language becomes dangerously iow. Nowadays, we
have ways of ‘fixing’ the discourse without the use of a writing system : the
use of recording devices (tapes, CDs, etc) is an indispensable tool for the
preservation of an otherwise fragile oral culture.

The incredible intellectual achievements of the Vedic peoples lend
support to Harris’ suggestion that ‘literacy’ in its restricted sense of ability
to read and write, “contributes far less than has often been supposed to the
development of advanced culture, and logical and critical modes of
thinking” (1989:40).The Vedic peoples wrote nothing down; yet they
transmitted some of the greatest intellectual, poetic, and philosophical
works that we have. The Hittites wrote everything down; yet, had it not
been for a fortuitous coincidence, we would never have known that this
powerful society had ever existed.

Finally, although restriction of ‘literacy’ is usually ascribed to societies
with a written language, we have seen that restriction to high culture and
language may be accomplished even in a society that transmits all learning
orally. Regardless of the type of literacy, written or oral, what ts necessary
for its furtherance is, as in so many other human endeavours, education and
the societal will to be inclusive in the transmission of culture.

Notes

1. Literacy among midwives in ancient societies was not unknown.
Harris (1989:275) quotes a certain ancient Greek writer Soranus as
saying that a ‘suitable’ midwife “should be acquainted with
grammata so that she can read and thus add theory to practice.”
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The Effectiveness of Teaching Letter-Sound Associations by
Using Rimes and Syllables

Catherine G. Penney, Pamela Simms, James Drover and Carrie Dyck
Memorial University

1. Theoretical background

In order to read successfully, a child must understand how letters
represent the sounds (phonemes) of English. Some children taught whole-
word reading do not fully master the rules about spelling-sound
correspondences and remain slow readers and poor spellers. On the other
hand, some children lack the level of phonemic awareness needed to learn
by phonics methods which explicitly teach correspondences between letters
and phonemes. (Phonemic awareness refers to the conscious awareness of
and ability to manipulate the basic sounds of language called phonemes.)

One approach, which has had some success, is to develop phoneme
awareness at the same time as teaching letters to represent phonemes. A
different approach is to use phonological units intermediate between words
and phonemes for teaching beginning word identification and spelling.
Syllables, onsets, and rimes would appear to be suitable units.

Children can segment words into syllables long before they can
segment words into phonemes. School-aged children can segment syllables
into their onsets (the initial consonant or consonant group) and rimes (the
vowel and any following consonants) before they can segment either onset
or rime into their constituent phonemes. Treiman and Zukowski (1991,
1996) found that kindergarten and first-grade children can identify words
which begin with the same onsets or end with the same rimes, but they
cannot always identify words which begin or end with the same phoneme
when the phoneme is embedded in the onset or rime. For example, a child
might recognize that cake and cookie begin with the same sound or that
dark and spark end with the same sound because the sounds in question are
onsets and rimes. The child might not be able to indicate whether speed
and slow begin with the same sound or whether school and tall end with the

same sound because the critical sounds are individual phonemes embedded
in onsets or rimes.
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Onset-rime segmentation ability reflects a developmental level of
phonological processing that occurs earlier than complete awareness of
phonemes. If onsets and rimes are available to young children, whereas
phonemes are not, it makes sense to use the available phonological units to
teach associations between letter sequences and pronunciation. If children
have difficulties with reading and spelling because of undeveloped
phonemic awareness, is it possible that, by using earlier developing
phonological units, some of the difficulties in reading acquisition can be
overcome? Preliminary research is described below which suggests that
using pronounceable phonological units {(whole syilables and 1umnesj io
teach letter-sound associations is effective both with young normal
beginning readers and older students with reading difficulties.

2. Experiment 1: Using onsets and rimes with adolescent poor readers

Penney (2002) tested 33 high school students registered in a course
developed for students with reading difficulties. Twenty-one experimental
students were taken from their classrooms for 15 to 18 hours of
individualized tutoring using the Glass Analysis word identification drills.
The 12 control students did not receive the tutoring and remained in their
regular classes. Both experimental and control students were given the
Word Identification, Word Attack, and Passage Comprehension subtests of
the Woodcock Reading Mastery Test before and after the experimental
students received the tutoring program.

In the tutoring sessions, students read passages aloud and their reading
errors were noted. The student then did Glass Analysis drills for the words
they had missed and reread the passages. Glass Analysis drills require the
student to repeat letter sequences for pronounceable parts of words. In the
drills, words are grouped together which have common speliing patterns.
The drill is repeated with several words ending with at such as bat, mat,
that, and brat, and then several words of two or more syllables. With
multi-syllabic words the student is asked to pronounce letter sequences
other than the target (-a¢ in this case). For example, with static, the student
could be asked to pronounce stat and tic or asked to spell these word
fragments. The student is not asked to pronounce isolated phonemes,
except for an occasional vowel sound as the o in open. With complex
words, the student might be asked to spell or pronounce whole syllables
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(such as per or tion) or sublexical units of more than one syllable (such as
itious).

Table 1: Glass Analysis drills

Student sees ... | cat

Tutor says ... “What is this word? What does cee ay tee say?” If
the student says the word correctly, the tutor says
5Gg00d'9’

Tutor says ... “Cee ay tee says ‘cat.” ”

Tutor says ... “Remove the cee. What does ay tee say?” If the
student says the word correctly, the tutor says
“Good.”

Tutor says ... “Ay tee says ‘at.” Can you spell ‘cat’?”

The word bat is written, and the drill is repeated with this word. Other
words containing af are introduced and the drill is repeated for each word.
If the word contains two or more syllables, the student is asked to spell

pronounceable syllables or combinations of syllables as well as the target
rime unit.

2.1. Results

The tutoring program produced larger increases in Word Identification,
Word Attack and Passage Comprehension scores for the experimental than
for the control students. (See Table 2.) ANCOVAs on post-test scores
with pre-test scores as the covariate showed a significant group effect (p <
.05) for Word Attack, and highly significant effects (p < .001) for both
Word Identification and Passage Comprehension.

3. Experiment 2: Using onsets and rimes for teaching beginning readers
Simms-Lodge (incomplete masters thesis, Memorial University) tested

the rime-based method with children at the end of their kindergarten year
before they received formal reading instruction in school. Twenty-eight
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experimental children were matched to 28 control children on a variety of
measures (see Table 3) and the experimental children were taught 60 words
in 15 families of 4 rhyming words.

Table 2: Mean raw scores (and standard deviations) on reading
measures for control and experimental students

Treatment Group and Assessment

Experimentai (n = 21) Control (n =12)
Measure Pre Post Pre Post
Word Identification | 66.3 75.9 69.9 74
(Max = 106) (13.6) (16.5) (13.9) (16.8)
Word Attack 223 28.0 26.2 273
Max =45 (10.5) (11.4) (9.6) (10.6)
Passage 35.7 433 41.3 43.6
Comprehension
Max = 68 (8.0) (8.8) (7.7) (8.9)

Training was done over five days with a maximum of one hour per day.
Children were individually taught four words in each of three word families
per day. The experimenter pointed to each word, pronounced it, and asked
the child to spell it. The experimenter showed how the words shared
certain letter sequences. Each word was read and spelled three times by the
child in a training session.

After the last training session, a retention test was administered (see
Table 4). In addition to the 60 words that had been taught (the trained
words), an additional 60 words (the transfer words) were also tested which
had not been taught but were from the taught rime families.

One year after completion of the training program, the experimental
and control children were retested on all measures administered at the
pretest. (See Table 3)
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Table 3: Comparison of trained and control children on pre-test
measures

Measure Trained Group Control Group
'Peabody Vocabulary 102.8
'WRAT - Spelling 105.3
'WRAT - Reading 105.4
'"WRAT - Arithmetic 106.3

Letter-and-Number-Naming 72.3
Times (sec)

0Odd Man Out 10.4
Phoneme Tapping 4.7
Rhyme Production 8.4
Rosner 7.3
Target Words Read 13.1
125 Frequent Words 214

p > .10 for all tests, df = 26

' Age-based standard scores are reported for Peabody and WRAT
tests. Raw scores are provided for all other tests.

3.1. Results

On the pre-test no significant differences were found on any measure
between the 28 children who received the training program and the 28
matched control children. (See Table 3.)

On the retention test all children were found to have learned to read a
substantial number of words in the training program. No significant
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differences were found between children of low and high phoneme
segmentation ability on either trained or transfer words. (See Table 4.)

Word identification was higher when the words were tested in rime
family groups (grouped condition) rather than having the words tested in
random order (ungrouped condition). Having the known words present
helps children read by analogy using familiar orthographic rimes. (See
Table 4.)

Table 4: Mean numbers of trained and transfer words read correctiy
on the retention test but not read on pre-test

Test Condition High Phonological | Low Phonological
Ungrouped
Trained Words | 29.6 25.5
Transfer Words | 9.8 7.4
Grouped
Trained Words | 45.3 44.1
Transfer Words | 36.8 33.1
p > .05 for all comparisons of high- and low-segmenters.

On the follow-up test one year later, children who received the training
program had significantly larger gain scores than control children in
vocabulary knowledge (Peabody Picture Vocabulary Test), word
identification (125 Frequent Words and the set of target words), phonemic
awareness (Odd Man Out, Phoneme Tapping, Rhyme Generation Task),
and WRAT Arithmetic. (See Table 5.)

4. Experiment 3: A longitudinal study with school-aged poor readers

Sixteen school-aged children ranging in age from 7 years, 8 months to
17 years participated in a longitudinal study. The children were referred
for difficulty with reading. The reading and spelling achievement of the
children was assessed, and they were given a number of phonological
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processing tests. The children’s scores on various measures are shown in
Table 6.

After the initial assessment, there was a control period during which the
children received no treatment, and the parents were asked not to enro! the
children in private tutoring programs for reading. Many of the children
were receiving extra help in school for their reading and spelling
difficulties. After at least six months, the children were reassessed, and
then entered a tutoring program in which they received 30 hours of
individualized tutoring using the Glass Analysis procedure of Experiment
1. After the tutoring program was completed (which required a period of
at least six months), the children were again reassessed.

To assess reading achievement, four subtests of the Woodcock Reading
Mastery Test were administered: Word Identification, Word Attack, Word
Comprehension, and Passage Comprehension. To assess spelling
achievement, the spelling subtest of the Wide Range Achievement Test and
the Predictable Words subtest of the Test of Written Spelling were
administered.

If the tutoring program is effective, greater gains in reading and
spelling should be seen during the experimental than during the control
period. If the tutoring program is not effective, one would expect a linear
increase from the first to the third assessments.

4.1 Results

The average time interval between the first and second assessments (the
control period) was 8.4 months (sd =4.7), and the average interval between
the second and third assessments (the experimental period) was 10.6
months (sd = 3.76). The difference in means was not statistically
significant (t (15) = 1.28, p > .05).

Linear increases in scores were significant for all measures, but the
quadratic component was statistically significant only for the Passage
Comprehension ( F (1,15) = 20.5, p <.001), the TWS Predictable Words
(F (1,15) = 28.1, p < .001), and the WRAT Spelling (E (1,13) =7.64,p <
.02). The significant quadratic component indicates that the difference
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between control and experimental periods was statistically significant.
Thus, the tutoring program produced significantly greater improvements in
Passage Comprehension and spelling during the tutoring than the control

period.

Table 5: Mean gain scores for trained and control groups on all test

measures
Measure Trained Group Control Group
'Peabody Vocabulary 10.2 0.8 **
'"WRAT - Spelling 3.2 6.9
'"WRAT - Reading 7.9 2.7
'"WRAT - Arithmetic 9.4 4.9 *
Letter-and-Number-Naming 2.6 24
Times (sec)
0Odd Man Out 5.2 1.7 **
Phoneme Tapping 3.1 0.1 **
Rhyme Production 7.9 49*
Rosner 11.5 10.2
Target Words Read 100.0 76.0 **
125 Frequent Words 90.9 74.3 **

*p<.05 *p<.0]

' Gains are in standard scores for the Peabody and WRAT tests.
Otherwise gains are in raw scores.




87

Table 6: Means, standard deviations, and ranges for standard scores
on Woodcock Reading Mastery Tests, Listening Comprehension,
Peabody Vocabulary, and Raven’s Progressive Matrices

Mean SD Range
Word Identification 73.6 17.5 46 - 96
Word Attack 73.8 14.3 41 -94
Passage Comprehension 79.6 16.7 53-120
Word Comprehension 82.3 16.2 56-116
WRAT Spelling 80.1 7.8 68 - 93
Test of Written Spelling 74.6 7.8 61 - 88
Listening Comprehension 103.4 14.6 70-132
Peabody Vocabulary 100.0 13.5 81 -122
Raven’s Matrices 105.1 18.5 73 -139

In Experiment 1, significantly greater increases in both Word
Identification and Word Attack were obtained for the experimental than
control participants, but in Experiment 3, the increases for these measures
over the experimental period were larger than the increases over the control
period but not significantly so.

5. Conclusions from Experiments 1, 2, and 3

The use of the Glass Analysis word identification drills to teach
associations between pronounceable sublexical phonological units such as
rimes and syllables is effective in increasing reading and spelling
achievement in school-aged children with reading difficulties. Even though
reading comprehension strategies were not taught, improvements in word
identification and word attack (in Experiment 1) and in spelling
(Experiment 3) were accompanied by increased reading comprehension.



88

Use of the Glass Analysis drills is also effective in increasing word
identification skills in normal beginning readers. Children trained to read
words from rime families showed some transfer of learning to words of the
same families which had not been taught. One year after the training
program, trained children showed not only retention of what they had
learned, but showed transfer to words which did not belong to the trained
families. The trained children also showed significantly greater growth in
vocabulary and arithmetic skills than did the control children.

Notes

Funding for Experiment 1 was provided by the Literacy Policy Office
of the Department of Education, Government of Newfoundland and
Labrador. Experiment 2 was carried out by Pamela Simms-Lodge as a
Masters thesis project. Experiment 3 was funded in part by the Janeway
Foundation.
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Teaching the Spelling and Pronunciation of Irish
Through Linguistic Principles

Dorothy Milne
Memorial University

1. Introduction

Irish is a minority language and an endangered one. Literacy has played
a crucial role in pulling it back from the brink of extinction over the past
100 years.

In the late 1800s, the Irish became aware that very few people under the
age of 50 spoke Irish any more. Whereas half the population of Ireland
spoke Irish as their first language as late as 1850, the language had not been
passed on, except in a few remote districts, to the generation that was born
around that time. It seemed that Irish was headed for extinction within the
lifetime of its rernaining speakers. Consequently, in the 1890s, a campaign
to save the language was launched. Teachers were hired, classes were set

up around the country, dictionaries compiled and grammars and texts of the
language written.

Over the next several decades, the spelling was revised and simplified
to make literacy in the language more attainable for people learning Irish as
a second language, and a blue-ribbon panel of linguists created an official
standard for the language, forming a middle ground among its three chief
dialects. In addition, a concerted effort was made to create a modemn
literature in the language. Scholars collected folksongs, folktales, and oral
histories from the remaining native speakers and transcribed them into the
revised modern spelling. Medieval and early modern Irish texts and
manuscripts were published in modern Irish. And, throughout the 20"
century, many new works were written in Irish so that now there is a large
literature in all genres of fiction and non-fiction, at all levels from children’s
picture books to scholarly works. One lesson that the history of the Irish
language revival may offer to other endangered languages is that
developing a living body of literature in the language is crucial to success.

Despite these successes, however, many people who speak Irish,
whether as native speakers or as second-language learners, fail to attain
more than rudimentary reading and writing skills in the language. I have
observed this in adult language classes in Ireland as well as in my role as an
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internet tutor. In my view, there are two main reasons for this failure. First,
the Gaelic spelling system is complex and its method for mapping sounds
to letters is quite different from that used for English. Secondly, Irish texts
and teaching methods do not explicitly explain the spelling system to
students, but rather expect them to learn the sounds of letter combinations
and the pronunciation of individual words by rote.

The difficulty faced by the beginning student can be shown by any bit
of Gaelic text, such as this verse from a well-known folk song:

A dhroimeann donn dilis, a shioda na mbo,

Ca ngabhann tu san oiche, ca mbionn tu sa lo ?
Bimse ar no coillte ’s mo bhuachaill im’ chomhair
'S d’ fhag sé siud mise ag sileadh na ndeor.

Because of the many strange letter combinations, inserted vowels, and
palatalized consonants, the pronunciation of these words differs
considerably from what an English reader would expect to hear. Yet this
spelling is phonetic and highly predictable within the Irish spelling system.
Indeed, Irish spelling is entirely logical and firmly based on linguistic
principles. Once I realized this, I began to base my teaching of Irish on its
natural phonetic patterns and to teach the spelling system explicitly
according to those patterns. My aim is to enable students to sound out
words and texts as soon as possible, and thus to make all their reading and
writing assignments easier. By using this approach, I hope to learn whether
teaching linguistic patterns explicitly can improve reading skills in Irish.

What follows is a brief description of the rules of Irish spelling and the
phonetic patterns which can be used to teach them.
2. The Irish spelling system

The Irish spelling system was designed to solve several problems
unique to Celtic languages. The reasons for its complexity are:

* Irish spelling must express more than 70 phonemes with only 12
consonants and 5 vowels; thus, most phonemes are expressed with
letter combinations.
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* Vowels are inserted into many syllables to indicate palatalized and
velarized consonants.

» Irish words ‘mutate’ in three different ways; the spelling system adds
extra consonants to the word to signal these changes while keeping the
basic form of the word clearly visible on the page.

Consequently there are at least 35 consonant combinations to be
recognized in both palatalized and velar variants as well as at least 30 vowel
combinations. In learning to read Irish, a student must not only learn the
many letter combinations, but also to scan two to five characters at a time
to identify the right phonemes. And, because the decoding process is
logically different, the reader must switch from English spelling logic to
Irish spelling logic in a way that is not required when learning other foreign

languages. This is initially hard to do though it becomes natural with
practice.

3. The traditional teaching method

Traditional Irish textbooks include few linguistic insights when
presenting the spelling system. Usually, the letters and letter combinations
are simply listed, in alphabetical order, along with their sound values. A
typical listing for consonants and their leniting mutations - the mutation

which is spelled by putting the letter 4 after the consonant - would look
something like this:

b - bh is pronounced like a w when word-initial and broad; likea v
when word-initial and slender; always as v at the end of word;
usually silent when medial,

¢ - as the ch in ‘loch’ when broad; like the h in Hugh or ‘ich’ when
slender;

d - as an English d when broad, like a ‘j* when slender; when word
initial, dh as gh when broad and as a y when slender; silent at the
end of words; as y when medial.

f - fhis silent

g - when word initial, gh rather like a French ‘v’ when broad and as y
when slender; silent at the end of words; as y whe medial.

m -mh is pronounced like a w when word-injtial and broad; likea v
when word-initial and slender; always as v at the end of word,
usually silent when medial.
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and so on, for each consonant that can be lenited.

Presented in alphabetical order, the list obscures the underlying patterns
which exist among the consonants. For example, it would take a keen eye
to see, in such a list, the close resemblance between the lenited sound values
for bh and mh |, for ch and gh, and even though a clue is given in the text,
the close relationship of dh and g/ .

Similarly, the eclipsing mutations are usually presented in alphabetical

order. {In these letter pairs, only the first is pronounced. Thus an eclipsed

/b/ is pronounced as an /m/, an eclipsed /c/ as a /g/ and so forth.) For
example:

base letter b c d g p t
eclipsed letter mb gc nd ng bp dt

The 30 or more vowel combinations and their sound values, if presented at
all, are also given in an alphabetical list.

These alphabetical lists of sound values leave the student with the task
of learning more than 70 letter combinations by rote — a formidable amount
of apparently random detail.

4. A linguistic approach to teaching Irish spelling

A more effective approach, I believe, is to begin by teaching the
patterns of homorganic consonants and the position of vowels in vowel
space, and then to teach the rule which pairs vowels with consonants to
indicate the quality of adjacent consonants. Later, rules for inserting silent
vowels into syllables can be taught based on these patterns. In a step by step
manner, the pronunciation of the consonant letter combinations can be
introduced in a logical manner based on these patterns. Other simple rules
demystify most of the vowel combinations. In all, there are about ten
aspects of Irish spelling for which such explanations are helpful. The
system of spelling rules and sound changes is not completely regular, alas,
so students must still memorize some arbitrary material, but this approach
greatly reduces the total amount of memorization required.
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The following examples demonstrate the method for some of the more
important rules.

4.1 Vowel space and the marking of consonant quality

The students begin by learning the diagram of vowel space and
learning that /i/ and /e/ are ‘front’ vowels while /a, o, u/ are ‘back’
vowels. (A mid-vowel to linguists, /a/ functions as a back vowel in modern
Irish.)

1 u
a

Next comes the concept of ‘broad’ and ‘slender’ consonants, which in
Irish terminology refers mostly to velarized and palatalized consonants.
With C standing for any velarized consonant and with C’ standing for any
palatalized consonant, the spelling rule states that every palatalized
consonant (C’) must be adjacent to a front vowel and that every velarized
consonant (C) must be adjacent to a back vowel:

i | C i
e | le

|
|C
l

= o w
= o B

|
l
(This rule is a key part of the traditional teaching methods for Irish, the only
linguistically-based rule that is, to my knowledge.) The pronunciation of

the two sets of consonants is then taught with special attention to the
differences between broad and slender /t, d, s, r/.

4.2 The mutations and the chart of homorganic consonants

The students are asked to memorize the following diagram of the
consonants:

p f | t s | c
+ voice

b | d | g
+ nasal

m | n | ng
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The presence of the fricatives /f/ and /s/ in this diagram may seem strange
to linguists, but these consonants are part of the basic ‘set’ of Irish
consonants and putting them into the diagram in this way makes sense
within the system of mutations.

The rule for eclipsis — the mutation that adds + voice or + nasal to an
initial consonant of a word according to specified grammatical rules — can
now be taught from this diagram as a ‘one-step down rule’. Thus /p/ is
eclipsed to /b/, /b/ to /m/, /t/ to/d/, and so forth. From this point it is simple
to state the spelling rule that places the new scund to the left of the original

consonant at the beginning of the word:

e.g. picnic  becomes bpicnic
cat geat

The pattern for lenition (the softening mutation) are not quite as neat
and regular, but the consonant diagram still organizes most of the sound
changes in a helpful way. For most, but not all of the consonants, lenition
changes a stop to its homorganic fricative:

/p/ > £/ /1> /e/(zero) /ts/ > /h/ lel > Ix/
bl > Iw,v/ Ml > 0¥,/ gl > /¥,)/
m/ > /w,v/

The two phonemes shown for lenited b, m, d, and g are for the velarized and
palatalized forms of the consonants, respectively. Thus, /b/ > /w/ while
v’/ >N/

In spelling, the change in sound is indicated by inserting the letter A
after the lenited consonant. Thus:

ph is pronounced /f/ Jfh is silent th is pronounced /h/
bh /w or v/ sh b/
mh /w or v/ ch /x/
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4.3 Vowel combinations

A vowel can appear alone in a syllable if it matches, in quality, the
adjacent consonant(s) —i.e. if a back vowel is next to a velarized consonant
or a front vowel is next to a palatalized consonant:

eg. cat cos lub cic gé
kat/ /kos/ MTu:b/  /Kik/ /g’ e/

However, if the quality of the vowel does not match the palatalized or
velarized quality of an adjacent consonant, a front of back vowel must be
added to the spelling to indicate the quality of the consonant. These ‘filler’
vowels are either totally silent or are just barely audible as brief glides.
Thus a syllable which has only one clearly pronounced vowel may be
spelled with two or three vowels.

e.g.cead cait tuig fios cois citin buion
kKad/ /kat/ /tig!/ /f’is/ rkos/ K un/ /bin/

By my count, this process results in thirty different vowel combinations.
There are only thirty because the choice of ‘filler’ vowels is not random.

Still, learning to pronounce such a large set of combinations is a significant
challenge to students.

Fortunately, the amount of memorization involved can be much reduced

by noting that in any combination that includes a long vowel, only the long
vowel is pronounced.

e.g. ul, fo, uio /i:/ ea, ai, eai /a:/ i, ui, i

This leaves 11 vowel combinations to be memorized:

ia /i:e/ ae fe:/ el le/ ea, ai /a/
ua /u:a/ eo /o:/ oi /o/ ui, io i/
ao i/

While linguistic explanations can be offered for each of these vowel
pairs, it is in practice easier to teach them by practice drills. One final detail,
however, is that the six vowel combinations for short vowels ( ei, o, ea, ai,
ui, io) are in fact pronounced as shown only in stressed syllables. In
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unstressed syllables, they are reduced to schwa. This poses little difficulty
for students because the stress patterns in Irish are simple and predictable.
Except for compounds, clitics, and some prefixes, stress falls only on the
first syllable of a word.

Finally, there are four multi-letter combinations to be learned for the
diphthongs /ai/ and /au/ and the consonant sequences which require the
pronunciation of schwa as an epenthetic vowel. For the latter, the chart of
homorganic consonants shown in 4.2 is very helpful.

5. Classroom experience

Though teaching the phonetic basis of Irish spelling can simplify the
task of learning to read and write the language, there is still too much detail
for students to absorb quickly. Hence, 1 have written a manual which
explains the system in a series of 35 brieflessons. Starting with the simplest
words, more detail is gradually added until the most complicated
multisyllable words are covered. But spelling is not taught in isolation.
Grammar and vocabulary form the basis of the course but some work on
spelling and pronunciation is done in every class until the students finish the
manual around the end of the fifteenth week. Work on the manual is
supplemented by oral drills in class and practice sounding out unfamiliar
words.

In the absence of empirical evidence, I can only compare my
impressions of the achievements of two classes of college students I have
taught. The first was taught spelling somewhat cursorily, beginning late in
the first term; the second was taught spelling systematically right from the
beginning, using the manual. Also, in the second class, more classroom time
was spent sounding out unfamiliar words. No marks were deducted for poor
spelling in either class. I noticed three basic differences between the
achievements of the two classes. Spelling errors virtually disappeared from
the written work of students in the second class early in the second
semester, whereas students in the first class continued to make many serious
errors right to the end of the course. The students in the second class were
able to sound out unfamiliar text such as proverbs with some ease by the
end of the second semester, whereas the first class did not reach this level
of ability or confidence. And finally, I had the strong impression that the
second class was having less difficulty in leaming vocabulary in the second
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semester, something I suggest may be due to their greater ability to sound
out the words, as needed, when studying.

It is on this basis that [ recommend this linguistics-based approach to
Irish spelling to other teachers, in the hope that it helps other college-age
and adult students to achieve a solid basis of literacy in the language.
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Critically Examining the Development of an Encyclopzdic
Dictionary for Migmaq

Danielle E. Cyr, York University
Alexandre Sévigny, McMaster University

1. Introduction

In this paper, we discuss the process of constructing an encyclopadic
dictionary of an indigenous language. The issues which we will examine are
the relevance and usefulness of encyclopadic dictionaries, the ideologies
underlying the discourses put forward by the players in this arena, and a
discussion of some of the tangibly difficult issues involved in the design
and implementation of such a dictionary in the Migmaq contexts.
Throughout, we discuss how building such a dictionary can result in the
implementation of a programme of critical language awareness. Critical
language awareness is generally defined as having to do with awareness of
the ideologies underlying different discourses and the social contexts within
which language use is non-transparent.

2. The concepts of ‘relevance’ and ‘usefulness’

Relevance and usefulness can mean different things to different people
in the context of indigenous lexicography. In an ideal academic world,
science should be free of any ideological ties or pressures, a reality which
is reflected in the notion of “academic freedom.” However, recent
developments in the social sciences have introduced newly defined ethical
and practical constraints that must be taken into account when setting
objectives and determining methodology as regards the relevance and
usefulness of a scientific enterprise. The ideologies underlying the
commitments of various protagonists to different sorts of scientific inquiry
can also be reflected in research choices.

In the context of our research, that is, the context of putting together a
bilingual dictionary for the contemporary Migmaq language, the first
question to ask is: “Is the making of an encyclopadic dictionary a scientific
enterprise in the first place?” Should the answer to this question be positive,
two corollary questions arise:

1. What is the relevance and usefulness of such a dictionary?
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2. How does this relevance and usefulness create specific constraints
on the scientific objectives, methodology and results?

Since the reformulation of ethical principles in many scientific fields of
research — particularly those concerning the use of human subjects — social
scientists have become more constrained in what they can research and
where they can conduct that research. They are also forced to justify the
rationale for their research to an extent that was unheard of even 25 years
ago. In the mid-eighties, for instance, the American Anthropological

A 1 H rolur it b 1 1 m 1 m
Association rewrote its code of ethics, taking a dramatic step to meve away

from research preoccupied with the interest of science first to research
whose primary focus is on furthering the interests of subjects, i.e. the
interests of the peoples whose language, culture, social organization and
customs are to be the object of investigation.

More recently, the three Canadian Councils of Research (SSHRC,
NSERC, MRC) have joined forces to rethink the ethical standards that they
impose on subsidized research carried out in Canada. The resulting code of
ethics is much stricter than before, stressing the need to justify the relevance
and usefulness of one’s research and to act with seriousness and
responsibility in all research circumstances. Notwithstanding the breadth
and the depth of the Tricouncil requirements and expectations, this should
be seen as a positive development, which should serve to initiate a
rapprochement between the academy and the world it is to investigate and
serve, obliging academic praxis and the elimination of a power boundary
that created a difference of interests between researchers and subjects. It
should also encourage academics who work with endangered languages to
pull away from the hermetic world of discursive closure that academe
sometimes has been. It should also be a remainder that whatever ‘neutral’
stand scientists tried to take in the past era, they are and will continue to be
agents for change in a ‘real world” populated by ‘real people.’

Let us now answer the first question formulated here above: “Is the
making of an encyclopedic dictionary a scientific enterprise?” First we
must ask ourselves what it means to do science. This is a difficult and large
question which one cannot address in a paragraph. However, it is possible
to make a couple of general comments. Science, in the narrow sense, is a
matter of formulating a hypothesis, testing it on a body of empirical facts
and deducing a theory from this testing. This is a simplified definition of the
hypothetical-deductive model used in the natural sciences, especially
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physics. From this point of view, the making of a dictionary is not a
scientific enterprise. However, should we adopt a more Aristotelian
definition of science, as a body of knowledge which is systematically
organized, according to some internal criterion, such as to be utilizable by
specific communities (including the community of hypothetical-deductive
scientists), then making an encyclopadic dictionary is a scientific

enterprise, and is subject to ethical principles, among which figure those of
relevance and usefulness.

Once the question of science is laid to rest, we have to ask two corollary
questions:

1. What is relevance and usefulness?
2. Does relevance and usefulness create specific constraints on our
scientific objectives, methodology and results?

The Canadian Oxford Dictionary (1998) provides a definition of
relevance as: “[the propriety of] bearing on or having reference to the
matter at hand.” It defines ‘usefulness’ as: “l. that can be used for a
practical purpose, beneficial. 2. of use and value to someone, helpful.” To
fully understand these definitions in the perspective of ethical concerns and
critical language awareness, one should keep in mind that, from the point
of view of cognitive psychology, some stimulus is relevant to a person if it
causes that person to derive significant or reasonable cognitive effects
(Sperber & Wilson 1995). This cognitive aspect is an important one to take
into consideration, because in the context of defining a programme of
critical language awareness, it is necessary to provide an environment
where indigenous thoughts and ideas will be highly salient and attractive.
Indeed, creating a context where indigenous ideas seem out of place or less
salient than majority language ideas will lead to the growing irrelevance of
the indigenous language and the unique concepts and cultural contexts it
encodes. In our view, a dictionary for an endangered language must create
a cognitive context in which indigenous ideas will have significant
psychological saliency and effect.

If we take the Canadian Oxford Dictionary entries for ‘relevance’ and
‘usefulness’ at face value, the definitions mentioned above appear to be
simple and easy to understand. The fact becomes much more complex when
one comes to identify the real referents behind words such as ‘the matter at
hand,” ‘practical purpose,’ ‘someone’ and to assign a reasonable value to
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scalar adjectives such as ‘beneficial’ and ‘helpful.” Basing ourselves on the
notion of a cognitive environment, the meanings and implications of these
words will depend on who is using them and in what 1deological contextual
schema they are being used.

Let us now turn to the three main groups of people involved in the
making of an encyclopadic dictionary of the Migmagq language and culture,
i.e. the scholarly community,' the Migmaq communities and the granting
agencies. We will try to identify what is relevant and useful to these three
groups of people and bring cut somc of the ideological undeipinnings of

these definition
2.1. Relevance and usefulness to the scholarly community

What is the relevance and usefulness of making an encyclopadic
dictionary of Migmagq for the scientific community? For the community of
linguists, relevance and usefulness usually correspond to a dictionary that
will represent an increase in the availability and quality of data, according
to linguistic scientific criteria: entries extracted from ‘natural discourse’ or
‘natural texts,” grammatical information (part of speech, gender, number,
transitivity, etc.), etymology, lexical and phonetic variation tagged for
regional, generational and gender identification, connotation (prestige,
casual, derogatory, etc.), as well as sentential examples, also from natural
discourse.

Ideally, linguists would also find it helpful to find mentions of the
words having appeared in previous dictionaries. Most linguists would also
be satisfied with a simple translation of each word into English — the need
for an encyclopadic content being less relevant for them in the study of the
grammatical structure and wellformedness conditions of Migmaq, in the
construction of a formal grammar for the language, or in the study of the
language’s structures and how they confirm or contradict general linguistic
theories. Other scholars such as anthropologists and ethnographers would
certainly like to see a more extensive description of the concepts expressed
through the words.

For most members of the scientific/linguistic community, those features
are certainly what is essential if the dictionary is to be a helpful tool, the use
of which will in turn be beneficial in the advancement of linguistic
knowledge in general. However, the financial cost and timeframe necessary
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to achieve such a dictionary make the construction of a dictionary
containing such exhaustive documentation of a language impossible to
achieve in the current circumstances of financial support, unless one
commits a whole career to it. In the context of difficult access to funding
and research time, this is a difficult thing to justify, as current neo-liberal
trends in the academy (Fairclough 1993) shift the focus away from long-
term projects aimed at wide-spread and/or synthetic coverage, in favor of
small, directed projects of narrow scope, which study a specific theoretical
phenomenon (or sub-phenomenon) in great detail. Thus, devoting many
years (if not a career) to the construction of such a project, is risky, given
academic demands regarding the number of articles, books, conference
papers and the growing amount of teaching and service necessary to gain
tenure and be promoted. In fact, given the rapid rate of language loss and
extinguishment, in the Migmaq nation among so many others, the
construction of such an exhaustive dictionary might only result in a
technical museum piece, stored in an archive, somewhere, under the rubric
‘disappeared language.’ We ruefully note that science would need to be able
to reverse time and rely on trained missionary linguists to accomplish such
an opus. Thus the necessary approach is an incremental one with multiple
subsequent editions, and the move to a new modality (such as electronic
internet publication). Furthermore, we note that in the context of the
preservation and subsequent encouragement of an endangered language, the
community of linguists probably still represents a group with extraordinary
hegemonic power. Indeed the community of linguists hold several of the
keys — discursive and material-cultural — to solving the problem. Creating
a willingness to admit to our power, as well as looking for solutions
including, beyond financial and methodological ones, the establishment of
equal and fair partnerships with the Native communities, is a great

challenge faced by those linguists who would resist against their own
hegemonic status.

2.2. Relevance and usefulness to the Migmaq communities

The Migmaq communities have a different view of what is needed in
a dictionary. Of course, none of the linguistic-scientific features mentioned
in the previous section would be a nuisance to educators, writers and policy
makers in the communities, but in the context of a seriously endangered
language like Migmaq, waiting the twenty years or so needed for the
construction of such a dictionary® is neither helpful nor beneficial.
Interviews and informal discussions have indicated to us that there is a
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certain level of resentment towards the community of linguists (Cyr
1999a:275 and 1999b:284), who are seen as external agents who entered
into the Migmaq world, took what they needed to further their science (and
their careers) and disappeared, leaving behind very highly theoretical
descriptions of parts of the language, which were not utilizable for the
development of curriculum material. Communities are in fact in dire need
of dictionaries and descriptive grammars that will help educators prepare
better teaching materials and thus help reinforcing a trend of cultural and
linguistic reappropriation. It also means the beginning of a programme of
critical language awareness. According to Fairclough (1992:232):

Language training without language awareness is bound to

be language legitimation: that is, it is bound to present

problematical and contentious language practices

ideologically as simply the way things are done. The

development of the learner’s language practice should be

fully integrated with the concept of language awareness.

In our view, this means that a dictionary must not only be easily
searchable, in terms of lexical and semantic fields, word agreement, i.e.
gender and transitivity, but also (and most importantly) inform their
teaching material preparation and scholarship in cultural terms, 1.e. provide
information as to what specific cultural values are carried through the
words. We find that, as the makers of such a dictionary, we are responsible
to put efforts and emphasis also on cultural relevance. We also find it
necessary to trust and privilege the perspective of Native speakers whose
knowledge and even scholarship about the culture in question is undeniable.
Sometimes, we linguists are so keen on fitting everything into our so called
‘universal grammatical frames’ that we dismiss many potentially relevant
comments from the speakers consulted. For example, when the speaker
describing his/her language notes that it is sometimes hard to distinguish
between the verbalness versus nouniness of a word, most of us would react
by establishing binary criteria to fit the word into one or the other category,
while this intercategorial fuzziness is probably an essential feature of the
language and perfectly relevant to its description. In our dictionary many
occurrences were indeed entered by the Native lexicographer as intransitive
verbs and given definitions corresponding to nouns and vice versa. After
much debate and discussion, we opted not to interfere and to let the
language and the language speakers speak among themselves for
themselves.
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We, as lexicographers, decided that we must also trust the linguistic
intuition of native speakers/readers when deciding on the ‘naturalness’ of
such and such a corpus fragment. An example of a conflict between the
naturainess decision of a linguist and that of native speakers has to do with
what is considered a text that could be admissible into the dictionary. Some
linguists have criticized a particular text, i.e. the Setanoei/Micmac
Messenger, written by previous generations of Migmaq elders as non-
natural because the corpus is not spoken language and because the texts
have been published under the editorship of a non-native Migmaq speaker.’
Yet when we asked a native speaker who is considered by her community
as an excellent speaker * to read this document aloud, she says that “it
sounded like excellent old Migmagq.”’

Such data should hence be taken into account. In fact, in the context of
language transmission through schooling only, as is more and more the case
in most Migmaq communities, a dictionary may soon come to play the role
of a language standard. Should one accept this notion, it will have an impact
on the range of variation that one will include in the dictionary. From a
linguistic perspective, the more variation included in a dictionary, the better
it is, because it reflects the ‘real, objective situation.” In terms of the
speaking community, it is probable that cataloguing variation would
probably be perceived as a good idea, because each speaker could find
her/his own variety and feel confirmed as a good speaker. However, this is
an idealized scenario that exists only in the mind of the person constructing
a mental image of the situation. Observation in situ speaks eloquently (and
often painfully) about the constant and counter-productive struggle between
speakers of different varieties when no standard is made available. We need
look no further than the example of children telling their teachers that they
don't need to listen to them because their mother says the teachers don't
speak good Migmagq. Often all that this sort of comment means is that the
mother or grandmother doesn't speak the same variety as the teacher.
Another example concems the fact that we have seen adult students/teachers
dropping courses on Migmaq grammar because they were constantly
reprimanded by other students speaking a different variety.

However ‘unnatural’ it may seem to the scientific community, the fact
of proposing what is considered by a majority of speakers as a ‘higher-
status form’ alongside with different varieties would be a tentative way to
start solving the question of language awareness. Indeed, it would be a
gateway to introducing the notion of community-internal language planning
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as opposed to community-external language planning. In our opinion, given
the degree of endangerment reached by the Migmaq language at the present
time, combined with the degree of linguistic variation across the Migmaq
territory, community-internal planning achieved on a pan-Migmaq
consensus is a condition sine qua non to language survival. Someone has
to make the compromise and show the way. If such a consensus does not
soon emerge spontaneously at the community level, then we suggest that it
may be considered the responsibility of the scientific community to make
the protagomsts aware of the history, costs and benefits of language-
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Thus a critical observation of the notion of linguistic variation, without
an accompanying development of language awareness, may lead to more
deeply entrenched divisions between different groups of speakers. A
description of language variation is a perfectly sound scientific approach.
However, describing variation in endangered languages without making
speakers aware of its implications is somewhat risky. If a language is to
survive in our highly mediated competitive world, internal planning has to
be undertaken alongside with external planning. A probable, albeit more
fatalistic outcome of the lack of language awareness might be that speakers
of different dialect origin will remain disinclined to speak to each other in
Migmagq, choosing English as a practical and neutral standard. This is
something we have witnessed in the pan-Migmaq polyglossy. Ironically,
by being true to their theoretical precepts, linguists may be unwittingly
reinforcing a hegemonic relationship with the Migmaq. By applying the
data-gathering and data-selection protocols of theoretical linguistics to the
construction of an encyclopadic dictionary, a research enterprise having
larger social and political ramifications that does abstract linguistic theory,
we may be avoiding social and political issues related to language planning
on the one hand, yet on the other we might contribute to increasing the pace
of the disappearance process. Although maintaining the linguistic ideal of
respect of language variation, in fact, a dominant ideology of how
languages should be described and planned, the approach taken by North
American linguists, might play a significant role in the disappearance of the
Migmagq language. This is not to say that variation should not be described.
Rather, it should be described along with explanations of its role at the oral
level and its cost at the written one.
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2.3 Relevance and usefulness to the granting agencies

The concept of relevance and usefulness in the perspective of granting
agencies is yet another matter. There is no question that the guiding
principle of the granting agencies is to be fair to all applicants and to
distribute subsidies in a just and equitable fashion. However, the conflict of
interest between scientific objectives and indigenous community objectives
often produces a gap into which many applications fall. This approach is
adjunct to the fact that granting agencies are, to a certain extent, subject to
the political will of the political party in power, a will which is in turn
influenced by the ideologies underlying it.° Some manifestations of this
influence pertain to the structure and the political agendas of the granting
agencies themselves, but it is questionable whether one can impute any will
to an agency whose budget and existence is motivated by capital that is
distributed by the government. Currently the trend is to favor so-called
‘practical research’ and thus funding to ‘unnecessary’ or ‘frivolous’ fields

such as cultural studies and endangered language preservation enjoy less
status.

Another fact that influences adjudicating committees, although it is
rarely overtly expressed, is the fact that many jury members seem to think
that projects on indigenous languages can be sponsored by Heritage
Canada, which is rarely the case. Along the same lines, some jury members
still think that Canada already spends too much on indigenous issues, so
that the money from the granting agencies should be spared for ‘neutral’
(viz. white) science projects.” This sort of discourse is unfortunately quite
prevalent, even in progressive arenas such as the academy.

Facts and attitudes such as these can be very damaging to grant
applications. Heuristics for the evaluation of scientific objectives can be
limitless (and quite subjective) and assessors who aim at ‘the best’ in
science may end up writing things that are misinterpreted by adjudicating
committees thus confusing their judgment. For instance, from a narrow
scientific perspective making a dictionary may be judged as not innovative
enough because it does not entail specific theoretical problems.® Judgments
of value can also arise from the gap between the ideal and the feasible.
Hence an application may be judged in the light of what should ideally be
done instead of what can reasonably be done. The problem with this
situation is that what should ideally be done is also largely a matter of
opinion. Some assessors favor result dissemination in highly specialized
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refereed journals while others will favor dissemination at the level of
communities first. It is very possible that two adjudicators will criticize a
project based on two completely different sets of criteria, conditioned by
their ideological commitments. Unfortunately, the adjudicating committee
will often read such remarks as two negative points instead of choosing one
of the perspectives. In short, because SSHRC as a granting agency can fund
only two thirds of the applications, almost any conflicting comments from
two different assessors will be interpreted as a point against the proposed
project. Thus different orders of discourse (Foucault 1971), reflecting the
differing prioritics of the two communitics: those who study and try o
preserve endangered languages and those who engage in more mainstream
scientific research.

Another important problem relates to the nature of the differences
between scientific objectives and community objectives and in the way
these may influence the agencies through their adjudicating committees. At
the present moment, there is no mechanism for granting agencies to hear
from the communities involved in the projects. When the researcher goes
to the communities, s/he often gets strong approval for what s/he does,
including confirmation of the usefulness for and relevance to the needs and
the projects of the community. This approval, however, cannot be
transmitted directly to the SSHRC. Nor can evaluators be non-academic
experts at the present time. Thus we find a serious contradiction: although
the tricouncil in charge of ethical protocols in Canada states that science
must be useful and beneficial for the communities whose culture is the
object of the research to be carried out, none of its granting agencies have
a protocol to hear from these people. The other side of this coin is that when
communities finally get some money to spend on projects, many of them
prefer to invest the money and the effort in their own community, which is
completely understandable. The end result, however, is that the scientific
linguistic community is losing its voice and relevance in indigenous
communities. Even more sadly, the common objective — language
maintenance, preservation and encouragement — becomes more and more
threatened.

Facing this difficult situation, the only reasonable solution would be
that we who are involved in such affairs collectively request from the
SSHRC a separate committee on endangered language scholarship and that
we come together in finding a balance between scientific objectives and
ethical responsibility. This way the problematics of oppression, hegemony
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and self-determination unique to the arena of the study of endangered
languages will be engaged and addressed. This will also be a way for us, as
a community of scholars, to engage in collaborative programmes of critical
language awareness with the community who are our partners in that
research.

3. Other difficult questions, more specific to the Migmaq situation

In this section, we critically address two difficult questions specific to
the Migmaq community. First we discuss the problem of multiple writing
systems and how this affects the creation of an encyclopadic dictionary.
Second, we discuss dialectal variation and problems related to how it might
be represented in an encyclopaedic dictionary.

3.1 Issues surrounding writing systems

In the Migmaq world, the question of uniformization and
standardization of the numerous writing systems remains unanswered.
Although one can count more than a dozen different systems in the
extensive written Migmagq corpus, at the present time four different ones are
in use. In this subsection we will critically review the four systems and then
suggest a solution.

3.1.1 The Smith-Francis system

The Smith-Francis system is in use in Nova Scotia and especially in
Cape Breton. It was created and promoted when the Migmaq communities
had not yet realized that the language maintenance was at risk. This system
is phonological, obliging the user to know the language to be able to
pronounce written words correctly. For example, a morphemic boundary
inside a word triggers a morphophonological rule which influences the
voicing of unvoiced consonants. As it is difficult for a non-speaker (a
learner) to recognize morphemic boundaries, the learner cannot guess the
correct pronounciation from the orthography. This is a problem in a
situation where fewer and fewer native speakers are available as models for
the learners during the critical period of language acquisition. Another
problem with the Smith-Francis system is the use of an apostrophe to
indicate vowel length. In the context of electronic archiving and publishing,
problems arise, because in certain computer operating systems and database
programs (especially older ones), the apostrophe is a reserved character.
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This results either in the word not being recognized or it results in the
program interpreting the apostrophe as marking a word boundary. All of
this having been said, a fair amount of published literature and teaching
materials have been produced in the Smith-Francis writing system over the
past twenty years. There is also a general and stable community consensus
over it. It is thus predictable that, in the event of a reopening of a pan-
Migmaq discussion about uniformization, it seems very likely that the
Migmaq of Cape Breton would be reluctant to accept any change to their
already well-established writing system.

3.1.2  The Pacifique-Millea system

In New Brunswick, the official writing system is the Pacifique-Millea.
In the eighties when the last pan-Migmaq discussion occurred, New
Brunswick came very close to joining Nova Scotia and adopting the Smith-
Francis writing system. For community-internal reasons, a decision was
made to keep the old Pacifique orthography. Mrs. Mildred Millea, a leading
langage activist at the time, modified the Pacifique writing system by
introducing double vowels to mark vowel lengths. Since then, publications
by the New Brunswick government have been written in that system,
although some southern communities are said to have started to
‘unofficially’ use the Smith-Francis system in curriculum devolopment. The
northern communities (Babineau and Eel River Bar) generally make use of
the Watson Williams system (cf. section 3.1.3) for the same purposes.
These tendencies in writing system affiliations are interesting in that they
reflect more the ancient Migmaq Seven Districts division than
contemporary provincial borders.

3.1.3  The Watson Williams writing system

In Quebec, the official writing system is the Watson Williams one. It
is used in Listuguj and to some extend in Gesgapegiag, although the
spelling Gesgapegiag itself (i.e a ‘g’ instead of a ‘q’ at the end of the word)
reflects a divergence from the Watson Williams system. Beside unpublished
teaching materials, a few published leaflets and booklets, the most
important piece of work that has been published in the Watson Williams
writing system is the Gelulg Glusuaqan, a Migmagq translation of the New
Testament by Watson Williams and people from Listuguj. The on-line
Migmagq talking dictionary is also written in a marginally variant version of
the Watson Williams writing system (Mitchell 2002).
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3.1.4 The DeBlois writing system

A fourth writing system is used by Albert D. DeBlois in his Micmac
Lexicon (1994) and his Micmac Dictionary (1996). This system is a
modified version of the Pacifique system where vowel length is marked
with diacritics, which brings on much the same technical problems as those
discussed in section 3.1.2 for the apostrophe.

3.1.5 The Metallic writing system

Recently one of the most active and prolific Migmaq scholars, Mr.
Emmanuel N. Metallic, designed a new phonetically-based writing system.
This system is meant to be easy to read for non-speakers as well as for
speakers, and to facilitate an accurate pronunciation of the
morphophonological phenomena. Mr. Metallic is one of the co-authors of
the FElectronic Encyclopedic Dictionary of Contemporary Migmaq
(EEDCM) (Cyr, Metallic and Sévigny forthcoming) and has insisted on
using his writing system for the 13 500 lexical entries. When faced with this
choice, we asked ourselves whether this would mean more complexity in
an already complex situation. However, as we gained more experience
working with the Metallic system, and as we consulted an ever-growing
range of native and non-native speakers, educators, policy makers and
writers, we grew excited at the serendipity of our choice. Our experience
when showing the dictionary to a large selection of Migmagq teachers and
writers at the St. Francis Xavier/Antigonish L'nuisultnej conference in 1999
made it clear to us that the participants found it much easier to read than any
other system in existence and that they saw no problem in transposing the
words into their own local writing system whenever appropriate. The
participants also agreed with our explanation that writing the dictionary in
a writing system external to all communities was a way of avoiding
favouring one community writing system over another. This led us to
believe that the Metallic writing system can become a sort of scripta franca,
a writing system that is easy to read, to pronounce and to convert into local
orthographies. Thus convinced, we agreed to use his system as long as the
question of uniformization remains open.” Our position was explained
clearly on several occasions to persons in positions of authority in various
communities in the three provinces: as long as there is no consensus around
uniformization, there may appear as many new writing systems as there are
scholars who wish to invent them. Taking this stance indicated, from a
critical point of view, that to problematize the writing system issue as a part
of a program of critical language awareness and to attempt to reinitiate a



114

dialog about it among the communities is to take a significant step towards
finding a resolution for this hurtful problem.

3.2 Dialectal variation

In this section we discuss dialectal variation and the sorts of challenges
it brings to the table in the creation of an encyclopaedic dictionary. Dialect
variation in the Migmaq speech communities is not much different from
that in other indigenous speech communities. We briefly discuss phonetic
and lexical variation.

Variation manifests itself most evidently at the phonetic level. Some
communities display more archaic/classical tendencies, such as in
Gesgapegtag in Québec and Burnt Church in New Brunswick. Archaic or
classical, in our view as well as in the view of native speakers, means that
vowels and syllabic structures reflect more closely 19th and early 20th
century usage. Speakers of other varieties comment on this variety as ‘older
Migmaq’ or ‘past generations Migmagq.’ Other communities display more
advanced phonetic features, eg. Listuguj or Big Cove. By advanced we
mean that the language shows a more advanced phonetic and syllabic
erosion. More vowels have centralized as schwas or have totally
disappeared, leaving traces of morphophonemic phenomena (e.g. previously
intervocalic voiced consonants remaining voiced even in a new devoicing
syllable context). This type of Migmaq is occasionally referred to as
‘childish Migmagq,” which seems to mean that the users of this more
advanced variety sound, to the ear of speakers of the more classical variety,
like children or teens when they speak.

There is also a considerable amount of lexical variation. On the one
hand, this variation reflects universal tendencies in grammaticalization. On
the other hand, however, a new type of variation most certainly reflects the
political split imposed on the Migmagq as a people since the colonial era.
Indeed, it is our hypothesis that, before the Cession, First Nations were free
to travel across their vast territories and to organize social gatherings of
significant magnitude such as pow-wows and other gatherings. These most
probably had, among other things, a linguistic uniformization function.
What we mean by this is that, on these occasions, people had the
opportunity to compare the neologisms locally created over the year to
convey new concepts, artifacts or realities. The pan-Migmaq gatherings
probably functioned as a sort of ‘language academy’ or a ‘terminology
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center.” After 1831, when the first system of Indian reserves was
established, such gathering opportunities disappeared, leaving each
community more or less isolated in terms of global organization and
consensus. In the early seventies, following the Indian Red Book, the
federal government devolved education matters to each reserve
independently, the situation became even more isolating, to the point where
it can be judged as ‘isolationist.” Indeed until very recently, communities
opted for reserve-bound educational decisions and the idea of common
school boards was unheard of.

As a consequence, lexical variation has most probably increased
significantly through the past century. A symptom of this is the fact that
when one visits schools in Migmaq communities, one finds that simple
terms such as ladies rooms/men rooms are referred to with almost as many
different terms as there are communities. Another symptom is that, since the
reinstallment of pow wows, where people from the whole Migmaq country
come and gather, many individuals acknowledge that when they talk with
people from other communities, they prefer to speak English, even when
both parties are fluent speakers of Migmagq. This is largely because they
don't want to be laughed at, given the divergence in their way of speaking.
It is also common for people from one community to either marvel at or
mock the neologisms created in other communities.

3.2.1 Dialectal variation and dictionary construction

In the context of the making of a dictionary one cannot deny the
necessity of taking variation into account. However, although it seems ideal
to include all the local or regional varieties in each entry and/or article of
the dictionary, other approaches might be envisioned, particularly in the
context of urgent language planning and language teaching. On the one
hand, including all variation (morphosyntactic, lexical and/or phonetic) in
the dictionary, although perhaps important, is a costly enterprise. This has
not been possible during the making of the first version of our dictionary,
because our funding was insufficient to organize networks of consultants on
every relevant site, a basic condition for the achievement of such an
objective. On the other hand, given our previous discussion in this paper,
it seems necessary to propose an approach that will be profitable for
language planners and curriculum material developers. Pursuant to this,
there 1s a fair consensus toward the more archaic/classical variety as the
‘best’ one, regardless of whatever variety of Migmagq is used by different
speakers whom you might consult. In fact, both southern and northern



116

speakers (South of the Miramichi and North of the Miramichi) agree that
the most beautiful Migmaq variety is that of Burnt Church, a variety of
Migmaq which exemplifies classical Migmaq. In fact, beyond mere
eloquence, when it comes to lexical/morphological judgments, one reason
for granting a speaker the status of ‘very good speaker’ always has to do
with the fact that the speaker demonstrates an ability to speak with features
belonging to the past or older generation. In the perspective that our
dictionary will be abundantly used as a reference tool for the development
of curricular material, it seems to us equally necessary to include in the
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previous dictionaries, such as Rand (1888), and from written documents
from the past century, i.e. the Micmac Messenger, epistolary
correspondance, recorded speech, and other written and printed documents.

Our intention in doing so is to propose a language model which,
although not the most current at the present time, is one which is given the
status of being the best and most prestigious variety. We think that if there
is a chance to achieve a linguistic and socio-political consensus to adopt a
common variety for the purpose of language planning and development, it
would be around the adoption of this more classical variety. It would
become a transregional/transdialectal lingua franca which would be taught
in schools and be the locus for a pan dialectal regulating organism. Again,
we reinforce the notion that this can not be achieved without the creation of
such a language model being accompanied by or even being part of a
programme of critical language awareness. Creating awareness of the values
and ideologies underlying the adherence to or use of different dialects will
avoid the possibility that the Migmaq speech communities continue to
parcel out the language in groups of variants, each of which will have
relatively little status in the face of English and will fall into complete
disuse in the long run. The compromise inherent to the development of a
standard, while preserving variation in a digital archive (in an expanded
multi-modal, on-line version of the EEDCM) represents a cost-effective and
ideologically-sound idea (Sévigny forthcoming). This preserves the
indigenous language and quickly transfers stewardship of the linguistic and
cultural archive to the Migmagq, thus encouraging self-determination and
linguistic and cultural reappropriation.



117

4. Conclusion

We have critically discussed several issues relating to the creation of an
encyclopaedic dictionary for the Migmaq language. We reviewed the
concepts of ‘relevance’ and ‘usefulness’ and demonstrated how their
definitions can vary depending on who is using them. In our particular case
we discussed the importance of the three main protagonists in any play
involving indigenous research: academics, granting agencies and the
indigenous communities themselves. We showed that these groups do not
agree on what is to be considered relevant and useful, and that there is not
even the possibility of a proper discussion between the three groups, given
that there exists no forum in which to conduct such a discussion. In section
three we discussed two (among several) important problems one must face
when one wishes to construct an encyclopadic dictionary for Migmagq:
choosing a writing system and representing dialectal variation. We showed
that both issues are very politically charged and will only be resolved
through discusston and the beginning of a concerted programme of critical
language awareness. Finally, we briefly mentioned the idea of creating a
digital linguistic and cultural archive of the Migmaq language that would
constitute a step towards language preservation as well as a tool for critical
language awareness. There remain many issues to be discussed and many
problems to be resolved, but we think that with a concerted effort and
practical thinking on the part of the three groups we talked about in section
2, the Migmagq language can not only be preserved, but thrive.

Notes

1. This will be true until indigenous communities acquire the knowledge
and skills necessary for the construction of their own linguistics and
pedagogical resources.

2. The two decade estimation is based upon a linguist with minimal
resources (which is often the case in Canada, given funding trends in
the humanities and social sciences). It should be noted that for such a
dictionary to be useful, it would also have to address the idea of
encyclopadic knowledge. This, in and of itself, is very time-
consuming, given traditional, non-electronic research methods.
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A good example of this is the work of Father Pacifique who produced
thousands of pages of edited literary Migmagq in the Setanoei/Micmac
Messenger. Other works by missionaries and teachers that have been
preserved exist, but are often scormed by linguists as representing non-
natural language corpora. The problem is that when there are fewer and
fewer speakers of a native language, and the language is fragmenting
into dialectal variants heavily influenced by contact with English,
sometimes the return to a literary standard is the best means of
solidifying the language’s status in the community and resurrecting it.
Examples of this sort of languagc rcsuscitation are 1iebrew and Irish.

This is often because she speaks a more archaic/classical variety of
Migmagq, thus our intuition about using written corpus for examples.

On the question of naturalness of data/corpora in the case of languages
that have not yet undergone internal language planning we refer the
audience to the archives of the FUNKNET listserv where there was an
excellent, extensive discussion on this topic in 1996.

They are at least subject to the political party in power’s perception of
value of the research that they are supporting. In the current neo-
conservative climate, we have seen a shift towards the ‘practical’ and
the ‘applicable’ for example (notwithstanding a lack of any sort of
authoritative definition of these concepts).

We would not refer to this kind of situation if we had not heard such
opinions from the mouths of people sitting on SSHRC juries.

Although anyone who has participated in a project of indigenous
lexicography knows that there are many theoretical and technical
difficulties that have not even been problematized, given the novelty of
the field.

The fact remains that it is also relatively easy to write a macro that will
convert any writing system into another in a digital medium. .
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Grammaticalisation et perte des marques d'accord
sujet-verbe en francais acadien du Nord-Est

Louise Beaulieu, Université de Moncton
Wiladyslaw Cichocki, University of New Brunswick

1. Introduction

Aucours de leur évolution, la plupart des langues indo-européennes ont
connu une simplification importante de leur systeme d'inflexions. Parmt ces
langues, le frangais est certainement 1’une de celles dont I’évolution vers
une structure plus analytique a ét¢ des plus remarquables. Néanmoins, le
frangais moderne conserve encore des traces d’un riche systeme
d’inflexions, surtout au niveau du verbe.

L’évolution d’une langue vers une structure plus analytique est un
processus de nature cyclique (Givén 1976, 1979; Harris 1978; Lehmann
1985; Posner 1997, par exemple). C’est-a-dire qu’alors méme que certaines
flexions disparaissent, d’autres éléments qui ont plus ou moins la méme
fonction sont en voie de grammaticalisation. A leur tour, ces éléments
grammaticalisés seront peut-étre sujets a une perte de fonction et 4 une
restructuration dans une étape ultérieure de développement.

Ce mouvement de balancier est évident dans I’évolution de I’accord
sujet-verbe en francais. En latin et en ancien frangais, I’accord sujet-verbe
était marqué par un systeéme de flexions postverbales des plus complets qui
rendaient I'emploi des clitiques sujets optionnel. En frangais parlé moderne,
cet accord est presque uniquement du domaine des marqueurs de sujet, qui
pour la plupart sont devenus obligatoires, alors que les flexions postverbales
ont  toute fin pratique disparues. Sion en juge a partir de certains travaux
récents portant sur des variétés de frangais parlé (Lambrecht 1981, 1986,
Ossipov 1990, Roberge 1990, Auger 1994, 19935, 1998, Beaulieu et Balcom
1998, Fonseca-Greber 2000, Nadasdi 2000, par exemple), les marqueurs de
sujet sont méme souvent analysés comme des flexions préverbales d'accord
sujet-verbe, c’est-a-dire des éléments grammaticalisés. Quant aux flexions
postverbales d’accord sujet-verbe, dans la plupart des variétés de frangais
parl¢, 1l ne reste plus que la flexion -ez de deuxiéme personne du pluriel
(vous parlez), puisque la premiere personne du pluriel qui porte la flexion
postverbale -ons, (nous parlons) a laissé la place i la troisiéme personne du
singulier (on parle) qui elle n’a pas de flexion postverbale.'
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La grammaticalisation des marqueurs de sujet est le plus souvent traitée
comme un changement linguistique en cours (Bally 1965, Ashby 1977,
Harris 1978, par exemple). Plusieurs études portant sur le frangais parlé
(Lambrecht 1981, 1986 Auger 1994, 1998, Papin et Rottet 1997, Fonseca-
Greber 2000, Nadasdi 2000, Beaulieu, Cichocki et Balcom 2001, par
exemple) montrent en effet que le degré de grammaticalisation des divers
marqueurs de sujet et le niveau de perte des flexions postverbales varient
selon les personnes grammaticales et qu’il s’agit 1a de processus contraints
par une diversité de facteurs linguistiques et extralinguistiques.

Cet article présente une étude exploratoire de la variation dans les
flexions verbales d’accord sujet-verbe dans une variété de frangais acadien
parlé dans le nord-est du Nouveau-Brunswick, Canada (dorénavant
FANENB). Plus spécifiquement, il s'agit d'une analyse des tendances dans
la grammaticalisation du marqueur de sujet /i/ (dorénavant i-) a la troisiéme
personne du pluriel (dorénavant 3pl) et dans la perte ou le maintien de la
flexion postverbale traditionnelle 3pl -ont. La variation présente dans
I’emploi de ces flexions est €tudi¢e dans quelques contextes linguistiques
et d'aprés certains facteurs extralinguistiques, plus particulierement I'age, le
sexe et le réseau social.

Dans la premiére partie de cet article, nous présenterons les formes que
prend I’accord sujet-verbe 3pl en FANENB et nous dégagerons les variantes
qui serviront a cemner les tendances dans le degré de grammaticalisation et
de perte ou de maintien des flexions pré- et postverbales. Nous
examinerons ensuite ces processus dans les contextes linguistiques et
extralinguistiques retenus.

2. L’accord sujet-verbe 3pl en francais acadien du nord-est

En FANENB, la troisiéme personne du pluriel est un terrain des plus
fertiles pour analyser les processus de grammaticalisation, de perte et de
maintien des flexions verbales.

D’abord, on sait que peu importe la variété, la troisiéme personne est
un environnement moins favorable a la présence des marqueurs de sujet que
la premiére et la deuxiéme personne ce qui entraine un emploi non
catégorique des formes, c¢’est-a-dire de la variation. Givon (1979) explique
cette différence entre les trois personnes en invoquant le plus haut degré
d’implication — en tant que participants — de la premicére et de la deuxieme
personne versus la troisiéme et la présence possible d’un sujet lexical a la
troisiéme personne qui rend I’emploi du marqueur de sujet superflu pour les
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fins de la communication. En conséquence, alors que les marqueurs de
sujet je et nous de la premiére personne et tu et vous de la deuxiéme
personne sont a toute fin pratique obligatoires en FANENB comme en
témoignent les exemples (la) et (1b), ceux de troisiéme personne, peu
importe leur genre et leur nombre, sont sujets a la variation tel qu’illustré
en (Ic), (1d) et (1e).

(1) a. Moi j’mange pas de ¢a.

*Moi mange pas de ¢a.

b. Toi t’es venu trop tard.
*Toi es venu trop tard.

c. L’infirmiére a vient demain.
L’infirmiére vient demain.
Yelle a vient demain.
Yelle vient demain.

d. Marc i part rarement a ¢’te heure-1a.
Marc part rarement a c’te heure-la.
Lui 1 part rarement a c’te heure-la.
Lui part rarement a c’te heure-la.

e. Les p’tites i parlent pas de lui.
Les p’tites parlent pas de lui.
Zeux i parlent pas de lui.
Zeux parlent pas de lui.

De plus, le FANENB a une flexion postverbale d’accord sujet-verbe 3pl
qui présente aussi un niveau intéressant de variation. En effet — si la seule
flexion postverbale d’accord sujet-verbe encore utilisée dans la plupart des
variétés de frangais parlé, -ez a la deuxiéme personne du pluriel, est
obligatoire en FANENB comme dans la plupart des autres variétés de
frangais tel qu’exemplifié en (2a) — le FANENB a cependant une flexion
post verbale 3p] traditionnelle -ont/-iont qui elle est sujette a la variation.
Dans les paradigmes des verbes les plus communs ~ les verbes qui n'ont
qu'un radical 3pl au présent (aimer, finir, prendre, etc.) — la flexion
postverbale -ont alterne avec le suffixe -ent, un morphéme zéro () tel que
montré en (2b).

(2) a. Vous fermez toujours c'te porte 1a?
*Vous ferm-g toujours c'te porte 1a?
b. I fermont toujours c'te porte-la?
I ferment toujours c'te porte 1a?
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Dans les paradigmes des verbes qui ont deux radicaux 3pl au présent de
Iindicatif en FANENB (aller, avoir, étre, faire), la forme verbale
traditionnelle en -ont alterne avec une forme montrant un changement de
radical (dorénavant forme a infixe) tel que montré en (3a) et (3b) ou avec
deux formes: Iune montrant un changement de radical et ’autre un
morphéme zéro comme exemplifié¢ en (3¢) et (3d).

(3) a. i1avont/iont (avoir)
b. 1étiont/1 sont (étre)
c. iallont/1ivont/iallent (aller)
d. 1ifaisont/ i font/ i faisent (faire)

Finalement, dans certaines constructions syntaxiques spécifiques, les
verbes 3pl peuvent aussi porter un accord par défaut, ¢’est-a-dire un accord
de troisi¢éme personne du singulier tel qu’illustré en (4).

(4) a. Tous les enfants ¢a fait ¢a.
b. Ily aben des femmes qu’a déja dit ¢a.

Notons que ce type d'accord se retrouve dans plusieurs variétés de
frangais parlé, surtout dans les constructions relativisées (Bauche 1946, Frei
1929/1971, Flikeid et Péronnet 1989, King 1994, Mougeon et Beniak 1994,
Beaulieu et Balcom 1998, parmi d’autres).

2.1. Les données

Les données utilisées dans cette analyse sont extraites d’un corpus
sociolinguistique de langage spontané recueilli au début des années 90,
aupres de 16 locuteurs et locutrices de frangais acadien provenant d'une
petite ville de péche, Shippagan, située dans le nord-est du Nouveau-
Brunswick au Canada (voir Beaulieu 1995). Pour les fins de cette étude
exploratoire, nous avons analysé 48 heures d’enregistrement: soit 24 heures
en situation intra-groupe (tous les individus présents sont des locuteurs
natifs de FANENB) et 24 heures en situation extra-groupe (au moins un des
individus présents est un locuteur d’une autre variété de frangais). De ces
48 heures, nous avons extrait 4 663 occurrences de séquences verbales
portant une marque d’accord 3pl ou qui d’apreés la référence ou la source de
’accord sujet-verbe sont des variantes 3pl.
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2.2. Les variantes

Etant donné que la question qui nous intéresse est la grammaticalisation
et la perte ou le maintien des flexions verbales, les formes 3pl ont été
classifiées d’apres les affixes d’accord sujet-verbe que porte le radical du
verbe. Au moins 7 groupes de formes ont été relevés a partir des
combinaisons possibles d’affixes. De ces groupes, cing (dorénavant
variantes 3pl) ont été retenus pour les fins de la présente analyse.

Les variantes qui ont ét¢ retenues sont présentées au tableau 1. Le
premier groupe (- V-g) rassemble les formes verbales qui a I’oral ne portent
aucune flexion d’accord sujet-verbe. La deuxiéme variante (g-V"™)
regroupe les verbes marqués uniquement par un changement de radical. Le
troisiéme groupe de formes est la variante i-V-g qui décrit les combinaisons
constituées d’un radical portant une flexion préverbale d’accord i- et un
morpheme zéro en position postverbale.

Les formes marquées par une flexion préverbale et un infixe constituent
une quatriéme variante i-V"X€ et celles qui portent une flexion préverbale
et une flexion postverbale traditionnelle, une cinquiéme i-V-ont.

Quant aux formes qui n’ont pas été retenues, il s’ agit d’abord de celles
qui portent une flexion postverbale traditionnelle mais qui n’ont pas de
flexion préverbale (o-V-ont) et ensuite de celles dont le marqueur de sujet
est ¢a, ce et ¢’. Les formes du premier type (8-V-ont) ont été exclues de
P’analyse puisqu’elles ne constituent pas a proprement parler une variante.
Beaulieu et Balcom (1998:17) ont mentré qu’en FANENB, la flexion
postverbale -ont apparait pratiquement toujours en cooccurrence avec la
flexion préverbale i- et qu’étant donné le petit nombre de verbes portant la
flexion postverbale -onf seule, ces formes doivent étre interprétées comme
des erreurs de performance. Dans le corpus analysé on trouve 14
occurrences de la flexion postverbale -ont sans i- préverbal sur un total de
693 formes ayant une flexion postverbale -ont ce qui représente environ 2%
de ces formes et moins de 0, 3% de I’ensemble des données. Ces 14
occurrences ont donc été exclues des analyses. Nous avons aussi mis de
c6té, pour le moment, 114 occurrences de verbes dont la source de 1’accord
sujet-verbe est une forme 3pl mais dont le radical est précédé de I’un des
clitiques sujets ¢a, ce et ¢’ comme dans I’exemple en (4a). 11 va sans dire
que ces formes exigent une analyse indépendante puisqu’elles présentent
des caractéristiques différentes de celles discutées dans la présente étude.
Ces formes feront I’objet d’une étude ultérieure.
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Tableau 1: Variantes 3pl en FANENB

Variante Fréquence Exemples
N=4 535
2-V-g 1131 Les plus vieux faisent ¢a.
g-V/infixe 900 Les plus vieux font ga.
Les plus vieux fait ¢a.
i-V-g 900 Les plus vieux i faisent ¢a.
i-yinfixe 925 Les plus vieux i font ¢a.

Les plus vieux i fait ¢a

1-V-ont 679 Les plus vieux i faisont ga.

3. Les contextes linguistiques et extralinguistiques

D’apres certaines études portant sur des variétés de frangais parlé
(Auger 1998, Fonseca-Greber 2000, Nadasdi 2000, Beaulieu, Cichocki et
Balcom 2001, parmi d’autres), plusieurs facteurs sont en mesure de
contribuer a I’explication de la variation des marqueurs de sujet et des
flexions postverbales d’accord sujet-verbe. Les données du présent corpus
ont donc ét€ encodées pour une vingtaine de contextes linguistiques et cing
facteurs extralinguistiques.

3.1. Les contextes linguistiques

Les contextes linguistiques d’intérét définissent un ensemble de
caractéristiques qui portent sur le verbe lui-méme et les aspects
phonologiques, sémantiques, morphologiques et syntaxiques de
I'environnement dans lequel il apparait. Cependant, il ne serait pas
particuliérement intéressant, ni méme faisable, d’inclure tous ces contextes
dans une analyse multivariée des 4 535 occurrences retenues. En effet,
I’ensemble du corpus 3pl ne constitue pas a proprement parler une variable
puisque tous les contextes linguistiques ne sont pas nécessairement
pertinents a chacune des occurrences 3pl et que de plus, certains contextes
declenchent 1'emploi de sous-groupes spécifiques de formes ou variantes.
Si on veut parvenir a définir de fagon exhaustive la variation présente dans
ce corpus, il est nécessaire d’effectuer des analyses  partir de sous-groupes
d’occurrences qui elles constituent des variables dans un sens plus strict du
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terme. En d’autres mots, des groupes délimités de formes qui apparaissent
dans des contextes linguistiques comparables, sinon équivalents.

La premiére étape dans I’étude des processus de grammaticalisation et
de perte ou de maintien des flexions d’accord sujet-verbe est donc une
analyse exploratoire qui permet d’examiner de fagon assez générale la
présence et I’absence des flexions i- et -ont dans les contextes linguistiques
et extralinguistiques et de déterminer les contextes et possiblement les
regroupements de contextes qui constituent des variables.

Dans la suite de cet article, nous examinons donc cette question de
fagon assez globale, c’est-a-dire dans les quelques contextes linguistiques

qui sont pertinents a I’ensemble du corpus 3pl. Ces contextes sont présentés
au tableau 2.

Le premier contexte linguistique pertinent a I’ensemble des données est
le temps et le mode du verbe. Dans la présente étude ce contexte a trois
niveaux: l'indicatif présent, l'imparfait et le conditionnel présent. La
question que nous voulons examiner par rapport a ce contexte est ’effet du
présent de I’indicatif versus I’effet de I’imparfait et du conditionnel sur
I'emploi des marqueurs i- et -ont. Etant donné que I’on peut considérer le
temps présent comme le temps non marqué (Klausenburger 2000) et qu'en
l'absence de contraintes plus fondamentales, on s'attend a ce la diffusion des
innovations linguistiques se fasse plus rapidement dans les éléments de la
langue qui sont non marqués, le temps présent devrait étre plus favorable
a la présence du marqueur i-. En ce qui a trait a la terminaison postverbale
-ont, si le processus en jeu est la maitien de cette flexion, la fréquence de -
ont devrait aussi étre plus élevée avec le présent, ou au contraire, moins
élevée si le changement en cours est la perte de cette flexion.

Le nombre du suffixe ou de I'infixe que porte le verbe est un autre
contexte qui peut étre étudié pour I’ensemble du corpus. Les niveaux de ce
contexte distinguent les affixes qui a ’oral sont pluriels (aimont, perdent,
finissent, font, etc.), de ceux qui sont singuliers (a, perd, finit, fait, etc.) ou
ambigués (aiment, parlent, etc.). La question pertinente en ce qui a trait a
ces affixes est I’influence qu’ils exercent sur la présence du marqueur
préverbal i-. En effet, si la flexion postverbale -onf requiert la présence de
- et que ce marqueur mixte représente un stade entre le marquage
postverbal et le marquage préverbal (Beaulieu et Balcom 1998:21), on peut
s'attendre a ce que les infixes pluriels montrent une tendance semblable a
celle de la flexions postverbale -ont. C’est-a-dire que les verbes qui portent
une terminaison ou un infixe pluriel auront tendance a apparaitre plus
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souvent avec le marqueur préverbal i- que les verbes dont les affixes sont
singuliers ou ambigués.

Tableau 2: Contextes linguistiques pertinents a I’ensemble du corpus

Contexte Valeurs Exemples

Temps du verbe indicatif (1) aiment / (i) font
présent (i) aimaient / 1 aimiont
imparfait (i) aimeraient / i aimeriont
conditionnel

Nombre de l'affixe pluriel i aimont / (i) font / (i)

postverbal ou de ambigué prennent

Uinfixe singulier (1) aiment

(i) est/ (i) prend

Elément dans la

du sujet

position syntaxique

item lexical
pro
pro-arbitraire

trace Qu

oui, les enfants (i) aiment ¢a
oui, [pro] (i) aiment ¢a

par icitte, {pro-arbitraire] (i)
font ¢a, le printemps

c’est les hommes qu’ [trace

Qu] ont ¢a

Finalement, un troisi¢éme contexte qu’il est possible d’inclure dans une
¢tude préliminaire des données est la nature de I'élément qui occupe la
position syntaxique du sujet dans la phrase dans laquelle apparait la forme
3pl. On sait que toute proposition a une position structurale pour le sujet
mais que la nature de 1’élément qui I’occupe et les propriétés de cette
position varient (Roberge 1990). Dans certains types de phrase, la position
syntaxique du sujet est remplie par un sujet lexical réalisé tel les enfants en
(5a). Dans d’autres propositions, cette position est occupée par un sujet non
réalisé ou un sujet nul.

(5) a. Les enfants (i) aiment ga.
b. Les enfantsiaiment tu ¢a ? Oui, [pro] i aiment ga.
c. Par icitte, la péche au homard [pro-arbitraire] i font ¢a
seulement le printemps.
d. C’estles hommes qu’ [trace Qu] ont ¢a.

Ce sujet non réalisé est parfois ‘pro’; c’est-a-dire, un sujet nul qui a une
source ou une référence ailleurs dans le discours (Roberge 1990), tel
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qu’exemplifié en (5b). Dans certaines phrases, pro n'a pas de source ou de
référent dans le discours, il s'agit d'un pro indéfini que Jaeggli (1986) et
Zribi-Hertz (1996:230) appellent ‘pro-arbitraire.” Ce type de phrase est
illustré en (5c). Finalement, dans d’autres constructions telles que les
relatives sujets, les clivées, les pseudo clivées et diverses structures
relativisées qu’on pourrait regrouper sous I’étiquette ‘structures a
présentatif” (voir Lambrecht 1981), 1a source ou la référence de l'accord
sujet-verbe est un élément relativisé qui occupe une position a I'extérieur de
la proposition et la trace Qu de cet élément occupe la position syntaxique
du sujet tel qu’illustré en (5d). Etant donné d’une part que pro se doit d'étre
récupérable, que ce soit par la morphologie verbale, par les items lexicaux
ou les deux (Roberge 1990) et que d’autre part, un sujet lexical réalisé rend
la présence d'un marqueur de sujet superflu quand il s’agit de préciser la
source ou la référence (Givon 1979, Fonseca-Greber 2000), on s’attend a
ce que pro-arbitraire et pro dans la position syntaxique du sujet soient des
environnements beaucoup plus favorables a la présence de i- que ne I’est un
item lexical dans cette position.

3.2. Les contextes extralinguistiques

Trois contextes extralinguistiques ont €té retenus: le sexe, I’age et le
réseau social des locuteurs. Chacun de ces contextes a au moins deux
niveaux: femme et homme (le sexe), jeunes adultes — 20 a 32 ans et adultes
plus agés — 38 4 54 ans (I’age) et réseau ouvert et réseau fermé (le réseau
social). Pour ce dernier facteur, un réseau social fermé signifie que les liens
sociaux des individus se limitent aux membres de la famille, aux collégues
de travail, aux amis et aux voisins; alors que le terme réseau ouvert
s'applique a un informateur qui a en plus de ses liens avec les proches, des
contacts dans différents groupes professionnels et sociaux dans la
communauté ou a l'extérieur de la communauté.

Les croisements entre réseau social, sexe et 4ge ont aussi été considérés.
Cette approche est motivée par des résultats comme ceux de Milroy (1980)
dans ses recherches a Belfast qui note des interactions entre sexe et réseau,
et ceux de Labov (2001:329-334) qui, en utilisant une méthode statistique
différente pour analyser les mémes données que Milroy, fait ressortir une
interaction entre le réseau et les différents quartiers de Belfast. Quant au
réseau social dans nos données de francais acadien, on sait que les individus
du réseau fermé utilisent les formes liées aux normes de la communauté
plus que les individus qui ont un réseau ouvert (Beaulieu 1995, par
exemple), ce qui suggére que la forme i-V-ont, une forme acadienne

traditionnelle, devrait étre plus fréquente dans la performance des locuteur
qui ont un réseau fermé,
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4. La variation
Regardons d’abord la distribution générale des formes pour I’ensemble

du corpus selon les types de verbe, c’est-a-dire le nombre de radical 3pl du
verbe au présent. Ces données sont présentées au tableau 3.

Tableau 3: Distribution des formes dans le corpus d'aprés les deux
types de verbe

Type de 8-V-o | -V"™ | i-V-g i-viete | iV_oont
Verbe
TYPE I 37,4% | 1,8% 38, 1% 0, 6% 19, 1%
(aimer, finir,
etc.)
39, 8% 38,7% 19, 1%
TYPE II
(avoir, aller, 14,8% | 31, 8% 5, 8% 33, 7% 11, 3%
étre, faire)
46, 6% 39, 5% 11,3%

La distribution présentée au tableau 3 montre que les fréquences
d’emploi des formes varient considérablement selon les types de verbe. Par
exemple, quand les verbes qui n’ont qu’un seul radical 3pl au présent, tels
aimer, finir, prendre, etc. (dorénavant verbes de Type I), portent un ou des
affixes d’accord sujet-verbe, il s’agit d’affixes pré- et postverbaux (i-V-o
=38,1%:; 1-V-ont=19,1%) car ce type de verbe n’a pas de deuxiéme radical
3pl. Pour ce groupe de verbes, les pourcentages de formes a infixe (- V™
= 1,8%; i-V"™ = (,6%) montrés au tableau 3 n’incluent que des formes
dont le radical est singulier comme par exemple, finit, part, etc. Au
contraire, les verbes qui ont plus d'un radical 3pl au présent (dorénavant
verbes de Type II), sont le plus souvent employés avec le radical irrégulier
3pl (o-V™™e= 31,8%; i-V™™ = 33,7%). Les formes portant un marqueur
préverbal seul ou un marquage mixte (marqueur préverbal i- et marqueur
postverbal -ont) sont beaucoup moins fréquentes (i-V-g = 5,8%; i-V-ont =
11,3%) pour cette catégorie de verbes.

En ce qui a trait & la fréquence de la flexion préverbale i-, on constate
que 57, 8% des verbes de Type I (38,7% + 19,1%) portent une flexion
préverbale, alors que 39,8% sont des variantes sans flexion préverbale.
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Pour les verbes de Type II, les variantes avec flexion préverbale
représentent 50,8% des données (39,5% + 11,3%) et les variantes sans
flexion préverbale 46,6% des données. D’aprés les fréquences montrées au
tableau 3, la différence entre les verbes de Type I et les verbes de Type I1
en ce qui a trait a la présence du marqueur préverbal soit 7% semble en
partie attribuable a ’emploi plus fréquent de la variante traditionnelle i-V-

ont avec les verbes de Type I (19,1% comparé a 11,3% pour le verbes de
Type II).

En somme, la présence de la flexion préverbale i- est un phénoméne
relativement commun puisque peu importe le type de verbe et la nature des
autres affixes (-ent, -ont, infixe (radical irrégulier)) que porte le verbe, cette
flexion peut étre présente et tous les verbes confondus, plus de la moitié des
occurrences 3pl portent cette flexion.

Quant a la flexion postverbale -ont, on note que 19,1% des verbes de
Type | portent cette flexion, alors que 75,5% (37,4% + 38,1%) ont une
flexion -ent (@) et que 2,4% (1,8% + 0,6%)sont des formes avec des
radicaux singuliers. Quant aux verbes de Type 11, qui en plus des flexions
-ont et @ postverbales, ont une forme a infixe 3pl, 11,3% d’entre eux portent
un flexion postverbale -ont; 20,6% (14,8% + 5,8%) une flexion @ et 65,5%
(31,8% + 33,7%) sont des formes avec un radical irrégulier 3pl.

C’est donc dire que la flexion postverbale -ont a une fréquence assez
limitée (en moyenne 15% du temps) et qu'elle est beaucoup moins utilisée
que ses contreparties, la flexion -ent (48%) et les formes a infixe (32%). De
plus, soulignons encore une fois que cette flexion traditionnelle fait partie
d’une forme mixte qui exige la présence de la flexion préverbale i- comme
c’est le cas pour I'autre flexion postverbale du FANENB -ez 4 la deuxiéme

personne du pluriel qui est elle aussi toujours accompagnée du marqueur de
sujet vous.

4.1. Les flexions verbales et les contextes linguistiques

Regardons maintenant les fréquences des flexions i- et -ont dans les
différents contextes linguistiques.

4.1.1. La grammaticalisation de i- preverbal

En ce qui a trait a la fréquence de i-, on constate d’apreés les résuitats au
tableau 4 que pour les deux types de verbe, les contextes qui semblent les
plus favorables a la présence de la flexion préverbale i- sont, parmi les
temps de verbe, le temps présent; parmi les différents affixes de nombre, les
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affixes pluriels; et parmi les éléments dans la position syntaxique du sujet,
la présence de pro-arbitraire dans cette position.

Le premier résultat, c’est-a-dire I'emploi plus fréquent de i- avec les
verbes portant des marqueurs de temps présent (61,2% et 56,9% versus
48,4% et 33,8% pour I’imparfait et 48,6% et 52,8% pour le conditionnel
présent), suggere qu'en l'absence de contraintes plus fondamentales, le
temps présent qui est un temps non marqué dont la fréquence d’emploi est
élevée (75,5% des verbes du corpus) est un contexte plus propice a la
diffusion d'un changement linguistique. Cependant, on constate que pour
les verbes de Type Il. la différence entre les fréquences de i- au présent
(56,9%) et au conditionnel (52,3%) n'est pas trés importante. Ceci suggére
que d'autres contraintes sont aussi en jeu. Nous en reparlerons un peu plus
loin dans cet article.

Le deuxiéme résultat, relatif au nombre de la flexion postverbale ou de
I’infixe que porte le verbe, montre que dans I'ensemble, les affixes qui sont
clairement pluriels, ¢’est-a-dire -ont et les radicaux pluriels, favorisent la
présence du marqueur de sujet i-; 81,5% du temps pour le verbes de Type
[ et 62,7% pour les verbes de Type I1. De toute évidence, les pourcentages
relatifs a la flexion plurielle -ont qui n’apparait jamais sans le marqueur
préverbal i- rend compte d’une partie de ces résultats. Cependant, étant
donné les taux de fréquence ¢élevés de i- avec les radicaux pluriels, on peut
se demander si toutes les formes qui portent deux flexions 3pl sont en voie
de devenir des formes mixtes, c'est-a-dire des formes dans lesquelles la
présence du marqueur i- est obligatoire si un autre affixe pluriel est présent.
Les résultats relatifs aux facteurs extralinguistiques permettront de discuter
un peu plus en détails de cette question.

Finalement, en ce qui a trait a I’effet de I’élément qui occupe la position
syntaxique du sujet, on note qu'un pro-arbitraire est le contexte syntaxique
le plus favorable a la présence de i- préverbal (96,7% et 93,7%). Ce
contexte est suivi de pro avec référence (92,6% et 88%) et de I’item lexical
(26,9% et 20,1%). C’est donc dire que i- est plus fréquent dans les
contextes qui sont les moins précis au niveau de la communication: d’abord
pro-arbitraire qui n’a aucune référence dans le discours, puis pro, qui a une
référence dans le discours mais dont la position est éloignée par rapport au
verbe et finalement, ’item lexical, le contexte dans lequel la référence
précede immédiatement le verbe. En d’autres mots, la nécessité de
récupérer les traits de pro et le besoin de préciser la source ou la référence
pour les fins de la communication sont des éléments importants dans la
présence de i-.
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Tableau 4: Fréquences de i- préverbal dans les divers contextes
linguistiques

Nature du | Valeurs Type I Type li Fréquence du
Contexte Fréquence | Fréquence | Contexte
I- I- Dans Le
préverbal | préverbal | Corpus
Temps du présent 61, 2% 56, 9% 75, 5%
verbe imparfait 48, 4% 33, 8% 22, 6%
condition 48, 6% 52, 3% 1, 7%
nel
Nombre de | pluriel 81, 5% 62, 7% 59, 0%
l'affixe ambigué 42, 3% 24, 0% 37, 5%
post- singulier 8, 2% 0, 0% 3,3%
verbal ou
de l'infixe
Elément pro- 96, 7% 93, 7% 15, 0%
dans la arbitraire 92, 6% 88, 0% 39, 7%
position pro 26, 9% 20, 1% 19, 7%
syntaxique | item (94, 2%) (90, 3%) 235, 2%
du sujet lexical
trace de
Qu

Quant aux constructions relativisées qui ont une trace Qu dans la
position syntaxique du sujet, les résultats relatifs a ce contexte différent
selon I’analyse syntaxique de /ki/ qui est privilégiée. Si [ki] ou [k] qui
apparait dans ces constructions est analysé comme un seul morphéme, le
pronom relatif qui tel qu’illustré dans les exemples en (6a) et en (6b), on
doit convenir que tous les segments /i/ réalisés devant le radical du verbe
appartiennent au pronom relatif et que les fréquences d’occurrence du
marqueur de sujet i- dans ce contexte sont nulles.

(6) a. 11y ades films qui [trace Qu] est intéressants.
b. 11y a des affaires qu(i) [trace Qu} est méchantes.
c. Ily ades films qu(e) [trace Qu] i-est intéressant.
d. 11y ades affaires qu(e) [trace Qu] est méchantes.

Cependant, si /ki/ est analysé comme étant deux morphémes, le
complémenteur que et le marqueur de sujet i- (voir Auger 1994, Fonseca-
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Greber 2000 et les études citées dans ces travaux pour des discussions
détaillées de cette analyse), tel qu’illustré en (6¢) et (6d), les fréquences de
i- préverbal sont relativement élevées (94,2% et 90,3%) et une trace Qu
dans la position syntaxique du sujet devient un contexte favorable a la
présence de 1’affixe préverbal. Etant donné que le choix entre ’une ou
I’autre de ces analyses est une question qui dépasse largement le but de cet
article, soulignons seulement que les résultats relatifs a I’analyse de /ki/ en
tant que complémenteur et i- préverbal sont ceux qui seraient les plus
cohérents avec les tendances mises a jour dans la présente étude.

4.1.2. La perte ou le maintien de la flexion postverbale -ont

Les fréquences de la flexion traditionnelle -ont, ou plutdt de la flexion
mixte i- -ont, dans les divers contextes linguistiques suivent plus ou moins
le modele que nous venons de présenter pour la flexion préverbale bien que
cela ne soit pas nécessairement évident d’aprés les résultats montrés au
tableau 5.

D’abord, en ce qui a trait au temps du verbe, il semble que -ont soit plus
fréquent au temps présent quand il s’agit des verbes de Type I et moins
fréquent quand i1 s’agit des verbes de Type II; alors que le conditionnel
semble étre le contexte le plus favorable a -ont pour les verbes de Type 11
et le moins favorable pour les verbes de Type 1. Sion regarde de plus prés
ces pourcentages, ils sont cohérents avec la suggestion que la diffusion d’un
changement se fait plus facilement parmi les éléments non marqués.

En effet, pour les verbes de Type I, peu importe le temps du verbe,
I'emploi d'une variante est presque exclusivement un choix entre 1'une ou
l'autre des flexions postverbales, -ont et -ent (94,6% des données). Le fait
qu’un temps soit marque ou non peut donc avoir une influence directe sur
I’emploi de l'une ou l'autre de ces flexions. C'est pourquoi, le présent
semble favoriser I'emploi de -ont.
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Tableau 5: Fréquences de i- -ont dans les divers contextes linguistiques

Nature du Valeurs Type 1 Type Ii Fréquence du
Contexte Fréquence | Fréquence Contexte
-Ont -Ont Dans Le
Postverbal | Postverbal Corpus
Temps du | présent 21,7% 9,4% 75, 5%
verbe imparfait 14, 3% 18, 8% 22,6%
conditionn 5,5% 21, 4% 1, 7%
el
Elément pro- 47, 7% 27, 8% 15, 0%
dans la arbitraire 25, 0% 17, 3% 39, 7%
position pro 8, 5% 4, 6% 19, 7%
syntaxique | item 1, 0% 0, 0% 25,2%
du sujet lexical
trace Qu

Cependant, pour les verbes de Type 11, au présent, les formes qui ont
une flexion postverbale (-ont, -ent) sont peu fréquentes (31,9% des
données) puisqu'elles sont en compétition avec les formes a infixe qui elles
prévalent (74,5%). Aucontraire, a l'imparfait et au conditionnel, les formes
a flexion postverbale (-ont, -ent} représentent pratiquement 100% des
données comme pour les verbes de Type [. C’est donc dire qu’au temps
présent, un élément plus important que te temps du verbe — il s’ agit bien str
de la dominance des formes a radical irrégulier — affecte les fréquences de
la flexion postverbale -ont.

Quant au contexte relatif a 1'¥lément dans la position syntaxique du
sujet, on note que -ont est plus fréquent dans les contextes dans lesquels i-
est plus fréquent. Ce résultat n’est pas étonnant puisque -ont est toujours
en cooccurrence avec i-. Soulignons cependant les fréquences tres basses
de -ont dans les constructions qui ont une trace Qu dans la position
syntaxique du sujet. Ce résultat n’est pas surprenant non plus puisqu’en
francais informel, le verbe des constructions relativisées porte souvent un
accord par défaut, soit un accord de troisiéme personne du singulier
(Bauche 1946, Frei 1929/1971, Flikeid et Péronnet 1989, King 1994,
Mougeon et Beniak 1994, Beaulieu et Balcom 1998, parmi d’autres).
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En somme, parmi les contextes linguistiques, ceux dans lesquels la
flexion préverbale i- et la flexion postverbale -ont montrent des fréquences
plus élevées sont: le temps de verbe non marqué, la présence d'autres affixes
pluriels et les contextes syntaxiques qui nécessitent la présence du marqueur
de sujet afin de rendre le discours moins ambigué. Etant donné, que i- et
-ont constituent un marqueur mixte et que les contextes qui semblent
favoriser la présence de -ont postverbal sont plus ou moins les mémes que
ceux qui favorisent la présence de i- préverbal, il semblerait approprié a
partir des données analysées de parier du maintien de la flexion postverbale

atte Nuact A + wma lo cantimm s o
-ont et non de sa perte. Cette question sera discutée dans la section qui suit

qui porte sur les contextes extralinguistiques.
4.2 Les flexions verbales et les contextes extralinguistiques

Afin d’étudier le r6le des trois facteurs extralinguistiques — le réseau
social, le sexe et I'dge — les formes verbales ont été regroupées en trois
variantes d’aprés les variétés de langue auxquelles elles sont associées. La
premiére catégorie, o-V-o regroupe les formes qui ne portent ni la flexion
i-, ni la flexion -ont tels les verbes sont, finissent, travaillent, etc. 11 s’agit
la de formes qui sont utilisées en frangais normatif. Le deuxi¢éme groupe,
i-V-@ rassemble les verbes qui ont une flexion préverbale i- mais qui ne
portent pas la flexion postverbale -ont tels que i-sont, i-finissent, i-
travaillent, etc. Comme nous |’avons déja mentionné, ces formes se
rencontrent dans diverses variétés de frangais parlé mais elles ne font pas
nécessairement partie de I’inventaire du frangais normatif. Finalement, la
dernicre catégorie, i-V-ont représente les formes & marqueur mixte i- -ont
telles que i-étiont, i-finissont, i-travaillont, etc. Ces formes sont associées
au frangais acadien traditionnel. Les modéles généraux d’alternance de ces
variantes selon les facteurs extralinguistiques sont résumés a la figure 1.

4.2.1. L’effet du réseau ouvert

Regardons d'abord les résultats relatifs au réseau ouvert. Chez les
individus qui ont ce type de réseau, on constate d’une part, ’absence de la
variante i-V-ont et d’autre part, I’augmentation dans I'emploi de la variante
i-V-0. En effet, si on compare la fréquence d’emploi de la variante i-V-g
des femmes jeunes (F-J = 50%) a celle des femmes plus agées (F-A = 46%)
etc elle des hommes jeunes (H-J =39%) a celle des hommes plus dgés (H-A
= 33%), deux tendances se dessinent. D’abord, les femmes montrent une
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Figure 1- Proportions des flexions verbales d'apres les trois facteurs
extralinguistiques :

(F = femme; H=homme; J =jeune; A = plus &gé)

proportion plus importante de formes i-V-0 que les hommes et ensuite, les
Individus jeunes emploient cette variante plus fréquemment 1“6 les su(Jets
plus agés et ce chez les deux sexes. 1l s'agit ici du modele classique d'un
changiement linguistique et de fagcon globale, ce sont les femmes qui
semblent mener dans ce changement.

4.2.2. L effet du réseau fermé

En ce qui a trait au réseau fermé, I’élément le plus remarquable dans la
performance linguistique des individus qui ont ce type de réseau est la
présence de la variante traditionnelle i-V-ont. Ce sont les hommes plus
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agés (H-A = 46%) qui en font le plus souvent usage. Chez les autres
groupes d’individus de ce réseau, on note que les fréquences d'emploi de
cette variante traditionnelle sont beaucoup plus basses — les femmes jeunes
(F-J=25%), les femmes plus dgées (F-A = 20%) et les hommes jeunes (H-]J
= 17%). La frequence moyenne pour ces groupes n’est donc que d’environ
20%.

Cependant, d’aprés ces fréquences, I’influence des facteurs
extralinguistiques sur I’emploi moins fréquent de cette forme n’est pas

qu’il s’agisse uniquement d’une diminution de la variante. En d’autres
mots, les jeunes ne meénent pas le changement vers une perte de cette forme
et les différences entre les femmes et les hommes ne sont pas réguliéres. Ce
que l'on constate a partir des fréquences présentées a la figure 1 est que les
femmes jeunes montrent une augmentation de cette variante traditionnelle
(F-J = 25%) si on les compare aux femmes plus agées (F-A = 20%) et aux
hommes jeunes (H-J = 17%). Il semble donc qu'il y ait une diminution mais
aussi une certaine forme de maintien de cette variante. Il peut s'agirla d'une
question d'identité locale ou de la recherche d'une forme d'appartenance
sociale qui démarquerait le réseau fermé du réseau ouvert. Cependant, a
partir des résultats présentés dans cet article, il est impossible d’élucider
plus avant le role de cette variante dans I'identité sociale des locuteurs.

Quant a ’emploi de la variante i-V-g, on constate que cette forme
atteint des taux d’emploi relativement élevés chez les locuteurs du réseau
fermé. D’apres les fréquences montrées a la figure 1, ce sont les sujets
jeunes — les hommes (H-J = 48%), suivis des femmes (F-J = 47%) — qui ont
les taux d’emploi les plus élevés pour cette variante. Ensuite, viennent 