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NOTES ON LITERACY SPECIAL ISSUE NO. 4, 1988

THE ROLE OF LITERACY IN DEVELOPMENT

Julia Van Dyken, Africa Area

I. Introduction
II. Development and Literacy
A. Perspectives of Development
B. Perspectives of Literacy
III. The Role of SIL in Literacy and Development
A. The Model
B. Profiles Based on the Model
Iv. SIL's Role in Relating Literacy and Development
v. Conclusion

I. Introduction

In 1979, in an international geminar on literacy held in
Africa, a distinguished West African delegate stressed the need
to make literacy increasingly functional. I totally agreed,
Then he set this idea in opposition to traditional literacy
approaches, saying that such approaches were historically used
for accomplishing only one goal: to teach people to read the
Bible. In 1984 an article was published in Sudan carrying a
similar statement. Personal contacts with other Africans suggest
that this view is common and tied to a negative colonial past.
My question is, how do people who hold such views perceive the
Summer Institute of Linguistics? One of the contacts had serious
reservations, even initial hostility, To what extent might the
views of these Africans be based not only on historical bias but
on observation of present reality? What are the implications for
SIL literacy programs?

i The African delegate and I shared a common concern. How can
we make literacy relevant and useful in the daily lives of those
learning to read and write? In current technical terms: What
relationship exists between literacy and development?

The purpose. of this paper is to provide a framework for
discussion concerning the role of SIL's literacy work as it
relates to national and international development. First,
perspectives of development and literacy and of their
interrelationships will be explored, including alternative
ideological underpinnings. Second, the role of SIL in relating
literacy and development will be discussed in the light of a
particular model of planning educational change (Bhola, 1982).
Finally, a profile of the future role of SIL's literacy work in
relation to development will be presented as well as its
resulting implications.
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11. Development and Literacy

A. Perspectives of development

Concepts of development have varied across time and

according to individual, or group, perspectives and have
delimited the focus and scope of development programs .
1. Scope: community or national?

Historically, community development programs focused on
local communities. Thus they were concerned that development is
"for and by people" and "achieved through...local leadership”
(Stoesz, 1975). This is the perspective that SIL members have
generally taken, focusing on the community as the specific ethnic
group for whom linguistic, literacy and translation work is
directed (Yost and Yost, 1983).

Others, particularly governments and UNESCO, have looked at
the scope of development at national and international levels.
UNESCO's Experimental World Literacy Project was aimed at
enhancing the economic national development of nations (cf.
UNESCO, 1976).

Currently, however, both community development workers and
national officials recognize the interactive relationships
between the broader (national) and narrower (community) scopes of
development. In this light, for example, the Federal Republic of
the Cameroon developed in 1981 a national plan for community
development which outlines a strategy for implementing a United
Nations concept of development:

[It is) the process by which the efforts of the people
themselves are linked with those of government
authorities in view of improving economic, social and
cultural conditions of the communities, of integrating
these communities into the life of the nation
( Fluckiger, 1985, translation of her quote from the Plan
National pour le Developpment Communautaire, 1981.16).
(Also cf. Robinson, 1985).

From the community development perspective, intercultural
community work must include the principle, to “cooperate with
local, regional and national governments" (Gallman and Yost,
1982.6) .°

one concludes that today neither the nation nor the
community or ethnic group can function as a unit totally
independent of the other. Development of one must go hand in
hand with development of the other. The scope of development is
not an either-or choice, but one of cooperation and integration
of efforts. '
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THE ROLE OF LITERACY IN DEVELOPMENT 3

2. Focus: economic, social, cultural, political

Definitions of national development during the 1960's
focused on economic aspects of developing nations, During the
1970's the focus "shifted from the physical factors of growth to
the human factors" (Mass€, 198l. 5). It was extended to include
"the social evolution of a whole people” (ibid.). Understood in
this way,

development involves the organization of the society, its
human relations, its beliefs, attitudes, standards,
divisions of responsibilities, awarding of privileges,
its social values and the means by which the society
protects and perpetuates these (Massé, 1981. 5).

By the 1980's the model of national development was again
extended to encompass not only concerns for both physical
economic development and human development, but all of culture:

...development is also to be judged by the effect it has
on people in terms of changes in their life-style, their
attitudes, their health, their level of education, their
power to choose for themselves the kind of life they
want to lead, and their relationships with their
environment... The individual must be the end and not
the means for development; ...a style of development
appropriate for each culture or inspired from within the
culture must be established for each project; ...this
sesConcept of development must be directed toward
concrete and specific objectives, such as:
—~ continuous economic development,
— greater justice in the distribution of benefits,
— respect for the physical, social and cultural
environment, and
- real improvement in the quality of life
(Massé, 1981. 6).

This "cultural” approach to development was expressed and
adopted by the United Nations:

The wultimate action of development is the constant
improvement of the well-being of the entire population on
the basis of its full participation in the process of
development and a fair distribution of the benefits
therefrom. (Carron and Bordia, 1985. 12).

Carron and Bordia further elaborate:

According to this approach development has to be
understood as a global process of societal change in
which a whole complex of interrelated forces--social and
political no less than economic--interact upon each other
(1985. 12). . : .-
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One concludes that this goal of the well-being of the
individual through development processes involving participation
and societal change, represents a consensus of international
opinion as to what development is and involves. It 1is agreed
that the scope of development encompasses both the local
community and the nation; it focuses on the well-being of the
individual and the society, enabling the individual  and
communities to reach their full potentialj it uses participatory
processes which involve the individual in his/her own social,
economic and political development, and it results in improvement
of the quality of life.

3. Ideological foundatioms

However, as one looks deeper at definitions of "well-being"
and "quality of iife" and considers the philosophical bases of
development activities, one discovers that the activities can be
used for leading people in opposite directions. There is no
global consensus at the ideological level.

The ideologies underpinning development plans prove elusive.
One cannot say, for example, that all programs with a given
emphasis are Christianm, Capitalistic, Marxist, or Islamic. Yet
each of these world views influences the development plans in one
country or another.

Christianity views community development as a process of
growth or improvement. It is persons working together for the
good of the whole community.

Capitalism and development: Development models in general
have been based on other world views. The economic model of the
1960's, for example, assumed a capitalistic view of improving
national economies so that the .(then) new developing nationms
could become economically independent and control their own
wealth (cf. Walter, n.d. 5). This ideology was translated into
building factories, industrializing the natioms, increasing their
exchange of goods, numbers of salaried workers, etc. One might
suggest that even the social model, though not exclusively,
focused on development of manpower and was not concerned for the
person so much as the usefulness to the capitalistic economic
system.

Marxist philosophy also views the material world as
ultimate. It is concerned with the problem of alienation: that
"man 1is less than what he has the potential to be...(and that)
man is separated from the product of his labor" (Walter, n.d. 9-
10) . A key Marxist conmcept is the dialectic process whereby two
forces interact and, in the process of the resolution of their
conflicts, a third "force" is created (Walter, ibid.). I would
suggest that a Marxist view of development would center around
this revolutionary process of conflict and resolution whereby new
forces evolve. In this ideology revolution is key - to
development.

)
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THE ROLE OF LITERACY IN DEVELOPMENT 5

Islam and development: In contrast to the economic center
of Marxism and capitalism, religion lies at the heart of Islamic
ideology. Yet Islam is more than a religion; it is an integrated
culture with economic, social and political systems intertwined
into the religious beliefs and practices. I would suggest that
development for the Muslim believer would be to spread Islam
throughout the world. It is a missionary religion and is highly
organized .

B. Perspectives of literacy

What is the significance of these perspectives of
development for literacy, and in particular for SIL's involvement
in literacy work?

1. Definitions

Concepts of functional literacy have evolved and moved
toward consensus along with the changes of models of development.
The Experimental World Literacy Programs of UNESCO began when
economic models of development were in vogue and naturally
introduced the concept of functional literacy in a work-oriented
context. Currently "the notion of functional literacy
is...commonly accepted by most countries" (Lourie, 1985), but its
definition has changed. As the focus of models of development
broadened to include whole societies and human aspects of
development, functional literacy concepts were extended to
include the teaching of health, general welfare topics and civic
affairs. When models took on even broader cultural focus,
Freire's approach to literacy gained strength to the point that
functionality of literacy came to be viewed by many as
participation and conscientization of the masses .

As these definitions evolved, concerns about literacy
focused decreasingly on teaching the skills of reading and
writing and increasingly on strategies for making these skills
functional. The focus of these strategies themselves changed
from literacy programs to national campaigns. Stress was laid
concurrently on the vital role of the political will for literacy
activities to be effective in the development process. (Note
that Gudschinsky's view of the complete literacy program, i.e.
"Sarah's Circles", was developed when the strategy focus was on
programs.) With the trend toward national campaigns and
recognition of the role of the political will, the ideological
base wunderlying the strategies takes on greater importance.
Freire's approach seems compatible with Marxist ideology, but
could equally be applied in contexts of development programs
based on a Christian world view. The effect of any given
approach will no doubt depend on the ideological base of the
strategy of which it is a part. For example, while both Marxists
and Christians are concerned with problems of injustice, the
former might focus the conscientization discussions in the
literacy classes on problems of alienation between the worker
and the product of his labor, while the latter might focus the

ARl
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discussions on the problems of alienation between God and man and
between people.

2. Nature of the relation with development

As development models moved toward concerns for the human
side of development, going beyond physical economic dimensions,
questions arose as to whether literacy was prerequisite for
development or whether development was prerequisite for literacy.
It is now agreed that the relationship between literacy and
development is interactive (Carron and Bordia, 1985. 17; cf.
Cairns, 1984), although the exact nature of the relationship
remains unknown.

Literacy is now seen as inseparable from the development
context. Lourie, Director of UNESCO's International Institute
for Educational Planning, concludes:

Translated into planning terms, the new concept of
literacy means the explicit stimulation of people's
initiative and participation and the constant co-
ordination of literacy with other sectors of economic,
social, cultural and political development (Preface,
Carron and Bordia, 1985).

According to UNESCO's Draft Medium-Term Plan, 1984-1989,
literacy is viewed as

...a vital element in any development strategy since it
makes possible to give individuals and communities the
knowledge and know-how that will awaken them to the
projects open to them and above all, enable them to act
more effectively themselves in improving productivity,
hygiene, health and general living conditions and in
exercising their civic rights (quoted by Carron and
Bordia, 1985. 12).

Literacy experts recognize that this interactive
relationship between literacy and development is complex, and
carries implications for strategies of literacy work.

This interactive process, it appears, cannot be bypassed,
as far as the beneficial impact on mass welfare is
concerned, by attempting to accelerate the spread of
literacy in an isolated way that is largely out-of-step
with other spheres of development {Ahmed, 1985. 379) .

For Ahmed and many others, the interactive relationship
requires an approach to literacy which is "consciousness-raising
and action oriented" (1985. 384).

At a "World Literacy and International Cooperation Seminar"

(1984), experts agreed on the following principles for literacy
work: An approach to literacy must a) consider the social impact
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THE ROLE OF LITERACY IN DEVELOPMENRT 7

of its planned activities, b) use integrative approaches, ¢)
recognize that literacy progress is affected by world economic
conditions, and d) realize the links between literacy and socio-
economic change (Preliminary draft of the Consensus of the
Conference, appended to letter from Pat Davis, 1984).

To summarize, a certain consensus has been reached at the
definitional levels of literacy and development, but underlying
ideologies remain divergent. It is agreed that devélopment is
concerned with improving the general well-being of a population
through its own full participation in the process, and that
literacy involves not merely teaching the three R's but
participation in the development process, and must be coordinated
with all domains of development activity--economic, cultural,
social and political. The ideological foundations, however, are
rarely, if ever, discussed. One assumes that each nation and
development agency follows its own plan of action based on its
own philosophical base.

ITI. The Role of SIL in Literacy and Development

Given this international context of perceptions of
development and literacy, SIL needs to ask where it fits into
this global scene. Is SIL headed in the direction in which it

should be going? What role does or should SIL play in literacy
and development as defined internationally? To what extent will
this vary by country or area?

The following section gives a framework (Bhola, 1982) for
identifying links between SIL work and the international
development context. This framework will then be used to profile
three contrastive SIL programs which have integrated literacy
with development. It is hoped that the readers will critically
assess the model and the elements of SIL programs that it
highlights, and will also use the model as a tool for thoroughly
assessing their own Branch and/or individual language programs.

A. The model

Planned change involves linking ideology with policy,
strategies, methods and activities. Each of the 1links then
"factors out along two dimensions of a) institution building and
b) human resource development™ (Bhola, 1982. 6). Planning change
requires consistency throughout: from ideology to activities,
content, and methods, including both human and institutional
dimensions at each level (see Figure 1).

The [model] makes the simple yet oft-neglected point that
the various links in the chain have to be anchored -in the

' same value system and rooted in the same calculus of
means and ends (Bhola, 1982. 6).
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End Result of the
Deve lopment Process

IDEOLOGY

POLICIES

STRATEGIES

ACTIVITIES
&
METHODS

Culture before the
Development Process
Begins

Fig. 1: Linking Literacy with Development: Potential levels of
Linkages. (The model used here is a modified versiom
of two elemental models of Bhola's Mega Model for
planned Change, Bhola 1982.6)
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THE ROLE OF LITERACY IN DEVELOPMENT 9

B. Profiles based on the model

In this section the model is applied to three contrastive
examples of literacy programs with which SIL members have been
involved. The purpose here is to identify the aspects of these
programs which clearly link literacy with development. The
application of the model in developing the profiles may expose
gaps where the links are not strong. These gaps, however, may
merely expose the writer's ignorance of the details of the
program examples chosen.

1. Maxakali - Brazil

The Maxakali program (see Profile 1) was initiated by an
anthropologist-professor at a Brazilian university, although an
SIL team had worked for more than twenty years doing translation
work for the Maxakali. The program was primarily a development
effort of which literacy work was only a part. It involved joint
efforts on the part of the SIL team, a literacy team from the
university, and the National Indian Foundation ( FUNAI) (Popovich
and Popovich, 1984, 15-22).

The ideological base of the university and of FUNAI have not
been reported. Their goals, however, clearly related to economic
development and the provision of health assistance. The SIL team
supported these goals. Maxakali were encouraged to fully
participate in their own development project. SIL was prepared
to fully cooperate with FUNAI and the university.

The cooperative efforts resulted in the strengthening of
ties between the Maxakali, FUNAI, the university and the SIL
team. Thus institutional development was part of the project,
though not in focus.

Training, or human, resource development, included not only
teaching Maxakali to read and write but to functionally apply
their skills ju writing books for their own people and running
the canteen for themselves, applying the math skills they were
taught in Portuguese. Maxakali were also trained in agricultural
methods and maintenance of tractors and other equipment.

The strategy also involved integrating workshops for
developing materials and training teachers. The canteen provided
economic assistance and health care. Development themes
integrated all the activities and methods. The whole program was
aimed at adults, not children.

At the activities and methods level, the Gudschinsky method
was used for developing new primers. It would seem that these
primers did not teach any new concepts related to health,
agriculture or any other economic topics. The introduction of
new concepts was left to the postprimer stage. Writers workshops
were conducted to develop postprimer materials. It is
interesting to note that when the first materials were developed

ERIC .. BESTGOPY AVAILABLE 15
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TRAINING:

Starting Point:

PROFILE 1:

O

agriculture
methods

maintenance
of equipment

reading &
writing

writers
teachers

math in
Portuguese

Maxakali language
to literacy team
of university.

Result: - Maxakali self-image
strengthened .
Many became Christians.

IDEOLOGIES:

- SIL: Christian
- FUNAI: ?

- University: ?

POLICIES:
- Maxakali participation

- Cooperation between SIL,
FUNAI and the university

INSTITUTIONAL
DEVELOPMENT :
STRATEGIES:
- Adult education program - Closer links
between
- Integration of training and Maxakali,
activities around development FUNAI and
themes, especially economic & university.

health themes.

- Integration of efforts of the
university, FUNAI & SIL

ACTIVITIES & METHODS:
- workshops
-teach Maxakali language to
literacy team of university
-train writers, teachers, etc.

- canteen with economic assistance
health assistance
math in Portuguese

- Presence of SIL translators

(20 years)

- Small ethnic group with poor self-image.
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THE ROLE OF LITERACY IN DEVELOPMENT 11

by the literacy team, 70% of the content involved introducing new
ideas, and only 30% were on topics of traditional knowledge, such
as  folk stories; but these figures were reversed when Maxakali
graduates from the writers courses began writing the materials.

It appears that the Maxakali project consistently integrated
literacy and development, Links were consistent between
ideology, policies, strategies, activities and methods. Training
and institutional development were an integral part of the total
plan for cultural and economic change among the Maxakali. As a
direct consequence of the literacy-development project initiated
by the university, the Maxakali self-image grew. They realized
they could now do what they previously thought only the outsider
could do.

2. Yacouba - Ivory Coast

The Yacouba, in contrast to the Maxakali, are a large ethnic
group in West Africa with a quarter million speakers and a strong
self-concept. They are, in general, a highly motivated
community, with up to 30% being educated in French. One might
say that this context is highly literate in comparison with the
Maxakali's starting point. The contrastive nature of the Yacouba
literacy work demanded a contrastive program (see Profile 2).

The primary strategy for the project was to work through the
church. The program was introduced by an SIL team and close
links were developed with churches. The literacy program was
later linked with the community in general, at which point a
Yacouba world view entered more directly into the picture of
ideologies underlying the project.

It appears that the key policy related to development views
was one of participation: a part of the community was intended
from the beginning to be in charge of its own literacy project.

At the strategy level, the Yacouba program was directed
toward adults. Training and institution building were key
strategies, as an effective system of committees and training
workshops were designed which integrated the program and involved
a maximum percentage of the Yacouba in their own literacy work.
Training workshops, supervision, and coordinating committees
integrated the program into a unified plan of action.

However, in terms of relating literacy and development, the
limited information suggests that the program was not originally
designed around development themes. Materials related to
development topics such as health and agriculture were provided
as supplementary material or postprimer material, but not
incorporated into a strategy directly designed to link literacy
and development as defined internationally. Given the high
motivation level of the Yacouba and the high value they place on
education, the need for purposely planning to link literacy and

development may not be as vital as it was among the Maxakali.
=
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Result: - Ongoing literacy
program, not dependent
on the SIL team.

- Hundreds becoming
literate.

IDEOLOGY:

- Christian

- Cultural world view
of the Yacouba

POLICIES:
- participation: the
community was intended

TRAINING: from the beginning to INSTITUTION
- local writers be in charge of its own BUILDING:
- local teachers literacy project. - system of
- 3 supervisors committees
- trainers of STRATEGIES: integrate the
teachers ~ adult education program and
- training and institution involve the
building were key Yacouba com-
strategies munity in
- training workshops, their own
supervision, and coordi- literacy
nating committees program. (This
integrated into a unified is also a key
plan of action. strategy for
- development themes were making the
not central to the program
program, but provided participative).

as supplementary material.

ACTIVITIES & METHODS:

- short workshops for training
teachers, writers, etc.

— Gudschinsky method primers

- unique orthography with effective
means for marking tone.

Starting Point:
- Highly motivated community
- Up to 301 of the community are
educated in French
- High value on education and literacy
- 250,000 speakers of the language

PROFILE 2: Yacouba Literacy and
Q pevelopment Links.
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THE ROLE OF LITERACY IN DEVELOPMENT 13

However, outsiders viewing the program might have valid reasons
for questioning the functionality of this literacy program, given
their definition of development and of how literacy and
‘development should be linked together.

At the level of activities and methods, short workshops were
used for training teachers, writers and trainers of teachers.
Reading and writing skills were taught following Gudschinsky-type
primers, without any introduction of new ideas. The orthography
developed for the Yacouba used a unique system which has proved
very effective for marking the tones of the language in such a
way that the people could learn to read them easily. It appears
that these activities and methods focus on technical skills and
literacy per se. The functionality of the materials could be
questioned by outsiders, even though they are being wused to
effectively teach hundreds of Yacouba to read and write.

The result of the Yacouba program has been very positive;
the program goes on even in the absence of the SIL team. Many,
or perhaps even most, of the new literates are involved in
churches in the Yacouba area, and are likely to continue reading.

3. IRL/SIL - Southern Sudan

SIL work in the southern region of Sudan began a few years
after their 17-year civil disturbances ended. The region was in
the process of developing and rehabilitating almost every area of
government, education and 1ife simultaneously. While autonomous
to rum its own affairs, it was dependent on the central
government for financial resources and general national policies.
Education had been interrupted for most of the civil war period,
80 that only limited numbers of the population had wuniversity
training.

Most comments here apply to the 1979-]1982 period when the
Southern Regional Ministry of Education (SRMOE) faced serious
problems which made it difficult for them to function
effectively. Almost everything has changed at least politically
since that time, so this profile 1is presented only as
documentation of history.

During the 1979-1982 period, conflicting ideologies plagued
the IRL/SIL literacy program (see Profile 3). The motivation
underlying the Southern Sudanese policy to develop a bilingual
education system was that this would facilitate the maintenance
of the indigenous regional languages and cultures. Islamic
values held by some Sudanese meant that they were strongly
opposed to the program for propagating local languages, which was
seen as a threat to Arabic. However, in general, most Southern
Sudanese identified themselves with values more closely linked
with Christianity and/or traditional religions.

At the policy level, SIL cooperated with the SRMOE to help
establish a trilingual education system using Arabic, English and
pow
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Reaulta: - limited, vary by ethnic
group, dependent on
local interest

IDEOLOGY !

- SIL: Goal= Vernacular education, Scriptures
in use

- Regional government: Goal= language
maintenance

- Central government: dominated by Islamic
ideology, but official freedom of. religion

POLICIES:
- participation, especially
through govermnmental struc- INSTITUTION

TRAINING: tures at variety of levels BUILDING:
- counterparts - cooperate with governments, - Creation of
- supervisors particularly Southern a new depart-
(language Regional Ministry of ment in the
officers) Education ( SRMOE) SRMOE (the IRL)
- teacher-trainers - No clear focus on develop- a8 counterpart
- teachers ment themes; this was seen to the SIL
- writers as the role of a coopera- literscy team.
- school children ting government body, the
- production Curriculum Development - new roles
- manager Center (CDC). - new positions
- typists - new relation-
STRATEGIES: ahipq
- bilingual education program - new budget
(for children). No adult
education. - The new dept.
Training related - began with focus on material needed to be
to: development, and broadened linked to the
- institution to center around the develop- existing
building ment of the IRL (Institute structures.

(administration) for Regional Languages) and
the training of personnel

- primer and assigned to it.
postprimer
development ACTIVITIES & METHODS:
(skills in - develop primers: Gudschinsky method
focus). - train writers

- develop postprimer materials
- alphabet books
- production of books
(layout, art, typing, printing)
(Focus: on skills of reading/writing,
not on functional applications)
Starting point:
- Post-war rehabilitation period
- National context: Arabic as national language
- Limited resources: financial, personnel
- Major problems in SRMOE

PROFILE 3: IRL/SIL Literacy and Development Links (Southern Sud an)
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one of seven regional languages depending on the location of the
school, It was agreed to receive a grant from USAID to finance
those aspects of the bilingual education project which involved
one-time expenditures, such as buildings and publication of
primers. Participation of the Sudanese at all levels of the
project was desired. This participation particularly involved
government teachers assigned to a new department in the SRMOE,
called the Institute for Regional Languages (IRL). The work of
IRL and SIL gave little attention to development themes, since it
was expected that another department of the SRMOE, the Curriculum
Development Center (CDC), would prepare appropriate materials for
the various subject areas required in the school system.
(Unfortunately, for various reasons, the CDC was never able to
accomplish that task, 8o the IRL program was left in a situation
where its focus was on the teaching of the technical skills of
reading and writing without providing the children opportunity to
use those skills functionally in learning other subject matter.)

Strategy-wise, the program in Southern Sudan concentrated on
primary school children. Politically it was not feasible to hold
adult education classes. The project began with a focus on
material development and broadened to center around the
development of the IRL and the training of its personnel needed
for implementing the regional policy of bilingual education.
Thus, institution building and training were key elements in the
strategy.

On the initiative of the Sudanese, a new department was
created within the SRMOE, i.e. IRL. The complexity of this
department grew, as it became clear as to the wide variety of
personnel needed. The newness of the department meant that there
were people in the SRMOE with new roles, new positions and new
relationships including new relationships with the Ministry of
Finance and new budgets within the SRMOE budget, which was
already meager. The new department needed to be linked into the
existing governmental structures of education. These links had
not yet been fully worked out by 1982 when the total system of
government in the region was thrown in chaos by a central
govermment decision to divide the region into three separate
regions . At that point it became necessary to reassess the
strategy of institution building.

The training strategies of the program centered around IRL
personnel, equipping them to run their own bilingual education
program. This meant focusing on teaching IRL counterparts to SIL
team members (consultants and administrators as well as
supervisors, teacher-trainers, teachers and writers) rather than
directly on instructing children to read. The latter would
ultimately benefit when taught by their Sudanese teachers who
were trained in the IRL/SIL program. Apprenticeship covered not
only primer construction methods and teacher and writer training
but aspects of administration as well.

The results of the project were limited. Institution
Qo - ,
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building was halted by natiomnal political redivisions. However,
where grass-roots interest had been ignited and ‘where ethnic
groups were prepared to continue the program on their owm,
children continue to acquire literacy in the mother tongue.

In the case of the Southern Sudan project, the links between
literacy and development were essentially limited to helping
develop the IRL and its personnel. The materials and methods
generally focused on skills of reading and writing or teaching,
not on functional applications of those skills to the development
context of: the region. It was always hoped that CDC would
function effectively and a cooperative effort with them would
provide the functional aspects to the project, but evidently this
never happened .*

IV. SIL's Role in Relating Literacy and Development

The three programs chosen were selected on the basis of
their contrastiveness and convenience in a situation where a lot
of resource materials were not easily available. Yet while each
program was uniquely adapted to the culture and context, each
did, to a greater or less extent, link literacy and development.
But selection of three programs means ignoring hundreds of
others: programs which may be more representative and which in
some cases may not be linked at all with development as it is
understood internationally.

The following is a suggested profile of what the role of SIL
could be and is moving toward. These ideas are to stimulate

thinking and provide a basis for discussion:

1. At the ideological level

SIL members act out their belief in the message of the Bible
which is love, and apply it in relationship to improving quality
of life and well-being of the communities and individuals with
whom they work. Thus they see their goal of providing Scriptures
for the world's ethnic groups and their desire to see those
Scriptures used, as being in complete harmony with a ministry to
the whole person.

2. At the policy level

SIL members intend to work increasingly in partner
relationships with national workers in each country. Therefore
they will continue to encourage cooperation with other agencies——
national and local, governmental and ecclesiastical--but will
need to be alert to the fact that the effectiveness of programs
(as perceived from their “outsiders" point of view) may be
endangered if the ideological bases of the cooperating groups
conflict with their own. They will continue to recognize that

*The Curriculum Development Center (CDC) struggled with its own
problems of institution building and human resource development.
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each program must be uniquely adapted to its own context, so that
the policies guiding one program may differ radically from those
guiding another.

3. At the strategy level

Strategies will, therefore, continue to be program specific,
However, SIL members may come to the consensus that activities
and methods can be increasingly integrated around development
themes. Development of materials—-whether primers or post-—
primers--will no longer take primary focus (as in the past), but
instead they will increasingly develop strategies that relate to
development needs of the community. Thus, while they continue to
teach the skills of reading and writing and use their linguistic
technical expertise in this area, they will increasingly design
their language programs to use literacy aspects as tools for
development, focusing on the functionality of literacy.

Training and institutional development will continue to be
key dimensions of their strategies. Institutional development
will include not only typing the program into existing local
economic, social, cultural and political structures, but also
strengthening ties between 1local ethnic communities and
appropriate national departments or agencies of development.
Training strategies will account not only for teaching people to
read, but also training teachers and writers as well as, when
needed, artists, production managers, administrators, etc. These
strategies will also go beyond the teaching of technical
procedures, in order to enable the trainees to reach full
potential in all areas of life.

4. At the level of activities and methods

SIL members will continue to follow Wendell's approach to
writer training as it has been shown to develop the writers to
their fullest potential, One might say that this training
incorporates a type of conscientization. Writers are encouraged
to reflect on their lives as individuals and as ethnic groups and
to act to improve their quality of }ife through writing and
practical experience.

Methodologically in terms of teaching literacy skills, SIL
members will wuse the Gudschinsky method with increasing
flexibility, recognizing that content and meaning are more
important than the linguistic technical aspects of instructional
material. It seems they have historically stressed the
development of linguistically-sound orthographies and of
Gudschinsky-method primers which could account for each sound-
symbol correlation as well as the higher (e.g. discourse) levels
of the language, and in the process they have placed development-
related content on the back burner. They have labeled (at least
subconsciously) development-related materials as being a type of
Stage 3 literature, which although necessary, make up only a
relatively small percentage of the materials they have ac tually
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produced. Having recognized this, the percentage of writers
trained to produce Stage 3 material will increase, along with
publications with development themes.

As more development-oriented materials are produced,
training courses will increasingly incorporate the teaching
aspects relative to those development themes. More participatiye
approaches will allow teachers to reflect and act on deyel&pmsnt
topics and enable them to lead literacy class discussions.
Training of teachers needs to get beyond a focus on procedural
aspects of teaching literacy skills.

To conclude, the literacy activities, content, and methods
SIL literacy workers use and advocate will increasingly take
account of the development context within which the materials are
being designed or training given. They will plan their language
programs so that literacy activities are not isolated as a means
to themselves, but are integrated by SCrategies which 1link
literacy both to seeing the Scriptures in use and to the
development context and needs to improve quality of 1life and
well-being. Human development training and institution building
will be key dimensions of their strategies. These strategies
will be assessed to ensure that they are consistent with policies
and ideology.

v. Conclusion

If litercy personnel will be expected to work with
development—related content, they will need expertise not merely
in linguistics but in education and in the various subject areas
of concern-——notably health, domestic and agriculture-related

topics. Increasingly literacy experts outside SIL are calling
for team approaches, so that experts in specific topic areas are
on hand and take part in material-development workshops. If SIL

members would increasingly work with such team approaches they
could bypass the need to be experts in everything, and in the
process they could build up further good relations outside the
circles with which they normally relate.

1f they take it seriously that their literacy activities,
and particularly their primers, can be related to development
issues, they will need to take more flexible approaches if and
when they use the Gudschinsky method for writing primers. They
need to consider ways and means for participative approaches in
teaching literacy, such as language experience approaches and
discussions which involve conscientization to a potentially
better quality of life.

SIL members are increasingly realizing that strategies are
vital to language programs. If they believe these strategies
should include development themes and be sensitive to both 1local
and national  contexts, they need to prepare all their members
involved in these programs for effective program planning. The
principles in the SIL Langyage Programs courses in Dallas and
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Norman need to be disseminated to all the teams and Branch
leadership, possibly by making the course a requirement for all
and/or by workshops on the fields. Each of the SIL teams needs
to be equipped to evaluate a program in terms of the extent to
which it does or does not integrate activities around the
development themes, whether of health, domestic skills,
agriculture, Scripture in use, etc. and relate them to social,
cultural and economic needs of a given community. This will
require skill, training and close cooperation with the SIL
intercultural worker consultants, SIL members need to ask
themselves what percentage of their consultants are trained to
act as language planning consultants. Is more training needed?
More personnel? Do more of the consultants need training in
intercultural work/community development areas? Undoubtedly part
of the success of the Maxakali and of the Perd bilingual
education programs has been that they linked community
development with the teaching of literacy. Do more of the
Branches need to consider these links and encourage teams to plan
them into their language program strategies?

If SIL members wish to relate to national development
themes, they need to know the national development plans for the
next five or ten year periods. What percentage of the Branch
leaders are informed of these plans? Is this knowledge being
disseminated to language teams?

Regarding the strategy of institutional development, SIL
members need to continue linking their language programs into the
indigenous socioeconomic, political and cultural structures, and
also to strengthen the links with national bodies. In some
instances it may be necessary to develop new organizational
structures, such as happened in the Sudan case. However, this
approach needs to be taken very cautiously with the awareness
that developing new institutional links takes time. Branch
administration could help identify national bodies involved in
various aspects of development in the country and through these
bod ies identify local bodies with which SIL teams could
cooperate. SIL needs to ask itself to what extent teams/Branches
recognize in their program designs that ethnic groups are no
longer isolated entities which can exist without 1links with
national bodies.

Linking literacy and development will mean reviewing SIL
training programs. The major concern should be a focus on
training nationals. In development terms, is SIL helping
everyone they teach to reach their fullest potential, or are
their teaching styles selective? To what extent do their
approaches to teaching match and facilitate diverse learning
styles? Do they realize that learning styles deal only with half
the picture of the teaching-learning process? Do their training
approaches allow and encourage participation? Or are their
approaches oppressive, forcing the learning to fit into a mold?
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At the policy level, because they believe in the autonomy of
each team and trust that the workers will be sensitive to the
ethnic group members among whom they work, SIL would not want a
policy explicating precise ways and means for community and
national development, but they would want a policy which shows
concern for the well-being and participation of the community.

In terms of funding, it is clear that large funding agencies
demand that development concerns be integrated clearly into any
programs they will fund.

In dealing with the issue of ideology, we may find ourselves
again haunted by the question with which this paper began: How
do people such as the West African delegate view us? Are they
justified in seeing us as an organization which is concerned only
with seeing people read and not with their physical or social or
cultural or political well-being? To what extent does their
image differ from that which we have of ourselves?
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VERNACULAR LITERACY:
PROBLEMS IN THE WORK WITH AUSTRALIAN ABORIGINES

Bill Langlands
Australian Aborigines Branch

I. Introduction

I1. Background

I11. Vernacular Literacy Programs
1. Branch Accomplishments
2. Problems in Vernacular Literacy
3. Some Solutions to the Problems

I. Iatroduction

The purpose of this paper is to explain the unique problems
we in the Australian Aborigines Branch of the Summer Institute of
Linguistics (AAB) have had in developing vernacular literacy.
The paper 1is in two sections. The first presents background
concerning conquest, government policies, language and culture,
schools, adult education and aboriginal Christianity. The second
looks at what the AAB has been able to accomplish, the problems
we face and some possible solutions to the problems. I am not
sure that our problems are unique. .Perhaps much of the following
may strike a familiar chord in the experience of others.
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I1. Background

There were once about 300,000 aborigines, five to six
hundred tribes, ranging in size from a few hundred to two
thouaand or so, living in Australia, an area about 80% the size
of the United States. Today there are about 160,000, 1.1% of a
multiracial but predominately white caucasian society of about
14.5 million (Australian Bureau of Census and Statistics, 1981).

The aborigines were hunters and gatherers who moved
syatematically around their territories in small family groups.
They lived in a variety of climates and terrains ranging from the
tropical rain forests of Northern Queensland to the sand and
spinifex (spiny grass) deserts of the dry interior, and from the
temperate riverlands of Victoria and New South Wales to the
evergreen forests of Tasmania. They had their own unique
culture--a simple technology, an intricate kinship system and an
animistic religion with associated rituals and arts. They had no
literacy as we wunderstand it but possessed a rich orally
transmitted mythology. They were and still are strongly attached
to the land from which they believe they have come. Linguists
believe there may have been as many as 200 aboriginal languages
(Abbie, 1969; Berndt and Berndt, 1977, 1978; Dixon, 1980).

1. Conquest

The colonization of Australia by nonaborigines began in 1788
with the establiahment of a permanent settlement at Sydney Cove.
Initially settlements were around the coast and later on the
better-watered river plains a hundred or so miles inland at the
most. During the first century of settlement land was steadily
wreated from the aboriginal people and used for farming and
small-scale grazing. The disposaeaed who survived maltreatment
became farm labourers, stock handlers or fringe dwellers. These
latter lived in camps on the fringes of small rural towns, but
later began to gather near larger cities. Those
who worked received their wages in flour, sugar, tea, locally
killed meat and cast-off clothes. The fringe dwellers, no longer
able to provide for their needs by hunting, depended upon
handouts of food from missiona or government welfare agencies for
their survival.

A second wave of conquest, from the mid 1800's to the
1940's, moved further inland and took up nonarable land
suitable for large-scale pastoral grazing. Cattle and sheep
stations’ were established, some consisting of hundreds of square
miles. Again aborigines were the losers. Their hunting land,
sacred areas and watering places were taken from them, with
continuing abuse. Some aborigines remained as workers on the
pastoral stations. Others drifted to towns or moved and settled
on the land of other aboriginal groups.

Mission stations were established. Some groups of
a?origines still living in their own country, in too harsh an
L .
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environment for even the pastoral leases, were brought into the
missions. Some groups drifted in and out of pastoral and mission
settlements, attracted in hard times by handouts of 'white fella
tucker'.? They eventually became dependent on such handouts and
settled down. Mining ventures, a third wave of conquest,
further dispossessed the people and desecrated their sacred
places.

2. Govermment policy

Australian government policy toward aborigines has gone
through several stages. The 'aboriginal problem' has not been an
easy one for the government to handle and even the best-
intentioned policies have often had disastrous effects. Prior to
the Second World War the policy of the Australian government on
aborigines can best be described as protective and restrictive.
Aborigines were protected by the state (so, for example, no one
was permitted to sell them alcohol), but they had no citizenship
rights. They were discriminated against and treated as second
class human beings, if human beings at all. With few exceptions
(some benevolent station owners and other humanitarians with a
variety of motives), the only work done to help aborigines was
that of the missions. Mission stations were established
throughtout Australia: some by denominational missions, some by
small independent groups and others by individuals. A few
missionaries learnt aboriginal languages, respected the culture
and develped a tremendously detailed understanding of aborigines.
But most missionaries, and I say this without judging them, were
the products of their age and their prejudices.

From the mid 40's to 1965 the official government policy
changed to one of assimilation. Rather than being ignored and
neglected the goal was for aboriginal people to be assimilated
into the wider Australian society. Many missionaries adopted
this policy partly because much of the revenue needed to run the
missions came from government sources.

In the southern and coastal areas in particular, tribal
groups were more widely dispersed. Almost all of traditional
land was lost, and the nonaboriginal population became dominant.
Here the breakdown of traditional authority, discipline and
family structure was almost total. Children were often taken

from their parents and sent away to mission stations, perhaps
hundreds of miles from their home country. At the mission the
children would be cared for, schooled in English and taught

practical and work skills. Adults were written off as hopeless
cases. The thought was that if the children could be separated

from their parents, 'who were neglecting them anyway', there
might be some chance of saving the next generation and making
them into decent citizens. Separated from their families and

bundled together with children from other language groups, these
children lost most of their language and culture and with these
often their identity and purpose for life.
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Even in isolated areas with sparse nonaboriginal influence,
missions working with groups more recently from the 'bush'3 get
up dormitories. Children of school age were taken from their
parents and lived in these. They were fed, clothed and educated
by the missionaries. They saw their parents only occasionally,

The following quote from a close aboriginal friend of mine
describing life as a child in the dormitories helped me to
understand how he felt about this era:

'l was born in the bush out on the Canning Stock Route,4
we camped around the wells. My parents travelled from one
well to another for food and water.

I went to school at Jigalong. It was a mission. There
was only one woman teacher. We played games like drop
the banky, cricket and soccer. The mission made us go

there. Our early school days were all right. But we
didn't go back to see our parents anytime. They wouldn't
let us.

When we .were at the mission we were locked up in the
dormitory at night. It was more like a jail. Our parents
used to live close to the mission so they could see us.
We couldn't go off and see them (Joshua Booth, 1984).°

In these 'enliéhtened' days policies have changed. In 1965
the government movéd from its assimilationist stance. In 1967
following an Australia-wide referendum aborigines were granted
citizenship rights, including the right to drink alchohol.
Within a few years many mission stations closed down. Some became
govermment-sponsored aboriginal communities. In 1973 the
official policy became self-determination. Community councils
were set wup and in theory aboriginal people were to determine
their own destinies. In 1975 the policy became officially self-
management (Watts, 1982). Under this policy ongoing training was
to equip aboriginal people to run their own communities.

3. Language and culture

Today the languages and much of the culture of many aboriginal
groups has disappeared. In the southern and coastal areas those
remaining are mostly of mixed descent with a few ' full bloods' .
The distribution of most of remaining strong languages can be
seen on the map on page 26. Even in the more isolated areas, the
strong tide of the wider Australian culture keeps eating away at
the edges of the small aboriginal cultural islands that remain.
Even in the most traditional of aboriginal communities
aboriginal social and authority structure is disintegrating.
Customs that were designed to coordinate and control a wandering
band of thirty people cannot cope with the pressures of large
community populations of as many as 1000 people. Traditional
informal education is no longer effective in passing on language
and culture,
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1. Pitjantjatjara
2. Ngaanyatjarr-a
J. MarTu Wangka
4. Nyangumarta
5. Walmajarri
6. Kitja
7. Gugadja
8. Tiwi
9. Murrinh-patha’
10. Maung
11. Gunwinggu
12. Burarra
13. Gupapuyngu
14. Djinang
15. Djambarcpuyngu
16. Dhangu'mi
17. Gumatj
18. Anindilyakwa
19. Nunggubuyu
20. Kriol
21. Gurindji
22. warlpiri
23. Alyawarzra
24. Aranda
25. Yanyuwa
26. Garawa
27. Kuku-Yalanji
28. Wik-Mungkan
29. Thaayorre
3J0. Kala Lagawa Ya
J1. Yindjibarndi
32. Djaru
33. Miriam Mir
34. Pintupi/Luritja -
35. Eastern Aranda

36. Torres Strait 8roken
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Many misaionaries in the past ignored aboriginal language
and culture. Some actively tried to stamp it out claiming it was
'of the devil'. As I have already aaid, a few learnt aboriginal
languagea, studied their culture and reapected the aboriginea aa
people. But in many places it was forbidden to use vernacular
languages in school. It waa not uncommon for children to be
beaten for 'apeaking native'. Even in the late 60'a a school
with which 1 am familiar had a row of atonea beaide the path
leading up to the door. On these were painted the worda, 'Do not
apeak native in school.'

On misaion atationa and in fringe campa, and to a leaser
extent in large cattle station communitiea, aborigines from many
different language and dialect groupa came together. In order to
communicate with each other, they had to learn each other'a
languagea and dialecta or to develop a lingua franca. Community
dialecta, mixturea of vocabulary and grammatical elementa from
several related dialecta, and Kriol (the official name of an
aboriginal-Engliah creole language with as many aa 25,000
apeakera) haa developed to meet thia need. In any one community
there may be representativea of nine or ten dialecta or
languagesa, aome mutually intelligible and aome not. Kriol has
tended to be used where there ia leaa mutual intelligibility. A
further complication has been the need to communicate with the
'white fella'. The more aophisticated have learnt to speak
atandard Engliah. Othera have developed nonstandard forms of
Engliah.

Aboriginal communitiea themaelves are often far from
'aboriginal’. Many have quite large numbers of nonaboriginala--
managera, tradeamen, nuraes, teachera and the like--who help run
the communities. Larger communitiea have achoola, adult
education centrea, hoapitala, atorea, licenaed clubs and
garages. Some communitiea run cattle businesaes, some are
involved in mining, some have market gardens and aome manufacture
tourist artifacta. One I know has an emu farm. Hunting and
gathering, when it is done, ia mainly a recreation now. The bulk
of food is purchaaed from the atore.

Aboriginea are atill very mobile, driving vehiclea (often in
incredibly poor mechanical condition) for thouaands of miles to
attend intercommunity ceremoniea. But most aborigines do not
want to move into towns. They feel the need of their family and
country very keenly. Joba are few in communities. Most people
survive on government penaions, unemployment benefits and child
welfare payments. Of thoae jobs available within the communities
few require extensive training and most do not require literacy.
There are few traditional aboriginal people who have a good
education. Even the best educated do not like to leave their
communitiea to aeek employment outside. In any case there are
few jobs available to aboriginea in the Australian work place.

In moat communitiea the average level of literacy is about
Grade 3 or 4 in elementary school. In many communities there is
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almost no literature available. Some stores may stock magazines,
comics and cheap paperbacks. The largest concentration of
literature in most communities is at the school. Most of the
items are children's books in English. Some are attractive and
interesting but few are really relevant to aboriginal children.
Some schools regularly open their libraries to the public. Few
aboriginal people have books in their homes, read to their
children or read themselves for pleasure.

More and more communities, courtesy of 'Aussat',7 can watch
the national TV station. More and more aborigines own radios,
cassettes and video players. Some large communities have
extensive video libraries. Some even have their own local TV
stations, The Central Australian Media Association (CAMA), an
aboriginal organization, has developed a radio station and plans
to have a TV station. CAMA is based in the Northern Territory and
broadcasts in four aboriginal languages as well as English. They
have a cassette program as well. They record a variety of
programs - music, interviews, stories and current affairs - on
cassettes and send them out to isolated groups.

To escape the pressures and destructions of large-community .
life, some aborigines are moving to outstations or homeland
centres. These are smaller communities, often more 1isolated
geographically. Usually they are established in the traditional
country of the group. Life here is more primitive, closer to
traditonal ways, but even here aboriginal people are wanting
vehicles, two-way radios, power plants, school teachers (usually
nonaboriginal) and community managers or advisors. Many
outstations have become mini versions of the large settlements.

Under these conditions at least fifty languages have
completely disappeared. A further hundred have only a few older
speakers left and these are not passing their languages on.
Younger people are speaking Kriol, community dialects or English.
What remains is fifty, probably fewer, languages ranging in size
from two thousand to less than hundred speakers. Then there is
Kriol with as many as 25,000 speakers (Dixon, 1982; Rowley, 1972
a, b, c). ’

4. Schools for aborigines

The first government education for aboriginal children was
instituted in New South Wales in 1814 and most states made some
attempts in the years following this, although these efforts were
often short-lived. Missions invariably instituted schools as
part of their programs. With a few exceptions schools and
education have been hopelessly inadequate and have failed
aboriginal people. The characteristics of schools for aboriginal
children are summarised below:

(a) In line with the assimilationist policy of Australian

governments, with a few isolated exceptions aboriginal education
was conducted entirely in English until the early 1970's. Even
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today there are less than twenty government and perhaps ten
mission and independent bilingual schools in Australia. The
majority of these are in the Northern Territory (Northern
Territory Department of Education 1985: i-ii). (See map page 26.)

With few exceptions there has been poor support from
aborigines for the development of bilingual education programs.
Few have come about as the result of the genuine felt needs of
aboriginal people. Most are the result of the well-meaning
efforts of a few dedicated nonaboriginal individuals, some of
whom have wanted to see aborigines have a better education.
Others have believed that to survive complete destruction
aborigines need to develop a bilingual bicultural approach to
life. These groups see bilingual education programs as a way of
maintaining and strengthening language and culture. Some
aboriginal groups have begun to voice what they may have known
1ntu1t1vely for a long time (Bucknall, 1982; Snowden, 1981) that
school is essentially a tool of socialization and is being used
by nonaboriginal Australians sometimes consciously, sometimes
without really understanding the implication of what they are
doing, to destroy aboriginal society.

Looking at the behaviour of governments supporting bilingual

education, it is difficult to escape the conclusion, despite
stated changes in policy, that they want anything other than
assimilation. The argument that initial literacy in the

vernacular strengthens the learning of oral and written English
and thus improves educational standards seems to have been the
one that caused them to dig deep in their pockets and 'bite the
bilingual bullet'. And now the slow progress of bilingual
programs, despite the massive financial and personnel resources
poured into them, has brought bilingual education into disfavour.
Let me hasten to say, however, that the results of bilingual
education endeavours have not been entirely negative.

—-Many young people are emerging from the schools with
some skills in vermacular literacy.

—There have been some gains in English literacy skills
and maths over prebilingual schooling results (Gale,
McClay, Christie and Harris, 1982; Murtaugh, 1980).

-Many communities have developed an extensive vernacular
literature, as many as 300 titles in some places. Most
of these are small booklets, however, and there is
little to interest the school graduate or the adult
literate to develop and maintain the reading habit. The
development of a large and attractive vernacular
literature comparable in quality with that available in
English appears to be a really difficult obstacle facing
b111ngual programs of this kind (Russo and Harris 1982).
It is difficult to avoid the conclusion that the future
of reading, at least the reading of secular material,
must lie in English. Certainly education past elementary
grades can be only in English.
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~A few bilingual programs have developed a small, keen
group of aboriginal teacher aides. Some of these are
highly literate in vernacular. They provide much-needed
models of good reading behaviour without which it is
doubtful if the level of literacy among aborigines will
ever improve. One of the keys to progress in bilingual
education must lie in the training of aboriginal
teachers. Pro-bilingual education staff members in the
Northern Territory Department of Education and teacher
training institutions see this as the priority for
future development (Harris, Graham, Buschenhofen, 1984;
Harris, Graham, Odling-Smee, 1985). Whether they succeed
will depend on aboriginal aspirations and government
funding.
~A very significant development that has resulted from
the work of nonaboriginal supporters of bilingual
education in the Northern Territory has been the study
of traditional aboriginal approaches to learning or
learning styles. This work initially by Harris (1980)
and later by Christie (1982,1983), has had a very
significant effect not only on the way teachers in
bilingual schools teach literacy but on literacy work
that the Australian Aborigines Branch is involved in. A
large number of papers have been written exploring the
implications of this research for the aboriginal
education scene. (Buschenhofen, 1982; Harris, 1978, 1980
a. b. c., 1982, 1984; Christie, 1980, 1981, 1982 a. b.,
1983, 1984; Davidson, 1983; McEvoy, 1985; McGrath, 1983,
are just a few of the more aignificant.)

(b) Most schooling has shown a lack of respect for

aboriginal culture and language. The view has been that
aborigines needed to be civilized and assimilated (Malcolm,
1979).

(c) Curricula used in aboriginal schools are mostly watered-
down versions of those used in nonaboriginal schools. They have
little relevance to life as it exists for aborigines outside
school (Malcolm, 1979).

(d) In the early days many teachers employed in aboriginal
schools were untrained or less qualified than their colleagues
teaching nonaboriginal children. Often they were young and
inexperienced and just ‘'doing their two-year stint in the bush'.
Today, while most teachers employed are qualified, wmost are
inexperienced and few have specialised training to enable them to
provide a relevant and culturally sensitive education for
aborigines. Very few stay in aboriginal schools for more than
two years (Malcolm, 1979).

(e) Even though cumpulsory school attendance has been law in
Australia since around the 1870's, few aboriginal children attend
school regularly. It ia interesting that in communitiea where
missions, through the dormitory aystem, were able to enforce
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school attendance, a few individuals attained better levels of
literacy (Malcolm, 1979).

(f) Under past and present conditions many aboriginal
children have left school with negative attitudes to education
and to literacy. Michael Christie (1983) has suggested, on the
basis of extensive research, that many aborigines view school as
a kind of rite-of-passage, an essentially meaningless ritual that
one will wultimately pass through to enter the relevancy of
adulthood. It appears that many aborigines, even somq'of' those
who have come through bilingual programs, 'have never understood
the relevance of literacy. It is like a ceremony learnt from a
neighbouring group, who in turn learnt it from a group further
away. The words are not their language, they have no meaning, no
real point aside from the performance. The fact that what they
are reading is meant to be meaningful seems to have escaped many
aboriginal readers. The reasons for this are several:

(i) Much of the material they have read has been in
English, a language that at best they only partially
understand. Often the reading and writing of English has
been undertaken before children have been properly
introduced to the language orally.

(ii) Methods used to teach literacy have encouraged
students to 'parrot' material. Many  have learned
hundreds of words by sight but can never really read
fluently because they are dependent upon memory almost
exclusively. They cannot predict from syntactic and
semantic knowledge because these are foreign to them.

(iii) Literacy is not a value in aboriginal society.
There seems to be little point to learning how to read.
It is not needed to get a job and there are few jobs
anyway. Reading for pleasure is rare in aboriginal
communities. The only models of good reading usually seen
by aborigines are their white teachers. Reading is not
an aboriginal thing but a thing that 'white fellas' do.
Few homes have any books. Unlike western children
aboriginal children haven't been read to at home. Books
are for looking at, if you happen to find one with
interesting pictures, not reading.

(iv) The majority of books are about uninteresting,
nonaboriginal topics.

S. Aboriginal adult education

Most aboriginal adult education has concentrated on the
teaching of practical work skills (motor mechanics, welding,
carpentry, metal work, plant operation, vehicle driving, windmill
erection and maintenance). There has been some work on upgrading
math and bookeeping skills, form filling, basic business letter
writing, typing and general clerical skills. Concern is sometimes
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expressed by aboriginal adults that, 'We need to learn to read
well and do math so we can run our own communities'. The reality
of the situation seems to be, however, that if the aboriginal
waits long enough ('waiting long enough' being a characteristic
of hunters and gatherers), the 'white fella' will do it for him.
Few courses have been developed to try to enhance literacy skills
in general. As 1 have already mentioned there is little reason
if any for aborigines to want to develop literacy skills per se.
In fact those _aborigines who have become highly literate, the
'book blokes' of the community, are often looked upon as
strange, different and even not really aboriginal. In a society
where it is considered bad to stand out as different from your
peers, it is no wonder that few continue to develop one's
literacy skills beyond a very basic elementary level.

In most schools and especially in bilingual schools there
has been an emphasis on upgrading the educational standards of
aboriginal teaching assistants (TA's) and literature production
workers (LW's). The latter work in bilingual school vernacular
literature production centres. Tuere has been some work on
improving standards of English literacy and math and in helping
TA's develop teaching strategies and practical classroom skills.

A lot of work has been done with both TA's and LW's in
bilingual schools on vernacular reading and writing skills. In
addition to on-site courses run in community schools, there are
other training institutions. Teachers colleges in at least four
states run courses where traditional aborigines can qualify as
teachers. There is also the government-sponsored School of
Australian Linguistics (SAL) in the Northern Territory, which
provides formal live-in training programs for those who want to
learn to read and write their own languages and/or become LW's.
Students at SAL also attempt to upgrade their English literacy
skills. TA's, LW's, aboriginal teacher graduates, and students
from SAL make up a very small percentage of the total aboriginal
adult population. The future of bilingual education clearly
depends on this group growing in size and becoming better
educated {(Harris, Graham and Buschenhofen, 1984). With few
exceptions they are still heavily dependent on their white
colleagues.

At a secular level the main interest in vernacular literacy
has come through the development of bilingual schools. Some
aboriginal adults have become literate so that they can work as
TA's and LW's. Most of these are young people under thirty-five
years of age.

Currently there are two places where, for adult groups, the
social event of coming together to learn to read seems to have
become meaningful and enjoyable in itself. One is an older
women's class currently underway in Warlpiri; the class is being
conducted by an AAB team (#22 on the map). The other is a
secular-based education program in both English and vernacular at
Fitzroy Crossing (#5 on the map) (Langlands, 1984. 5; Swartz,
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1985). Both classes seem to be meeting a need for 'something to
do' as well as helping people to progress towards literacy. Most
of those in the women's group want to read so they can read the
Bible. The men and women in the second group have a variety of
motivations. For both groups® however, the variety and interest
being provided in these classes, coupled with the social event
has resulted in the literacy class becoming an important part of
life.

6. Aboriginal Christianity

Despite the shortcomings of many missionaries in the past,
there have been those of several generations who faithfully,
lovingly and sacrificially served aboriginal people. In some
areas response has been sparse, but recently there has been a
power ful movement of the Spirit among aboriginal people in both
traditional communities and in rural and urban fringe areas,
with large numbers becoming Christian. Aboriginal churches
formed in mission days, often weak and small in numbers, have
been revived and new ones established. Aboriginal leaders
trained by missions have now become pastors in their own right,
recognized by their denominations and their people and able to
lead these churches. In other places, however, there 1is a
shortage of people able to take on leadership roles. In some
places there are little or no vernacular Scriptures. Here people
are forced to rely on the simple English versions like the ‘'Good
News Bible.' Few understand English well and many
misunderstandings result. In any case, in most communities the
few people who can read English well enough to share the
Scriptures with their people are usually women and a few young
men for whom it is culturally inappropriate to take a leading

role. For this reason, some groups of Christians rarely use the
Scriptures. Other groups are still dependent upon the 'white
fella Christian', the local teacher, community worker,

missionary, or translator who can find the time to read and
explain the English Scriptures so that they can understand. Very
few older Christian leaders can use the English Sciptures to feed
their flocks.

One can see from the map on page 26 that Bible translation
work is either completed, underway or contemplated in thirty-
seven aboriginal and Torres Strait vernaculars. The AAB is
working in twenty-one of these and will possibly work in a
further three. Through vernacular Scriptures aboriginal people
may come to understand the word of God. The important questions
are will they be able to read them, will they actually read them,
and will they apply them in their lives?

II1I1. Vernacular Literacy Programs

1. Branch accomplishments

0f the twenty-one languages where members of the AAB have
been or are working, ten have bilingual programs of some sort in
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which we have had involvement in training TA's and LW's and have
done a small amount of work with children. In none of these cases
have we been entirely responsible for the work. Involvement in a
few places has been intensive for a year or two and then every
now and again for short periods. 1In all cases, however, we have
been and continue to be, where needed, a catalyst and a 'behind
the scenes' encouragement. In four of these languages we
currently have a direct involvement.

In thirteen of the languages listed we have done some adult,
vernacular literacy work. 1In ten of these we have made the major
contribution to adult vernacular literacy for the language.

The results of our labours have not been world shattering.
Where there are bilingual programs, there is a steady trickle of
graduates, a few of whom are highly literate in the vernacular
and continue to use their skills. Most, however, do not have a
very high standard and their skills soon atrophy for want of
something to read. We have been able to bring very few adults
through from total nonliteracy. A larger number have transferred
their literacy skills from English, some of these being TA's and
LW's working in the school. Of those who are literate, few can
read really fluently and even fewer could be described as
vernacular authors.

In most places where we have worked, we have been
responsible for the development of a small quantity of vernacular
books, up to one hundred or so titles, a few primers almost all
of which use the Gudschinsky approach, and some materials
designed to transfer English readers to vernacular literacy.

As an example, let me summarise what has been accomplished
in my own program at Jigalong in Western Australia (#3 on the
map) since we began in 1979:

-Some vernacular literacy in the school. 1If the present
government policy in Western Australia continues there
will probably not be more than one or two graduates who
are literate in Martu Wangka.

-Three TA's have moderate literacy skills.

-Five other adults have become fluent vernacular
readers. All transferred from English reading. Of the
above eight, six have authored booklets.

-Twelve or thirteen other people have attempted to learn
to read Martu Wangka. At best they could be described as
fair readers. Most are really battling. None were
complete nonliterates when they began.

-We have developed a literature of about sixty titles.

2. Problems in vernacular literacy

The AAB celebrates its 25th year of work in }1986. We have
had some success but a lot of failure. We must face the facts.
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(a) We don't have much time. The process of destruction

continues. Languages are disappearing fast. In some the
opportunity for maximum use of Scriptures being translated has
passed. In the last two years three programs have been

prematurely cut short because of languages falling into disuse.
As one Education Department linguist said to me, 'One morning
some of these people are going to wake up and find that their
language is gone'. The slide from apparent health to death can be
a very rapid one. In a period of five to ten years languages can
cease to be viable.

(b) Literacy in English is not valued, wanted or seen as
relevant by most aboriginal people. English literacy is of some
value on a day to day practical level in running communities but
this need can be met, especially with the current level of 'white
fella help', by a small group of aborigines with moderate
literacy skills. Education past elementary levels requires better
English literacy than most aborigines have but there are few jobs
available outside the community for aborigines that require
literacy or education. Most aborigines don't want to leave their
communities to find employment anyway. Aborigines have not
learnt to read for pleasure. In any case there are few
interesting or relevant books available to aborigines. Radio,
cassette, TV and video seem to be a more relevant media.

(c) Vernacular literacy is 1less relevant than English
literacy except to those who really want to read vernacular
Scriptures. There is little secular vernacular reading material
available that can sustain the reading habit. Even the massive
financial and personnel resources available to government-
sponsored bilingual programs have not been able to provide
sufficient literature even for successful school programs. The
AAB does not have the resources and manpower to mount large-
scale, secular- based vernacular literacy programs. We do not
have government support to do so.

(d) Literacy for many aborigines is seen as a 'vhite fella
thing'; it is associated with assimilation, schools, missions and
cultural destruction. We have to work very hard to prove that
vernacular literacy is different from literacy in English. Many
associate literacy with failure and irrelevance. At Dbest
literacy is a nonevent, at worst a negative.

(e) There are few good models of literacy among aboriginal
people to inspire them to greater success. In fact to stand out
as better than others in aboriginal society is a bad thing. This
in. part accounts for the uniformly low standards of literacy in
aboriginal communities (Capp, 1981).

(f) Those who are literate tend to be women and young men.
It is unacceptable for them to take leadership roles.

(g) We long ago had to abandon the idea of ‘literacy for
every aboriginal’.
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(h) We often used methods for teaching literacy that havem't
worked even with those few who have seemed to be well motivated.
Our approaches have been 'bottom-up', sounding out or word by
word approaches. They have aasumed that aborigines understood
that reading was meant to be a meaning-making experience, clearly
a wrong assumption. We have failed to show students soon enough
in the process of teaching them to read that reading is a
meaningful activity and thereby we have not provided them with
the wotivation to persevere and make the substantial commitment
of time and effort needed to reach fluency. Few of us have come
to terms with the implications of the research done by Harris
(1980, etc.) and Christie (1983, etc.) on aboriginal learning
styles. ’

(i) Those who have succeeded in literacy have been the
exceptions, mainly

~Those who have wanted to read Scriptures.

-Those who have transferred through from English
literacy.

~Those who were close friends, language helpers, or
employees, for example those who were TA's or LW's in
bilingual programs, who felt an obligation to persevere
with learning to be literate.

3. Some solutions to the problems

Reading and writing are skills of which the vast majority of
human beings including Australian aborigines are capable. The
real problem is a motivational one. Aborigines cam learn to read
but are legitimately asking, 'Why should we?'

What should be our reply?

(a) We should no longer see literacy as the only or most
effective way of getting Scripture into use among the majority of
aborigines.

(b) We should banish from our mind the idea that we are
going to achieve community-wide literacy and/or set up large
secular-based culture and language preservation and/or bilingual
programs.

(c) Where it is necessary we should continue, in response
to the felt needs of aborigines, to commit limited time and
resources to the support of others working in such programs, for
example TA's, LW's and aboriginal or white teachers. We should
do this because if these are really felt needs, then we are
called to serve, and secondly because successful graduates may
possibly be Scripture users.

(d) We must find ways to help aboriginal people see the
relevance of Scripture for their lives. This is the motivation,
probably the only real motivation, we can offer for vernacular
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literacy that is within our resources. Our number one priority
in literacy work, the prereading approach par exellence, is to
‘open the fridge', as it were, and show people the 'goodies'

inside. In the western world one of the reasons our children
read is because they have been shown from an early age that
‘there are goodies in books and they want to get them out'. The

Scriptures are full of life-essential principles that can
revolutionise life, including the life of an aboriginal. It has
happened!

(e) Having prepared people by showing them the value of
getting into the Word we should concentrate our main efforts on
those who see the relevance of Scripture and want to be able to
read and use it for themselves. 1 don't mean by this that we
should totally neglect people who want to read their vernacular
for other reasons. But there are very few reasons for vernacular
literacy besides reading and usxng the Scriptures; 6o I believe
we should 'put most of our eggs in that basket.'

(f) Because time is short we in the AAB must concentrate
mainly on those who have some chance of success:

-Those who are keen to use the Scriptures.

-Those who are already literate or semiliterate.

—Those with whom we have developed strong relationships,
who have an obligation to learn to read and can see a
use for reading skills.

(g) We must use strategies that

-develop reading for meaning. For example the
neurological impress strategy, language experience,
shared book, prediction and substantiation from whole
discourse. Phonics, sounding out syllables and word
analysis can develop informally out of the above or be
dealt with at times separated from sessions in which
reading for meaning is being taught.

-fit the cultural learning styles. The above listed do.

-fit the level and understanding of reading skill reached
by the student. If the-learner is an Englxsh literate or
semiliterate, we need to understand ‘where he is at' in
his English literacy skills and then employ strategies
that move him on to 'making meaning in his reading'
immediately if he is not already reading for meaning.

-provide a sense of immediate success in reading for
meaning. The above strategies do.

-allow for the development of oral reading as a
performance skill. This -is a separate s8kill from
readxng silently for meaning. The sharing of Scriptures
in a culture which is basically oral and has only a
small core of literates, at least for the forseeable
future, depends on good oral reading skills.

o - BEST COPY AVAii "RILE
égﬂPYA MARLE



38 NOTES ON LITERACY SPECIAL ISSUE NO. 4, 1988

(h) We must see that there are materials available to read.
-Instructional materiuls should focus mainly on transfer
from English .to vernacular. Simple familiar Bible
stories can be used, Scripture songs, testimony
material, simple culture material if that is where
interests lie.

-There should be enough simple repetitive, predictable
material to develop reading skills, by wusing Bible
stories or whatever people are interested in.

-Familiar, short, heavily illustrated translated Scipture
passages can be used for developing fluency. Group
reading and reading with a cassette provide non-
threatening ways to help with fluency.

(1) To ensure that understanding of the relevance of
reading is maximised, it ahould be used as often as possible in
nonthreatening group situations. For example, group oral reading
from the overhead projector or chart of a Bible paasage to be
studied in a group provides practice in oral reading, provides a
reading instruction opportunity, reduces the likelihood of people
feeling embarrassed or outdone or made to atand out. The use of
relevant material in these sessions makes the business of
literacy appear very worthwhile.

(j) Ways need to be found to overcome putting down authority
figures, mostly older men, who are less likely to learn to read.
Allowing the young people to read this 'newfangled white fella
thing', and then having the older men expound the meaning and
direct the drama, dance or song that develops from it seems to be
a possible solution.

(k) Finally because social and relationship events are the
fabric of aboriginal life, I believe we need to find ways of
attaching literacy to significant social events, or perhaps we
can create social events where the excuse for getting together is
learning to read and write.

In the AAB we face many difficulties in getting people to
read their 'heart languages', but a measure of success encourages
us to continue. Sometimes things look impossible but "‘Faith
laughs at impossibilities and shouts, ‘It shall be done'."

NOTES
1. station: the Australian name for a ranch.

2. tucker: Australian slang for food.

3. bush: unsettled wilderness area.
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4. Canning Stock Route: s trail of watering places, through the
- Gibson and Great Sandy Deserts in Western Australia,
established by the explorer Canning. This was used when
driving cattle from the stations in the North West to a
southern railhead.
5. full-blood: person of full aboriginal descent.
6. licensed: to have a government license to sell alchohol.

7. Aussat: Australian Communication Satellite.

8. bloke: Australian slang for a man or a person, a ‘guy'.
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NEW LITERATES READING ALOUD
FOR AUDIENCE COMPREHENSION: The Bahinemo Case

Sally A. Dye, Papua New Guinea

I. Introduction
I11. Background
III. Modifications in the Literacy Program
for Clear Oral Reading
IV. Advantages and Disadvantages of the Modifications

I. Introduction

Reading aloud clearly is critically important in some
cultural situations. When there are only a few readers in
nonliterate societies, these are expected from time to time to
read for others of the community, e.g. letters, reading from the
Bible in church meetings. But the halting reading of new
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literates may not be conducive to clear comprehension of the
message by the hearers; in fact, the meaning can be distorted.
Because of such a situation among the Bahinemo of Papua New
Guinea it became necessary to develop some techniques to teach
clear oral reading. When there is little interest in reading and
a resulting lack of fluency, and 8o much distortion that
listeners cannot comprehend what is being read, a special
technique for teaching people to read aloud clearly may be
essential.

II. Background

Many nonliterate sgocieties have little or no interest or
need to read. These are most often tiny kinship-oriented tribal
groups where everyone knows everyone else and all knowledge is
shared. In these groups there is seldom any economic advantage
to reading. There are few perceived benefits in reading or
interest in a broad range of reading materials, even after the

people have been encouraged to write them themselves in
workshops. Some groups even perceive literacy as a threat to
their cultural existence because it is associated with
westernization and change. Examples of this resistance can be

found in the Philippines among the Negritos, in Colombia among
the mountain peoples, and among the Australian Aborigines.

In traditionally non-literate societies the few who learn
to read are satisfied to stop short of being fluent readers,
because fluency in reading is not a traditional value; few of the
rituals require the ability to read. The few who read receive
little modeling of how good readers actually read. Furthermore,
preparing for religious services by reading repeatedly is often
considered almost sacriligious. Some Philippine Negritos and
several groups in Papua New Guinea deliberately do not prepare
for services. If they do, they must act as if they did not.

Halting reading distorts the meaning for the listener. It
is distorted by pauses between words, distortions of speech
timing and stress, wrong tones and intonations. For example, in
the Bahinemo language, the gentence stress perturbs the tones on

‘most of the words in the sentences, so that word by word reading

often distorts the meaning. 1In such reading each word frequently
carries a sentence intonation, thus distorting the overall
meaning of the sentence. In addition, meaning is lost when the
pauses are 8o long that the beginning words are forgotten by the
time the verb at the end is read. Halting reading by Bahinemo
church leaders became such a problem that most Scripture reading
was incomprehensible to the audience. This situation reinforced
an already natural tendency on their part to believe reading is
magic ritual rather than composed of meaningful words intended to
be understood.

O
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III. Modifications in the Literacy Program for Clear Oral
Reading

There are several stages in the literacy program that can be
adapted to bring about more clarity in oral reading. These
include orthographic changes and primer writing, as well as
teaching and training teachers to teach.

Orthography and primer writing

The orthography must facilitate rapid recognition of tones,
stress, intonation, and anything else that is essential to
immediate recognition of the material being read.

As an example the Bahinemo language is a stress accent
language where there are word, phrase, and sentence stresses. We
found that word and sentence stresses must be written to avoid a
lot of trial and error which would otherwise be necessary for
figuring out how to pronounce the word and get the correct
intonation on the sentence. Word stress is written over the
vowel of the stressed syllable. The stressed syllable of the
sentence 1is underlined. Phrase stress is not written because
it's pronunciation is almost automatic when the words are
pronounced correctly. This orthographic help allows the new
literate to read the right sound immediately and from the correct
pronunciation deduce the meanlng. It is a mechanical method that
leads to right meaning.

The above procedure is justified because one cannot depend
on new literates being fluent enough to know or figure out the
stress-accent pattern on the phrases before they know what tones
are on the words. A system of writing where stress is written
only on minimal pairs of words, or where all but one of the tone
patterns are written would not suffice. Readers will seldom get
enough experience reading to memorize the tone or stress patterns
on words. Even those new literates who work most closely with us
seldom learn the patterns well enough to read the passage
correctly without extra orthographical helps.

The extra orthographic symbols must be taught early in the
primers to build habits of reading tones or stress. The early
sentences must not be so simple that they cannot be pronounced
with normal intonation.

Special lessons on meaning must supplement the word-
recognition technique, especially in cultures where words are
used 1in magical rituals. Readers must be taught specifically
that reading is a meaningful exercise.

The procedure for teaching clear oral reading

The goal is to teach the new literate to read by clauses and
sentences in such a way that he can be reasonably accurate and
his listeners can comprehend the meanlng of what he says. One

. . ,4,'.
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must do whatever is necessary to avoid word by word resding.
Long pauses as well as intonation destroy comprehension.

A new method of teaching reading was devised. The Bahinemo
were taught stress and intonation in the early lessons and
encouraged to read from one period (meaning "the drying up" in
Bahinemo) to the next. 1In further lessons, after working out the
words in the sentence, the readers are taught to repeat the
entire sentence with its stresses and intonation and at near
speech apeed. Modeling by the teacher is valuable here, but a
problem where the teachers themselves are not yet fluent.
Readers are then taught that after reading a sentence they should
stop to breathe and to think through the next sentence. Long
pauses are allowed. (The pause at the end of a sentence is
useful in church for meditation.) Students are not allowed to
read parts of a sentence or word by word without at least
repeating the whole sentence at speech speed afterwards. Thus
readers, even though they are not yet fluent readers, develop
habits which make fluent performers who can read any sgentence
aloud with the right pronunciation and intonation.

IV. Advantages and Disadvantages of the Modifications

Advantagea:

New readers can be heard and understood when they read
aloud, before they have gained the kind of fluency that comes
from a broad reading base.

The method can be wused with most primer methods if
orthography is adapted for immediate recognition.

Disadvantagea:

Special teaching techniques are required. If teachers are
not fluent or have not learned the technique, they have poor
success in using it.

This technique has not been adequately tested, since most of
the 300+ Bahinemo who will read had already learned to read by
other methods, before this technique was developed. The method
was appreciated, but those who try to mimic it without being
taught tend to repeat in the wrong places or do not read silently
the first time through. This brings new distortion.
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TO READING IN A VERNACULAR PRESCHOOLS

Bev Evans, Papua New Guinea

Introduction

In March 1984, two Barai vernacular preschool classes began
at Itokama village, Oro Province. Each of these classes was
taught by a different reading method, and their progress and
results throughout the year were closely observed and compared.
Class A was taught by an analytical Eclectic Method which had
been successfully used previously in the adult vernacular classea
in the area. Words are broken down to syllables and vowels and
then built up again to words, with only a limited amount of
connected reading material introduced each day. Drills are
practised daily. Class B was taught by the Language Experience
Approach, following the premisé that children learn to read by
reading. A quantity of culturally familiar text was read daily,
the emphasis being on reading for meaning without ‘analysis.

These two methods were evaluated and the Language Experienca
Approach was decided upon as the method of reading instruction
for future preschools.

The Barai Preachool Programme

Background: The Barai people of Papua New Guinea number about
2,000 and live in the Managalasi Valley of the Oro Province.
They live in seventeen villages spread mainly along ome central
trail. An airstrip is located at Itokama village, which is the
centre of the language group and the most prestigious village.
Until recently the only access into the area was by plane or
foot. An  all weather road to Popondetta is in the process of
construction and is presently useable in dry weather. At Itokama
there is an Anglican mission station, a coffee cooperative, the
only community school in the language area and a Rural Health
Centre which has recently replaced the previous aid post.

Mike and Donna Olsson of the Summer Institute of Linguistics
settled in the area in 1968 and began studying the language.
Then in 1977 Peter and Bev Evans (also of SIL) joined them to set
up a literacy programme for the area, working out of Itokama.
The Olssons prepared primers for adult literacy following the
method of Dr. Sarah Gudschinsky, an eclectic or analytical method
widely used by SIL. Later the Evans tested these primers on two
claases, one of semi-literates and one of pre-literate adults and
subsequently revised them. Teachers (mainly Standard six
leavers), were then trained and instruction began. Classes were
held throughout the language area.

Along with literacy classes literature was produced for the
new literates. Barai men were trained to write stories, reports
and monthly newspapers. They were also trained to prepare
stencils, operate the ink duplicator and produce booklets.
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When the adults graduated from the literacy classes, they
attended a reading club, held two or three times weekly, in order
to improve their fluency in both reading and writing. This
programme continues.

Early in 1983 it became evident that something could be done
for the children of the area, both for those who would be going
to the community school as well as those who were outside the
formal school system. Vernacular classes had been held weekly in
the community school for several years, but the idea of
commencing preschool classes in the vernacular for children who
were to go to the community school seemed timely. The community
and the local community school staff were approached and both
groups showed enthusiasm for the idea. They were encouraged by
the fact that the few children who had previously been taught ‘to
read and write in the vernacular prior to attending the community
school, had achieved better results in Grade ] than those who had
not.

For many years only 5 per cent of the children from the
local community school had been admitted to high school compared
with around 50 per cent from the urban Popondetta schools. It
was felt that -attendance at a vernacular preschool might improve
the children's ability in the community school and thus help
compensate for the advantageous background of the urban children.
Parents and the community at large were very keen for more
children to go on to secondary education, in order for them to
return to the village area and improve the life of the Barai.
This was also the desire of many of the young people, and in
fact, most of them that have had the opportunity to attend
secondary school have returned to work in the area.

In the community school all instruction is in English, a.
language not spoken in the home and not known by the children
when they first go to school. However, researchers in reading
indicate that children learn to read more effectively when the
language of instruction and the materials used are in the mother
tongue. According to Bowers, 'Psychological and educational
considerations clearly favour the learning of reading and writing
in the mother tongue' (1968:385). Gudschinsky says, 'A person
can only learn to read in a language he understands' (1973:6).
1f it is true that learning to read in one's own language is
vital for good reading skills to develop, then it follows that
it is very difficult for children to learn to read in a
foreign language. Furthermore, if as Stauffer says, 'Meaning is
the important thing - not just saying words' (1970:21), then to
teach children to read in a language they do not speak or
understand well, is to teach them to read words only. It will be
much more difficult for them to obtain meaning from what they

read, and the whole reading process will be reduced to a
mechanical decoding that makes fluency and reading for meaning
unlikely. This is the case for many urban and most rural

children in Papua New Guinea, who com-mence school where the
instruction and materials are in English.
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In Barai culture, legends are memorized and passed on from
generation to generation. They are always related to life in the
community and explain various aspects of life as they know it.
Skills are learnt by the children observing their parents at work
and imitating them.

These were some of the considerations which had to be taken
into account when teachers came to decide how to introduce
reading and writing skills in the two proposed vernacular
preschool classes.

The Gudschinsky Approach, used previously is an eclectic
approach to reading where words are broken down to syllables and
vowels and then built up to words. This has been criticized by
Smith who argues that, "'breaking down reading makes learning to
read more difficult because it makes nonsense out of what should
be sense' (1975:5). An alternative technique, the Language
Experience approach to reading, concentrates on language as a
whole and on the use of context to find meaning. This it was
thought, may be more suitable for the Barai culture where context
and memorization play such as important part in daily learning
and living. But there was no evidence which would support such a
supposition.

To gather such evidence it was decided to conduct an
experiment during the first year of the vernacular preschool at
Itokama to assess the relative appropriateness of the different
methods to Barai children. One group of children would be taught
by the Gudschinsky Eclectic approach and another by the Language
Experience approach. The progress of the children in the two
groups was to be closely observed and compared throughout the
year.

In February 1984 several preschool teachers were trained and
at the end of March two experimental classes, A and B, were
opened at Itokama.

Classes and Teachers:

In each of the two preschool classes, twenty-two children of
approximately seven years of age were enrolled so that the same
aumber of children from each of seven villages were in each
class.

There were three teachers in each class, making up two teams
with one senior teacher and two trainee teachers in each team.
The senior teacher of Class A, where the Eclectic method was to
be tried had no formal schooling, but had attended adult
vernacular classes in the early days of the Barai literacy
programme. He praised the children consistently and class morale
was good. In Class B the senior teacher had six years teaching
experience in community schools. He was thorough, enthusiastic
and taught well, and his teaching and classroom procedures were

TN
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of a high standard. Al! trainee teachers had formal education to
Grade 5 or Grade 6, except for one teacher in Class B who had
formal education to Grade 8.

All six teachers completed an initial six and a half week
training course. The new recruits were required to do a year of
'on the job' training in the classroom under the supervision of
the senior teachers and the adviser, before being eligible to
take responsibility for a new preschool in another village in
1985.

The teacher's guide was written in the vernacular. The pre-
reading guide was fairly detailed, but preparation for the
reading phase was more basic, leaving more to the initiative of
the teacher.

Reading methods and testing

The school year is divided into four terms, following the
community school calendar. Pre-reading was taught in the first
two terms, and in the second two terms classes progressed to the
reading phase, each following a different primer series and
method of reading instruction.

Pre-Reading Phase: In the pre-reading phase, lessons and
activities to develop the aural, oral and visual discrimination
skills needed for reading were taught. Games to reinforce these
skills were played daily. Other lessons taught included writing,
maths, science, health and religious education. During the last
five weeks of this phase, each class was taught two experience
charts.

An experience chart is a village related story of eight to

ten lines. The story is written on a large sheet of cardboard.
A draving at the end of the several lines aids the children's
memories as they learn to read the chart story. Each of these

lines is also written on separate strips of cardboard, without
illustrations, 8o that when the children have learnt to read the
chart they then transfer to reading these strips, in correct
order and also in random order. From this story four or five
words are then chosen and written on flashcards, the children
learning to recognize the words both in context and also in
isolation. Next, wusing these words, new sentences are builte,
firstly by the teacher, with the children both collectively and
individually reading them, then by individual children themselves
putting the words together to make as many sentences as possible.

From these two experience charts the children learnt the
basic idea of reading and to recognize and use nine productive
words that” were to be used frequently in the beginning reading
material of both classes. This helped the children's confidence
and at the same time lightened the initial reading load. By the
end of these five weeks, children from both classes were able to

O
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put the flashcard words together to make a number of different
sentences.

At no time were the children bored with the pre-reading
slthough it lasted for twenty weeks. Interest was kept high by
the use of a variety of games, all of which reinforced what was
taught. The games required active participation by the children,
thus they did not sit for extended periods learning abstract
concepts which is a learning style foreign to their culture. As
the year progressed, however, the teaching did become a little
more formal which was a desirable preparation for entrance into
the community school the following year.

At the end of the pre-reading phase a further teachers'
training course of two weeks was held where all teachers wére
given instruction on the teaching of the reading method that
their class was going to use. At this point the trial stage of
the programme began.

The eclectic method: Class A was taught by the traditional
Guschinsky method using the existing series of five primers, but
at a slower pace than was used with adults. These lessons began
with a 'pictureable' word, called a keyword. This word was then
broken down to a syllable and to the vowel in that syllable. At
this point, new syllables were taught by using known letters with
the new letter being taught. New and old syllables were
contrasted, drilled and then other words built using the new
syllables. The lesson concluded with reading a few lines of
connected material. Functors, (for example, as in English: -ing,
-8, -ed, and conjunctions such as: ‘and', 'but', and the negative
'not') were taught differemtly, by putting them into meaningful
phrases or sentences, then teaching them by negative focus (by
omission of the functor). Games with the new syllables were
added and played daily. The main teacher of this class had
taught these primers for several years and knew the method
thoroughly. The children took the primers home with them each
day after preschool. :

Langusge Experience Approach: Class B began the new trial
reading programme where the children were taught to read using
the Language Experience approach. The primers of this approach
were a series of fifty-five culturally familiar booklets of
graded difficulty, produced, with some assistance, by one of the
teachers. The introduction of new words followed the order of
the existing Gudschinsky primers, with new words being repeated
ss often as possible to reinforce learning. Each page of the
booklet contained a sentence of the story, with a picture ¢to
illustrate that sentence. Later in the series longer sentences

and sometimes two sentences were included on a page. Each
booklet was a separate story varying in length from twelve to
twenty-two pages. In order to give the children short term

goals, every seven booklets was a complete unit, each book in
that unit having the same coloured cover. The seventh booklet imn
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each unit was for revision of the words taught in that unit. The
last wunit of gix booklets (49-55) was designed to develop
fluency. All booklets were duplicated on an ink duplicator so
that all the children were able to keep their own copies. The
children took their booklets home after class each day and were
encouraged to practice their reading in their village.

The Language Experience approach focuses upon the reading of
connected material. Drille are not used and language is looked
upon as a whole. The emphasis is on reading for meaning. There
are three main word attack strategies used. Firstly, when an
unknown word is encountered the children are taught to continue
reading to the end of the sentence in order to decode the
unfamiliar word. If this fails, the second strategy is to look
for clues in the picture accompanying each sentence. Thirdly if
still unsuccessful in decoding the word, the children are taught
to say the word syllable by syllable until finally sounding out
the whole word. The final, but hopefully unnecessary strategy is
to ask the teacher. Both word and syllable games are played each
day to reinforce new words being taught.

Other Activities: Throughout the year the children of both
classes were encouraged to draw and paint pictures during free
play times and at other appropriate times during the morning.
Even early in the year their dravings and paintings were mostly
realistic and they were always encouraged to tell the teacher a
story about their picture. The teacher would then write a
sentence about the story on the child's paper and read it to the
child. As the year progressed, the children began to write their
own stories, or at least help the teacher to write them. As
their ability increased, they were expected to do more of this
writing for themselves. At the end of the pre-reading phase each
class made two books, each child contributing one page of the
book. The children took turns to take these books home and read
them to their family and friends. This type of approach
contributed to the children's interest and understanding of the
reading process.

Children from both classes were encouraged to spontaneously
read books during break and free play times. Throughout the year
teachers read a daily story to the children, thus fostering an
interest in books and an enjoyment in reading. Suitable books,
for example, some of the Ladybird Series, several series of Papua
New Guinean sgtories and other suitable story books were
translated into Barai. The Barai text was in each case pasted
over the English text.

It was' observed that the teachers gained a great deal of
incentive from preparing and reading their own stories to the
class, and there was much spontaneous enjoyment and enthusiasm
for books on the part of the children of both groups.
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Testing: Throughout the year children from each class were
tested individually using identical tests. The senior teacher of
each class tested the children of the opposite class, with the
SIL advisor recording the results. These tests were intended to
compare the effect of the two teaching methods on pupil progress
in reading related ekills.

A total of five tests were given during the year. The first
tests were administered during the pre-reading phase, one at the
end of the experience chart work and two more during the reading
phase. All the individual results were recorded and compared.
It was also the aim of the tests to detect weaknesses in the work
in general, or in a particular child, so that remedial work could
subsequently be done.

Test 1| - (After five weeks of pre-reading)

This test and also the second test covered visual
discrimination, oral discrimination, writing and maths.

visual Oral Writing Maths
Class A 882 652 722 97%
Class B 892 nz 832 982

Test 2 - (After fifteen weeks of pre-reading)

Visual Oral Writing Maths
Class A 962 852 992 922
Class B 1002 892 1002 952

Test 3 - (Experience chart work only - after 20 weeks)

This test involved recognition of each of the nine words
learnt in the two experience charts and ability to read a
specified sentence from the chart.

Total Average

Class A 87%

Class B 952

Test 4 - (After week five of the reading phase)
In this test the children were tested on the syllables they

had learnt, five words they had seen in previous reading, and
e five words they had never seen h-“~re, but containing known
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syllables. All of these words and syllables were presented to
the children on flashcards and were in isolation. The children
were also required to read a sentence containing known words, but
arranged in an order they had not seen before. Finally, for
dictation, each child was asked to write a sentence of reasonable
difficulty, containing five known words.

Syllables Known Words New Words Sentence Dictation
A 962 922 802 902 872
B 862 762 ‘ 592 932 852

Here it can be seen that there was a change from previous
tests as this time Class A was ahead in all areas except in
fluency of reading connected material. Class A had worked daily
on syllable drills and word flashcard recognition, but Class B
had concentrated on reading in context only, had not drilled
syllables or worked with words in isolation, Syllables and both
new and known words were presented to the children in isolation
for the test. (It is unfortunate that a test of comprehension
was not given at this time.)

Test 5 - (Finel test - at the end of the reading phase)

Here the children were tested on the syllables and were also
asked to read a story of six lines. The story contained mostly
known words, with three unfamiliar words that contained known
syllables only. The children were then asked three comprehension
questions about the story they had just read. Finally each child
was asked to write a six word sentence for dictation.

Syllables Fluency Word Attack Comprehension Dictation
A 912 632 682 652 88%

B 852 752 792 912 72%

The results of this test were fairly conclusive and
predictable. The syllables were presented in isolation, but
fluency, word attack and comprehension were all tested from
connected material. Class A achieved better results in syllable
recognition and dictation, but Class B read more fluently, showed
greater word attack and comprehension skills. The most
statistically significant difference was in comprehension skills.

Summary of Results
Out of the forty-four children who started at the beginning

of the year, thirty-three were recommended as ready for Grade 1
in 1985, having completed the course and mastered the skill of

reading. Nine were not recommended for entry to Grade 1. Their
Q .y s
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low performance was attributable to sickness, long absences or
death. Two children were unable to read at the end of the year
although they had attended regularly; both were from Class A.

The test results showed that the Language Experience
approach resulted in greater comprehension and fluency. Also
this method is in line with the cultural learning style of the
people, which is based on mimicry and repetition.

Motivation is an important factor in learning, and the
teaching of reading is no exception. With the  Language
Experience approach, the reading materials are culturally
relevant booklets, well illustrated and greatly enjoyed by the
children. As the teaching of the Eclectic Method included many
drills and routine exercises and only a limited amount of
connected reading material, the added motivational factor of the
Language Experience method may well have been significant. This
was confirmed by the teachers from both classes who all expressed
a strong desire to teach by the Language Experience approach in
the future. Their reasoning was that this method made reading
more interesting for the children - and for the teachers.

One of the teachers who had taught adults to read by the
Eclectic Method for several Yyears, felt that the Language
Experience approach should also be tried with adults and that it
may increase the percentage of those who achieve literacy and are
motivated to continue using their new skill. It has also been
interesting to note that there has been & revival of interest and
demand for adult literacy classes over recent months. We feel
this is partially due to the parents seeing the reading books
of the Language Experience method which the children took home
each day.

It was noted, however, that Class A had a superior ability
in dictation and spelling. The concentrated work with syllables
and the analysis of words with the reading method of this class
was probably the reason for this. 5o, although it was decided to
adopt the Language Experience approach for future preschools,
more syllable building exercises would be included along with the
basic reading method. These would, however, occupy a minimal
amount of time by comparison with the reading of connec ted
material.

Conclusions

The Language Experience approach resulted in greater reading
comprehension and fluency, and also, in higher motivation of both
children and teachers. It produced relatively weaker results in
spelling and dictation skills. Hence it has been recommended
that a little more attention be given to syllable building
exercises in an attempt to overcome this weakness.

The children and teachers alike are enthusiastic about the
new reading method, and with the strengthening of dictation
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akills, it ghould provide a good preparation for entrance into
the community school while enriching the lives of those children
who cannot or do not wish to enter the formal education system.,

Acknowladgements: I would like to express my appreciation to Dr.
Robert Litteral of the Summer Institute of Linguistics, and to my
husband and co-worker in the Barai programme for their advice and
suggestions in the writing of this article.
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(Ed. the following details included in the original seminar
presentaiton but not in the published article may be of interest
to some of our readers.)

Appendix A’
Test 1
1. Complete 2 pages of visual discrimination (Appendix B)
2. Supply orally words that begin the same as
a. ume.
b. mave.
c. kaka.
d. are.
3. - Match math number flashcards with the corresponding

number pattern flashcard.
- Put out counters (stones) for numbers 5, 3, 4.

4. Copy (onto a blackboard) the big and little brother of
Ff, 1i, Tt, E (e has not yet been taught) .

. Complete the psge of visual discrimination (Appendix C)
2. - Supply another word that begins the same as:

a. mare b, bara c. are
- Which of the following words has an ending different
from that of the others?

sakie ufie abie tura madie (said orally)
- Which word is different in the middle?
kiri biju kaka diru madie (said orally)

3. Copy onto a blackboard the following letters:
f, a, k, m, 8.

4. Put out counters for numbers 9, 5, 3
Find the flashcards for the following numbers: -10, 4.
5. Children were asked to read word flashcards from

Experience - Chart 1, and to read one of the sentences.
(At this point, the chart had just been completed.)

Test 3.

In this test, the children were asked to say each of the
nine words learnt from the Experience Charts, and to read a
specified sentence from one of the charts.

Test

B Read all the syllables covered so far. (The syllables
were put on flashcards.)

2. - Read flashcard words. (These words had been seen in
previous reading.) makame, kari, ire, areme, kirae.

3. Read from flashcards the following new words. (All
syllables in these words had been learnt.) rima, kake,
ikire, make, amaeri.

4. Read the following text -

Ame ije fu ire keke va.
Bu kaema ke.
Kaema ije fu ma.
o '
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All of the words had been read before, but not in this order.
S. Dictation - Ame bu kari kaki ‘iri.

Test 5
1. Test on syllable flashcards.
2. Read the following story:
Busi ije fu mutore ije saki.
Mutore ije fu kona oenoe.
Ame fu keke buai ijiaki mutore nuve va.
Mutore fu kona va ine rotire ijia aru.
Ame fu sime ije abena fi sakae ije ru.
Areme bu mutore ije gana kanae.
3. Comprehension. The child was asked three qQueations
about the atory just read.
4. Dictation ~ Gani vaekiro taubuta manino miane kania.

Appendix B
First Visual Discrimination Sheet given for Test 1

lest 1

Ve

=
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Second Visusl Discrimination Sheet for Test 1
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Appendix C
Visual Discrimination Sheet for Test 2

Test 2

nN1U mrn a n

abe | abe baru fasi isoel’

mare WEOFG, nqre, mare 8ar‘e,

Iro [1Ira 1ro Ire  iri  iro

Eari kana kani.karc: kari kaki
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Reported by Kathy Bosscher
During the Literacy Consultant Seminar a survey was
conducted regarding methods of primer making used in the SIL
branches. Twenty-five of the forty-six consultants responded.
The six questions of the survey and a compilation of the
responses are reported, in figures and as percentages of the
number of respondents.
1. Are you a primer construction consultant?

yes 19 76%; no 5 20%; Tnot at present 1 41

2. Are there accepted methodologies for making primers in your
branch or entity?

yes 19 761; no 6 242

3. What methods are used? (2 of methods used)

Letter: Syllable: Gudschinsky

phonics 3 4 82 Gudschinsky 23

Laubach ] Robert Rice 1 28 562
syllable 4

Word: Text:

psychosocial global/text based 3

(Freire) 1 language

sight word 1 4 81 experience 2 6 122

generative word 1 functional 1

psycholinguistic 1

Other: No Answer:

Eclectic 2 2 42

writing 1 6 122

misc. 3

4. Are you free to recommend other methods?

yes 2] 842
yes, in some situations 2 8%
no 1 42
NA 1 42

5. What method do you normally recommend? (2 of methods

recommended)
Letter: Syllable:
phonics 2 82 Gudschinsky 3 12 502
modified
Gudschinsky 9
Word: Text :
psycholinguistics 1 4% global 1 4%

O
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Other: Not applicable:

defined by 3 132
situuation 4 5 212

eclectic 1

6. What methods have you helped teams to wuse in primer
construction?

Closely Followed Adaptation
2 of 25 consultants

Letter
Phonics 4 162 ] 202

Syllable
Gudschinsky 13 522 14 562

Syllable 1 42 2 82

Word
psycho-social 1 42 0 0%
(Freire)

generative 1 42 2 82

psycholinguistic 0 0z 1 42

Text
language
experience 2 8z 1 42

global 1 4x 1 4%

Other
Orton-Gillingham 0 (1} 4 1 42

Fifteen different methods were identified by the consultants
as methods that are used in their branches/entities. They are
methods recommended or used as models for adaptation, Nine
invented methods were identified: tone teaching preanalytical,
syllable couplets, functor focused, one-syllable words, global
preanalytical, additive discoure, functional type, activity
centered and eclectic,

O
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STANFORD CONFERENCE ON VERNACULAR LITERACY
PALO ALTO, JULY 24-25, 1987

Tom Crowell

“Why does vernacular literacy ‘take’ in some places and not in
others?” was the central theme of an intensive miniconference which
took place at the Humanities Center of Stanford University, July 24-
25, 1987. The miniconference largely followed the pattern of a
conference held at Stanford in 1981 on the topic of Sociolinguistic
Surveys (reported in Notes on Linguistics Special Edition No. 2, July
1982) Both conferences were hosted by Stanford professors Shirley

Brice Heath and Charles Ferguson.

The seeds for the conference were sown in conversations at
different times between Shirley Brice Heath and various SIL people,
in which we essentially said, “With all the experience that SIL has
had in working with vernacular literacy it should be possible to see
patterns which would enable us to predict with some level of
accuracy whether or not vernacular literacy might be accepted or be
rejected by a particular speech community.” Initial plans for the
meeting were laid in the spring of 1986 with requests going out to a
small group, asking that they prepare papers. Following the pattern
of the 1981 Sociolinguistics meeting, we asked people to circulate
papers ahead of time so that the actual time of our meeting together
could be spent in sharing reactions to what had been written.

I, Papers Presented

Five of the papers presented dealt with general principles relating
to the acceptance and retention of vernacular literacy, and five
presented case studies from particular languages.

1. General principles

Shirley Brice Heath in “Some VERY Tentative Principles of

' ~acy Retention” begins Wjth the foundation idea that literacy
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retention is much more significant for study than literacy acquisition.
Much has been reported about how many people have become
literate as the result of such and such campaign or such, but very
little has been done as to systematic studies of literacy retention.
This is true even though there is strong reason to believe that many
who acquire literacy do not continue the practice for long, and even
though retention, not acquisition, is what is significant for groups like
SIL who want meaningful, lasting results.

She develops eight different principles attempting to define the
kind of situations where vernacular literacy can be expected to be
retained and where it cannot be expected to be retained. These begin
with language factors and move out to sociopolitical factors.
Considerable stress is placed on language awareness, with the
hypothesis put forward that the greater the language awareness the
more likely it is that vernacular literacy will have an impact and be
retained.

Roland Walker, with marvelous timing, finished a PhD
dissertation at UCLA just weeks before the conference. His title was,
appropriately enough, “Towards a Model for Predicting the
Acceptance of Vernacular Literacy by Minority Language Groups”.
Walker’s underlying hypothesis is that language attitudes are at the
core of the question of vernacular literacy acceptance. However,
attitudes are difficult to assess. A more effective plan is to assess the
observable and measurable sociolinguistic forces which shape
language attitudes. This he sees as the most direct way to predict
vernacular literacy acceptance.

From the extensive literature on language shift and language
death he identifies significant sociolinguistic factors which appear to
shape attitudes, which in turn precipitate these major changes in
language use. He then hypothesizes that the factors causing language
shift and language death are the same factors which hinder
vernacular acceptance. These hypotheses have been tested by means
of empirical data gathered by questionnaires from fifty-four
vernacular language literacy programs in eight countries (all but one
coming from SIL members).

Mary Morgan in “A Rationale for Language Choice in Adult
Education” deals with factors involved with the decisions as to which
'37"age is to be used for what literacy functions, drawing heavily on
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her expericnce with the Kwaio of the Solomon Islands and Tzcltal of
Mexico. Of special note is her obscrvation that a vernacular
language’s having a complex phonology and consequently a difficult-
to-read orthography will cause special difficulties in its gaining broad
acceptance.

The papers by Heath, Walker and Morgan are concerned with
characteristics of language groups which favor or diminish the
likelihood of vernacular literacy’s being accepted and retained. The
papers by Bendor-Samuel and by Bosscher, on the other hand, arc
written from the perspective of programs which can lead to the
establishment and subsequent retention of vernacular literacy.

David Bendor-Samuel in “Factors Affecting the Successful
Development of Spoken Languages into Written Ones” argues that
the acceptance and retention of vernacular literacy requires the
establishment of a new domain for the vernacular in written form.
He explains how this may be done and explores a broad range of
factors which contribute to its success or failure, in areas such as
1) the decision to try to establish a vernacular language literacy
program in a language group, 2) sociolinguistic situational factors
which contribute to or work against vernacular language literacy
acceptance (e.g. intelligibility with other languages, bilingualism,
attitude towards the vernacular and LWC, group character, and
cultural changes), 3) elements essential to successful literacy
programs, e.g. adequate preparation, sociological and managerial
expertise, and a continuous framework for literature use.

Kathy Bosscher in “Magic Markers” deals with a point of strategy
regarding how to increase the likelihood that vernacular literacy will
take hold in a community. Her main point is that responsibility for
the language program must be owned by the community. Such
ownership can be encouraged by language workers from outside the
society, especially by skillfully preparing for and handling events
which mark the transition of ownership from outsiders to members of
the language group.

2. Case studies

Marilyn Henne in “A Consideration of Kelman’s Concept of
‘Sentimental’ Versus ‘Instrumental’ Use of Language as It Applies to
QO tention of Vernacular Literacy” begins with the observation
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that there has been no large scale acceptance of vernacular literacy
among the Quiché of Guatemala, despite considerable efforts by SIL
people to promote it. Instead, what literacy there is has been
primarily in Spanish. She hypothesizes that it is unlikely that
vernacular literacy will ever be used much for instrumental purposes
(for getting better jobs and doing practical things). Instead, where it
may have a significant impact is in sentimental, or as some term it,
affective areas, such as religion, preservation of culture and the like.
A further implication which may follow is that only a relatively small
core group will use literacy in the mother tongue, while the majority
will use literacy in the dominant language, if they use literacy at all.

Quite differently from the case of Quiché, in American Samoa
vernacular literacy has enjoyed almost universal acceptance since it
was first introduced a century and a half ago. Literacy in English,
however, has not been accepted nearly so readily. Thom Huebner in
“Vernacular Literacy, English as a Language of Wider
Communication, and Language Shift in American Samoa” argues that
the principal explanation for this is that reading in Samoan was quite
compatible with previous oral practices and also because it was not
perceived as a threat to local institutions and customs. Literacy in
English, on the other hand, was alien and seen as potentially
destructive to the status quo.

Charles Ferguson in “Literacy in a Hunting-and-Gathering
Society: The Case of the Diyari” presents a historical study of a
small Australian Aboriginal group which accepted literacy in quite a
thoroughgoing way in the last century. Scripture reading and the
exchange of letters are reported to have been quite commonly
practiced, all using 'literacy in the Diyari language. In this
description of Diyari literacy and more briefly in his description of
Aleut literacy, Ferguson concentrates on the actual processes of
literacy introduction, why it succeeded for a time and subsequently
largely disappeared.

In “Literacy Among the Machiguenga: A Case Study” Pat Davis
uses the eight principles developed by Shirley Brice Heath as
predictors of where vernacular literacy should be expected to take
hold and be retained. Using the Machiguenga of Peru she concludes
that Heath’s factors would, in fact, predict the high level of success
for vernacular literacy which : has been found among the

d,-‘chiguenga. e 7 o
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In another study from Peru, Ron Anderson in “A Brief Survey of
Vernacular Literacy in the Jungle of Peru” argues that the critical
factors in the maintenance of vernacular literacy in Peru are 1) strong
leadership both from inside and outside the group, which actively
promotes the uses of the written vernacular and 2) an adequate
number of “vernacular literacy events”, i.e. occasions in which
vernacular literacy can be practiced and in which such practice will
be desired. This will require opportunities for reading in both
religious and secular contexts.

Participants at the miniconference other than those who
presented papers were Margaret Bendor-Samuel, Peggy Wendell,
Dale Savage, George Huttar, Ken Gregerson, Tom Crowell, Jan
Crowell and Bob Litteral.

II. Contents of this Volume

This volume and the ensuing one contains all of the papers
described in the previous section except for the ones by Heath, D.
Bendor-Samuel, Ferguson and Anderson, which are to be published
later. One additional paper written after the conference by Margaret
Bendor-Samuel is included here because of its value in synthesizing
some of the main ideas discussed at the conference.
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WILL THEY GO ON READING THE VERNACULAR?
Margaret Bendor-Samuel

L Introduction

II. ~ Why Should People Want to Read the Vernacular?

II.  Which Groups are More Likely to Respond to the Introduction
of the Vernacular Literacy?

IV. What Factors Will Affect the Acceptance of Literacy?

V. What Factors Must be in Place to Ensure the Retention of

Literacy?
VI. Summary
L. Introduction

The stated aim of the Stanford Conference on Vernacular
Literacy was to “look for a model that would help us predict which
language groups are likely to be receptive to vernacular literacy and
which will reject it.” This matter is of great interest to SIL. We are
in the business of providing vernacular literature and we are vitally
concerned that its use be sustained. Most of the conference
participants were members of the Summer Institute of Linguistics
(SIL), although some, including our hosts, were from outside the
organization. This article is a reflection on the papers that were
given at the conference together with my own observations in the
light of many years of interest in this subject. I am indebted to our
hosts, Shirley Brice Heath and Charles Ferguson, to Thom Huebner
and to my colleagues of SIL.

There is a difference between the introduction of vernacular
literacy into a society and its retention over a long period of time.
Both are important, but it is the retention of vernacular literacy which
is at the core of all that we hope to achieve in SIL language
programs. Our primary task is to develop literature, but there must
also be some readers of this if we are to be successful. Experience
has shown that while some language groups accept and use mother
tongue literature, others see no purpose in learning to read the
vernacular. In the latter case, even where some have learned to read,
it seems highly likely that vernacular literature will not be used when
SIL withdraws,
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Is it possible to know ahead of time in which groups vernacular
literacy will “take” and where it will not? If we could find such a
model, it would help in decisions about new allocations as well as in
planning literacy programs. Many suggestions were made regarding
what needs to be in place for vernacular literacy to be retained over a
significant period of time, but the conference did not try to synthesize
these into a single statement. This paper presents my reflection on
that topic as I have observed SIL language programs in many
countries around the world. The conference papers helped me to
organize my thoughts on this subject and I quote from them freely.

II.  Why Should People Want to Read the Vernacular?

Marilyn Henne has found that Herbert Kelman’s concept of
“sentimental” vs “instrumental” use of language is very helpful as it
applies to the retention of vernacular literacy. The reasons why
people want to read can be summed up in these two concepts.
Literacy, like language, must have a purpose. This may be functional:
people may want to get better jobs, be informed, trade, etc. This we
can call the “instrumental” use for literacy. Or they may want
literacy because they wish to preserve their language and culture or
for other personal or religious purposes. Such things are examples of
the “sentimental” or affective use for literacy.

It is highly likely that for many people the instrumental value of
literacy exceeds the sentimental. A largely preliterate people, for
whom any sort of literacy is new, is more likely to make the enormous
effort to learn to read if they can see its functional value. The
maintenance of their own social system has never depended on being
literate. It is only when they come in contact with another major
culture that depends on reading skills that the need arises. It is not
surprising, therefore, that for many language groups the need for
literacy is seen as being in the language of the major culture and not
the vernacular. Where the knowledge of this language is limited,
some will be willing to learn to read first in their mother tongue so
they can later learn in the language of wider communication (LWC).
The value of learning to read the vernacular first in a transitional
reading program is well attested. This, however, does not guarantee
the continued use of mother tongue literature after the need for
transition has passed.

O
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It is widely recognized that in multilingual societies, each
language tends to be used for specific purposes, thus establishing
complementary domains. David Bendor-Samuel? pointed out that the
recognition of language domains may help us understand the
prospects for the retention of vernacular literature.

Just because a society uses its mother tongue for oral purposes in
many domains, does not guarantee the sustained use of mother
tongue literature. These domains may well be areas of life to which
literature seems to have little relevance. Much will depend on
whether or not language in written form comes to be widely used
within these domains.

We have already noted that for instrumental purposes the LWC is
often preferred if there is sufficient bilingualism. This is especially
true if literacy has been first introduced to the society in the LWC
and people have become accustomed to thinking that writing belongs
to that domain. Marilyn Henne faced that problem with the Quiché
of Guatemala. On the other hand, if writing is first introduced in the
vernacular, without the competition of the LWC, a domain may be
established in the mother tongue which can become the vehicle for
both the instrumental and the sentimental uses of literacy. Ron
Anderson reported that the Aguaruna wrote letters, kept records of
their cooperative, wrote minutes of their meetings, etc. all in the
vernacular, even after they were competent to use Spanish for these
things. Thom Huebner reporting on the use of the vernacular in
American Samoa, demonstrated that the vernacular writing, first
introduced by missionaries in 1830, was used extensively for all
purposes for many years, untii American-style education and
especially job opportunities depended on mastery of English.

Even though there are such examples of vernacular literacy for
instrumental ends, the long-term use of vernacular literacy is more
likely to be the fulfillment of certain sentimental aspirations of a
community. Even where there is a choice between an LWC and the
mother tongue, there are some groups that will want some literature
in the mother tongue because they fear they will lose their culture
and want to preserve it for posterity. This is true of the small groups
of aborigines in Northern Australia. Many language groups in all
parts of the world welcome the possibility of having their languages
reduced to writing for cultural maintenance reasons, but there is little

¢ dence that these alone will be sufficient reason for vernacular
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literacy to take hold in the community. It is in the religious domain
that vernacular literacy is more likely to flourish and continue. It is
no accident that all the illustrations used by Huebner and Ferguson
relate to mission-introduced vernacular literacy, and SIL programs
frequently fit the same pattern. Literacy is not likely to be valued for
traditional religion but where Christianity is introduced and the
reading of the Scriptures in a language that can be understood is
highly valued, there is a chance that a domain will be established for
the use of vernacular literacy. Mary Morgan cited the Tzeltal where
vernacular literacy is firmly established in the context of the church.
I do not know of a situation in SIL where preservation of culture has
been sufficient by itself for vernacular literacy to survive. However,
Scribner and Cole have found that the Vai people of Liberia
developed their own form of writing for cultural as well as practical
purposes, such as letter writing and keeping of records of gift donors
at funerals, etc.? This form of writing is still used alongside writing of
the LWC learned in the schools. This development does not appear
to happen often in modern times. I do know of a number of
_situations where the retention of vernacular literacy has come about
primarily through its use in the churches.

III. Which Groups are More Likely to Respond to the
Introduction of Vernacular Literacy?

There are a number of indicators, both linguistic and social, that
interact with each other to give either a positive or negative
indication that vernacular literacy will be accepted. These are not
precise measurements and no one indicator is sufficient of itself for a
judgment to be made, but when a number of factors point in the same
direction they together may be an indication as to whether or not
vernacular literacy will be of sufficient interest to the mother-tongue
speakers that they will be prepared to promote its use.

1. Acculturation issues

All vernacular language groups fall somewhere along a
continuum where the most isolated are at one end and those
integrated with a major language and culture are at the other.

Isolated Integrated

e R | |
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There are only a few remaining isolated groups who have no
contact with a major language and culture. Some groups fall well
toward the beginning of the continuum and have only slight contact
with a major language and culture. Ron Anderson and Pat Davis
gave examples of these from Peruvian Amazonia, but most groups in
which SIL is working today have moved much further along this
continuum. The degree and manner of acculturation bring about
changes in the traditional culture that affect attitudes toward the use
of the vernacular language in both spoken and written form.

The degree of acculturation that has taken place in a community
will be indicated by the following factors:

a) Access to the dominant society. Proximity and ease of travel
are almost certain signs that the group is in the process of
acculturation. The indicators are navigable rivers, trails, airstrips and
particularly roads. The more frequent the interchange between
cultures the more likely it is that the technically stronger culture will
influence the face-to-face community.

b) Economic pressure for national language proficiency--a point
brought out by Roland Walker and others. Where there is a drift to
the cities to find jobs or a developing trade between the dominant
community and the minority language group, there is a strong
likelihood that if literacy is desired it will be in the LWC and not the
vernacular, especially for people outside the church.

¢) History of contact with the dominant culture. The attitude of
the members of the minority group toward their language and culture
will be influenced by the history of contact with the major culture,
Where there has been a history of domination and pressure for the
minority culture to conform to the major language and culture there
is likely to be a poor ethnic self- image which will be reflected in a
poor attitude toward the value of their language. This is especially
true of groups like the Quiché mentioned by Marilyn Henne.

d) Opportunities for and acceptance of education in the LWC.
There are few more powerful agents of acculturation than a school
system based on the values of another culture and using the language
of that culture. Unless the school system openly promotes the use of
the vernacular the domain for literacy will likely become the LWC,

IToxt Provided by ERI
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e) Bilingualism. This results from contact and also facilitates
more contact. Bilingualism may be restricted to sections of the
community such as the traders, school children, young men who have
had jobs in the city, etc. The more bilingualism there is, the more
likely it will be that literacy will find its domain in the LWC rather
than the vernacular. An exception to this generalization will be
groups of people within the minor culture that have received an
education in the LWC and now want to preserve their heritage by
promoting the use of the vernacular. They are no longer striving for
literacy to meet instrumental needs, but have leisure and opportunity
to promote it for sentimental purposes. We have often found that
these urban elite have idealistic aspirations that may not be shared by
people who are still struggling to succeed. If on the other hand,
there is an inadequate level of bilingualism, so that education in the
LWC is difficult or impossible, sections of the community may see
vernacular literacy as a transition into literacy in the LWC. Much of
the motivation in the successful adult literacy programs in Ghana
arose because of this possibility, and proved justified as graduates of
the program competed favorably in the public primary schools.

f) Media. One of the most influential causes of language shift
towards the LWC in recent years is the availability of videos and
television even in remote villages. While in Malaysia recently, I was
taken to see a village without electricity where the majority of the
homes had TV antennas. They used car batteries to power the TVs.
This development was one of a number of factors which indicated a
pattern of language use which was felt not to justify the continuation
of literature development. A similar situation among the aborigines
of Australis is accelerating language shift so that the usefulness of a°
literature in some of their languages is in question.

2. The presence or absence of a church within the community

Because vernacular literacy is strongly tied to its sentimental uses
in many communities and because the most significant literature that
is available to the community is often the New Testament, the
attitude of the church (if one is established) is very influential in the
use of vernacular literacy. Where a church existed before the
vernacular Scriptures were available and a pattern of using the
Scriptures in the LWC or some other “church language” has been
established, it may be impossible to establish a new domain for the
“ogg~~ular. This is especially true where the clergy are not from the

L 77
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same language area or feel threatened by the Scriptures in the
language of their congregation. In an increasing number of churches,
the congregation is made up of speakers of a number of vernaculars
and they need a common language for worship. There are churches,
however, that are very favorable to the use of the vernacular
Scriptures and hymns, even though another language has always been
used in the past. Here vernacular literacy can flourish alongside
literacy in the LWC. History in Europe supports the thesis that the
. Church is one of the most powerful vehicles for vernacular literacy.

Where no church exists, and where there is little bilingualism and
there is little or no competition from the LWC when vernacular
literacy is first introduced, retention is more likely. Ron Anderson
and Pat Davis reported the vigorous use of vernacular literacy among
the Machiguenga and the Aguaruna of the Peruvian Amazon, for all -
requirements as well as for church purposes. These were vigorous
language groups still largely isolated from direct contact with the
major Peruvian culture and responsive to opportunities for bilingual
education and community development. In both societies there were
strong indigenous churches which used the vernacular in worship as
well as for the reading of Scriptures. Whether or not the vernacular
would have continued without the church we do not know. It does
seem somewhat easier to establish a domain for vernacular literacy in
language groups that are only just beginning the acculturation process
and where a church is established that values the vernacular.

- 3. Linguistic awareness

Shirley Brice Heath suggested that some language groups are
more linguistically aware than others and these are the ones that are
more likely to respond to the opportunity for vernacular literacy. The
good response to vernacular literacy in language groups in Ghana is

- partially due to the high value those societies have for oratory,
proverbs and the passing on of information to future generations.
Added to these features Heath suggested that the ability to make
puns and jokes and the awareness of “bits” of their language was
another indicator. She also mentioned that groups that make
requests for clarification such as “You said xxx, what I think you
mean is yyy” are also likely to be more responsive. Another indicator
of literacy acceptance might be the ability of people to give clear
sequenced explanations and instructions. There were no illustrations

of where these factors had pch_n found but they seem to be worth
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noting for further study. Huebner says of the American Samoans
where literacy thrived, “Verbal creativity was evidenced in their
everyday use of puns, proverbs and similes as well as in the highly
stylized formal speeches of ceremonial occasions.”

4. Cultural integrity

David Bendor-Samuel commented on the importance of this.
Only a people who feel their language and culture have a significant
future are likely to want to read a literature in it. Language groups
that are small in number and/or in an advanced state of disintegration
through acculturation are less likely to take to a vernacular literature.
Indicators of this cultural cohesion will be the number and
distribution of persons who speak their language. The speakers
should include both sexes and all age groups and people from all
walks of life and sections of the community. Such is the case among
both the Aguaruna and the Machiguenga, where cultural cohesion
and success in vernacular literacy have gone hand in hand.

In contrast with cultural integrity is cultural disintegration.
Indicators of this are both linguistic and social. They include the rate
of change in the use of the vernacular language in the society,
indicated by increasing bilingualism and language shift to the LWC
without establishing clear domains for each language. Where the
vernacular has a secure domain within a bilingual society there is a
chance that it might be established as a written language, given other
favorable circumstances. But where both languages are used
interchangeably and especially where children are being taught the
LWC in the home, the vernacular is unlikely to survive in a written
form.

Social signs of cultural disintegration are seen in the breakup of
family life, disrespect of community leaders by young people, and the
loss of ceremonies and civil strife. These may be accompanied by a
level of drunkenness and immorality that would normally not be
expected within the community. In such a state it is difficult to find
enough enthusiasm for literacy in any language.

IV. What Factors Will Affect the Acceptance of Literacy?

Literacy will never be retained unless it is first accepted. The
Q art of this paper has reviewed situations where vernacular

-
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literacy might be sustained and where it is unlikely to be so. Even
where the local conditions are favorable there must be a variety of
conditions fulfilled before it will be accepted. The following factors
were cited by David Bendor-Samuel in his paper. None of these
factors of themselves will ensure its retention but they will all
contribute to it.

1. Adequate language studies and publications. This factor is

one which would be readily expected in programs by our SIL teams.
One of the most valuable contributions SIL can make to a language
group is to do the research and analysis necessary in order to give
those people the opportunity of developing a literature. It is not
unusual to find that inadequate analysis or inappropriate
orthographies have hindered the acceptance of literacy. Ease of
reading is another factor. Mary Morgan who has had much of her
field experience in Mexico, reported that even where correct
orthographies existed, if they were much more difficult than Spanish
the difficulty often proved to be a deterrent to literacy in the
vernacular. She mentioned tone marks, especially the marking of
tone with numbers, long words and morphophonemic changes as
things that have proved a barrier to the acceptance of literacy.

The commitment of the linguist is essential in the project.
Ferguson wrote of the role of the missionary-linguist in both the
Aleut and the Diyari. He says, “In each case the missionary was
committed to the use of the local language and learned to speak it
with considerable fluency. In each case he produced several books in
the language which could be used immediately in the community and
he wrote a grammar and dictionary as tools for teaching and
research. In each case the missionary-linguist spent at least ten years
with the people and lived among them with his family and other
mission staff. Finally in each case the missionary was fascinated by
the local culture, studied it thoroughly, and wrote copious notes on
it.”

2. Government or provincial _approval. The fact that
government or provincial approval is forthcoming affects the attitudes
of the language group toward their own language. It can also provide
the infrastructure and finances for purposeful implementation of the
program. In Peru the bilingual schools that were sponsored and
financed by the government went a long way toward establishing
O
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vernacular literacy as a community value in a number of language
groups.*

3. Mother-tongue speakers sharing the responsibility of decision

making and implementation of the program. Kathy Bosscher’s paper
spoke to this issue. ~ Ownership of and participation in the

development of their own language and literature is a necessary
prerequisite for the acceptance of a written language, especially in
the current climate of world opinion. There are few in SIL that
would not agree with this statement but sometimes we find difficulty
in knowing when an idea has been accepted by members of the
community. Bosscher describes how one can know.

.4. Sociological and managerial expertise. Literacy for a
language group seldom happens by accident. Even when the factors

are favorable there needs to be careful and purposeful
implementation of an appropriate program. Ron Anderson focused
on this issue. In reflecting on the reasons why some programs in the
jungles of Peru were more successful than others, Anderson listed
energetic salesmen--like SIL workers--as the number one reason why
these programs flourished and literacy has been established as a
value. Where SIL workers were less skilled or had less energy,
programs have withered and died. In accounting for the success of
vernacular literacy in Samoa, Huebner quotes Spolsky et al. 1983
He lists five conditions needed for the successful introduction of
vernacular literacy. One of these is “support of the maintenance of
vernacular literacy by a powerful educational system under local
control”. Bendor-Samuel speaks of an infrastructure or framework
along which literacy can spread. Success in literacy depends on the
people who are implementing it.

V. What Factors Must Be in Place to Ensure the Retention of
Literacy?

There are two essentials to the retention of vernacular literacy
even when it has been established as a community value.

1. An established literature _and the ongoing production of
literature that meets the needs of the people. Sarah Gudschinsky
once said, “Who would want to learn to swim if all the water they
had was in a bath tub?” Without adequate literature people will not

(" to read or continue to read. .
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2. A continuing, ongoing, culturally relevant framework which

facilitates the repeated use of literature and encourages discussion
and interaction. Shirley Brice Heath expressed this idea as follows:
“Once some members of a society acquire literacy skills, at least two
conditions must be present for literate behavior to be retained and to
achieve transforming power: 1) opportunities for talk about
information from written materials and 2) institutions--other than the
family and the school--that ensure the continuity of such occasions
for talk.”

While we have been aware of the first essential for many years, I
believe the second needs greater focus. Unless there is a framework
where vernacular literature is used and discussed continually, it will
not survive. There may be political or even social frameworks that
provide this but in my experience the most successful for the
retention of vernacular literacy is a church that values the mother-
tongue Scriptures and encourages their use. The repeated reading of
Scripture, discussion of the text in Bible studies and Sunday School
preparation, the opportunity of preaching and teaching that depends
on the study of Scripture and the repeated use of hymns, provide the
ideal institution where vernacular literacy can flourish.

VL.  Summary

In this paper I have looked at a number of factors that affect the
retention of literacy, drawing freely on the papers given at the
Stanford conference. While situations are complex there does seem
to be a pattern emerging and I believe it is true to say that
establishing a domain for vernacular literacy is more likely to be
possible where:

-2 culture is still depending on its own language for most
communication,

-leaders of the language group perceive its usefulness,

-there has not been a severe fracturing of the society’s framework
and values, '

- a domain for literacy has not already been established in the
LWC, and

O ‘ -y 1.‘. N
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- there are Christians who are anxious to read God’s Word in a
language that they can understand.

There will be many literacy programs, however, where vernacular
literacy will prove to be only a transition into the LWC and may
outgrow its usefulness to the community in time. In others,
vernacular literacy may be established for a while in the wider
community but will remain only in the church context alongside the
Scripture in the LWC. The factors that determine the persistence or
retention of vernacular literacy are complex, and those that I have
listed need further examination against more data. As we add to our
knowledge we will come nearer the model for which we are looking
and have more realistic expectations for literacy programs.

NOTES

1. A similar paper is to appear in READ Magazine following a seminar on this topic
given by the author in Papua New Guinea, August 1987.

2. Factors affecting the successful development of spoken languages into written ones.
Paper to be published in L’Association Internationale de Linguistique Appliquee
(AILA) proceedings.

3. Scribner, Sylvia and Michael Cole. The psychology of literacy. 1981.31-32.

4. A surprising conclusion of Roland Walker in a study of over fifty SIL programs is
that government support is not an important factor. 1 would think this needs
further study.

5. Spolsky, B., Engelbrecht, G. and L. Ortiz. 1983. Religious, political and
educational factors in the development of biliteracy in the Kingdom of Tonga.
Journal of Multilingual and Multicultural Development 4.459-69.
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| Introduction

To whatever degree it is possible, being able to predict the
receptivity of a community to a vernacular literacy program, before it
is initiated, would benefit both SIL administrators and field workers.
The high cost of developing a vernacular language (VL) for literacy
(in terms of time, money, and personnel) and the large number of
minority languages in the world (over 5000) are two reasons we would
like to predict the degree to which a community will accept VL
literacy before a program is initiated.

Another compelling reason is that the world had changed since
SIL began work in Mexico in the 1930's. Today there are other
options to the maxim “to each in his own tongue wherein he was
born.” The spread of national languages (NL) and the extension of
basic education to minority-language groups (usually through the
medium of NLs) is giving increased access to NL Scriptures.
Increased contact with modern societies is inevitable for minority-
language communities at the end of the twentieth century, as is
growing economic pressure for NL proficiency. Thus, research into
the question of which factors influence a community’s choice of
language/s for literacy is essential for using our resources wisely.

This study represents some first steps toward developing a model
QO Oredicting VL literacy acceptance, based on sociolinguistic factors
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that are observable prior to the commencement of a VL literacy
program. The analysis of the data in this study supports the assertion
that it is possible, to some extent, to predict VL literacy acceptance
by assessing certain social factors. A working model for predicting
the probability of communities accepting VL literacy is still beyond
our reach.

A. The question

It is obvious that some minority-language communities have
accepted VL literacy to a greater extent than others. In Guatemala,
for example, the Chuj people have readily accepted literacy in the VL
(Williams, 1981), while the Quiché have shown little interest, despite
nearly thirty years of VL literacy promotion (Henne, 1985).

The differences in response to VL literacy are not just due to a
lack of motivation for literacy. Motivation for literacy is essential for
its acceptance, but even if a community has motivation for literacy, it
may choose to use the NL rather than the VL for most literate
functions.

Even though the VL fulfills major functions for spoken use, it
may not be perceived as appropriate for written use. In diglossic
situations, for example, certain functions of literacy (e.g. government,
education, and religion) are the domain of the High language (i.e. the
NL), and other functions (e.g. personal correspondence, record
keeping, and reading for pleasure) are fulfilled by the Low language
(ie. the VL). In such cases, promoting the use of VL Scriptures in
church (i.e. a High function) goes against established norms of
language use in the community.

Some have looked for explanations of the non-acceptance of VL
literacy in terms of technical or organizational design or other factors
under the control of the promoters of VL literacy, €.g. orthography,
amount and type of literature produced, etc. (W. Walker, 1969;
McDermott, 1983). Other researchers, in contrast, have focused on
sociolinguistic factors that predispose a community to accept or not
accept VL literacy. (Spolsky and Irvine, 1982; Brandt, 1981; Scollon
and Scollon, 1981; Henne, 1985)

This study examined data concerning literacy programs in 54
El{llcem communities to answer the question: “Which sociolinguistic
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variables best predict the acceptance of VL literacy among minority-
language groups?”

B. Hypotheses

Written language, in contrast to oral language, is an innovation--a
type of language spread--that is subject to the acceptance or rejection
of a community. Some communities accept VL literacy with open
arms. For others, it is perceived as unnecessary or unwanted. We
cannot assume, then, that communities which have positive attitudes
toward oral use of the VL will accept literacy in the VL.

My underlying hypothesis is that language attitudes are at the
core of the question of VL literacy acceptance. Language attitudes
are “agendas to action” (Rokeach, 1968), which predispose a
community to accept or reject VL literacy. VL literacy promoters,
therefore, can do all the right things, in terms of program design and
implementation (W. Walker, 1969; R. Walker, 1985), and still the

‘target community may not accept literacy in the VL.

If we could accurately assess language attitudes, we would be
well on the way to predicting VL literacy acceptance. Attitudes
toward language, however, are difficult to evaluate, especially for a
survey team whose time in a minority-language community is quite
limited. (See R. Walker, 1982c.) Sociolinguistic forces at work in a
community are what shape language attitudes, and these factors can
be evaluated much more readily than the attitudes they influence,
since they are observable and measurable. Therefore, it is my
hypothesis that assessing the sociolinguistic factors that shape
language attitudes is the most accurate way to predict VL literacy
acceptance.

C. A model for assessing language attitudes

Sociolinguistic factors are the causes of language attitudes and
patterns of language use are the resulting effects of these attitudes
(Henne 1985.125-26). Existing patterns of language use also tend to
shape language attitudes, since the status quo tends to perpetuate
itself (Drake 1984.16). Therefore, language use can be viewed as both
a cause and a result of language attitudes. It is useful to characterize
the sociolinguistic forces that shape language attitudes as those which
(y*~inate outside the community and those that typically come from
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within the community, as in Figure 1. (See R. Walker, 1982c, for a
fuller explanation.)

From the literature of language shift and language death, we can
identify a constellation of recurring sociolinguistic factors that shape
language attitudes, which, in turn, precipitate these major changes in
language use. (Hollyman, 1962.313; Wurm, 1966; Gal, 1979; Dorian,
1981; Heath, 1972; Hill and Hill, 1977; Adler, 1977; Timm, 1980;
Ohannessian, Ferguson, and Polome, 1975.39; Guyette, 1975; Edwards,
1985.50, 163).

Figure 1 Social forces shape language attitudes, which,in turn,
determine language behavior.

OUTSIDE FORCES INSIDE FORCES

_langdage contac ./ ethnic identity
cultural resiliency

government policie LANGUAGE

immigration " traditional values

economic forces : VL literature

intermarriage language use ‘ language use
tc. : . _etc.

etc.

LANGUAGE BEHAVIOR:
eg.
language maintenance or shift
VL literacy acceptance

Economic pressures for proficiency in the NL, government
policies unfavorable to the development of VLs, increased contact
with the NL and culture, and immigration are forces that originate
outside the community, and influence language attitudes in a way that
commonly results in language shift. Negative ethnic identity (i.c. a
concept for a group which parallels poor self-image for an
individual), a lack of VL literature, and patterns of language use in
which the NL takes on societal functions and values which were once
the domain of the VL (Fishman, 1968.35) are forces inside the
community that tend to produce attitudes that devalue the VL in the
face of contact with the NL (or some other language of high status).
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Following McDermott (1983), I consider these social forces,
which tend to devalue the VL and commonly accompany language
shift, as “failure factors” which hinder the acceptance of VL literacy.
The cumulative effect of several hindering factors co-occuring is that
VL literacy is not accepted by the community.

The factors, which I expect to be most significant in hindering
(ie. have a significant negative correlation with) VL literacy
acceptance are the following: 1) high contact with the NL (or
regional language) as evidenced by a) close proximity to a town
where the NL is widely spoken, b) a high degree of intermarriage, c)
high presence of nonnatives (i.e. nonVL speakers) in the community,
d) high NL proficiency, e) a high level of education, and f) a large
percentage of VL readers who first read the NL; 2) strong economic
pressure for NL proficiency, as evidenced by a) large numbers leaving
the community to find work, b) a perception on the part of the
community that the NL is important to economic advancement, and
¢) a high percentage who need the NL for their employment; 3)
attitudes and policies of governments and their officials which are not
supportive of VL literacy; 4) negative ethnic identity accompanied by
negative attitudes toward the VL; 5) patterns of language use in
which the NL is dominant in most domains,

IL Method

In order to test the hypothesis that the same sociolinguistic
factors which contribute to language shift also hinder VL literacy
- acceptance, empirical data on 54 VL literacy programs from eight
countries was gathered by means of a questionnaire. In all but one
case, the respondents were field workers of the Summer Institute of
Linguistics (SIL), who had actively promoted VL literacy in the
target communities. The unit of analysis in this study was a single
community (not the entire minority-language group).  Each
community represented a different minority-language group.

I view VL literacy acceptance as a form of language spread,
defined by Cooper (1982.6) as “an increase, over time, in the
proportion of a communication network that adopts a given language
or language variety for a given communicative function.” This study
examined the spread of reading (a communication function) to a
minority-language community (the communication network). Cooper

25 ~ecified a four point scale which indicates the degree to which a
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behavioral innovation has pervaded the communication network
(1982, p.11-12): awareness, evaluation, proficiency, and usage. These
represent logical stages in the acceptance of the innovation of
reading. Before a community can put a value on VL literacy, it must
first be aware that it is an option. A positive evaluation of VL
literacy is the first level of acceptance and naturally precedes
proficiency and usage. VL reading proficiency implies a positive
evaluation, and usage of VL literacy requires proficiency.

A. Criterion variables

In this study, VL literacy acceptance was measured in following
ways, corresponding to the last three points on Cooper’s “scale of
behavioral pervasiveness”:

1. The percentage of the population who have purchased VL
literature. This variable represents the notion of evaluation
of VL literacy.

2. Reading ability. The percentage of the population who can
read narratives in the VL with understanding is a measure of
proficiency. :

3. Informal usage. The practice of reading the VL in informal
settings is a measure of usage of the innovation.  This
variable is the percentage of the population who spend time
reading weekly in informal settings (i.e. outside school and
church).

4. The usage of VL Scriptures in churches. This variable was
the frequency of reading VL Scriptures aloud in church
services.

These measures of VL literacy acceptance were oriented to
functions of sacred text literacy, since this was a major focus of the
VL literacy programs under study. Since the most straightforward
relationships of predictors to measures of VL literacy acceptance
were with criterion one (purchase of VL literature) and four (usage
of VL Scriptures in church), I will limit my discussion of the results
of this study to these two criterion variables.
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. B. Predictor variables

The factors considered for predicting VL literacy acceptance fell
into three major categories: program variables, which are under the
control of the promoters of VL literacy, sociolinguistic variables,
which are inherent in the community, and therefore not under the
control of the promoters of VL literacy, and orthographic variables,
which are partly under the control of VL literacy promoters and
partly determined by the structure of the language. (These categories
were suggested by Bolyanatz, 1986.11, using slightly different labels.)

Since my goal in this study was to .develop a model for predicting
VL literacy acceptance, my primary interest was in those
sociolinguistic factors that can be assessed before a VL literacy
program is initiated. However, I also considered programmatic and
orthographic factors, in order to account for their influence.

" The predictor variables which had significant relationships with
VL literacy acceptance were as follows: (Note: Referring back to this
section will be helpful when reading the Results section.)

Contact with the NL (1-6)
1. Distance from a town where the NL is widely used.

2. Intermarriage with non-VL speakers. This variable was
the percentage of homes in which one spouse is not a
mother-tongue speaker of the VL.

3. The percentage of homes where people live who are non-
natives in the community (and therefore do not speak the
VL).

4. An estimate of the average NL proficiency in the
community, on a scale similar to the one used by the
Foreign Service Institute.

5. The average number of years of formal education
completed by adult males.

6. The percentage of VL readers who were previously
reading the NL.,
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Economic pressure for NL proficiency (7-9)

7. The trend toward leaving the community to find
employment elsewhere.

8. The importance of NL proficiency to economic
advancement, as perceived by the people in the
community.

9. The percentage of adults who need speaking proficiency
in the NL for their occupations.

Government attitudes
10. The attitude of local government officials, who are not
VL speakers (e.g. school teachers or whoever is most
influential in the community), to the development and
use of the VL for literacy.

Language use

Spoken language use in the domains of 11. Church,
12. Occupation, 13. School and 14. Singing.

Religious makeup

15. The percentage of the community who aim at living by
the Bible.

Orthographic variables

16. VL orthography differences. This variable was scored as
the number of different symbols (or completely different
values for symbols) in the VL orthography as compared
with the NL orthography.

17. Ease of reading the VL (as compared with the NL).
Programmatic variables

18. Community leaders’ involvement in orthography
decisions.
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19. Community leaders’ involvement in other aspects of the
VL literacy program.

C. Analytical procedures

Pearson correlations were calculated pairwise for all of the
variables using the Crunch Interactive Statistical Package. Multiple
regressions were also calculated on two of the four criterion variables.
The findings of in-depth interviews with four of the respondents to the
questionnaire and my own observations of VL literacy programs in
Mexico and Indonesia guided the interpretation of the quantitative
results.

III.  Results

The results of this study support the hypothesis that high contact
with the NL, economic pressure for NL proficiency, negative attitudes
of government officials toward development of the VL, and patterns
of language use in which the NL is dominant are hindering factors to
the acceptance of VL literacy.

Statistical relationships do not imply cause-effect relationships,
but the following relationships do support the hypothesis that social
forces shape language attitudes, which, in turn, influence the
acceptance of VL literacy. Following is a discussion of each of the
significant predictor variables from the perspective of their being
hindering factors in the acceptance of VL literacy.

A. Contact with the NL

The greater the contact a community had with the NL, the
greater the hindrance to VL literacy acceptance, as demonstrated by
the following specific variables: The closer a community was to a
town where the NL was widely spoken (e.g. the less distance from a
town, predictor 1,) the less VL literature was purchased (criterion 1).
The greater the percentage of nonnatives in the community, predictor
3, and the greater the NL proficiency, predictor 4, the less VL
Scriptures were used in church (criterion 4). The higher the level of
education, predictor 5, and the percentage of VL readers who were
previously reading the NL, predictor 6, the lower the acceptance of
VL literacy, based on both criteria one and four.
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B. Economic pressure for NL proficiency :

The data substantiated the hypothesis that economic pressure for
NL proficiency hinders VL literacy acceptance. The greater the
trend toward people leaving to find employment outside the
community (predictor 7), and the more people needed to speak the
NL in their occupations (predictor 9), the less frequently VL
Scriptures were read in the churches of the community. These same
two predictors, along with importance of NL proficiency (predictor 8)
were also hindrances to the purchase of VL literature (criterion 1).

C. Attitudes and policies of government toward the VL

Unfavorable attitudes of local government officials (predictor 10)
tended to hinder the acceptance of VL literacy. However, there were
no significant relationships between the predictor official policy of the
government toward development of the VL for literacy and any of the
measures of VL literacy acceptance. This was due, no doubt, to the
fact that current policies were examined, rather than the history of
policies regarding the VL.

Henne (1985) and Heath (1972) point to the centuries-long
policies in Guatemala and Mexico that caused the VL to be devalued
in the attitudes of the indigenous peoples. The effects of such
government policies on language attitudes continue long after the
policies are changed. Examining the history of government policies
regarding the VL, though more difficult to ascertain for each
community, would probably have produced more significant results.

D. Ethnic identity

The biggest surprise in the results of this study was the lack of
any significant relationship between ethnic identity and VL literacy
acceptance. This was probably because the concept is difficult to
assess in the field, and the respondents may not have understood the
concept or been observant of the indicators of ethnic identity.
Furthermore, assessments of ethnic identity are Qquite “relative.
Therefore, field workers lacking experience in more than one
community would have had difficulty evaluating ethnic identity.

e 9%

ext Providad by R R N



28 NOTES ON LITERACY NO. 54, 1988

E. Language use

The dominance of the NL over the VL in the domains of church,
occupation, school, government, and singing hindered the acceptance
of VL literacy. The strongest language use predictors--and strongest
of any of the predictor variables--were the domains of church and
singing.

As would be expected, the less the VL was used in church orally,
the less frequently the VL Scriptures were read in church (criterion
4) and the less people purchased VL literature (criterion 1).
Inversely, greater oral use of the VL corresponded to greater written
use of the VL. This would be the classic situation of an indigenous
church eager for the Scriptures in the VL.

Singing is a very affective domain. The data reveal that
communities which tend to prefer the NL for singing tend to have
lower evaluations of VL literacy (criterion 1) and less usage of VL
Scriptures in church. (It is not known, however, if the responses on
the questionnaire reflected the use of the VL for singing throughout
the culture or just in church, since the question did not specify. This
would be a fruitful area for further study.)

The more that the NL is used in the school classroom and on the
job, the less the community purchased VL literature (criterion 1).
Admittedly, the measurement of language use elicited by the
questionnaire was very crude. The results, however, confirmed the
hypothesis that greater use of the NL in domains of high affect hinder
VL literacy acceptance.

F. Religious makeup

Since the VL literacy programs under study all had strong
emphases on reading the Christian Scriptures, it was important to
examine the relationship of the communities’ religious makeup to VL
literacy acceptance. For the data in our sample, the greater the
percentage of committed Christians in the community (i.e. people
who aimed at living according to the principles of the Bible), the
greater the acceptance of VL literacy. Conversely, a low regard for
the Bible was a hindering factor to VL literacy acceptance.
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G. Orthographic variables

VL orthography differences proved to be a significant hindering
factor to the acceptance of VL literacy. Besides actual differences in
the orthography, the perception on the part of community members
as to the relative ease of reading the VL as compared to the NL was
significantly related to VL literacy acceptance. The more difficult the
VL was to read, as compared to the NL, the less people purchased
VL literature and the less VL Scriptures were used in churches.

H. Programmatic variables

Lack of community involvement in the VL literacy program, both
in orthography decisions as well as in other aspects of the program,
was a hindering factor for VL literacy acceptance in the communities
surveyed.  Community involvement had one of the strongest
relationships with VL literacy acceptance of any of the variables
“examined in this study.

IV. Profiles of High-acceptance Communities

Multiple regression analysis was used to ascertain the combined
effect of several variables at once on VL literacy acceptance. This
technique is used because some variables overlap or neutralize each
other in their effect on predicting a criterion variable (e.g. VL
literacy acceptance). Based on the regression analysis, the following
profiles emerged of communities which accepted VL literacy to a
high degree:

Considering only sociolinguistic factors, communities which
highly valued VL literacy (as indicated by purchase of VL literature,
criterion 1) had a high percentage of people who aimed at living
according to the Bible, were less educated, and were farther away
from a town where the NL was spoken widely.

When the programmatic variables are considered along with the
sociolinguistic variables, a different profile emerges of the community
which highly values VL literacy. Community involvement in the VL
literacy program, coupled with a VL component in the formal
education offered in the community, in large measure accounted for
f‘ﬁ degree to which the community purchased VL literature. The
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absence of economic pressure for NL proficiency (importance of NL
proficiency) also contributed to a high evaluation of VL literacy.

Considering the use of VL Scriptures in churches (criterion 4),
the following profile emerged: Communities which scored high on
this criterion are characterized by strong use of the VL in domains
close to the heart (e.g. church and singing). There is little need to
speak the NL in daily life because the population is ethnically
homogeneous and there is little economic pressure for using the NL.
Adding orthographic variables to our consideration, ease of reading
the VL (as compared to the NL) is an important factor in the profile
of a community in which VL Scriptures enjoy high usage in churches.

V. Conclusions

This study has demonstrated that there are significant
relationships between measures of VL literacy acceptance and the
same sociolinguistic forces that are related to language shift and
language death. We can safely infer that language attitudes are the
common links (i.e. intervening variables) between these forces and the
language behaviors of both language death and VL literacy
acceptance. The results of this study, therefore, have confirmed the
approach of evaluating the forces that shape language attitudes,
rather than trying to assess the attitudes themselves, for the purpose
of predicting the acceptance of VL literacy.

The sociolinguistic variables which best predict vernacular
literacy acceptance are the same variables that influence language
shift and language death. Although our model of predicting VL
literacy acceptance has not matured far enough to accurately predict
how readily a community will accept VL literacy, it is clear that the
factors described below will definitely hinder acceptance of VL
literacy. Norms will need to be constructed for each country and/or
region in order to apply a model for predicting VL literacy
acceptance.

A. Insights for planning VL literacy programs

The following insights come out of this study, both for those who
wish to evaluate the potential acceptance of VL literacy in a
community before initiating' a /L literacy program and for those who

Q ready engagqq (in VL lii’éracy work among a minority-language
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group. Since the purchase of VL literature (an evaluation of VL
literacy) is logically and temporally the most important criterion to

“consider, it will be the focus of the following recommendations.

Since our perspective has been that of identifying hindering
factors, this model is not as useful for predicting the acceptance of
VL literacy as in identifying those communities in which VL literacy
would meet with lack of acceptance. This is because, even if there
were no hindering factors present, motivation for literacy in any
language may be lacking, Those who wish to evaluate the likelihood
of a minority-language group accepting VL literacy before initiating a
VL literacy program, should take into consideration the following
sociolinguistic, orthographic, and programmatic factors: (These
factors could readily be assessed during an initial language survey in
the community.)

1. Contact with the NL

Greater contact with the NL tends to hinder VL literacy
acceptance. Factors contributing to contact with the NL (listed in
order of their strength in this study) were as follows: close proximity
to a town where the NL is spoken, education using the NL as a
medium, and previous reading ability in the NL. Other measures of
contact with the NL, such as use of radios and TVs and access to
various means of transportation, should also be examined.

2. Economic pressure for NL proficiency

Economic pressure for NL proficiency also hinders VL literacy
acceptance. The following factors contributing to economic pressure
were used in this study (listed in order of the strength of the zero-
order correlation): the perception by the community that NL
proficiency is important to economic advancement, the percentage of
men in jobs that require them to speak the NL, and the rate at which
people are leaving the community to find employment elsewhere.
Economic pressures exert powerful forces on language attitudes.
Therefore, other creative ways to measure those pressures should be
examined carefully.

Q e
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3. Language use

If the spoken NL dominates church services and singing, there
will be resistance in the community to VL literacy. The greater the
dominance of the NL in highly affective domains, the lower the
acceptance of VL literacy we can expect. (See Marilyn Henne, in the
next volume, for further discussion of affective domains of literature
use. See Walker, 1982b, for ideas in how to overcome the observers’
paradox in assessing language use.)

4. Percentage living by the Bible

If the Christian Scriptures are to compose a major part of the VL
literature produced, a situation in which a low percentage of the
population aim at living according to the Bible will hinder the
acceptance of VL literacy.

5. Language structure

Difficulty in reading the VL (due to great orthographical
differences as compared to the NL) was related to nonacceptance of
VL literacy. Therefore, if the structure of the language being
considered for a VL literacy program is so different from the NL as
to make a complex orthography unavoidable, language planners can
expect the orthography to be a hindering factor.

6. Community involvement

The way in which VL literacy promoters involved the community
in the program (in addition to the sociolinguistic forces which
influence language attitudes) greatly influenced the degree to which
VL literacy was accepted. Therefore, lack of community involvement
in a VL literacy program is a hindering factor of high magnitude.

Potential for community involvement will be difficult to assess
before a VL literacy program has been initiated, because, in many
cases, VL literacy is an unknown option. If the members of the
community are aware of a VL literacy program in some other
community, they may have formed attitudes toward VL literacy,
which can be assessed is some way. A commitment of active
mvolvement in the program by community leaders could be one

]: l Ctor of VL literacy acceptance (Such a commitment is expected
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before the Bible Translation Association of Papua New Guinea begins
! a project.)

B. Suggestions for facilitating VL literacy acceptance

For communities in which a VL literacy program is already in
progress, literacy workers should recognize that the social forces
discussed above have a powerful influence on VL literacy acceptance.
These factors can be monitored to discern trends that will influence
the community for or against VL literacy, thus facilitating further
planning. In order to reduce hindrances and facilitate acceptance of
an ongoing VL literacy program, attention should be given to the
following factors:

1. Orthography

Whatever can be done to make the VL orthography look like the
NL orthography will aid VL literacy acceptance, since the prestige of
the VL will be enhanced the more it resembles the NL
orthographically.  This is especially important in cases where
potential VL readers have already learned to read the NL. (It is
recognized that, in some cases, the NL may not be the optimal model
to emulate due to other loyalties.)

Ideals of producing a purely scientific alphabet must be
sacrificed, if need be, for the higher priority of developing an
orthography that is accepted by the people and used. Ease of
reading for the linguist and notions of elegance must also be
sacrificed for the priority of community acceptance. Representing
tone by raised numbers, for example, has generally had low reader
acceptability in Mexico. Diacritics have fared a bit better, and the
fewer the better. Languages in which tone is not marked at all have
generally enjoyed higher acceptance of VL literacy.

2. Community involvement

Trying to involve community leaders in decisions regarding the
orthography and other aspects of the literacy program will increase
VL literacy acceptance. This is because community involvement
imparts a greater sense of ownership of the VL literacy program to
the community and its leaders. Even though the VL may be difficult
O -ead (compared with the NL), if the community feels that the
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orthography is theirs (i.e. the way they like it, because they decided
how it would look), they will be more apt to learn it and use it.

Though it may be difficult for a highly trained expatriate literacy
promoter to do, allowing the community as much control over the
VL literacy program as they are willing to accept will increase
acceptance of VL literacy. It will also help to provide the social
infrastructure that will make VL literacy a part of the culture, rather
than an appendage that will die and drop off after the expatriate goes
home.

C. Where do we go from here?

Having gone this far in developing a model for predicting VL
literacy acceptance, what now? Testing the model for its fit with
more VL literacy program cases is necessary. Certainly this study
should be improved on and extended to more cases, comparing the
findings for one country or region with another. Other avenues of
research would also help increase our understanding of the dynamics
of VL literacy acceptance, and therefore, improve a predictive model.

Motivation for literacy is an area in which careful research is
needed. Motivation is tied into the perceived usefulness of literacy
for specific functions, which, in turn, is related to societal values.
The absence of any hindering factor discussed in this study does not
guarantee acceptance of VL literacy. Motivation is essential to VL
literacy acceptance, but little research has been done in this vital
area. (Spolsky and Irvine, 1982, and Walker, 1987 are two studies
moving in this direction.)

Besides the need for cross-cultural studies dealing with
motivation for literacy, there is a great need for more in-depth case
studies (like Henne, 1985). If detailed case studies were made using
a uniform format (e.g. considering the factors found to be significant
in this study), there would be a wealth of data to compare with and
build on to the findings of this study.

Another important avenue of research is the documentation of
sociolinguistic factors at the time when VL literacy programs are
initiated. As the program develops, one can see how reality fits with
the prediction made from the early data. Such documentation would
“"@'"1te diachronic case studies which can enable us to see how

ERIC | o



E

PREDICTING THE ACCEPTANCE OF VERNACULAR LITERACY 35

trends develop through time and help us to understand the dynamic
interaction of the social forces that shape language attitudes and
influence VL literacy acceptance.

Note: This paper is a brief summary of my doctoral dissertation
in applied linguistics (UCLA, 1987). Those readers who would like a
fuller discussion (e.g. statistical and methodological details) will find
it in the dissertation itself (available through University Microfilms,
Ann Arbor, Michigan) or in a condensed version (available from the
author). Additional data are needed in order to increase our
understanding of vernacular literacy acceptance. You can help by
completing the questionnaire in Appendix D, and sending it to
Roland Walker, SIL Box 54, Jayapura, IRJA, Indonesia. Thank you
for your help.
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VI.  Appendices

A.  Table 1 - Correlations between criterion variables of VL literacy acceptance and
predictor variables

Predictor Criterion
PL RA WU CU

1. Distance from a town 420 .06 -.14 21
2. Intermarriage -13 58 12 -.28
3. Non-natives in community -17 17 -.04 -36**
4. NL proficiency -.01 36°¢ A40°* -.36**
5. Education -40°* 29* .20 -32¢
6. Previously reading the NL -.35¢ .10 .23 -.60%*
7. Leaving to find employment -.29* 14 04 -33*
8. Importance of NL proficiency -37%¢ -.06 .06 -.05
9. Need NL for occupation: speak -33¢ -.19 -14 -32¢
10. Attitude of gov’t officials .10 -.10 -07 -30°
11. Language use: Church 33¢ -15 -01 62
12. Language use: Occupation .28¢ -07 .04 -01
13. Language use: School 35 -06 .01 .28
14. Language use: Singing .30* -.0S -26 56%*
15. Percentage living by Bible 43¢ 15 07 35¢
16. VL orthography differences -19 -31* -19 -29*
17. Ease of reading the VL A40°* 09 .10 540
18, Community involvement: orthog. .30* 41 46% A1
19. Community involvement: other 46°* .28* 12 .35¢

* Significant at the .05 level or greater
** Significant at the .01 level or greater

PL - Purchase Literature ' RA - Reading Ability
IU - Informal Usage CU - Church Usage
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B. Table2 - Multiple regression analysis: Purchase of VL literature: entering
sociolinguistic predictor variables only (N=54)

Step  Variable R RSQ RSQ RsSsQ P
Adj. Inc.

1 (15) Percent living by Bible 443 196 181 196 .000
2(5) -Education 59 355 330 160  .001
3(1) Distance from a town 627 393 356 037 076
4 (9) -Need NL for occupation: speak 650 423 376 .030 109
5 (11) Language use: Church 663 440 382 017 222
6 (13) Language use: School 677 458 389 .018 216
7(8) -Importance of NL proficiency 693 480 401 022 165

"Multiple regression analysis: Purchase of VL literature: (N=54)
entering sociolinguistic, program, and orthography variables

Step  Variable R RSQ RSQ RSQ P
Adj. Inc.

1(19) Community involvement: other 470 221 210 221 .000
2 (13) Language use: School 656 430 408 210 .000
3(8) -Importance of NL proficiency J23 522 494 093  .001
4 -Population of the community 51 564 528 041 .028
5(9) -Need NL for occupation: speak 766 586 543 022 103
6 (15) Percent living by Bible 776 602 551 016 .164
7(5) -Education 78 617 560 015  .164
8 (6) -Previously reading BXL .98 637 572 019 127
9 (11) Language use: Churth . 806 . ;:650 519 014 199

- Regression Coefficient was negative, indicating negative contribution to outcome.
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C.  Table 3 - Multiple regression analysis: Use of VL Scripture in church: entering

sociolinguistic predictor variables only (N=54)

Step  Variable R RSQ RSQ RSQ P

) Adj. Inc.
1 (11) Language use: Church 624 .389 377 389 .000
2 (14) Language use: Singing 69 484 464 095 001
3(3) -Non-natives in community 35 541 513 057 010
4(9) -Need NL for occupation: speak 776 602 570 062 .007
5 (10) Attitude of gov't officials .78 620 581  .018  .139
6 (15) Percentage living by Bible 79 633 58 013 213
Multiple regression analysis: Use of VL Scripture in church:
entering sociolinguistic, program, and orthography variables (N=54)
Step  Variable R RSQ RSQ RSQ P

Adj. Inc.

1 (11) Language use: Church 624 389 377 389 000
2 (17) Ease of reading the VL. J16 512 493 123 000
3(3) -Non-natives in community 764 583 558 071 .002
4(9) -Need NL for occupation: speak 800 640 611 057 .004
5 (16) -VL orthography differences 825 .680  .647 .040 015
6 (6) -Previously reading NL 840 705 667 025  .053

- Regression Coefficient was negative, indicating negative contribution to outcome.
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D. .SOCIOLINGUISTIC INFLUENCES ON VERNACULAR LITERACY
ACCEPTANCE

If you have distributed at least two VL Scripture publications, your answers on the
following questionnaire will help to contribute to our understanding of vernacular
literacy acceptance. (We suggest that you make an enlarged photocopy for filling in,
after which please send to Roland Walker, SIL Box 54, Jayapura, IRJA, Indonesia.)

Instructions (PLEASE READ CAREFULLY)

Please answer the questions for the ONE COMMUNITY which you know best,
not the entire language group. Since we want to get a picture of what the community
was like during one time period, answer the questions in light of the situation during the
most recent year you have knowledge of.

When estimating percentages, it is helpful to convert those percentages to real
numbers, to check your estimate. For example, if you estimate that 20% of the
population can read, and there are 800 people in the community, ask yourself, "Does
160 readers in the village sound about right?”

Your Name:

VL = Vernacular language (the mother tongue; ‘idiom”)

NL = National language (e.g. Spanish, Portuguese)

(If some other language is the medium of instruction in school, consider it as the
NL, as you answer the following questions:)

+ Name of Community:
+ Population of the community:

+ In what year did you begin to work in the community?
+ Most recent year you lived in the community for more than 1 month? 19

—

+ Year for which you are describing the community: 19

+ Location: (country, province, state, etc.)
+ VL Scripture publications:

Date of Pub? English Title: Diglot w/NL (Yes/No)
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PLEASE ANSWER questions C1-5 for both the VL and the NL: (If you cannot answer
at least three of these five questions for the VL, answers to other questions will not  +
have value for this study. Answers re the NL are helpful, but not essential.)

Cla. How many people have purchased (or wanted to receive as a gift) Scriptures
(either the New Testament or Scripture portions)? VL =
NL =

C1b. How many people have purchased (or received) other types of literature (i.e. not
Scriptures) VL = NL =

C2. What is the percentage of the population who can read narratives with
understanding? VL = % age 10-25; % age 26-40
NL = % age 10-25; % age 26-40

C3. What percentage of the population spend time reading (any kind of literature)
weekly in informal settings (i.e. outside church and school)?
VL = ____% age 10-25; % age 26-40 ** NL = _____ % age 10-25;
% age 26-40

C4. For each church in the community, are Scriptures read aloud in church meetings?
3=every meeting; 2=most meetings; 1=some meetings; 0=not at all.
(Circle the best answer for each church.)

(list each church) VL NL Average
Attendance

3210 * 3210

3210 * 3210

3210 * 3210

3210 * 3210

3210 * 3210

3210 * 3210

Q N
I
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If you were able to answer the above questions (at least most of them) try the following:

1. How many hours travel (by the commonest mode) is it to a town where the NL is
widely used? hours

2. Circle which language is most dominant in each domain for spoken use.

Language Domain

VL NL home

VL NL community

VL NL church/religion
VL NL occupation

VL NL school classroom
VL NL government

VL NL singing

3. Religious makeup: e.g. Catholic, Protestant, Islamic, animist (list each church/type
and the percentage of the population in each):

_% %
_% %
% %

4. Estimate the percentage of the community (of any religious affiliation) who aim at
living their lives according to the Bible. %o

5. Use the Rating Scale below to estimate PROFICIENCY IN THE NL for males age
26-40. Give the percentage at each level of proficiency. (See the Example - a
situation in which 40% of the males age 26-40 are at level 0 and 60% are at level 1.)

RATING SCALE
Level 0. No ability.
Level 1. Can carry out minimal activities of daily living in the language.
Level 2. Can respond to opportunities and interact in routine social situations
and limited work requirements.
Level 3. Can satisfy normal social and work requirements with sufficient structural
accuracy and vocabulary to meet these limited needs.
Level 4. Can communicate effectively with vocabulary that is always extensive and
precise enough to convey exact meaning.
Level 5. ‘Native speaker’ fluency.
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EXAMPLE
PROFICIENCY LEVELS (%)

SEX/AGE 0 1 2 3 4 5

males 26 - 40 | 40 | 60 | | | | | = 100%

Rate PROFICIENCY IN THE NL in ‘your’ community below:

Proficiency Levels (%)
0 1 2 .3 4 5

males 26 - 40 | | | | | | | =100%

6. Estimate the percentage of homes in the community where people live who are not
native to the community and do not speak the VL. %o

7. List the number of symbols in the VL orthography that are not found in the NL
orthography or which have different phonemic values.

Number Item Symbols
consonants .

glottal stop

vowels

nasalized vowels

vowel length

accent (phonemic or ballistic)

tone

etc.

8. How difficult do people in the community view reading the VL? (Check one)
( ) 0 It is much more difficult to read than the NL.
( )1 Itis fairly difficult compared to the NL
( ) 2 Itis about the same as reading the NL
( ) 3 Itis fairly easy compared to the NL
( )4 Itis very easy compared to the NL

9. What percentage of the adult males need the NL to carry out their occupation?
(See #5 for proficiency levels)
% spoken proficiency at Level 2 or above;
% at Level 3 or above
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10. Economically, for the people in the community . . . (Check one)
( ) 0 most can earn a living as they traditionally have
( )1 afew are beginning to leave the community to find jobs
( ) 2 more and more are leaving to find jobs on the outside
( ) 3 many people leave the community to work for wages.

11. How important do the people feel proficiency in the NL is to economic
advancement? (Circle a number) :
Not important - 0 1 2 3 4 - Very important.

12. What percentage of VL readers could read the NL first. %

13. What is the average number of years of formal education completed by adult
males?

14. Circle the number on the continuum that best answers the question: What is the
prevailing attitude of local government officials, who are not VL speakers (e.g.

school teachers or whoever is most influential in the community) to the
development and use of the VL for literacy?
Negative -0 1 2 3 4 + Positive

15. To what extent were community leaders involved in orthography decisions?
( ) 0 Actively opposed to the SIL produced orthography
( )1 Not involved -- neutral
( ) 2 Involved and supportive of the orthography
( ) 3 Enthusiastic promoter/s of the orthography.

16. To what extent were community leaders involved in other aspects of the VL literacy
program?
( ) 0 Opposed to it
( )1 Not involved at all
( ) 2 Involved, to some degree
( )3 Actively involved
( )4 Enthusiastic promoter/s.

17. What other factors do you think most account for the degree to which the
community has or has not accepted VL literacy? :
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A RATIONALE FOR LANGUAGE CHOICE IN ADULT EDUCATION

Mary Muse Morgan

Abstract: In the literature regarding language choice for adult
education, factors such as cost efficiency, language adequacy, and
educational purposes have been discussed. The author submits
that four additional factors must be taken into consideration when
the question arises of whether vernacular (V) or standard (S) be
the language of adult education. These factors are: a language-use
profile of a society, the complexity of the phonology of the V
language, the resources available on the village level, and the
functions of literacy.

L Introduction

II. A Rationale for Language Choice for Adult Literacy

III.  Literacy Functions: A Consideration of Kwaio and Tzeltal
IV. Conclusion

V. References

L Introduction

For many years I have been concerned that the discussion about
which language should be used for education has been polarized by
vernacular-first advocates versus direct-method standard language
devotees. There have been studies and tests and analyses, all of
which prove that the side doing the tests is in the right.

It is gratifying to see that in recent years a broader framework for
looking at choice of language for education in bilingual and

- multilingual societies has emerged. Not only language functions, but

E

literacy functions are looked at. Attitudes toward the language(s) in
question are now considered along with purposes of education.
Cultural factors are correlated with national education goals.

Nadine Dutcher in a Staff Working Paper for the World Bank
(1982) made the point that the value the wider community puts on
the mother tongue of the student is an important consideration in the
choice of language for education. If the student’s language has a
lower social and economic status than does a second language, the
<tydent will be more successful learning to read and write in his (or
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her) first language--a language which does not intimidate him. On
the other hand, if the first language is viewed as having a social and
economic status as high or higher than the second language, and the
student has an adequate understanding of the latter, he can learn just
as well in the second language. Dutcher (1982.23,15) came to these
conclusions after analyzing the results of such works as Modiano’s
Tzeltal study in Mexico (1973) and the St. Lambert’s Immersion study
in Canada (1972).. She shows very clearly that the reason for different
conclusions regarding success and failure for vernacular and second
language choices for education have to do with a very wide range of
factors.

Two other recent studies stress the importance of looking at the
functions of various languages within a multilingual society and, what
is of even more importance, of looking at the functions of literacy in
that same society.

(1) Robert Litteral (1982.3) presents a vernacular language
planning model that he developed after years of experience in
Papua New Guinea. He states that his model “will extend the
awareness of those working in vernacular programs beyond the
problems associated with code inadequacies and program
development to the social, political, and cultural environment of
the vernacular.”

(2) Bernard Spolsky (1982.143-143) suggests “studying literacy as
a social phenomenon, looking at the role played by the written
language in the functioning of a community.”

For illustrative purposes a set of questions posited by Spolsky and
Irvine (1982) will be addressed in Section IIT of this paper to two
different situations, one in the Solomon Islands (Kwaio) and the other
in Mexico (Tzeltal).

IL. A Rationale for Language Choice for Adult Literacy

A rationale for language choice for literacy gives us a set of
fundamental reasons for choosing one language rather than another.
Of the many factors in this complex issue, four are suggested here as
central:

Q 1) the language-use profile of a society;
N P -
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2) the complexity of the phonology of a vernacular language as it
affects the development of an orthography;

3) the local resources available to develop a literacy program;
and ‘

4) the literacy functions within the society.

By carefully considering these factors, an appropriate and
adequate choice of language for initial literacy can be made.
Literacy means here the ability to read and write with
comprehension.

1. Language-use profiles

In many multilingual countries such as the Solomon Islands (SI)
and Mexico (M), the presence of many languages does not mean that
on the village level, there is a truly bilingual situation. There may be
a diglossic relationship between a standard language (S), a vernacular
language (V), or a pidgin (Pijin) (P) in some domains, but the actual
contact V speakers have with S or P speakers may be extremely
limited. The following figures give language-use profiles and
explanations for the two societies being examined here:

village province capital
Kwaio (SI) I I I I
v V/P V/P/S
monolingual multilingual
Figure 1.

On the village level there are many monolingual Kwaio speakers.
Even though there may be some who speak Pijin, the lingua franca,
they do not speak it with the village people, their “wantoks”, but only
with people from other language areas. Pijin is the medium of
instruction in the village school although textbooks are in English, the
S language. The latter is read or spoken by only a few in the village
and then only in the church services of some denominations and with
an expatriate visitor to the village.
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On the provincial level, that is, outside the village or V language
area, Pijin is the language used with those who are not “wantoks”.

Although some of the village people may know S they do not use
it unless there are expatriates present or to establish educational
credibility. In the capital, Honiara, S is used in government and
church domains and for all written purposes.

Generally speaking V is spoken with “wantoks”, P is spoken with
other Solomon Islanders, and S with expatriates. Almost all Solomon
Islanders speak a vernacular language; the number of Islanders who
are mother tongue speakers of S or P is less than 1% (1980 census
information). :

Figure 2 gives a picture of the language-use profile for Tzeltal
speakers of Chiapas, Mexico. (The arrow indicates that language
learning goes in the direction of V to S, not the reverse.)

village county state  nation
Tzeltal I I I I
\Y% V/S S
mono- bi- monolingual
V-eeeoe *S Figure 2.

In Tzeltal villages only Tzeltal is spoken to other villagers.
Teachers use Spanish in school. Spanish is used with outsiders
including salesmen, bus drivers, ranchers, and tourists.

The recognized bilinguals are the pastors, catechists, teachers,
and town officials; the number of bilinguals is increasing through
expanded schools and roads.

The purpose of looking at these two language-use profiles is to
recognize criteria for determining if a given society is monolingual in
a majority of domains and if actual contact with speakers of a second
language is extremely limited. If the above pertain, initial literacy is
more appropriate in the language in use, the V. If, however, two or
more languages are used by a large number of people in various
{y —ains, other factors need to be considered as to language choice
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for literacy. Among these factors is the attitude of the wider
community as suggested by Dutcher above.

2. The complexity of the phonology

The complexity of the phonology of the vernacular language has
two dimensions. One has to do with the complexity of the V
phonology in relation to that of the S. The latter language by
definition has available literature. Access to that literature may be
vital to maintaining the habit of reading. If the V is related to the S,
or if the phonologies and orthographies are similar, there is easy
transference of literacy skills from the V to the S, or vice versa. The
other dimension has to do with the phonology of the vernacular
language itself. If the V has more than five vowels, complex tones,
nasalization, palatization and other features which do not lend
themselves to linearity, more time and effort as well as linguistic
analysis are required to develop an adequate orthography for that
language.

The Austronesian languages in the Solomon Islands lend
themselves quite well to the Roman alphabet. Many people have
learned to read Kwaio, for example, by memorizing a syllable chart.
The inventory of five vowels and sixteen consonants makes Kwaio
relatively easy for beginning readers.

On the other hand, Totontepec Mixe of Oaxaca, Mexico, has
seven syllable nuclei, nine vowels, extensive palatalization, and many
complicated morphophonemic permutations which are difficult to
represent with the Roman alphabet. The town of Totontepec boasts
doctors, musicians and professors, some of whom have tried to write
their own mother tongue language without the benefit of linguistic
training. They give up after a few attempts.

If the speakers of a V language (with some knowledge of reading
and writing in the S language) can learn to write the V language with
comparative ease, the development of initial literacy material as well
as more advanced materials such as stories, histories, and legends can
be done by the people themselves without a great deal of outside
help.

If, on the other hand, the V has a complicated phonology, with

hols and structures quite di;fgr,ent from those of the S, extensive
- ,
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linguistic training and analysis may be required to develop an
adequate orthography and initial literacy materials.

3. ‘Resources available to develop literacy

When educators think about literacy, they must give careful
consideration to the ways and means of getting a program started.
Almost always, the initiative for literacy programs is from outside the
society. The program is expected to serve the interests of outside
agencies, e.g. to enable V speakers to read Scriptures in their own
language, to teach a political ideology, or to teach the S language and
culture to V speakers. However, the V speakers themselves possess
great potential for helping introduce literacy.

The personal resources of the V speakers are often overlooked in
the development of literacy programs. In the Solomon Islands there
are many school leavers who have left school before finishing and

- who have gone back to their villages after having had some secondary

. schooling. Their book learning has been put to little use, yet they
represent potential writers and teachers who can help bridge the gap
between the V and S languages and cultures.

The older people of a V society are another source of
information and help in introducing literacy. They are the ones who
know and pass on traditions and cultural values. They are the ones
who decide if the written word in the V will actually function in their
language and society.

The people themselves can participate as planners, authors,
teachers, and supervisors of any type of literacy program. In Ghana
various kinds of informal and formal literacy programs in the V have
taken place in village areas with the local people carrying out the
programs. (Hampton, 1986.31-37).

The literacy materials can be produced on the village level with a
. minimum of equipment, i.e. typewriters, mimeograph duplicators and
inexpensive paper. The involvement of the local people in the
production of the materials to be used in the literacy program
becomes a means of training and encouragement for those people.
They themselves will provide the key to how the promotion and
teaching of literacy will be accepted and can be accomplished
T ng, 1981).
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Available resources may also include the books, such as
Scriptures, hymnbooks, and liturgy which already are in print and
distributed. Reading these books can be the basic motivation for
many participants in any kind of literacy program. :

The presence and availability of local resources make the choice
of initial literacy in the V a viable one. The current bilingual
program of Guatemala is a good example of the involvement of local
people and resources. The program serves four major indigenous
language groups and is under the direction of Lic. Hector Eliu
Cifuentes of the Programa Nacional de Educacion Bilingue.

4. Literacy functions within the society

In a given society there are certain functions of the written
medium of communication. Spolsky (1982) gives a range of literacies
which might be found. There is the literacy required for personal
diary and letter writing. Others are the sacred text literacy, civic
literacy (the requirements a state makes of its citizens), bureaucratic
literacy (which a state requires of those who keep track of its
activities) and academic essayist literacy.

In the societies studied for this paper, a number of literacy
functions are active in the V languages, e.g. letter writing, the use of
hymn books, liturgy and Scripture reading. Sections 5 and 6 of III
give more details.

In monolingual V-speaking societies where there are as yet no
literacy functions in the V, ethnographic studies must be made to
determine in what circumstances the written word might become
functional. '

III.  Literacy Functions: A Consideration of Kwaio and Tzeltal

~ In this section of the paper a set of seven questions formulated by
Spolsky and Irvine (1982.78-79) regarding literacy in a given society .
will be asked, with answers coming from Kwaio (Morgan, 1983, and
Young, 1982) and Tzeltal data. All information is based on the
personal observation and experience of the author.

The Kwaio people live in the central part of the island of Malaita

den sk

O ‘“e central Solomon Islands (SI). Kwaio is an Austronesian
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language. The SI are located to the east of Papua New Guinea. The
Tzeltal people live in Southeastern Mexico, in the state of Chiapas.
Tzeltal is a Mayan language.

1. Under what conditions do certain groups of people accept
literacy in the V?

Kwaio $

The Kwaio have accepted literacy in the V through the
development and promotion of V literacy by Catholic missionaries. A
secondary factor is the simplicity of the phonological system of the
language which lends itself to ease of writing and teaching to write.

The Catholic church has had the Mass translated and read in
Kwaio since Vatican II. Translation of Scriptures has been carried
on by priests for a number of years. The expatriate and Solomon
Islands religious personnel on the Catholic mission stations in the
Kwaio area have learned the Kwaio language. The examples of the
outsiders in using the written form of Kwaio is a strong
encouragement for the speakers of that language to do the same.

The mission stations until 1974 also had boarding schools for
primary and secondary levels and employed English as the language
of instruction. Some of these schools gave initial instruction in the
local language if all the children spoke that language. Even today,
_initial instruction in reading is given in the Kwaio language in the
village school which is located on the mission station in Buma.

Literacy in the V has recently been introduced by Peace Corps
personnel and the local officials in the pagan areas along with
programs to promote traditional customs, wood carving and weaving.

Tzeltal 2

The Tzeltal people have had Scriptures in the Oxchuc and
Bachajon varieties for thirty and twenty years respectively. There are
40,000 members of the Presbyterian church, as well as members of the
even larger Catholic church (and other denominations) that
constantly use the Scriptures in Tzeltal. There is no one in the
Tzeltal area that has not had some contact with written Tzeltal in
"O " tures and hymnbooks. There is also initial education in Tzeltal
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for children in the schools of the National Indian Institute (INI).
There is considerable use of V literacy in the church, limited use in
school, and little V literacy elsewhere.

2. What conditions prompt groups to move towards literacy in the

S?
Kwaio $

The condition favoring the S is the need for a common language
for the Solomon Islands and a language for communication with the
outside world. English has been the language of choice.

Tzeltal ¢

In the case of the Tzeltal, there are two circumstances which
have prompted the move towards literacy in the S, which is Spanish.
The first is the introduction of roads which has made communication
with the Spanish speaking world a reality. The second is the
extension of INI schools making it possible to learn to read and write
Spanish.

3. What are the tensions that arise in each of the decisions?

Kwaio $

In the SI there is a choice to be made between the well-
understood V and the much-desired English. The expectation that
learning fluent English is possible for the village person seems
unrealistic. There is a lack of contact with English speaking people
and a lack of relevance of English to the everyday life of the large
majority of the people. Pijin which has more relevance and usage on
the village level has heretofore not been considered worthy of being
written and used as an S language. But since Pijin is similar to the
Melanesian languages in its syntax and phonology, with derivatives of
English in its lexicon, it is fairly easy for a Solomon Islander to learn,
especially if he has had some schooling in English.

English is spoken fluently by a very small number of Solomon
Islanders most of whom are concentrated in the capital city of
Honiara. Solomon Islanders would like their children to do well in
(O "lish so that they will be eligible to go on to secondary school,
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university and eventually achieve a government job. It is very difficult
for children who have limited contact with English to pass the tests
required for continuing with formal education. For the most part,
formal education has very little to do with the ordinary life of the
village people.

Tzeltal ¢

The main difference between the Tzeltal and Kwaio situations is
that the S for the Tzeltals is the mother tongue language of the
majority of the people in the Mexican nation, while the S for the
Solomon Islanders is not the mother tongue of any large group of
people. Tzeltal is spoken by over 100,000 people who represent a low
status minority. Access to the majority culture is through Spanish.
One of the outcomes of the training of Tzeltals to teach Spanish in
the village schools has been the development of a group of people
who are neither main stream Mexicans, nor are they monolingual and
monocultural Tzeltals. They represent a new order: bilinguals. The

" tension here is not a matter of being literate but of a change in social
status for some of those who are literate in Spanish, especially the
school teachers.

4. Was literacy in either the V or S generated from within the
group, or was it introduced from the outside? For what purposes,

and with what consequences?

Kwaio ¢

Literacy in the V, S and P has been generated from outside,
primarily through mission agencies. English (S) has also been
promoted by the English government. The primary purpose of
literacy in the SI has been to evangelize and make meaningful the
Christian religion. V languages have been chosen as church
languages and used extensively in related language areas; e.g. Mota, a
Banks Island language was used in the Anglican church, and Roviana
is the language used by the United Church in the Western Province.
English had also been used to evangelize island workers on the sugar
plantations of Queensland, Australia, where the South Seas
Evangelical church began its work and later spread to the SI and
many other South Pacific islands.




56 NOTES ON LITERACY NO. %4, 1988

The consequences of the practices of literacy by mission agencies
is that in all of the language groups, literacy is a known commodity
and in all but the pagan societies plays an important function in
religious practices. There are few villages that do not have Bibles
and hymnbooks. There are also liturgical books in the Catholic and
Anglican areas. There are, however, few other books in the villages
except schoolbooks in English. The large majority of people have
seen books and they know that books communicate. They have also
seen books in V languages even if not in their own language.

The Solomon Islands is a newly independent country with the
enormous problem of creating unity out of a diversity of races and
languages. The British government was the controlling body for the
SI during the twentieth century until independence in 1979. Christian
mission organizations carried on all of the formal education during
the years before and after the Second World War until 1974. The
official language of government, education and commerce was and is
English. It has been only in the last ten years that serious attempts
have been made to develop a written Pijin based on the spoken lingua
franca of the Islands.

Tzeltal ¢

Literacy in the V and S has been initiated from the outside.
However, literacy in the V is strengthened and maintained through
the influence of the churches and the emphasis on written Scriptures
being read by everyone.

The overwhelming fact is that thousands of Tzeltals are literate in
their own language with only the Scriptures as the major piece of
literature. Many do write personal letters in Tzeltal, but there are
few if any Tzeltal authors developing further literature.

With regard to the consequences of literacy in Spanish, many
young people have left their village areas because of the opportunity
of integrating into the national culture through being literate and able
to converse in Spanish,

t
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5. What are the functions of literacy in the community? Who
writes, who reads, about what topics, in what settings? What

language is used? If more than one, is there a functional
differentiation of language?

Kwaio:

In the Kwaio area literacy is used in the church as mentioned
above. Literacy is also used and taught in the village schools.
Though there is some initial instruction in the V, all of the texts are
in English. The language of instruction, however, is Pijin in most
cases because the village teachers do not know English very well.
One of the reasons they are village teachers is because they did not
pass the English Proficiency Examination that would allow them to
advance in the educational system. One of the few things left for
them to do with the educational level they have obtained is to

" become a village teacher.

Another function of literacy is letter writing. Since Kwaio boys
and men are migrant workers throughout the SI, they are often away
from home for long periods of time. The way they maintain contact
with home is through letters and taking the annual Christmas break
at home. Anyone who has had several years of schooling can read
and write letters. There are usually several people in each family
that can do this. Although a store keeper would be more likely to go
to Honiara and buy his own supplies than to order them by letter, he
might write to a “wantok” to bring supplies to him.

Tzeltal ¢

~ In Tzeltal villages, many of the men under fifty can read Tzeltal
Scriptures and most young people under twenty can read Tzeltal
since they have had schooling in Spanish and can easily transfer
reading skills to Tzeltal. People read Tzeltal in church, Spanish in
school. Some personal letter writing is carried on in Tzeltal.

In the county seats (minicipios) S is the language used in
government business, i.e. birth, marriage and land registrations, court
proceedings, etc. Mother tongue S speakers do not know or use the
V except for some salesmen who use V words for merchandise and
money. Mother tongue V speakers use limited Spanish in dealing

'
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with S-speaking doctors, lawyers, store owners and government
officials.

6. To what extent are the functions associated with literacy

indigenous to the culture and to what extent do they derive from
technological and social change associated with contact with

modernized society?
Kwaio:

Although Christianity came from outside over a hundred years
ago, it is now an integral part of village life and customs. Literacy
plays an important role in Christianity as it is practiced in the SI in
the liturgical churches as well as in the other denominations. The
training of the priests, pastors and catechists is carried out in English.
Modern technology and the need to communicate with the outside
world make English a necessity for some Solomon Islanders but not -
for the Kwaio people as a whole.

Tzeltal:

Literacy in Tzeltal is due to the practice of the Christian church,
both Catholic and Protestant, of using the Tzeltal Scriptures. Even
though introduced from the outside, the use of V literacy is now
indigenous. Informal teaching to read is also carried on when
requested by a friend or family member. Literacy is in the V and has
no direct connection with the industrialization of Mexico.

S literacy is associated with social and economic advancement.
With more and more schools in the Tzeltal area there is a marked
introduction of Spanish vocabulary into the language of the young
people.  Whether Spanish is displacing Tzeltal or maintains a
diglossic relationship with Tzeltal requires further study.

At present V literacy is operative in church life and S literacy is
operative in the schools and in contact with the Spanish speaking
society.
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7. To what extent has change occurred over time?
Kwaio

 The alternative of using written Pijin as a language of national
communication is gaining popularity. Pijin has been codified with an
orthography similar to that of Melanesian languages. Primers and
reading books have been developed. Scriptures are being translated
into Pijin. Health, development and agricultural field workers are
recognizing the need to put their materials into Pijin for wider
usefulness. Acceptance of Pijin literacy is slow in coming because
government and church officials prefer English or V languages for
literacy. The limited use of V and the inaccessibility of English to
the majority of the people, however, make Pijin an attractive third
choice.

Because of the disbanding of primary boarding schools taught by

English speaking expatriates and the development of village schools

" taught by Solomon Islanders, the level of English proficiency has

gone down. English is losing ground, Pijin is gaining speakers and
the V is maintaining a status quo. '

Tzeltal ¢

V literacy has strengthened the sense of ethnic identity of the
Tzeltal people. With the coming of schools and roads, the people
now have contact with the outside world. The Tzeltal governing
elders of one group of the National Presbyterian Church of Mexico
have recently requested that mother tongue speakers of Spanish
develop a program to teach them, the elders, Spanish as a second
language. This choosing to learn Spanish is in contrast to the attitude
that Spanish must be imposed from the outside. There is now an
openness to the S-speaking world.

IV. Conclusion

The analysis of a multilingual society to determine the language
of education should take into consideration such factors as cost
efficiency, language adequacy and educational purposes as well as the
factors included in this paper: a language-use profile of the society,
the complexity of the phonology of the V, the resources on the village
" O and the functions of literacy. From this kind of analysis
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possible alternatives emerge which are tied into reality. Informed
decisions about language choice for education can be made with the
help of the people being affected.

The kind of analysis described here does not allow for simplistic
language choices nor for a single solution that covers many different
societies and language groups.

A comprehensive rationale for language choice for education can
provide the in-depth qualitative study that is needed for language
planning.  Questions of elaboration and implementation will be
answered with input from the local level rather than solely from the
national level.
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MAGIC MARKERS
Kathy Bosscher

L Background

II.  Introduction

IIT. The Process

IV.  Looking Back

A Later Perspective

The Magic in the Markers

< <

L Background

Assumption: ~ Ownership of a program implies that ideas
accepted and promoted by field workers become ideas that are
accepted and promoted by people inside the language community.

Hypothesis: There are specific events that mark transition of
ownership from the field workers to people from within the language
community. At transition points, community insiders take the
initiative and make decisions that affect the subsequent course of
action. Activities leading up to these events focus on sharing ideas.
Activities following these events focus on implementing ideas that
have been accepted.

Implications: It is important and neéessary, not only to take note
of these events, but to plan for them.

1) Awareness of these events helps the field workers
determine what course of action should be taken--a course
that focuses on idea sharing or one that focuses on idea
implementation. Stated in another way: if there are no
events that mark the acceptance of the ideas by people from
within the community, the field workers are obliged to
continue at the level of idea sharing.
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2 NOTES ON LITERACY NO. 55, 1988

2) Where there are consistent patterns of community
rejection after ideas have been carefully presented and
concretely demonstrated, the field workers will be able to
withdraw from the program in good conscience.

3) Awareness of these events gives field workers a way of
introducing change without violating the integrity or freedom
of the group to make decisions.

Comment: This paper was written to document my observations
of the kind of events that mark the transfer of ownership and how
these events are planned and managed for the advantage of the
program. It does not directly address the question: Can we predict
when vernacular literacy will be accepted by the language
community? However, it gives field workers a framework by which
they can evaluate a community’s response to introduced ideas.
Documentation of these responses across time can, in turn, give the
field workers evidence for the continuation or the withdrawal of a
program in a particular language community.

II. Introduction

I, along with many others, believe that, despite the time and
effort required, there are only benefits to be gained from the
involvement of local people in the language program. In discussing
local involvement, a variety of terms have been used--local
participation, program ownership, local infrastructure, partnership,
and so on. No matter what terms we have used, we have been
making explicit the fact that, in order to accomplish our work, people
from within the language group must make decisions about the
program--whether these be spiritual aspects, the translation,
education, or community development; and that people from within
the community must be able to do for themselves what is necessary to
carry out those decisions, for example, reviewing the translation,
teaching literacy, or managing a cooperative. The implication for the
field worker is that he takes the role of “enabler”, equipping people
to make decisions and equipping them with the skills and resources
needed to implement those decisions. Persuasion and education are
primary tools for field work.

To restate the case in a different way: At the end, at least
Q ’fsomebodj” from within the language group has to believe in “the
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MAGIC MARKERS 3

whatever” and have the skills and resources to act on that belief.
Beyond that, “somebody” has to believe in “the whatever” enough to
persuade others to believe and act upon it, too. We are, then, idea
sharers, options builders, teachers and trainers. We cannot, over the
long haul, be decision makers or “implementers”. Those roles belong
to people from within the language community.

III. The Process

How does the process work? In the past several years, I've had
the .opportunity to be an interested observer of many field programs
throughout Asia. I have come to several conclusions. First, we can
identify certain steps that need to be taken:

- Earning the “right to speak” by accepting some participant role
within the community. By this I mean that the field worker gains
credibility by accepting a community-assigned role, for example,
nurse, teacher, banker, headman, etc., which enables him/her to gain
a hearing on issues that lie outside of the assigned role.

- Raising issues and suggesting possible solutions to perceived
problems. New ideas that are inherent in a translation or literacy
program are first introduced in broad terms, often using questions to
create a climate of inquiry, for example: How many people
understand when the priest gives the sermon in Ilocano? Why do so
many children stop school at second grade? Why can’t people read
Navajo ‘very easily? Questions may also direct people’s thinking
toward possible answers: What would people say if the weekly
reading was in Kalinga instead of Ilocano? Who could teach the
adult illiterates to read? This step is often called consciousness
raising,

- Helping people focus on a particular solution to a particular
problem. It is the business of the field worker to carefully assess the
social, cultural and linguistic context and propose solutions that could
work in those particular situations. (If the group could and were
doing this on their own, the field worker would not be needed except
as called upon by the group to provide certain resources or training.
There are, of course, situations like that, but this is not true for many
field programs in Asia.) Ideally, the solution is still elicited from the
community, but the fact remains that the field worker often seeds very
~~mgyete ideas. .
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- Transferring ownership. Ideas accepted and promoted by the
field workers become ideas that are accepted and promoted by the
community. It is at this point that initiative must be taken by the
local people; without that initiative, proposed ideas cannot be taken
further. It is the point of decision making. Obviously, to be
successful, the decisions must be made by recognized leaders rather
than people who are marginal to the authority structure.

- Implementing the program. Now the field worker proceeds
with the usual tasks: preparing materials, training people for various
tasks and setting up a system for implementation--tasks with which we
are all familiar.

As is true with any process, snags can occur at any step. The
most obvious problem is where nobody “buys into” an idea which is
necessary to the success of the program. This can happen for several
reasons: a) the idea may be ill-defined or inappropriate to the
situation; b) the idea may be too large or complex and people may
not understand or may feel threatened by its implications; c) the idea
sharer, i.e. the field worker, may not have the necessary credibility.
Another recurring problem is that sometimes the “wrong people”, i.e.
people who do not have authority or influence, “buy into” the idea.
In this case the field worker may follow the lead taken and realize
later that no one else is following. Solutions, of course, will be
specific to the situation, but I think we can safely say that each
answer will incorporate the concept of recycling in the process.

From another perspective, what I am describing is a STYLE or
an APPROACH to program implementation rather than a procedure.
This style or approach is the antithesis of a “cookbook” procedure. It
is, rather, dynamic, responsive to the situation, and creative.
Obviously, the utilization of the style or approach ultimately depends
upon the ATTITUDE of the field worker toward the people he
serves. Litteral labels this style of program implementation as one
that is personnel oriented in contrast to one that is program oriented.

Aruitoxt provided by Eic:
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Program Implemented

Lead Not followed Lead followed

\

<— NoO TRANSFER OWNERSHIP Yes

!

Focus on a particular solution

/

Raise issues and suggest
possible solutions

‘ /

Earn the right to speak

This is the way I see the process and the recycling needed as problems arise.

A program naturally doesn’t happen overnight.  Program
ownership is the cumulative effect of the enactment of hundreds of
“little” decisions along the way. If people from within the language
community are ultimately to be willing and able to make the “big”
decisions, such as how the New Testament will be distributed, or how
the literacy teachers will be paid, or how supplies will be purchased
to maintain the production of vernacular books, they need the
opportunity to make the “easy” decisions that are already within the
scope of their experience and skill. They need, as well, the
opportunity to stretch their decision-making experience and skill in a
supportive setting. It is likely that the field worker will be the one to
provide the tutoring and encouragement in those learning situations.

IV. Looking Back

Looking back, I see that there were two events that moved
projects within our Kalinga literacy program from our ideas being
pushed uphill to the people’s ideas being chased downhill in the
frenzy of program implementation. Being naive but conscientious
literacy workers, Carol Porter and I had a couple of persistent ideas
what we wanted to see acco§nplished in the course of our
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literacy project. Foremost among them was the idea of literacy
classes for adults, taught and financed by people from within the
community.

In the first phase of the program, we wanted to have a few pilot
classes in our immediate village in order to model for and motivate
the surrounding villages for a later, more expanded program. We
had, it seemed, talked ourselves silly, exposing everyone with whom
we came in contact, both casually and intentionally, with the
possibility of holding classes during the upcoming slack period
between the planting and harvesting of the rice. Time was growing
short. We were visiting Wail one afternoon--I can’t remember
whether it was a casual or intentional visit. In any case, we had
grown accustomed to using Wail’s counsel, even though we weren’t
sure how much influence he had in the village: he was the head
teacher of a small village high school but he was relatively young and
did not own very much property. During our visit, along with the
predictable coffee drinking, we discussed a predictable subject of how
literacy ‘classes could be started in our village. Then, quite
unexpectedly, Wail said: “We need to have a meeting with the village
elders.”

It is only looking back that I recognize that moment as a turning
point. In effect, as of that statement, things had been taken out of
our hands. Wail called the elders together for a feast where we
discussed the idea of literacy classes. Three councilmen asked for
classes in their hamlets and committed themselves to selecting
students and teachers. Thereafter, we simply followed, doing what
needed to be done.

A similar thing happened during the second phase of the project.
We were ready to begin an expanded program, starting classes in
three villages in addition to having classes again in our own village.
Our pilot classes had made certain things clear: village teachers
expected remuneration for their teaching and village leaders expected
the “government”--whatever that meant--to provide these resources.
On that basis, we had initiated contacts with the Provincial
Superintendent of Education. With him, we had made a number of
decisions and begun taking steps toward implementing the program.
We had, however, become stuck on a critical issue--money for the lay
teachers. The Superintendent had provided funds for a Nonformal

© ducation Teacher to supervise the program, but he was

135

P

J



MAGIC MARKERS 7

noncommittal on the issue of honoraria for lay teachers.
Consequently, we were left with an old familiar task--that of raising
the subject whenever and with whomever possible: What should be
done? How should it be done? We went ahead with training of
teachers and the organization of classes. Soon classes were
flourishing, but the money problem had not been solved.

Sometime during these classes, the Assistant Superintendent,
himself a Kalinga although from a different dialect area, came to our
village on school business. One evening, a party was given in his
honor. Carol and I attended. The program followed the local
custom in which the master of ceremonies called for songs, speeches,
or dances from the guests at the party. Eventually, the MC requested
a contribution from Dail, who happened to be a councilman who had
successfully organized literacy classes in his hamlet. After a
respectable pause, Dail commenced an “adi”, a stylized spontaneous
composition using a prescribed musical form. When people sang in
the poetic form using older and more formal language, I usually
found it difficult to follow. You can imagine my amazement as I
began to pick up the thread of thought that Dail was composing at
that moment. The gist was: Now our illiterates are learning to read,
but what will happen when Carol and Kathy leave? I was stunned.

The next morning, we were summoned by the Assistant
Superintendent. Again, we found ourselves in the happy position
where we were no longer pushing an idea--we were following up on
an idea that had been picked up by someone from within the
community.

These two events--Wail’s declaration: We need to have a meeting
with the village elders; and Dail’s “adi” addressed to the Assistant
Superintendent asking: What will happen when Carol and Kathy
leave?--marked two points of transition in our literacy project, when
people from within the community believed enough in the changes we
were suggesting that they took action.

V. A Later Perspective

After I had seen these markers in our own field project, I began
to conceptualize a program, or segments of a program, in two phases:
that of idea sharing and idea implementation. There will, most likely,
ha C{mciﬁc events that mark the transition between the two phases.
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8 NOTES ON LITERACY NO. 55, 1988

These events also mark the transfer of ownership from the field
worker to people within the community. Knowing about these
markers helps me in two ways: 1) I know what to look for as I try to
gauge a community’s readiness to accept change--people, particularly
leaders, from within the community saying in some way or other,
“What we should do is..” Until that message is communicated, I
think that the field worker is obliged to maintain the role of idea
sharer and option builder. He must keep talking and listening and
showing concretely what he is talking about. 2) I can, in cases where
decisions are too complex or too threatening to the group, attempt to
break down decisions into components that are conceptually
manageable and nonthreatening.

Since then, I've had other occasions to see the process at work.
Some groups are accustomed to making decisions and the event that
marks transition is bold and forthright. John and Carolyn Miller of
SIL Malaysia and I fell into such a situation. Millers had used my
visit as an opportunity to invite some of their Kadazan friends over to
discuss the role of vernacular literature in meeting community needs.
We hoped the discussion would help John and Carolyn assess
people’s language attitudes and foster some awareness of the
possibilities for vernacular literature. A handful of Kadazan people
spent the evening talking with us. As the evening grew later, a
recurring comment was made, “You should discuss this with so-and-
s0 and so-and-so.” Marker one: In this case there were people who
wanted to buy into an idea but recognized that they were not the
people who had the necessary influence to initiate change.

We made ourselves available for another evening of discussion.
This time the group included those whom the first group had tagged
as “people who should be there”. The discussion was winding down
but one fellow kept asking, “But what should we do?” Marker two:
In this situation, someone from within the group had bought into an
idea and was unwilling to let the idea go until the people who were
recognized as decision makers had brought the group to consensus on
a course of action. Within three months, they had mobilized their
resources and had prepared and published twelve vernacular titles for
children.

For groups who have had little experience in making decisions of

the kind needed in a translation or literacy program, the expression of

@""ceptance is more tentative and necessarily demands greater support
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from the field workers. I watched Feikje Vander Haak and Brigitte
Woykos, SIL members working with Christian and Missionary
Alliance among the Kui in Thailand, deal with this kind of situation.
One Sunday afternoon, they were discussing with the Kui Christians
different Scripture-use activities which they could continue after the
field workers left. There was general enthusiasm for almost every
activity that was proposed until a serious fellow in the back asked,
“But will_we be able to do these things after our aunties leave?” His
question demonstrated that he understood the implications of assent
and felt unable to meet the demands of such assent. He needed
assurance from Feikje and Brigitte that they would be able to practice
and learn what was needed to implement the activities in the eighteen
months before the field workers would actually leave.

Asking people to make decisions in small aspects of the program
allows them, in addition to the dignity of participating in decisions
that affect them, to gain confidence for making decisions about
matters of more consequence as the program matures. One field
worker complained to me, “I’m so tired of the endless discussion that
the literature committee has on whether word ‘XYZ’ or the word
‘XMN’ is going to represent the sound /X/ in the picture dictionary,
but 'm disciplining myself against interfering because eventually they
will need to decide whether ‘ABC’ or ‘EFG’ is going to be used as the
word for ‘God’ in the Scripture translation.”

The less experience the group has with the kind of decisions that
are suggested by the program, the more careful the field worker will
need to be in breaking down the decisions into manageable
sequences, from both a conceptual and practical point of view. I
have learned a lot since the days of our field project: mostly I've
learned that I must be willing to exercise the discipline and must be
willing to take the time that is required so that decisions that should
be made by the people can be made by them.

I walked through the paces of controlled decision making with
Mike and Joan Payne who work with the Language Project of the
Church of Pakistan among the Dhati Bhil. We intended, in the few
days I was spending with them, to introduce the “first” Dhati
“literature” in a virtually illiterate village. After silkscreening a
leaflet on a current event of the village, a new village well, Mike went
from household to household talking about the idea of writing Dhati

Q ising the question, “What do you think the ‘book’ should be
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about?” He had, of course, options to suggest: a book on tools,
plants, animals, foods, etc. No one had very strong feelings, but in
general, they thought “animals” would be good. To create more
village interaction, we prepared a sample animal booklet and a
sample animal poster and again Mike went visiting, asking people
what format the material should take. This time, they had stronger
ideas--it would be a poster. Stencils were made and we had open
house silk-screening.

When I thought over their choices of “animals” as the subject
and “poster” as the format, I realized that we could have taken an
educated guess and probably come up with the same items. Joan had
been hanging pictures of animals on the outside walls of their house
for several weeks, so naturally “animals” came to mind. The poster
decision made perfect sense for people who paint patterns on the
outside walls of their homes for the mere delight of decoration.
However, if we had made the decisions, “correct” though they might
have been, we would have undermined the process of participation
for program ownership that we were attempting to model.

VI. The Magic in the Markers

The significance of the “magic markers” of the turning point
when the literacy program becomes the accepted responsibility of the
people themselves has been exemplified in the Kalinga, Kadazan and
other situations. The “magic” in those markers is most obvious in the
following situation, where the foundation had been laid for continuing
delegations of responsibility to those being served:

Richard and Kielo Brewis of SIL Malaysia told me how the
parish priest in their language area had “out of the blue” appointed
Richard’s language teacher to the Parish Council and had told him
that he was responsible to translate the lectionary reading weekly. Of
course, it wasn’t “out of the blue” at all. It began with a dinner at
the Brewis’s home where the priest, the language teacher and
Richard and Kielo talked about common interests, including Scripture
translation. The Brewises continued to communicate informally but

; regularly with the priest. When the event that marked the transition
between idea sharing and idea implementation came, Richard and
Kielo weren’t even there. The priest took action on seeded ideas.
The Brewises heard about it afterwards. '
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“SENTIMENTAL” VS. “INSTRUMENTAL” USE OF LANGUAGE 11

A CONSIDERATION OF KELMAN’S CONCEPT OF
“SENTIMENTAL” VS. “INSTRUMENTAL” USE OF LANGUAGE
AS IT APPLIES TO THE RETENTION OF VERNACULAR

' LITERACY ’

Marilyn G. Henne

Abstract: Herbert Kelman's article, Language as an aid and barrier
to involvement in the national system (1971), describes two basic
uses of language. One is the “sentimental” or affective use which
reflects the sentiments and cultural values of a language
community. The second is the “instrumental” or functional which
reflects the use of language to achieve tangible ends. The purpose
of this paper is to explore the application of Kelman's concept of
language use to the prognosis for long-term retention of vernacular
literacy among the world’s small ethnic groups. I focus on my
experience with the Summer Institute of Linguistics in the
development of indigenous literature in Guatemala, Central
America. Finally, I propose that an emphasis on the development
of “sentimental” literature is the only hope for any retention of
vernacular literacy in countries where national and international
languages prevail in most domains of use. This may also imply that
only a certain core of vernacular speakers will become literate in
the mother tongue, while the majority learn and retain reading
skills only in the language of wider communication (Fishman 1969)
or not at all.

L Introduction

II.  Kelman’s Concepts of “Sentimental” vs “Instrumental”
III.  Vernacular LlIteracy in Guatemala, Central America
IV. Conclusion

| Introduction

It may be asked if the retention of vernacular literacy is a
reasonable goal among speakers of third world minority languages. A
body of literature is the sine qua non for the retention of literacy
skills in any language. However, it is not just the existence of the
literature itself which is important. The corpus of material must be

motivating to the reader. Otherwise, he will probably not take time
en rand it
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12 NOTES ON LITERACY NO. 55, 1988

In international languages like English and Spanish an enormous
body of literature is available in an infinite variety of subjects. The
western world has become accustomed to the availability of written
materials. Their appeal is based largely on information, usefulness
and entertainment.

The western educational system depends heavily on
communicating through the written word. Students are expected to
gain from reading information which is useful to life. In contrast,
many developing nations’ groups, whose cultural learning styles
involve observation and imitation, are not reading and following
directions from books. If western readers need materials which are
motivating and useful, much more so would ethnic minority groups
who generally have no long-standing literary tradition.

It is, therefore, a serious question to ask if literacy skills in
previously unwritten minority languages can reasonably be expected
to continue. I suggest that such a situation will exist only if there
exists a motivating or useful body of vernacular literature for
vernacular readers. Furthermore, it seems unlikely that vernacular
literacy skills will be maintained in contexts where national or
international languages provide the practical “instrumental” reading
materials necessary for everyday life. The only possibility of the skills
being maintained may be in the motivational “sentimental” use of
language in written materials which continue to focus on cultural and
ethnic identity values in the minority group.

IL Kelman’s Concepts of “Sentimental” and “Instrumental”
Language Use

In Language as an aid and barrier to involvement in the national
system (1971) Herbert Kelman explains “sentimental” motivations as
those which embody cultural and group identity. Other
sociolinguistic literature uses the term “affective” to explain this idea
(Fasold 1984). The word “sentimental” in English may have a weak -
connotation in its common uses, but Kelman derives his termmology
from more ample dictionary definitions:

..noble, tender or artistic feeling; that form of feeling in
which the soul responds to the good as it comes to man
directly through his rational nature; emotions awaked by
things that appear to havq‘worth; characterized by sentiment
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“SENTIMENTAL” VS. “INSTRUMENTAL” USE OF LANGUAGE 13

or intellectual emotion; involving or exciting tender emotions
or aspirations......(--Funk and Wagnalls)

“Instrumental” motivations Kelman describes as those which are
useful in tangible ways, for instance in getting a job or an education.
An instrument, of course, is a tool we use to accomplish a given task.
Here the idea is practical function in contrast to sentiment. Minority
groups often retain the use of their mother tongues in the home or
intimate settings. They may also declaim patriotic poetry in the
vernacular for a national holiday. These demonstrate the
“sentimental” use of language. However, if a minority-language
speaker wants a job in the government or in the capital city, he will
demonstrate the appropriate use of the regional or national language,
an “instrumental” use.

People’s use of language is not necessarily dictated by
comprehension or personal preference. Instead, it may be influenced
by the purpose of the communication needed, where it occurs, the
topic, and the speakers (Fishman 1972). If a speaker of a minority
language finds that he cannot feed his family if he speaks only in the
mother tongue, he is powerfully motivated to learn the language that
will facilitate his getting a paying job. If a child enters school and is
punished for or prohibited from using his mother tongue, he soon
learns the appropriate language of education. These examples
illustrate the “instrumental” use of language. Contrastively, a
speaker’s purpose may be to identify with the past heroes of his
culture or to extol the worth of his ethnic group. In such instances,
the mother tongue serves well, a “sentimental” use.

I think that Kelman’s use of “sentimental” and “instrumental”
gives literacy specialists a valuable perspective on the possibilities for
retention of vernacular literacy. We ask the questions: Will
mother —tongue speakers of the smaller ethnic languages of the world
be motivated to learn literacy skills and retain them if such skills
serve no useful (instrumental) purpose? Can we expect minority
language speakers to value mother-tongue- literature purely from a
perspective of cultural pride or ethnic solidarity? My personal
experiences as a literacy specialist in Guatemala, Central America,
illustrate some of the answers to these perplexing questions.
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14 NOTES ON LITERACY NO. 55, 1988
III.  Vernacular Literacy in Guatemala, Central America

Guatemala has the largest population of any of the Central
American republics and more than half of the population consists of
Mayan ethnic groups. The country presents a complex pattern of
sociolinguistic factors. Its history of subjugation by the Spanish
conquerors has contributed to poor attitudes towards the twenty-two
indigenous languages. The continued dominance of the ladino
(mestizo) culture and Spanish language has resulted in decreased
cultural vitality for the ethnic groups and in an increased
acculturation to the dominant culture. Limited domains of use for
the Indian languages have resulted from a long-standing government
language policy which sought to discourage Mayan language use
(Skinner-Klee 1954). Although there are some encouraging signs of
cultural revitalization in the indigenous communities, widespread
vernacular literacy does not seem probable.

1. The language situation.

Except for the Garifuna (Carib) of the Caribbean coast, all of the
twenty-two indigenous languages of Guatemala are related historically
to a common ancestor known as proto-Mayan. Historically, many of
these languages were already separated by 1000 A.D. (McQuown
1964.74). Today there are many subdialects in the larger Quichean
and Mamean languages which demonstrate considerable linguistic
variation (Kaufman 1974).

2. Geography and demography

The majority of Indian language communities are located in the
highland area of Guatemala. Population figures show each of five
languages to have from 100,000 to nearly one million speakers.
Thirteen languages have from 15,000 to 70,000 speakers. Four more
have from 2,000 to 5,000 speakers. These ethnic groups are the
backbone of hundreds of towns and their surrounding rural hamlets.
The people are not united by language group, nor have they been
since several hundred years before the Conquest (Campbell, 1979).
Instead, their loyalties center around their towns, and their language
pride separates them psycholinguistically from other similar dialects.
There exist no unifying infrastructures to consolidate the subdialects
of one language.

O .
E MC I/ o
e : } 4 3 oS



“SENTIMENTAL” VS. “INSTRUMENTAL” USE OF LANGUAGE 15

Creating a written literature viable for these endless linguistic
variations of one language is a difficult task. In fact, attempts at
doing so by the Summer Institute of Linguistics have not often met
with rousing success. Since Spanish is the language of the national
and regional governments, as well as of education and commerce, the
subdialects of Mayan languages have little hope of any “instrumental”
use. The local town rivalries do little to present a united and
functional front in the face of the prestige of Spanish. Dialectal
variations are retained in the home, and are recognized in other areas
but not readily accepted in written form.

3. History

Although the ancient Mayas established an advanced civilization,
the knowledge of its superiority is little known among its modern
descendants. The Spanish conquerors destroyed people and their
ancient books. The effect of the conquest was to demoralize the
Indian and produce a linguistic and cultural inferiority complex
which is still evident.

The indigenous people did retain the use of their languages in the
home. In many areas the language served as one of the last bastions
against the encroaching outside culture. It was a private and
distinctive possession. People had to communicate with each other,
so they spoke their ethnic languages, but no one found it necessary to
write them. On the contrary, some needed to learn to write Spanish
in order to defend and support themselves. The “instrumental” use of
Spanish was established. Although a few written documents were
encouraged and preserved by astute Catholic priests, e.g. the Pop
Wuj,! sacred book of the Quiché, no other written domain was
maintained for the Indian languages. Today many Indian people
have gained written and oral skills in Spanish in order to make sense
out of the modern world and to gain a place in the prevailing
socioeconomic order.

4. Socioeconomics

The separation of the “ladino” (mestizo) and Indian is a fact of
life which affects social and economic areas. To rise in any area of
life outside the Indian culture, one must learn to speak and write
Spanish fairly well. Earning cash usually involves literacy skills in
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The plantation system in the coastal plains draws migrant Indian
workers from the highlands to the coffee, cotton and sugarcane
harvests. Although some groups retain their distinct ethnic identity,
the plantation populations are often a mixture of Indian groups.
Many turn to Spanish in order to communicate, if their languages are
too dissimilar.

A significant number of highland Indians are traveling salesmen,
serving as the commercial middlemen between various language
communities. If it is necessary to speak one’s mother tongue in order
to sell merchandise, the “instrumental” use of language takes over.
Moreover, Spanish is often used even among speakers of similar
dialects, if the parties do not know each other well.

During the colonial and postcolonial periods the Mayas had no
hope of climbing the socioeconomic ladder, but they maintained their
spoken languages perhaps as an unconscious attempt to preserve their
identity. Milroy (1982) hypothesizes that minority language speakers
who have strong social network ties maintain their languages, but
when these networks begin to break apart through upward social
mobility, language death proceeds more quickly. During the last
twenty-five years, many Indian groups in Guatemala have experienced
increased opportunity for social and economic mobility, because of
better education, more bilingualism and increasing urbanization.
These have served to break apart some of the Indian ethnic identity
and reinforce the “instrumental” use of Spanish as the language of
“getting ahead”.

S. Politics and government

The task of a government in a modern developing nation may be
viewed as twofold. On the one hand, the government seeks to weld
its populace into a unified front, loyal to the nation. It creates
-symbols that are meant to attract loyalty and encourage patriotism.
Music, celebrations, flags, national flowers and birds, etc., are used to
create a mystic sense of nationhood. This concept has been labeled
“nationalism” by Fishman (1969).

The other task of government is to provide for its people the
services of education, health, transportation, justice, etc. Huge efforts
are required by emerging nations in order to bring order out of
Q
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“SENTIMENTAL” VS. “INSTRUMENTAL” USE OF LANGUAGE 17

cultural and linguistic diversity and provide basic services to the
populace. This idea is called “nationism” by Fishman (1969).

In the face of Guatemala’s linguistic diversity, the government
has normally tried to use Spanish as the national language to unify
and “nationalize” the country. In trying to create the basic elements
of a nation, Spanish has also served to unify educational and health
services, for instance.

The government has not always succeeded in its “nationalizing”
attempts, because the Indian sentiment and cultural values are not
normally expressed in Spanish. For instance, town saints’ days are
usually celebrated with some kind of mother-tongue activity, a
“sentimental” use of language. Cultural societies exist in many towns
and stress cultural and group identity, but records of their activities
are written in Spanish. On the other hand, more of the country’s
“nationizing” efforts have succeeded, simply because the services had
a functional value to the Indian populace. Schools and health centers
conducted all their affairs in Spanish, so it was often worth speaking
Spanish in order to get the benefits. Of course, lack of
comprehension of Spanish has also caused many problems in insuring
that government services were really effective. In none of these
government activities did either a “sentimental” or “instrumental”
written use of the vernacular emerge as an important factor. The
bilingual education system, an exception to the previous statement,
will be discussed below. Propaganda and ads in the Indian languages
are also used in some geographical areas. These are sometimes
“instrumental”, sometimes “sentimental” in nature.

Political parties have, in recent years, exploited the “sentimental”
use of language by having their contenders deliver prepared speeches
in some of the vernaculars. One written political symbol was
developed in the slogan winak (people), which was supposed to
promote unity. These were only sporadic attempts at “nationalizing”
and did not last long once the contenders were in office.

6. Religion

The ancient Mayan religion was animistic and was considered by
the Catholic conquerors to be pagan. Priests and soldiers saw
converting the Indians as a primary task. The Mayas accepted the
7y ~lic religion but combined it with their Mayan rites and customs.
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Today the practice of this syncretistic religion is often done in the
Indian languages, for instance, in the religious brotherhoods or at the
altars on the hilltops. Traditional religion seems to be a viable
domain for the vernacular. This is a notable “sentimental” use of
language. However, written documents are not very important in
traditional religion, since the rites and customs are carried out
through a knowledge of past tradition. Most religious records are in
Spanish, which has now replaced Latin in the Catholic church.

The Protestant church entered the country in the late 1800’s and
its first and continuing attempts at evangelization were carried out
mainly in Spanish. However, church growth statistics (compiled on
Guatemala through Fuller Seminary’s Church Growth Institute),
indicate that the Mayan Protestant church has grown fastest in the
areas where vernacular Scriptures exist--a “sentimental” use of
language, and a written one at that. In many areas, though, there has
been considerable resistance to the use of the vernacular in various
parts of Protestant worship, principally because Spanish has much
more prestige for the “sacred mysteries” of religion.

The seeming incongruity of using a language not well understood
for religious purposes is explained by the nature of the traditional
religion. To the Mayas, ritual and obligation are the core of religious
activities. Comprehension has not been important.

Protestant groups who emphasize the Scriptures have enjoyed
varying degrees of success in their efforts to promote vernacular
worship and Bible reading. Other sociolinguistic factors combined to
hinder the wholehearted endorsement of religious vernacular
literature by both grass-roots citizens and officialdom. The prestige
of Spanish added to the low cultural-linguistic image, the limited
domains of use, the lack of support by the government, local language
rivalries--all these combined to hinder the written “sentimental” use
of the Indian languages.

7. Education

A long history of the use of Spanish in all education has affected
the image of the mother tongue as an appropriate vehicle for
schooling. In the last twenty years, the slow emergence of a bilingual
education program has partially succeeded in changing this view.
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At first, the program was avowedly transitional in nature, with the
aim to move the child to Spanish as fast as possible, and to facilitate
this by using the Indian language to boost comprehension. When the
official bilingual education program took hold in 1982, it encountered
difficulties on every hand, including the attitudes of the Indian school
teachers and parents themselves.

This bilingual education system has projected the parallel use of
the vernacular in the public schools through the third grade. At
present the materials for the third grade are nearing publication. The
bilingual schools (approximately 400) are usually found in areas
where Spanish comprehension has been judged too low for students
to succeed. The bilingual program appears to provide a genuine use
of vernacular in the domain of education. It is almost completely
funded by U.S. AID. It remains to be seen how the system will last
when the money runs out in 1990. So far the Guatemalan government
has given more verbal than budgetary support to the bilingual
education concept.

However, the program has potential. If it is successful, it could
produce generations of school children who can read in the Indian
languages. Even if it doesn’t succeed entirely, it will have exposed
school children to their own written languages for educational
purposes--an unusual “instrumental” use of written vernacular in
Guatemala.

Of late, the bilingual program has taken a decidedly nationalistic
turn; the Indian element has politely ignored the advice and
participation of outsiders, ladinos or foreigners. Much protest and
“sentimental” use of language has occurred verbally as many Indian
school teachers and leaders in bilingual education have sought to run
th e program. However, none of the protests or propaganda have
been printed in the vernacular languages.

An important problem for the bilingual teachers is the
impossibility of producing vernacular materials in all the dialectal
variations of the Indian languages. The four largest Indian groups,
Quiché, Cakchiquel, Kekchi and Mam, all have several subdialects.
Only the Kekchi have successfully used materials written in the
prestige dialect over the rest of the area. The Quiché, Cakchiquel,
and Mam have experienced local protests at their attempts to
'O irdize their school materials either in the prestige dialect or in a
14s o -
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sort of pan-dialect version. Standardization is not well understood by
pupils and their parents. Since language loyalties are to the local
area, rather than to the language group as a whole, standardization is
a difficult concept to understand, let alone accept. Spanish, of
course, has dialectal variations, but the majority of Indian speakers
do not know enough about them to complain, as they do with their
own linguistic variations.

8. Culture

As has been discussed above, the indigenous languages are still
“alive and well” in the domains of traditional culture and religion, as
well as in the home. However, to date, few written documents
support this ‘“sentimental” use.  Spanish written records have
apparently filled the need. No strong oral tradition exists, except in
the ritual activities of the shaman and in some of the life-cycle
ceremonies such as weddings, funerals, etc. Mother-tongue speakers
are basically ignorant of the few written “sentimental” uses of
language like the Pop Wuj. The folklore that exists is more of Aztec
and European origin than Mayan.

In the last five years a revitalization of the Mayan culture has
begun. Generally the revival has centered on the culture, not the
language. Perhaps the Mayans are more practical than foreigners,
such as Summer Institute of Linguistics (SIL) linguists and literacy
specialists, who have expected that a written “instrumental” use of the
Indian languages could actually be established. Somehow the need
for revitalizing the ethnic identity of the Mayan groups has not always
been connected with the written language.

It is true that the production of some more cultural written
materials has shown promise for the future. For instance, the Todos
Santos Mam booklet on their Mayan heritage is a best seller. In
several language communities, though, the most popular booklet in
the vernacular is a phrase book designed to teach simple Spanish, an
“instrumental” use. Other attempts at “instrumental” literature in the
vernacular have not fared so well, probably because the Maya is not
used to learning or taking directions from books in any language, let
alone his own. Learning is usually done by watching and imitation.

Modern western education, however, has made some impact on
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has been suggested by SIL literacy specialists that written vernacular
literature documenting Mayan history, traditional ritual, town
histories and artisan specialties could possibly become popular. Since
all of these are appropriate domains for the oral “sentimental” use of
the vernacular, one might expect that the written form might become
popular in these same domains. But not enough experimentation has
been carried out yet to prove the hypothesis true. This idea is being
tested informally in some language areas.

9. The Mayan Writers Association

This small group (presently fifteen members) has been inspired,
founded and trained by SIL personnel since 1974. The Association
provides an example of an attempt to foster revitalization of
vernacular literacy and literature in Guatemala. The association was
originally trained in five-day workshops mainly by SIL literacy
specialists of the Quiché and Cakchiquel language areas. It inherited
a great deal of vernacular literature which had been prepared by
Protestant missionaries and Quiché teachers at the Quiché Bible
Institute. Small booklets prepared by SIL personnel in the Quiché
area were also distributed from the Writers’ Association office.
Materials which seemed to sell well at the office (and later
bookstore) were a Quiché pedagogical grammar, a diglot dictionary
and numerous religious materials such as the New Testament. It
appeared that many Quiché speakers were intrigued by the fact that
their language could be written down, that it had grammatical
structure (like Spanish), that foreigners wanted to learn it, and finally
that oral religious concepts could be expressed in writing.

The handful of writers who continued to show interest after the
initial training workshops were discontinued (due to lack of funds)
seemed far more interested in a revival of cultural and linguistic
pride than they were in actually practicing their newly learned skills
in reading and writing the vernacular. My husband and I and four
SIL literacy specialists spent ten years in trying to help establish the
Association. But written texts were usually the most difficult things
to produce. The writers and we first thought that they had to
produce practical “how-to” type literature (“instrumental”) in order
to get international funding to sustain the Association. Finally, after I
suggested that they forget such booklets and concentrate on cultural
and indigenous themes, they began to respond favorably. In the latest
" ct of the Association, the writers have produced eight monthly
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bilingual bulletins, one poetry collection and twenty-five weekly radio
programs designed to arouse interest in the language, written and
oral. The project has had continuing input from an SIL literacy
specialist who has spent three to five days a month in training and
encouragement,

After six years of involved legal procedures, the Association has
received its official legal status in Guatemala. Apparently this
recognition was long in coming because the idea of literature in the
vernacular was unusual and may therefore have appeared suspect to
the government.

Whether or not the Mayan Writers Association can be sustained
in any measure of independence from international funds remains to
be seen. Even if the writers produce written literature in the
“sentimental” domain, they may not succeed as a literature business.
Instead, they may serve more to call attention to increasing linguistic
and cultural vitality.

IV.  Conclusions

The language communities of Guatemala are in various stages
along the timeline of acculturation to the dominant though minority
culture. Only one of these language communities, the Kekchi, have
been very successful with written vernacular materials. The success
here has been almost exclusively in the religious domain, although
dictionaries and pedagogical grammars, literacy primers and easy-
reading materials also exist and are used. Both Protestant and
Catholic elements have embraced the religious written literature. The
Kekchi situation has.not been thoroughly studied and documented,
but it is historically documented that the area was taken over in a
pacific manner by Bartolome de las Casas, a Catholic priest. He
learned the language of the people and encouraged its writing.
Perhaps this historical precedent provided enough impetus to
continue to the present. A linguistic group in northwest Guatemala,
the Chuj, exhibits some limited success in translated religious
materials, but there is very little “instrumental” literature which has
taken hold.

The increasing explosion of interest in the media has opened up
even the most remote areas of Guatemala to the radio. Although
Q t programming is in Spanish, some vernacular programs (mostly
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religious) exist. Television is spreading fast, and Spanish newspapers
travel by bus and truck to the farthest areas. The opportunities to
hear Spanish spoken and see it written are everywhere. Will it be
possible for vernacular literacy and literature to become cultural
values in the face of the all-pervading Spanish media?

It appears that if the answer to that question is affirmative, the
“sentimental” use of the language (in those communities where the
indigenous tongue is still viable) will be the principal means by Wthh
the affirmative becomes a reality.

Such a use may spread to the written form. In the meantime, an
increased emphasis on oral communication of “sentimental” themes
could well prepare the way for the acceptance of written forms of
those same themes in the languages. The use of the radio would be
the best present option. Cassette players and recorders are also
growing in popularity. With the spread of television and the
imminent arrival of transistorized TV in the rural hamlets, the
audiovisual channels could be exploited to encourage vernacular use.
Programming on Mayan history, ritual, customs, dress, and religion
could be tried. Although several linguists and anthropologists and
even artists have recorded the glories and complexities of the
indigenous cultures and-languages, these records have all appeared in
Spanish, English, German, French, etc. Relatively little has actually
been documented in the Mayan languages about the Mayan languages
and culture.

Obviously vernacular literacy skills cannot be retained without a
supply of vernacular literature to read. If the “sentimental” use of
language can motivate literature production, how many would really
read the result? Perhaps it is time to return to the old Mayan custom
of training a core of specialists to read and write in the vernacular.
These would digest and communicate the contents of written
materials in the Indian languages to the average community member.
It would not even be necessary to establish a critical mass of readers
and writers, just an elite group of reading and writing specialists. In
a recent paper, Christian education in a Mayan context (1987), Paul
Hoiland suggested the idea of a core of reading specialists. Hoiland
conceived the idea after researching the inappropriate cultural
methods used by many modern missionaries, Catholic and Protestant,
for impacting Mayan communities. Searching for a more culturally
nt entrance to the Indian commumty, Hoiland noted that the
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ancient Mayans created a highly complex writing system and
historical, cultural, scientific and artistic records, but they used only a
core of specialists to perpetuate the system.

In the Hebrew culture of the Old Testament, the majority of
people did not read. Their religious documents were read and
interpreted to them by a core of specialists. This can be seen in the
books of Ezra and Nehemiah where the leaders gathered the people
for long days of public reading of the Torah in order to communicate
God’s message.

We do not judge the ancient Hebrew or other ancient cultures as
incomplete because all of their citizens did not read. Of course, the
impact of Western democratic concepts such as universal literacy
affects emerging nations, so that most seek to raise their literacy
rates. Since reading is the principal means for the attainment of
functional, practical goals in a nation, it seems that Spanish literature
is the logical choice for Guatemala.

Although the western dream of universal literacy may not come
to fruition in modern developing nations, it may be possible to
stimulate a written literature which unites and strengthens the ethnic
identity of minority cultures. This stimulation should be concentrated
in the “sentimental” use of written and oral language. Perhaps only
in this way can vernacular literacy be retained at all in a complex
sociolinguistic situation such as exists in Guatemala. Kelman’s
parameters should serve literacy specialists well. A consideration of
these parameters should restrain them from futile efforts in trying to
develop “instrumental” written literature in a language whose
domains of use suggest stronger possibilities in the “sentimental”
realm.

Notes
1. Different authors refer to the Pop Wuj under different names: Popol Vuj, Popul

Wuj, Pop Vuj. I have chosen to use the term used by the late Adrian Inez Chavez,
a Quiché.
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VERNACULAR LITERACY,
ENGLISH AS A LANGUAGE OF WIDER COMMUNICATION,
AND LANGUAGE SHIFT IN AMERICAN SAMOA

Thom Huebner

School of Education, Stanford University,
Stanford, California 94305, U.S.A.

Abstract. The role of first language literacy for language minority
students has undergone renewed scrutiny over the past few years.
In places where the indigenous population does not speak a world
language natively, the question facing educational policy makers is
how best to maintain the vernacular while preparing its youth to
function in the larger world community. In territories under
colonial rule, the accommodation of a foreign national policy to the
local situation complicates the issue.

The current paper represents an historical examination of
language policy within the social, political and economic context of
language use in American Samoa. It is argued that the success of
vernacular literacy in the last century can be attributed at least in
part to the compatibility of new literacy events with existing oral
genres and to the maintenance of local control over the educational
system which was the vehicle for the acquisition of literacy skills.
This is in contrast to the introduction of English as a language of
wider communication in the Twentieth Century, which has involved
new sets of literacy events and political, economic and educational
systems beyond the control of those affected by educational policy.
Currently, evidence suggests that American Samoa is experiencing
both language shift and native language skill attrition.

Introduction

The role of first language literacy for language minority children
has, over the last few years, undergone renewed scrutiny in the
United States and elsewhere. In the United States, linguists who once
advocated universal first language literacy are much more cautious in
their claims, and educators are less insistent than they once might
O
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..LANGUAGE SHIFT IN AMERICAN SAMOA 27

have been that reading be taught in the child’s home language first
(Spolsky, 1981).

In the US. territories and trusteeships, however, first language
literacy for, indigenous populations has been a central issue since the
establishment of Western style education systems. In these political
entities, where the bulk of the budget for education comes from the
Federal government, where the vast majority of school-aged children
are directly affected by Federal policies and programmes for
“language minority” children in the United States, and where within
the current generation the administration of the local education
agencies has shifted from colonial to indigenous control, the current
debate is not on whether to teach the vernacular and vernacular
literacy (the educational goals in virtually all of these political entities
explicitly mention the retention of the indigenous language and
culture), but rather on when to introduce it and for how long to teach
it in relation to English.

Recent research suggests that informed decisions affecting
language policy and planning must be sensitive to the relations
between oral and written language uses, the roles they play in the
transmission of knowledge in society, the ways in which literate forms
have been incorporated into the communicative networks of a society,
and the cultural consequences of the introduction and extension of
literacy (Heath, 1984). Historical reexaminations of the interface
between language policy and language use can provide the historical
context to be taken into consideration in determining contemporary
language policy. They can also contribute to the development of a
“sociolinguistics of literacy” (Spolsky, 1982) by adding to our
understanding of the relationship between the development and
maintenance of vernacular literacy and the introduction and spread of
a language of wider communication (LWC), as well as the non-
linguistic and non-educational forces which influence them.

The current paper reviews the implementation of language
education policy in American Samoa from an historical perspective.
The study of the interface of language policy and language use in
American Samoa is a particularly interesting case for a number of
reasons. First, vernacular literacy has enjoyed nearly universal
acceptance almost from the first introduction of literacy about 150
years ago. Second, for well over three quarters of a century, English
~d-~ation has been less successful despite a variety of approaches
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taken. Third, although Samoa has felt the cultural effects of the west
since the arrival of the first missionaries, recently there have been
indications of a shift in patterns of use of language from Samoan to
English. Whether or not the effects of that shift will be viewed as
beneficial by those affected will depend on the extent to which, and
the domains in which, that shift occurs. This in turn will be
influenced by language policies implemented both in American
Samoa and by the federal government. The situation in American
Samoa, therefore, presents a challenge to those in a position to shape
language policy--the community, local legislators and administrators,
and federal administrators--to bring a sociolinguistics of literacy to
bear on the formation of that policy. At the same time, it provides
comparative data for sociolinguists constructing a sociolinguistics of
literacy.

The Current Situation

The population of American Samoa is currently estimated at
34,000 (U.S. Department of Commerce, 1984), over ten thousand of
whom live in the major commercial centre, Pago Pago. Although the
first language of 90% of the population is Samoan, many children of
Samoans returning from extended periods of residence in Hawaii or
California (van Naerssen, 1979) speak English as a first language.
Evidence suggests that increasingly Samoa-born Samoans do so as
well.

To serve these students, the American Samoa Department of
Education administers 24 elementary (levels 1-8) and four high
schools located on five islands. The public school system has never
engaged in widespread importation of foreign teachers and, except for
the earliest years, the majority of teachers in the public schools have
been Samoan. Since 1970, the top administrators in the Department
of Education have also been Samoan. The Director of Education is
appointed by the governor, who in turn is elected by popular vote.
There is no elected board of education. The Director of Education is
accountable only to the governor for educational policy and personnel
decisions, although he is constrained by federal guidelines and
restrictions accompanying various titles and grants from the federal
government.

Because a sizeable percentage of the public school population in
& " crican Samoa has spent time in the States and an even larger
FRIC ’ /\ |
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number will leave Samoa for the States, either to continue studying or
to find employment, the American Samoa Department of Education
is faced with the task of preparing both Samoa- and stateside-born
students for possible eventual continued schooling or employment in
the United States and/or for life in Samoa. The Department of
Education’s stated goal is that. each student should become “a fluent
literate bilingual in Samoan and English” with “a respect for Samoan
traditions and culture” in order to “foster the economic well-being of
American Samoa, while at the same time, to prepare each individual
for a personally satisfying and socially useful life wherever he chooses
to live” (Department of Education, 1974).

To meet this dual goal, English is the primary language of
instruction and has been since the beginning of the public school
system at the turn of this century. In the 1950s, Samoan was officially
sanctioned for use as a medium of instruction in a transitional
function in the lower grades. This did not represent a major policy
shift so much as a recognition of what was already taking place in the
classrooms. In 1965 Samoan language arts was introduced as a
subject and a Samoan language arts curriculum has been developed
through the use of federal ESS.E.A. Title VII funds.

Bilingual education as practised in American Samoa is ostensibly
transitional in nature, with Samoan used to teach all subject matter in
the first grade, and with English gradually replacing Samoan until, at
the high school level, students are to function in a monolingual
English classroom and Samoan language arts is the only subject
taught in the native language.

The extent to which the vernacular is actually used, however,
varies from classroom to classroom and is the focus of much debate.
While some suggest that the use of Samoan may not be as great as
programme descriptions prescribe (Niyekawa-Howard, 1972), others
fear that there is too much Samoan used in the classroom (Samoa
News, 1985). Those arguing for more native language use point to
decreasing Samoan language arts skills, loss of cultural values and
inability to compete in an entirely English curriculum as evidence of
need for the native language. Those advocating more English argue
that because of the presence of nearby Western Samoa, where
cultural traditions are more forcefully preserved, the Samoan
language will not experience the death that Hawaiian has. Their
o~+‘vation for English is instrumental (Gardner & Lambert, 1972), to
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compete academically at a level matching stateside standards. From
this perspective, increased English proficiency is directly proportional
to amount of classroom exposure to it.

Within the broader social context, there is evidence to suggest
that language use patterns in American Samoa are changing and that
the domains of English language use are spreading, while the level of
first language literacy skills is declining. A recent survey of high
school graduates reports that although daily business is conducted
primarily in Samoan, with English used when foreigners are present,
30% of those surveyed used either Samoan and English or mostly
English in extended family situations. In situations with best friends,
classmates, teachers and shopkeepers, 80% reported using either both
Samoan and English or mostly English. In impersonal situations such
as “writing, homework, listening to the radio or television” (Baldauf,
1982:2), 92% of the sample reported using English predominantly. If
this poll is correct, American Samoa is experiencing a “gradual
displacement of one language by another in the lives of the
community members” (Dorian, 1982:44).

This language shift has been accompanied by native language
skill attrition, or “loss of proficiency in one or more of the skills
(writing, reading, understanding or speaking) in L1..” (Oxford,
1982:120). As early as 1932, while nearly 100% of the Samoan
population was reportedly literate, “aspects of ceremonial life were
breaking down and special terminology applied to chiefs was passing”
(Keesing, 1932:309; also see Midkiff et al., 1956:17). More recent
evidence that native language proficiency is declining is found both in
student performance data and in community concern about language
education. In 1973, two criterion reference tests were administered to
students through twelfth grade, one to measure “Samoan material
culture, traditional social structure, and oral literature,” and the other
Samoan language reading proficiency. Results were well below what
a panel of Samoan educators felt was reasonable for grades two
through twelve. In addition, a Department of Education sponsored
community survey conducted in 1972-73 revealed that, along with the
English language, the area that was felt to be in greatest need of
improvement was Samoan language and culture (Thomas, 1981:45-46).

While English is spreading as a spoken language, the academic
English proficiency (Cummins, 1981) and Samoan language arts skills
23° seen to be inadequate for contemporary needs. Low achievement

ERIC + . Voo
,,,..""‘ _-1. 5 9 " ‘

LS



.~LANGUAGE SHIFT IN AMERICAN SAMOA 31

in both Samoan and English language skills has been cited as one
cause of Samoan students’ failure to function in an English-speaking
society (NOSA, 1985:7-8).

This has led at least one educator to conclude that “most Samoan
youths cannot be prepared to compete at a highly successful level in
both Samoan culture and stateside culture”. He recommends that
when two objectives of the biculturality/bilinguality goals of each of
the cultures compete, language planners “need to select which one
out of each pair of incompatible objectives the schools will promote
and which will be abandoned or discouraged” (Thomas, 1981:48).
Such a solution presupposes an irreconcilable conflict inherent in
bilingualism and biculturalism. When combined with the “more
equals better” approach to English instruction, it exacerbates the
situation of declining Samoan language skills by artificially restricting
the use of Samoan and imposing the use of English where that
language might not naturally occur.

An alternative is to look at social, politic'al and economic, as well
as linguistic and educational, factors which have contributed to native
language literacy, the decline of native language skills, and the shift
in status of English from language of wider communication to mother
tongue in order to better understand those processes and to plan
educational programmes consistent with those goals.

The Context for and Consequences of Vernacular Literacy

The first schools in American Samoa were established in the
1830s by missionaries from the London Missionary Society. Thus, a
study of the effects of implementation of a programme of vernacular
literacy cannot be removed from the role of the church in American
Samoa. Institutions existing at the time included the traditional forms
of government and education organized around the village.

When the missionaries first arrived in Samoa, they found a
society organized around semi-independent villages loosely bound
together through district councils. There was little or no central
authority representing all Samoans (Williams, 1946:454-55). Villages
were sustained through working the extended family’s plantation,
supplemented by fishing and hunting. :

Q 4 . |
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The missionaries found the Samoan people possessed of “wit,
ingenuity, quickness of perception, a tenacious memory, a thirst for
knowledge when its value is perceived, a clear discernment and high
appreciation of the useful; readiness in acquiring new and valuable
arts; great precision and force in the expression of their thoughts, and
occasional bursts of eloquence of a high order..” (Williams,
1846:441). Verbal creativity was evidenced in their everyday use of
puns, proverbs and similes as well as in the highly stylized formal
speeches of ceremonial occasions.

These qualities and skills were not only highly valued but also
greatly rewarded in the traditional social hierarchical structure of the
village. Within each village, decisions affecting both intra- and inter-
village relations were made by a village council, or fono, consisting of
matai (chiefs) from each extended family in the village, who exercised .
authority over every individual under their protection, parcelling out
work tasks, food, and punishment for wrong-doing. Matai titles
remained within the specific extended family, and holders of these
titles were selected by the family (ua malilie le aiga) on the basis of
service to the family, individual intelligence, initiative, age, respect
from others, knowledge of ceremonial protocol, knowledge of myths
and legends, and skill at oratory (Holmes, 1974:21).

The value placed on oratorical skill can be seen in the a’a #, one
of the first tests of a matai upon selection. In this speech delivered
before the fono, the new matai was ‘expected to show his wisdom and
his grasp of oratorical protocol and expertise in turning a phrase or
alluding to a mythological or legendary event” (Holmes, 1974:21). An
unacceptable performance was ground for refusing to recognize his
right to sit on the council.

The best examples of oratory as fine art, however, were
demonstrated by the tulafale or talking chiefs, who were aligned to
matais, for whom they functioned as councillors and whom they
represented, both within the village and beyond, as ambassadors and
spokespersons. The duties of a talking chief included accompanying
his mattai on visits to other villages and welcoming visiting parties to
his own (Turner, 1861; Mead, 1928). They were also responsible for
the delivery of the lauga, a genre of ceremonial speech which opened
every meeting of the fono and was used on other occasions as well. It
usually contained the official list of names and titles of the village
o~“iefs (fa’alupega) as well as mythological and metaphorical
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references to past historical events and to the current social and
political structure of the village (Duranti, 1981). The tulafale were
also the poets of Samoan society, creating verse (solo) characterized
by rhyming couplets, a predictable metre, and allusions to myths and
legends. A high chief had much to gain when the tulafale he used
was skilled.

Thus, although the Samoans had not developed a writing system
for the1r language before the arrival of the missionaries, they had
developed a highly literary style of spoken discourse (Tannen, 1982)
upon which great value was placed.

Traditional Samoan education within this setting involved the
acculturation of the young into the roles described above, and the
cultural values, knowledge and skills entailed in those roles. As such,
the function of teaching also differed from established Western
concepts in that teaching was tied to particular relationships between
“teachers” (tufuga) and those being taught. Older siblings took on
much of the responsibility of socializing younger siblings. The master
craftsman, hunter, fisher, etc. taught his skill to those who sought it.
In short, teaching was “a function rather than a determinant of status
in the group” (Sanchez, 1956:125).

Within this context the missionaries established the first Western
schools, the goals of which were to (1) spread the word of God, and
(2) to give the Samoans the vehicle by which to receive it - literacy.
The curriculum consisted of vernacular reading, writing and spelling,
arithmetic, grammar, geography and religion. The medium of
instruction was Samoan. These schools were usually set up in either
the local church or in the home of the teacher, who was also the
preacher. Thus the identification of school with church was virtually
inextricable.

Despite the lack of a written tradition (and consequently any
functions for it) in the traditional Samoan society, despite minimal
financial support from the London Missionary Society (Turner,
1861:158-59), and despite a lack of trained teachers (p. 121), by 1839
there were 10,000 literate Samoans. By 1850, 15,000 copies of the
New Testament had been published in Samoan; five years later,
another 10,000 copies of a revised edition were in print (Turner,
1861:170-71). Although the accuracy of population data for that time
ic f*-ff' icult to assess, Oliver (1951:211) estimates the populatlon of
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Samoa in 1851 to have been 56,000. If these figures even approximate
the actual population, they suggest almost universal access to written
text.

Similar success rates have been described for the introduction of
vernacular literacy in other Polynesian societies (Spolsky et al., 1983;
Huebner, 1985). Spolsky et al. list five conditions which must apply
for the successful introduction of vernacular literacy: (1) willingness
by those .introducing literacy to have literacy in the vernacular; (2)
perceived utility of literacy by traditionally influential members of the
community; (3) the establishment of native functions for literacy; (4)
the continued widespread use of the vernacular as a spoken language;
and (5) the support of the maintenance of vernacular literacy by a
powerful educational system under local control.

The Protestant missionaries to Samoa, like those elsewhere in the
Pacific, were, in fact, eager to introduce literacy in the vernacular.
Support for the mission schools came from the matais, the decision
makers in the existing institution, the village. Because literacy and
schooling were so closely tied to Christianity, it is impossible to
understand that support apart from a consideration of the reciprocal
relations between literacy and the role of Christianity in Samoa. The
fact that literacy was made a prerequisite for church membership
cannot be overlooked as a motivation for learning the written word.

Church membership was highly desirable. ~ Churches were
organized around villages (Gilson, 1970:98) and since the matai often
served as deacons and elders in the church, Christianity provided
additional institutional support for the existing political structure.
The practice of monthly intervillage services provided an opportunity
for those deacons/matais to demonstrate their position beyond the
village. Second, Christianity provided an additional literature to draw
upon for oratory in the fono and elsewhere. Moreover members of
the congregation were often called upon to give sermons, thereby
providing a new forum to display oratorical skill (Holmes, 1974:60-
62). Thus, aside from any intrinsic appeal of its philosophy, the
benefits of Christianity to the existing social structure were
considerable.

At the same time the material, personal and institutional costs

(Berman & McLaughlin, 1974) were minimal. Material costs took the

@~-m of materials and labour to build the necessary structures and
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consumable goods needed to sustain the preacher/teacher. In a land
which provided ample resources for subsistence, these were
negligible.

Because the villages built the structures of worship (and of
schooling), the physical plants reflected cultural norms and values
already in existence. Moreover, the schools taught only that
knowledge and those skills which were not available through existing
modes of education. They did not attempt to teach those skills and to
pass on that knowledge which were being taught and .passed on
already through traditional channels. The craftsman still had his
place. Furthermore, the schedules of the schools were compatible
with this approach, providing universal access to literacy while
allowing all villagers time to pursue their other interests, tasks and
duties. Thus, within the village the arrival of a new Samoan pastor
caused minimal changes in the village hierarchy. All these factors
can be seen as contributing to the appeal of Christianity and the
success of literacy can be seen in part as a result of that appeal.

With the establishment of the church came a new set of
vernacular literacy events (Heath, 1983). A typical service consisted
of readings from the Samoan Bible, hymns from hymnals, a sermon,
and an offering. Members of the congregation (and the community)
were involved in each of these activities. During the offering, the
deacons would read the church roll and, as each family presented its
offering, would announce it to the congregation and record it. The
literacy skills involved in the church consisted not just of the reading
of religious texts but also at least a modicum of book-keeping
(Holmes, 1974:71). Family Bible reading became a regular evening
activity.

Many of these functions of literacy appear to have been
compatible with existing pre-literacy events. The book-keeping
activity was similar to existing oral activities conducted at ceremonial
events prior to the introduction of literacy. Moreover, the literary
style of the scriptures and sermons, characterized as they were by the
use of proverbs, similes and highly stylized language, shared many
features with traditional public oratory.

Institutional functions for vernacular literacy outside the church,
however, appear to have been limited. There is evidence that this
~~@ kil was used for love notes during courtship (Pritchard,
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1866:139) but oral speeches, even those at religious functions, appear
to have been committed to memory or performed extemporaneously,
rather than composed in writing and then read. While the harbours
of Apia and Pago Pago were developing into minor commercial
centres, the businesses there were controlled by foreigners and
consequently most literacy events associated with them were in
European languages. Although the British drew up and presented to
the chiefs for adoption a set of port regulations (Gilson, 1970:149),
there was no government bureaucracy dependent on forms and
reports and the language of commerce was English. Vernacular print
seems to have been reserved primarily for scriptures, prayer books
and primers. :

Samoan literacy was supported by a powerful school system
under local control. With the introduction of Christianity, the matai
system not only remained intact, but in fact enjoyed a measure of
control over the new institution, since its representatives were totally
dependent upon the generosity of the village matais for their lodging
and food. Congregational rule gave the village congregations an even
greater independence, which contributed to the nativisation of the
institution (Oliver, 1951:213; Gilson 1970:127-37).

The strength of the new school system can be seen from the fact
that by 1850 over 150 Samoan teachers were in place in village
schools throughout Samoa (Gilson, 1970:102). For more than 50 years
after that, church-affiliated schools provided the only western-style
instruction in Samoa. Even after the introduction of universal free
public education in this century, the pastors’ schools continued to
provide the only source of formal instruction in native language
literacy (Wallace, 1964:167), with children attending them each day
before and after their regular public schooling. Recently, however,
the influence of these schools has declined (see below).

The context for the successful introduction of vernacular literacy
in-American Samoa was consistent with those found in other similarly
successful situations.  The consequences of it were Church
membership. While Christianity changed the everyday lives of the
Samoans, their dress, the distribution and allocation of time, the art
forms, the objects of everyday use, and the patterns of language use,
from 1830 until the beginning of colonial administration, there was
little need for anything but the vernacular as a spoken language
tside the port towns of Apiﬂg arld Pago Pago.
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The Introduction of English as a Language of Wider Communication

Just as vernacular literacy cannot be viewed apart form the role
of the Christian church in Samoa, so, too, English as a LWC cannot
be divorced from the role and effects of the U. S. naval
administration. Although the colonial government established secular
schools to teach English, those schools did not enjoy the same
popularity as the pastors’ schools.

For more than three generations before the islands of Tutuila and
Aunu’u were ceded to the U.S. government in 1900, western powers
were exerting influence in the islands. The early missionaries were
accompanied or followed by merchants and military looking for
markets, good harbours and natural resources. In Apia, the major
port, the foreign population had grown to about 350 by 1860, and
remained constant during the last quarter of that century (Gilson,
1970:403n). A smaller settlement had formed in Pago Pago. Tensions
among British, German and American interests, vying for port and
trade privileges, led to the Treaty of Berlin of 1899 in which Germany
and Britain renounced all claims to the islands east of longitude 171
degrees west of Greenwich. In return, the U.S. renounced all claims
west of that line. Thus, the political entities known as German (later
Western) Samoa and American Samoa came into existence (Oliver,
1951; Gilson, 1970).

The population of American Samoa in 1900 has been estimated at
5,679 (U.S. Dept. of Commerce, 1984). Outside the ports, the internal
administration of villages and districts was little affected by
international jockeying for port privileges. According to a naval
account of that period:

In the Samoan society, the village, composed of 30 to
40 households, represented the basic social political unit.
There was no apparent central governmental machinery, no
. written law, no predominant political figure exercising
leadership over the whole of the area defined as American
Samoa... In 1900, ...government..was the concern of family
and community leaders.. The leadership among the
Samoans was in the hands of chiefs, known as Matais... It
was apparent to the [US. Naval] Commandant that he
would have to start from the beginning in developing a
political sense among the leaders (Darden, 1952xii).
. / ~
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Thus the U.S. naval administration had a clear mission: the
establishment of a government bureaucracy and an educational
system to support it.

- On the first front, the navy commander, who was the ex officio
governor, recommended the establishment of the position of Secretary
of Native Affairs, whose duties included supervision of all Samoan
government employees (Darden, 1952:8). By 1913 Departments of
Judiciary, Treasury, Interior, Agriculture and Public Health were
established, all administered by American navy personnel. Village
chiefs (still elected by village matai but now subject to approval by
the governor), county chiefs, district governors and district judges (all
appointed by the governor), received either salaries or a portion of
the fines and fees collected as a part of their duty. Finally the navy
also hired a Samoan guard (the Fita Fita) whose duties included
acting as prison guards, radio operators, yeomen!, hospitalmen, cooks,
fire fighters, chauffeurs, butchers, mess cooks, truck drivers, stewards,
orderlies, enginemen and boat crews. This marked the beginning of
foreign government, of somewhat more widespread access to the
monetary system through jobs, and of government as major employer
in American Samoa.

In 1917, the regulations and orders which had evolved over the
previous 16 years were codified in English and four years later were
translated into Samoan. These rules and regulations were often in
conflict with traditional modes of governance. For example, one law
forbade the imposition of fines levied by matai on villagers
committing offences, thus curtailing some of the traditional powers of
the Samoan chiefs.

The regulations and orders entailed a set of literacy events which,
unlike those introduced by the church, were. alien to existing ways of
speaking in traditional Samoan society. They included: 1) written
records of all regulations enacted by village fono; 2) written records
of all village fone proceedings and laws, to be forwarded to district
chiefs; 3) written records of all cases tried before the village
magistrate; 4) written warrants for arrests; 6) marriage licences and
certificates; 7) registration of matai titles; 8) monthly audits of
government offices; 9) letters from probate court assigning executor of
estates; 10) building permits; 11) licences for firearms, livestock, dogs,
and the importation of goods; 12) Bank of Samoa cheque and saving

© :ount books; and 13) salaries of magistrates, clerks of courts and
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police based on a percentage of fines imposed (Noble, 1921). It is
unlikely that all of these literacy events were conducted in English.
However, with the establishment of a centralized top layer of
bureaucracy by a colonial power came the establishment of English
as the “unmarked” (Fishman, 1980; Spolsky, 1982) language of (at
least central) government. The Codification of Regulations and
Orders, for example, stipulates that in the case of a dispute over the
interpretation of the Samoan and English versions of the texts, “The
English shall govern the decision of all cases” (Noble, 1921:1).
Furthermore, while both an American and a Samoan judge presided
over the district courts, in the case of a difference of opinion between
them, “the opinion of the American district judge shall prevail...”
(Noble, 1921:4).

With the establishment of a western government and a navy
station, the increasing reliance on a monetary society and the rise of
commercial centres created a demand for at least some proficiency in
English. By 1922, Pago Pago had grown to a town of 568 people and
eight retail businesses, each grossing more than $500 per month (5
with more than $2000 in monthly sales). Smaller commercial centres
were in Leone and Fagatogo. The economic advantage afforded by
facility in English as much as the necessity to use it acted as a
catalyst for the spread of English as a language of wider
communication. In 1932 Keesing reports “..contemporary Samoan
affairs show that at a certain point it becomes no longer convenient,
economical, or profitable to use the vernacular. Around the urban
centres, Apia and Pago Pago, where whites and mixed bloods are
concentrated, Samoan leaders and young people find that they can
make their way better in matters not purely Samoan if they can
understand and use English” (1932:308). At the outbreak of World
War II, approximately 10% of all adult Samoan men in American
Samoa were employed at the naval station. During the war, the need
for salaried labour grew and “almost every able-bodied male Samoan
was either a member of the armed forces or in the employ thereof”
(Navy Department, 1947:13).

The employment of Samoans by the Navy was a motivating factor
in the establishment of a public English medium school system and
ultimately set the stage for the dramatic demographic changes which
were to occur a half century later. Establishment and maintenance of
a government bureaucracy and employment of local labour entailed
“~( “cgree of English proficiency among at least a portion of the
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population. Although the naval administration found in 1901 fifty-
seven religious schools in operation in American Samoa and “a
greater degree of literacy among the Samoan people in their own
language than among Americans in the United States in the English
language,” (Darden, 1951:27), the Acting Commandant wrote, “There
should be a school system established under governmental control
and all children should be taught to speak English” (p. 28).
Moreover, as early as 1903 there were requests from the expatriate
and part-Samoan communities in the Pago Pago Bay area for a
system of public education for their children. They argued that there
were also many Samoan children in the vicinity who would profit
from such a school (Gray, 1960:174). Thus, support for a system of
public education in American Samoa came first from two groups for
two purposes: from the colonial government for English proficiency
among Samoans who worked for the government for English
proficiency among Samoans who worked for the government or had
dealings with it, and from the merchant community as a vehicle for
providing their children with an education comparable to one they
might receive in the U.S.

In 1904, the first government school was established, “intended
principally for the purpose of teaching Samoans the English
Language” (from a circular letter from the Station Commandant,
dated November 20, 1903 and cited in Sanchez, 1956:79). Unlike the
mission schools, this was staffed by women navy dependants. In 1911,
a five-member Board of Education was appointed by the governor. It
consisted of three naval officers and two representatives from
merchant families in Pago Pago, with the Naval Station Chaplain as
Superintendent. From the beginning, the public school system was, in
contrast to the pastors’ schools, beyond the control of the local matai.

Because of the lack of support from the federal government
(Gray, 1960:175-76), the lack of an economic base locally, and the
change in navy administration every two years (Oliver, 1951:333), the
schools were slow to start (Bryan, 1927,80-92). But by 1922, eighteen
more schools had been added to the system, employing 24 Samoan
teachers and five Americans and listing 1,500 students enrolled. By
the 1930’s, there were 34 public schools, enrolling over 2,000 students
and employing 54 teachers, the bulk of whom were Samoan. By fiscal
year 1946, the total number of public schools in American Samoa had
risen to 46, employing 99 Samoan and 6 “imported” teachers (Navy
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In addition to the goal of English proficiency, these schools
shared the Americanization objectives popular among schools and
districts in the United States at the time (Thomas, 1981:41). Public
education was coeducational and students were graded by age.
Attendance at either a religious or a government school was made
mandatory for all children between the ages of 6 and 13 (Noble,
1921:27). The curriculum was based on those of United States
schools. Not only were things Samoan excluded, the content of
instruction overlapped with that of the already established pastors’
schools.

Not surprisingly, support for the public schools among the
general population was mixed at best. For the first three decades of
naval administration, the pastors’ schools remained the most
influential institution of formal schooling in American Samoa. In
1922, students enrolled in government schools represented only 15%
of the total student population. In 1927, concerned about the quality
of English education and the qualifications of the teachers (Gray,
1960:233), the territorial fono, which functioned only in an advisory
capacity to the governor, entertained a resolution to recommend the
curtailment of public education. Outside observers, too, found the
English learned in the public schools “of very meagre and specialized
kinds; sailor conversation, trader talk, tourist comments, movie titles,
and simple lessons at school” (Keesing, 1932:312). Around the same
time, a committee of educators from the United States funded
through the Barstow Foundation issued a critical report on the effects
of public education on the social organization in Samoa and set up
and conducted a private boys’ boarding school to develop a
curriculum and textbooks which, it was hoped, would be “a step
toward the production of good textual material for the public
schools” (Midkiff et al., 1956:38).

In response to pressures from the matai and the Barstow
Foundation, the Department of Education formulated a language
education policy, the goals of which have remained in effect until
today:

(1) to give all children of American Samoa an elementary
education in the English language, which will open to them
the vast field of the knowledge which the Samoan language
at present cannot and perhaps never will touch, and
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(2) to make them increasingly conscious and proud of their own
Samoan heritage of arts, crafts, customs and culture, in the
hope that these may not disintegrate under the influence of
increasing contact with the world beyond.

This new policy had little institutional effect on the bureaucratic
structure of the Department of Education or the territorial
government, but did entail a new curriculum and a changing role for
the teacher in the school and in the village. Emphasis was placed on
arts and crafts and the “technological basis of the elementary school
curriculum” (Department of Education, 1941). By assuming the task
of teaching Samoan arts and crafts, the teacher, who lacked expertise
in these ares, “ran the risk of competing with experts and hence
getting their opposition and also being accused by the matais and the
village of precocity” (Sanchez, 1956:146). This had repercussions in
the ways the community viewed the teacher and consequently in the
ways the students responded to the teacher. Ironically, in an attempt
to reintroduce aspects of Samoan culture into the classroom, colonial
curriculum planners achieved just the opposite effect by failing to
recognize and be sensitive to traditional institutions and roles.

The outbreak of World War II not only interrupted the schooling
of many children, but also had a lasting effect on both the
educational system and Samoan society in general in the years to
follow. The need for labour drew many teachers away from the
profession. Following the war, schools which had been closed were
reopened. The curriculum remained the same as that in effect before
the war and English continued as the official language of instruction.
A Navy Department policy letter in 1948, however, recognized a place

- for the vernacular in the curriculum: “Education programs shall
foster and encourage instruction in the native language and history
and in native arts and crafts. Instruction in the English language for
inhabitants of all ages is a prime necessity but this is not to be
construed as discouraging instruction in native languages and culture”
(cited in Darden, 1952:33).

The introduction of English as a language of wider
communication through the schools was at best only partially
successful during the first half century of the public education. Some
features of the context which may have influenced the outcomes are;
1) that it was initially introduced for functions which were alien to

@ sting speech and literacy events; 2) that it was supported by a
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school system which was beyond local control, which advocated
norms alien to the local culture, and which was in direct competition
with an already existing, popular system; and 3) that there was no
opportunity outside school for exposure to or use of the language.

The Spread of English as a Mother Tongue

Fishman, Cooper & Rosenbaum (1977) question whether the
features accompanying the imposition of languages of wider
communication are the same as those identified as contributing to the
spread of Arabic, Greek and Latin as mother tongues in the past,
namely the imposition of military rule, extended duration of military
authority, linguistic diversity among the indigenous population, and
material incentives associated with the learning of the new language.
In American Samoa, the last of these outweighs the others in
influencing the spread of English as a mother tongue.

The U.S. Navy continued to govern the islands until 1950, when
the administration was turned over to the U.S. Department of
Interior. Although for a generation after that, top administrative
officials within the government of American Samoa were U.S. federal
appointees, this is not comparable to the several centuries of military
authority that accompanied the spread of Arabic, Greek and Latin.

Nor can language shift in American Samoa be viewed as a result
of the need for a lingua franca for a multilingual community. Unlike
Hawaii, which experienced large-scale importation of indentured
labourers from Asia and Europe, the population of American Samoa
has been relatively homogeneous linguistically. Even those Samoan
born and/or raised in the United States who speak English as their
mother tongue have relatives in Samoa who speak Samoan. Rather,
the break in linguistic traditions in American Samoa is a result of the
economic opportunities which have, over the past two generations, led
to the changing demographic facts of that territory.

Economic conditions after the war and subsequent departure of
the navy resulted in large scale emigration from American Samoa to
Hawaii and the U.S. mainland. After the war and the discharge of
Samoans from the military, the number of ‘Samoans living in
American Samoa and employed for wages dropped to less than 10%
of the estimated 17,000 total population. The economic decline from
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previous periods was made worse by a drop in the world price for
copra.

The transfer of administrative responsibility for American Samoa
from the Navy Department to the Department of the Interior in 1951
exacerbated an already depressed situation. The reduction in
government payroll resulted in a drop in local employment in private
enterprise. By 1952, it was reported that fewer than 200 Samoans
were employed outside the government. Samoans - accustomed to
working for wages looked elsewhere for employment and emigration
figures for that year alone were estimated as high as 1500 (Holmes,
1974:105), over a 500% increase from the years before. Continued
emigration has led to the establishment of large Samoan communities,
especially in California and Hawaii (NOSA, 1985). Within the last
generation, the reverse migration (from the United States to Samoa),
motivated by availability of government jobs or jobs in tourism and
other commercial enterprises, has been one cause of the break in
linguistic traditions in American Samoa.

The spread of technology has also contributed to the language
shift. In the 1960s, educational television was introduced in the
public schools in order to facilitate the learning of English. The
development and demise of this programme have been well
documented (Wallace, 1964; Kaiser, 1965; Platt, 1969; Nelson, 1970;
Anderson, 1977; Baldauf, 1981) but the decision to implement this
“bold experiment” (Schramm et al., 1981) initiated a chain of effects
on the everyday lives of Samoans matched only perhaps by the impact
of Christianity a century before.

The implementation of educational television required the
installation of electricity in virtually all villages, which in turn
necessitated the construction of new roads. All of this generated new
jobs, both in government and in the private sector. In 1970 on the
island of Tutuila, almost 5,000 individuals were employed for wages
(Holmes, 1974:101).

The introduction of television to American Samoa has also
created new domains for English. In 1979, it was reported that there
was one television set for every six persons and nearly one radio for
every person in American Samoa. (U.N,, 1983). Most of what is
broadcast comes from Hawaii and only 12% of the evening

@ “gramming is in Samoan. This, together with the fact that the only
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daily newspaper in American Samoa (circulation 10,000, or one paper
for every three or four people) prints 88% of its articles in English
(Baldauf, 1982), indicates that the unmarked language of mass media
in American Samoa is English.

Finally, the introduction of universal television, together with the
establishment of many new and different Protestant sects in Samoa,
has also contributed to the decline in attendance at pastors’ schools,
which in turn has been identified as a cause of declining native
language literacy skills (Thomas, 1981:42; Baldauf, 1982:3).

The shift in the use of English from a LWC to a mother tongue
can be seen as resulting from 1) opportunities for economic and
material rewards associated with proficiency in that language; 2)
opportunities for use of the language in oral domains; and 3) support
of a powerful institution, the school. At the same time, weakening
Samoan language skills reflect the weakening of influence of cultural
institutions which have traditionally taught them and been domains
for their use.

Implications for Educators

If both languages are to be retained and if both cultures are to be
promoted, the public schools will be an important institution for
doing so. At a time when there is evidence of a language shift
occurring in American Samoa, it is argued that to preserve vernacular
literacy skills for future generations, the public schools will have to
assume a role traditionally assumed by another institution (the
pastors’ schools), namely that of teaching vernacular literacy in the
domains in which the vernacular is used in the larger Samoan society.
This will require not only patience and a long-term commitment to
the goals of bilingualism by both educators and community members
at large, but also a sustained programme of research, community
education and curriculum design.

One early step would be to conduct a “sociolinguistically oriented
language survey” (Ferguson, 1966) which would provide not only
basic data on the languages used in various social domains (which
might form the basis for curriculum reform), but also information
about attitudes toward those languages. Underwood (1984) has
argued that in Guam, which shares many of the features of context
' “merican Samoa, it is not so much attitudes toward the
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vernacular which need to change but rather expectations about the
language of wider communication.

Another valuable line of research with important implications for
education has been in the ethnography of language (Hymes, 1972;
Phillips, 1972; Boggs, 1972; Heath, 1983). The modification of
classroom participant structures and language use patterns has been
shown to possibly affect student performance among native Hawaiians
in Hawaii (Au, 1980). The groundwork for similar work in Samoa
has been provided by Ochs (1982), who describes patterns of
socialization and verbal development in a traditional Samoan village.
Still needed are ethnographic descriptions of the effects of
urbanization, universal compulsory education, and changing effects of
urbanization, universal compulsory education, and changing
employment patterns on the boundaries within which communication
occurs, the internal structure of this communication, and the
significance that this communication has for education.

Finally, valid and reliable measures of language proficiency, oral
and written, need to be developed for both Samoan and English.
Such measures, based on the forms and functions of language as used
in the community, will not only guide policy makers and educators in
their decisions on language issues, they will also contribute to a
theory of language retention and language spread.
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Notes

1. Yeomen: Petty officers in the U.S. Navy or Coast Guard who perform clerical
duties.
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LITERACY AMONGST THE MACHIGUENGA: A CASE STUDY
Patricia M. Davis

L Historical Background

II.  The Acceptance of Literacy
III. Trends

IV. Conclusions

I Historical Background

The Machiguengal language community has been in sporadic
contact with the ‘outside world ever since the arrival of Spanish
missionaries on the main rivers of Peru’s southern jungle some four
centuries ago. During World War 1, exploitation by rubber hunters
was ruthless, and, in ceitain areas, resulted in large-scalé death and
disruption. However, the Machiguenga traditionally live widely
scattered in small nuclear or extended family groups; by fleeing to the
headwaters of minor tributaries or otherwise remaining in isolated
areas, the society, although fragmented, managed to survive.

- During the past approximately eighty years; some five Spanish
QO stations have become establlshed in Machlguenga terrltory.
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and have drawn a following from the surrounding areas. These
missions have provided education in Spanish for Machiguenga
children. Initially, at least, the dropout rate was high; in the late
1950s diocese authorities also expressed disappointment over the high
proportion of students who reverted to the traditional way of life
upon leaving school. However, second and third generation students,
who now understand more Spanish, achieve better academic standing
and demonstrate more acculturation. School programs at two of the
Catholic mission stations presently offer educational opportunities
through high school.

Apart from the missions, the majority of the Machiguenga lived
in isolated family groups scattered over an area of one hundred fifty
by two hundred fifty miles, were monolingual, and had little, if any,
contact with the outside world.

Literacy in the Machiguenga language began on a preliminary
basis under government and Summer Institute of Linguistics (SIL)
auspices during the mid-1950s. During the 1960s and 1970s a network
of bilingual schools was established in thirteen villages. Envisioned
as a transition program, classes were first taught in the Machiguenga
language by native teachers, with native language materials. Oral
Spanish was taught with second-language methodology. Each year
the Spanish component was increased until, by Grade 5, the students
were expected to work chiefly in Spanish. In the early 1980s, in
response to years of earnest pleading, the government established an
agricultural/vocational high school in the area to serve both the
Machiguenga and the adjacent Campa and Piro language groups.
Although classes are conducted in Spanish, the school is directed and
staffed by native teachers, with the addition of one Spanish-speaking
teacher to teach English, as is required by the government. The goal
of the school is to provide students with skills with which to provide
themselves a livelihood without having to abandon the tribal area.
An agricultural cooperative provides transportation of produce to
market as well as some skilled jobs. The language of the high school
community is Machiguenga, but Spanish is used to communicate with
Piro and Campa students and Spanish-speaking visitors.

II.  The Acceptance of Literacy

In contrast to certain other language groups, the Machiguenga
O em to have accepted literacy as a matter of course. Once schooling
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became available, and the opportunity afforded was understood, it
was almost universally assumed that children would attend. New
villages formed around the school as trained native teachers settled in
new areas. Adults frequently attended school with the children, or
requested classes of their own. As a result, a 1984 survey showed
school communities of 15-25 years’ standing with a high proportion of
readers--in some cases as high as ninety percent among the village
inhabitants of Grade 2 level and above. Literacy retention was high,
even among women who had dropped out of school after three years
and appeared to have little use for literacy in the home. '

Generalities are risky because the Machiguenga situation varies
with time, location, and groups of speakers. However, the following
factors may have influenced Machiguenga attitudes towards literacy:

1. The mother tongue is still the chief means of
communication for the majority of Machiguenga..

2. The group as a whole has not yet experienced sufficient
pressure from the outside world to result in language
rejection, '

3. The Machiguenga value oral competence. ' Orators,
singers, and story tellers are respected. Similarly, worth is
attributed to the written language.

4. Literacy in the vernacular is understood to be useful: for
communication, for obtaining information, for keeping
records, for achieving parity with other literate individuals
and groups. Many have expressed a desire to read Scripture.

5. The vernacular is the only vehicle (oral or written)
employed by the church, and literacy forms an important part
of the church subculture. Church sermons give opportunity
for public oratory, a skill compatible with traditional oratory.
Singers find opportunities to provide special music. Women
are involved in leading women’s Bible classes and in Sunday
school teaching. Each of these responsibilities requires
literacy. In addition, each person who attends services is
helped to follow both the appropriate hymn in the hymnbook
and the appropriate Scripture reading from the New
o Testament, and it is a matter of pride to be able to do so.
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6. Reading and writing in the vernacular is strongly
supported by the bilingual schools, vernacular-language
training courses which are held in the area from time to time,
and general expectations that young people will be literate.

7. By law school attendance is compulsory from the age of
six years, and the Machiguenga reflect a high degree of
conscientiousness in regard to keeping the laws.

8. Literacy in the vernacular is seen as a stepping-stone to
literacy in Spanish, concomitant interaction with the outside
world, and as a means of self-protection.

9. Most of the young-to-middle-aged adults have attended
school. For them literacy has become part of the “shared
resources of the society”, albeit on a lower level of skill than
normally expected in North America.

10. The senior SIL workers and a cooperating missionary
couple from the Swiss Indian Mission speak the language
well, and along with junior workers have identified strongly
with the Machiguenga. To a large extent a shared bond of
trust and affection has been created; the native culture has
been appreciated and studied; literacy materials and methods
have been culturally adapted. For over twenty years literacy
has been both modelled and fostered by letters, written
announcements, news letters, bulletins, written instructions,
record keeping, provision of books, and training of native
authors. Thus rapport with the change agents and quantity
and length of exposure can be considered influencing factors.

11. Domains of use have developed for vernacular
literacy, even though pressure towards Spanish, the national
language, is strong and all official records must be kept in
Spanish. The dichotomy is somewhat as follows:



Activity

Letter writing
and invitations

Written
reports

Documents

Creative
writing

Community

meetings

Church

Training
courses

School

Spanish Domain

Correspondence directed to
Spanish speakers and all
government or business
offices.

Minutes of the Machiguenga
agricultural cooperative,
health records, store records,
minutes of official meetings.

Birth certificates, land
requests, petitions to
government offices, bills.

School Assignments. Letters
and minutes, as above.

Out of the area: Teacher
training, Bible Institute,
health workers, agricultural
and vocational training,
tertiary education.

Grade § through high school,
with some exceptions.
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Machiguenga domain

Correspondence directed to
Machiguenga speakers. This is.a
high frequency activity which
produces much satisfaction and
is highly valued.

Reports to the constituency from
official meetings and conference;
announcements

All church minutes and records.
Certain bills and receipts
between Machiguenga speakers.

School assignments. Native
authors are trained but find
themselves too busy with other
work to be very productive.
Bible Institute lesson materials.

Conducted chiefly in the
vernacular, but official records
must be kept in Spanish.

All activities conducted in the
vernacular.

Within the area: Teacher
supervision, Bible Institute,
health workers, agricultural and
vocational training for both men
and women (unless staff cannot
speak Machiguenga.)

Grades 1 - 4, with Spanish taught
as a second language.
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III. Trends

Although in the bilingual school communities the Machiguenga
language is used in all domains by and between almost all speakers,
pressure towards Spanish is very strong. As the present, more
monolingual generation is replaced by young adults who understand
and read Spanish, the need for literacy in the vernacular may not be
felt as keenly, and the desire for vernacular literacy may then -
decrease in direct proportion to general Spanish fluency. Literacy in
the vernacular would also decrease sharply should government
support be withdrawn from the bilingual schools or if vernacular
language materials failed to be funded. Interest will also tend to
dwindle if a certain quantity of new literature in the vernacular is not
forthcoming.

To maintain vernacular literacy beyond the next generation,
schools and church must continue to give it importance. Continued
government support for the schools, especially as regards funds for
the publishing of vernacular materials, will also be a key item.
Literacy retention might also be fostered by an enlarged program of
native writing, publishing and distribution. Since keen interest has
been expressed in the preservation of traditional songs and stories,
active promotion of this interest should stimulate literacy. If the
services of an ethnomusicologist could be secured, the project could
benefit greatly; further development of native-style hymnody might
also be stimulated. @A market for native-authored books and
newsletters needs to be developed, since few people are yet willing to
part with hard-earned money to pay for books. Perhaps calendars
printed on the Machiguenga Print Shop mimeograph would be
sufficiently desired to evoke a market.

IV. Conclusions

The acceptance of literacy among the Machiguenga conforms, in
essence, to the five criteria proposed by Spolsky et al.:3

1. Willingness by those introducing literacy to have literacy
in the vernacular.

2. Perceived utility of literacy by traditionally influential
members of the community.
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3. The establishment of native functions for literacy.

4. The continued widespread use of the vernacular as a
spoken language.

5. The support of the maintenance of vernacular literacy by
a powerful educational system under local control.

addition, the Machiguenga also display many of the

characteristics enumerated by Brice Heath:¢

E

&ﬁ

1. Machiguenga frequently utilize clarifying questions to
explicate matters left ambiguous by imprecise referents; they
talk about language.

2. Kin and naming practices are not, and have never been,
intertwined with landholding, status/ leadership distinctions
or other symbolic systems which legitimatize power.

3. In addition to the school and family, opportunities for
talk about written materials are provided by several
institutions:  the church, Bible Institute, local training
courses, the agricultural cooperative, and, to a lesser extent,
community meetings.

4. Community meetings and elections provide opportunity
for collective sociopolitical discussion.

5. Machiguenga:

--has mechanisms for easy borrowing of vocabulary from
other languages.

--has a wide range of oral narratives.

--holds wholesome but not unusually strong or weak
valuations of the language.

--gives some opportunity to explicate the scope and
sequence of tasks during the process of activities,
although this is not a strong point in the culture.

6. Interactive exposure to the outside world is ever more

frequent.
AN .
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7. Thus far there has been no large-scale migration of the
young people to the urban centers; it remains to be seen what
will occur as a large proportion of young adults complete
high school.

8. The church organization:

--has frequent meetings in which religious texts are
discussed.

--has developed organizational involvement for both
sexes, and across generations.

--designates considerable significance to membership
rites: baptism, communion, participation in conferences.
--sponsors its own itinerant evangehsts and encourages
all to share their faith.

If the combination of these factors is predictive of long-term

literacy retention, the prospects for literacy amongst the Machiguenga
appear to be bright for some time to come.s

Notes
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SUBMITTING TO THE COMPUTER AGE

This is the second issue of Notes on Literacy to be edited and
printed with MicroSoft Word on an MS-DOS computer and laser
printer. For ease of handling any articles submitted on computer disk
should be in MS-DOS format. We have the capabilities of reading
both 720k 3 1/2” disks, and 1.2 megabyte or 360k 5 1/4” disks.

No formatting should be done to the text as it will all have to be
changed to that which is used by NOL. This especially applies to
those using the JAARS text editor, who have changes tables for
special characters. Any articles written with a word processor such
as Word Star should be sent without special formatting (in pure
“ASCII”). A printed copy of the article should accompany the disk if
possible, to indicate how the author would like the article to look, as
an aid to editing.

SUGGESTIONS FOR POSTPRIMERS

Katharine Barnwell, Africa Area Translation Coordinator, in a
recent article, offers four suggestions which might proﬁtably be
incorporated into later primers or postprimers: :

1. A map of the local language area, with towns and villages,
rivers and mountains marked. Another map could show how
the language area fits into the geography of the whole
country. Furthermore, a map of the whole world would show
how the reader’s country relates to other countries of the
world.

2. A long story might be broken into sections, each section with
its appropriate heading, to be read with pause and
appropriate intonation.

3. Occasional footnotes with the use of an asterisk might be
included for pertinent explanatory material.

4. Pertinent captions might be included under illustrations.
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The introduction of the above features in a planned way would
provide excellent training and preparation for the reader’s encounter
with them in- his future reading. Barnwell’s article is to appear
shortly in Notes on Scripture in Use, No. 17.

How DO YOU TEACH TONE?

Have you found a unique, satisfying way of teaching people to
read tone in their language?

Have you found mother tongue speakers devising their own ways
of describing tone so they can teach others to read it?

Have you discovered an opportune time to teach tone, e.g. before,
during or after teaching letters or other suprasegmentals?

Anything at all about the teaching of tone (unique, traditional, or
frustratingly difficult) that has come to your attention is of interest to
the International Literacy Office. We want to collect as many ideas
and experiences as possible.

Whatever you may have to tell us, long or short, detailed or
nondetailed, will be of interest.

Please send your findings/successes/problems to:

International Coordinator for Literacy
Summer Institute of Linguistics
7500 W. Camp Wisdom Road

| Dallas, TX 75236, USA.

O
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Teaching Syllables in Terena

Teaching Tone: An Indigenous
Method

Worksheets for Literacy Primers

TESTING

A Comparison of Eclectic and
Language Experience
Approaches to Reading in
Vernacular Preschools

Diagnostic Testing in Languages

_ with Phonemic Alphabets

An Experiment in Testing the
Reading of Trique Without
Indication of Tone

A Problem in Totonac
Orthography
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