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Od Redakgji

Czterdziesty 6smy tom ,,Zeszytow Luzyckich” poswigcony jest istotnemu
dzi$ zjawisku rewitalizacji jezykow i kultur mniejszosciowych. Wiek XX przy-
niost gwattowna zmiane sytuacji mniejszosci, ich jezykéw, sposobu zycia, zajec.
Obowigzkowe szkolnictwo, rozkwit mediéw masowych, rozwdj cywilizacyjny,
awraz z nim urbanizacja i procesy globalizacyjne wywolaly zmiane jezykows,
silng nie tylko w Europie, ale tez — jak pokazujg teksty zawarte w tym tomie — na
calym $wiecie. Przerwanie miedzypokoleniowej transmisji jezyka, odchodzenie
od przekazéw kulturowych wyznaczajacych spdjnosc grupy (w tym zwlaszcza
od tradycyjnej wiedzy, o czym w tomie pisze Aleksandra Bergier), rozbicie
(fizyczne i kulturowe) wspolnot jezykowych doprowadzity do stopniowego
stabniecia matych jezykéw. Ich funkcje zaczetly przejmowac jezyki dominu-
jace, a takze jezyki $wiatowe, w tym angielski. Dopiero gdy sytuacja jezykow
mniejszo$ciowych zaczela by¢ alarmujaca, w sukurs przyszli im aktywisci,
lingwisci, wreszcie — pod ich wplywem - decydenci polityczni. Rozpoczal si¢
proces stwarzania warunkow do zachowania i ochrony jezykéw mniejszoécio-
wych, a takze ich rewitalizacji tam, gdzie ich istnienie bylo powaznie zagrozone
(artykut o teorii rewitalizacji i zapotrzebowaniu na nig Leosa Satavy). Powstaty
miedzynarodowe konwencje i instytucje, ktorych celem jest zapewnienie takich
warunkoéw, by uzytkownicy jezykéw mniejszosciowych mogli funkcjonowac
i postugiwac si¢ nimi. Cho¢ wiekszo$¢ z tych rozporzadzen nie ma mocy prawnej,
a przez to tez sity oddzialywania na decydentéw politycznych, stworzyly one
odpowiedni grunt pod realizowane na calym $wiecie na coraz wiekszg skale
dzialania rewitalizacyjne.

Bogactwo jezykow $wiata jest wcigz ogromne. Kazdy jezyk i kazda wspol-
nota z nim zwigzana znajduja si¢ jednak w innej sytuacji: socjolingwistycz-
nej, politycznej, psychologicznej. W tym tomie prezentujemy tak odmienne
jezyki, jak: nahuatl z Meksyku (artykul Justyny Olko i Johna Sullivana),
jezyki z Kolumbii (o ktérych pisza Enrique Uribe-Jongbloed i Carl Edlund
Anderson) czy jezyk kornijski (artykul Piotra Szczepankiewicza). Odmienne
sa réwniez postawy wobec jezykéw przodkow, ksztaltowane m.in. przez
ideologie jezykowe (o ktérych pisze w swoim artykule Bartosz Chromik).
Dlatego tez programow rewitalizacyjnych stosowanych z sukcesem w jedne;j



spolecznosci nie da sie przenies¢ bezrefleksyjnie do innej. Kazda grupa i jej
jezyk wymagaja programu dopasowanego do jej wlasnych potrzeb (taki program
rewitalizacji oparty na dokladnym poznaniu sytuacji wspolnoty maoryskiej
prezentuja w swoim tekécie Rawenia Higgins i Poia Rewi). Nie zawsze jednak
spolecznos¢, ktorej jezyk jest poddawany procesowi rewitalizacji, odnosi si¢
don pozytywnie. Widoczne jest to zwlaszcza w podejsciu do rewitalizowanego
jezyka przez starsze pokolenie native speakeréw i mlodsze pokolenie oséb, ktére
jezyka standardowego z gramatyka stworzong na potrzeby jego rewitalizacji
uczg sie w szkole (o problemie autentycznosci jezyka bretonskiego obecnie
nauczanego pisze Michael Hornsby). Gdy transmisja miedzypokoleniowa
jezyka zostaje przerwana lub ostabiona (jak w przypadku jezyka dolnotu-
zyckiego czy jezyka bretonskiego, o ktérych piszg Nicole Dolowy-Rybinska
i Tereza Hlavackova), podstawa dziatan edukacyjnych musi sta¢ sie szkota.
Ta z kolei nie moze funkcjonowa¢ bez dokumentacji i standaryzacji jezyka
(o konsekwencjach kontaktéw jezykowych pisza Alexander Andrason
i Tymoteusz Krol; o konieczno$ci stworzenia ortografii dla rewitalizowanego
jezyka pisze Aleksandra Jarosz). W niniejszym tomie szkotom mniejszosci
poswiecony jest szereg tekstow, pokazujacych, jak przedsiewzigcia eduka-
cyjne, a takze pozaszkolne dziatania, w ktérych dzieci i mlodziez mogg
uczestniczy¢ (o zajeciach ze §piewu improwizowanego w jezyku baskijskim
pisze Miren Artetxe Sarasola), wplywaja na znajomo$¢ i uzywanie jezykow
mniejszo$ciowych, ale takze z jakimi niebezpieczenstwami wspdlnoty moga
sie spotkac. O skutecznosci edukacyjnych programéw rewitalizacyjnych
na Gornych Luzycach pisze Jana Schulz-Sokina, o stosunku rodzicéw do
walijskojezycznych szkot mozna przeczyta¢ w artykule Rhian Sidn Hodges,
z aktywnoécig centrum prowadzacego dzialania edukacyjne i rewitalizacyjne
wokot jezyka mansi mozna si¢ zapoznac w tekscie Csilli Horvath.

W dzisiejszym $wiecie w miejscu wielojezycznoéci wynikajacej z kontaktow
kulturowych i jezykowych (o wielojezycznosci staroobrzedowcoéw w Wojnowie
pisze Anna Jorroch) pojawia sie coraz cze¢sciej wielojezyczno$¢ wytworzona
przez procesy imigracyjne (studium dotyczace sytuacji mniejszosci wietnam-
skiej w Republice Czeskiej prezentuje w swoim teksécie Robert Kulminski).
Mtode pokolenie, wychowane w §rodowisku zdominowanym przez uzywanie
jednego oficjalnego jezyka, znajduje nowe sposoby rozwijania znajomosci jezy-
kéw mniejszosciowych i pozytywnych postaw wobec nich. Do najwazniejszych
sposobow nalezy zapewnienie w internecie miejsca dla malych jezykow swiata
(o matych jezykach stowianskich w internecie mozna przeczyta¢ w tekscie
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Macieja Metraka). Oprocz tego nie nalezy zapominac o znaczeniu tworczosci
powstajacej w jezykach mniejszosciowych, a takze o sensie tworzenia przekladéw
literackich na najmniejsze nawet jezyki. Dlatego w tomie tym znalazlo si¢ miejsce
dla kolejnej juz publikowanej na tamach ,,Zeszytéw Luzyckich” ksiegi Pana Tade-
usza w tlumaczeniu na jezyk dolnotuzycki oraz dla artykutu Zdzistawa Klosa
o przekladach Mickiewicza tworzonych przez Alfreda Méskanka.

Nicole Dotowy-Rybiriska

From the Editor

The 48th volume of “Zeszyty Luzyckie’ is devoted to today’s significant
phenomenon of minority languages and cultures revitalisation. The 20"
century witnessed a radical shift in the situation of minorities; this included
their languages, lifestyles and activities. The linguistic change, which was
the result of obligatory schooling, the advances in mass media as well as
a certain progress in aspects of modern civilisation followed by urbanisa-
tion and globalisation, has been extensive not only in Europe but, as can
be judged by the articles included in the present volume, also around the
world. The interruption in the intergenerational transmission of language
and culture (predominantly traditional knowledge that in the present volume
Aleksandra Bergier touches upon) on which the social cohesion of a group
was once based as well as the social disintegration of linguistic communi-
ties have caused minority languages to gradually weaken. This function has
begun to be taken over by dominant and global languages, English as an
example. Not until the situation of minority languages reached an alarming
stage did activists, linguists and political dissidents react. The process that
was started was one of the creation of appropriate conditions in which the
minority languages could be preserved, protected and revitalised in some
places where their existence was threatened (an article about the theory of
revitalisation and about the need for it has been written by Leo§ Satava).
International conventions and institutions were founded whose aim is to
ensure that the circumstances under which minority languages prevail and
are used by people. Although the majority of the actions taken do not have
any legal influence and, as a result, they cannot affect political dissidents, they
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nevertheless have provided valid grounds for carrying out the revitalisation
on a larger scale around the world.

The variety of languages existing in the world is still rich. However,
each of the languages as well as the community attached to it are in dif-
ferent sociolinguistic, political and psychological situations. For example,
in the present volume diverse minority languages are presented, such as
the Nahuatl language found in Mexico (Justyna Olko and John Sullivan),
languages found in Columbia (Enrique Uribe-Jongbloed and Carl Edlund
Anderson) and the Cornish language (Piotr Szczepankiewicz). Another
difference observed among various linguistic communities is the attitude
of people towards the language of their ancestors, which, among others,
stems from particular linguistic ideologies that prevail in the communities
(article by Bartosz Chromik). Therefore, a revitalisation programme that
proved successful in one community cannot be without thought applied to
a different community. Each community and its language require a programme
tailored to their needs (such a revitalisation programme based on a thorough
investigation of the Maori community is presented in an article by Rawinia
Higgins and Poia Rewi). Notwithstanding, the community whose language
is undergoing revitalisation does not always approve of this revitalisation.
This is particularly visible in the attitude to the revitalised language adopted
by the older generation of native-speakers as well as the younger generation
of those who learn the minority language at school in a standardised version
whose grammar rules have been compiled for the purpose of the revitalisa-
tion (in the present volume the ‘authenticity’ problem of the Breton language
taught at school is touched upon by Michael Hornsby). Nonetheless, when
the intergenerational transmission of a language has been broken or weak-
ened (as for example in the case of Lower Sorbian and Breton discussed
by Nicole Dolowy-Rybinska and Tereza Hlavackova) a base of educational
actions has to be formed by the school. It cannot, however, function unless
the revitalised language is documented and standardised (the necessity of
creating an orthographic system of a revitalised language is discussed by
Aleksandra Jarosz and the consequences of language contact are dealt with
by Alexander Andrason and Tymoteusz Krol). In the present volume sev-
eral articles are devoted to the subject of minority schools. Not only do they
investigate educational endeavours and extracurricular activities for children
and young people (such as classes of improvised singing in the Basque lan-
guage which are examined in an article by Miren Artetxe Sarasola) as well
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as their influence on the knowledge and the use of the minority languages,
but the articles also touch upon the dangers that communities might face.
Accordingly, the efficiency of the educational revitalisation programmes in
Upper Lusatia is examined by Jana Schulz-Sol¢ina, and parental attitudes
to Welsh-speaking schools is presented by Rhian Sidn Hodges and the
functioning of an educational and revitalisation centre promoting actions
around the Mansi language is dealt with by Csilla Horvath.

These days multilingualism resulting from cultural and language con-
tact (such as the multilingualism observed among the Old Believers in
Wojnowo, Poland, investigated by Anna Jorroch) is increasingly replaced
by multilingualism resulting from certain immigration processes (as in
the situation of the Vietnamese minority in the Czech Republic studied by
Robert Kulminski). Furthermore, today, thanks to the younger generation
of language users who have been raised in an environment dominated by
the use of one official language, new ways of developing the knowledge of
minority languages and promoting positive attitudes towards them have been
created. Among the most important tools is the Internet with the ‘space’ that
it ensures for minority languages (the presence of the small Slavic minority
languages on the Internet is investigated by Maciej Metrak). Finally, we
should not forget the significance of the products of minority languages
artistic creativity and about the purpose of producing literary translations
even into the least spoken languages. For this reason, a translation of one of
the books of ‘Pan Tadeusz’ [‘Sir Thaddeus’], the Polish national literary epic
by Adam Mickiewicz, into the Lower Sorbian language, is included in the
present volume as are several other translated fragments of ‘Sir Thaddeus’
which were published in ‘Zeszyty Luzyckie’ previously (additionally, the
present volume also contains an article by Zdzistaw Klos on translations of
Mickiewicz’s works produced by Alfred Méskank).

Nicole Dotowy-Rybiriska
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Leos Satava
(Uniwersytet Karola w Pradze)

Wprowadzenie: rewitalizacja etnolingwistyczna -
wizja szalonych naukowcow czy zjawisko naturalne?

Asymilacje jezykowa i etniczna sg niewatpliwie zjawiskami tak starymi,
jak sama ludzko$¢. Jednak w drugiej potowie XX wieku w wielu miejscach
na $wiecie znacznemu poglebieniu i przyspieszeniu ulegto zjawisko zmiany
jezykowej (language shift) (Fishman 1964), polegajace na przerwaniu cigglodci
miedzypokoleniowego przekazu jezyka.

Wspolczesnie w szybkim tempie maleje liczba zywych jezykéw, przede
wszystkim w zwigzku z procesem globalizacji. Tendencje asymilacyjne oddzia-
tujg intensywnie nawet w najodleglejszych zakatkach $wiata. W przyblizeniu
piata czegs$¢ z szesciu — siedmiu tysiecy weiaz funkcjonujacych jezykow swiata
znajduje si¢ w ostatniej fazie swojego istnienia, a kolejne 50-70% jest powaznie
zagrozone wymarciem, poniewaz s3 to jezyki nieprzekazywane mlodszym
pokoleniom. Wedlug skrajnych ocen do roku 2100 na Ziemi pozostanie mniej
niz tysigc zywych jezykow (Krauss 1998: 103-106).

Jednakze mimo aktualnego, stale wzrastajacego stopnia zagrozenia
wigkszosci jezykow wymarciem wazniejsze prace czy tomy po$wiecone
omawianemu tematowi ukazujg sie dopiero od poczatku lat 90. XX wieku
(Robins, Uhlenbeck 1991; Hale i in. 1992). Na uséwiadomienie sobie przez
wspolczesnych rzeczywistej sytuacji wplyneto zwlaszcza studium niewiel-
kiej objetoséci, autorstwa amerykanskiego jezykoznawcy Michaela Kraussa,
opublikowane w czasopismie ,Language” (Krauss 1992). Obecnie zaréwno
(socjo)lingwisci, jak i przedstawiciele innych nauk spotecznych poswie-
caja wiele uwagi szybkiemu ubozeniu grupy jezykow $wiata, czesto nawet
bija na alarm (Crystal 2000; Dalby 2003; Dixon 1997; Grenoble, Whaley
1998; Nettle, Romaine 1999). Temat ten bywa poruszany takze w formie
eseju ireportazu (Abley 2005; Gaufl 2001; Harrison 2007; Harrison 2010);
wzrasta popularnos$¢ praktycznych poradnikdéw ochrony i rewitalizacji



jezykow (Hinton, Hale 2001; Hinton 2013; Grenoble, Whaley 2006). Zrdz-
nicowanie i wielobarwnos¢ grup etnicznych, jezykdw oraz kultur coraz
czeséciej sg pojmowane jako dziedzictwo kulturowe ludzkosci, a z pewng
przesada rowniez jako element ekologii Srodowiska zycia (Zima 2002) czy
(bio)réznorodnosci (Mafh 2001; Middleton 2003). Wspomniana proble-
matyka jest tez obecna w internecie (zob. np. strong¢ internetowa projektu
Endangered Languages)’.

Wskazane fakty stopniowo znajduja odzwierciedlenie nie tylko w publika-
cjach specjalistycznych - ze wzgledu na $cista tacznos¢ fenomenu etnicznego
i jezykowego omawiane sg réwniez w zwigzku ze wzrastajacym zaintereso-
waniem problematykg narodowo$ciowg i mniejszosciowa, tematyka praw
czlowieka i rozmaitymi dziataniami z tego zakresu.

Od lat 60., kiedy to w licznych panstwach zachodnioeuropejskich oraz
w USA rozpoczeta si¢ epoka odrodzenia etnicznego (ethnic revival), uply-
nelo ponad pot wieku. W tym okresie zaszlo wi ele zmian w zakresie staran
o przetrwanie i rewitalizacj¢ malych grup etnicznych, mniejszosci narodowych
oraz ich jezykéw w Europie i na innych kontynentach. Zmiany te dotyczg
zaréwno teorii i prawodawstwa, jak i dziatan praktycznych.

W ostatnich dziesiecioleciach specyficzne problemy mniejszosci, oczy-
wiscie nie tylko jezykowych i etnicznych, analizowane sg dokladniej, przy-
najmniej w demokratycznych rejonach §wiata. Miedzynarodowe dzialania
doprowadzily miedzy innymi do zapewnienia mniejszos$ciom etnicznym
podstawowych praw (zob. Konwencja ramowa o ochronie mniejszosci naro-
dowych z 1994 r.). Stopniowo zmienilo si¢ rowniez podejécie do mniejszosci
jezykowych i kulturowych, pojmowanych poczatkowo jako ,.element zaklo-
cajacy’, nastepnie w mysl zasady ,,jezyk jako prawo”, az w koncu uznano je
za ,kulturowe bogactwo ludzkosci” (Hale 1992: 1-3; Our Creative Diversity...
1995/96; Satava 2009: 66). O zmianie $wiadczy rowniez istnienie Europej-
skiej karty jezykow regionalnych lub mniejszosciowych z 1992 roku. Obecnie
dziala szereg instytucji i organizacji zrzeszajacych mniejszosci etniczne lub

' http://www.endangeredlanguages.com (data dostepu: 13.04.2014); zob. tez: UNESCO
Ad Hoc Expert Group on Endangered Languages. 2003. Language Vitality and Endargerment.
Document submitted to the International Expert Meeting on UNESCO Programme Safeguarding
of Endangered Languages. Paris; http://www.unesco.org/culture/ich/doc/src/00120-EN.pdf (data
dostepu: 13.04.20140); Dwyer, Arienne M. 2011. Tools and techniques for endangered-language
assessment and revitalization, http://kuscholarworks.ku.edu/dspace/bitstream/1808/7109/1/
Dwyer2011_AssessRevitalize.pdf (data dostepu: 13.04.2014).
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wspierajacych ich dziatalnos¢ kulturalna. Z punktu widzenia zwolennikéw
zachowania réznorodnosci etnicznej i jezykowej zmiany te nalezy uznac za
pozytywne’.

Z drugiej strony wspomniane tendencje maja tez znaczenie praktyczne.
W jakim stopniu omdéwione programy i dazenia traktowane sg powaznie,
ana ile sg jedynie pustymi przepisami? Czy rzeczywiscie pomogly i nadal
pomagaja opiera¢ sie asymilacji jezykowej i kulturowej? Specjalistyczne
studia i analizy tej problematyki nalezg do rzadko$ci, podobnie jak pro-
gnozy dalszego rozwoju. Niewatpliwie jednak ta nowa atmosfera teore-
tycznie, a czesto i praktycznie zwiekszyla szanse na przetrwanie matych,
podlegajacych asymilacji grup etnicznych i jezykowych. Fakt ten znalazt
odzwierciedlenie (ilosciowe, jako$ciowe czy tez symboliczne) w specja-
listycznych tekstach z zakresu etnologii, socjolingwistyki i innych nauk
spotecznych. Od 1991 roku, kiedy wydany zostal fundamentalny tekst ojca
socjolingwistyki Joshui A. Fishmana, zatytulowany Reversing Language
Shift. Theoretical and Empirical Foundations of Assistance to Threatened
Languages (Fishman 1991), rewitalizacja jezykowa stala si¢ zagadnieniem
czesto poruszanym, analizowanym i interpretowanym. Przejawem tej
tendenciji jest to, ze dziesie¢ lat pézniej J. A. Fishman magt (jako redaktor)
nawiaza¢ do wspomnianej publikacji w bilansie osiggnietych wynikéw
(Fishman 2001).

Jednak, co zrozumiale, nikt nie jest w stanie udzieli¢ uniwersalnych
odpowiedzi na podstawowe pytania: jak skutecznie przeciwstawiac si¢ pro-
cesom asymilacyjnym?, w jaki sposob powstrzymac zmiang jezykowa wérdd
uzytkownikoéw jezykow zagrozonych?, jak rozpoczaé rewitalizacje etnolingwi-
styczng?, jakie argumenty wysuwa¢? Warunki kulturowe, polityczne i demo-
graficzne oraz odmienny stopienn samookreslenia, emancypacji i zywotnosci
uniemozliwiajg znalezienie uniwersalnego $rodka rozwigzujacego problemy
malych grup etnicznych i jezykéw poddanych asymilacji. Mimo to wymiana
i poréwnanie do$wiadczen w tym zakresie moga by¢ bardzo warto$ciowe. Nawet
jesli doswiadczenia, skuteczne modele i programy nie mogg by¢, z oczywistych
wzgledow, wykorzystane bezposrednio, na niektérych z nich mozna si¢ wzoro-
wa¢, natomiast inne mogg pelni¢ funkcje impulsu i elementu stymulujacego,
pomagacé w rozpoczeciu dziatan etniczno-jezykowych.

? Jednak nalezy zaznaczy¢, ze np. tzw. pozytywna dyskryminacja mniejszo$ci jezykowych
i etnicznych czesto bywa Zle oceniania przez spoteczno$¢ dominujaca.

19



Przy czym nalezy wspomnie¢, ze wiele aspektow wspolczesnej polityki
(etno)jezykowej (Spolsky 2004) zostato poddanych krytyce, m.in. w duchu pogla-
dow Pierre’a Bourdieu, zgodnie z ktérymi jezykowy management i dziatania
praktyczne to wystapienia ideologiczne, zwigzane ze stosunkiem dominacji
i podporzadkowania (Garcia 2012: 85). Mozna rowniez mie¢ watpliwosé, czy
dzialania z zakresu rewitalizacji jezykowej nie sg zbyt lingwocentryczne, to
znaczy, czy nie pomijajg innych aspektéw zycia: spotecznych, ekonomicznych
i kulturowych (Spolsky 2004: ix—x, 215-216).

Wrtasciwie, po co sie tym przejmowa¢, czemu spowalniac i powstrzymywac
asymilacje etniczng i jezykowa? Czy takie dzialania nie sg nienaturalne, nie-
praktyczne i zbedne? Do ktérego momentu mozna méwic o ,naturalnej checi
pozostania sobg”, a od kiedy zaczyna sie ,,inzynieria etniczna”? Oto niektore
z heretyckich pytan, na ktdre nie ma jednoznacznych odpowiedzi (Grenoble,
Whaley 2006: 19-20).

Osoby, ktore uwazaja sSwiadomo$¢ etniczng za atawistyczny przezytek
bedgcy potencjalnym zrdédlem ksenofobii i ktére uznajg walke o przetrwanie
jezyka uzywanego jedynie przez kilka tysiecy lub kilkaset 0osdb za bezsen-
sowne trwonienie energii, ograniczaja egzystencje ludzka wylacznie do
aspektu $cisle pragmatycznego.

Jednak zycie jest bardziej skomplikowane. Na egzystencje czlowieka
sktadaja sie nie tylko aspekty praktyczne i pragmatyczne. Joshua A. Fishman®
stwierdza: ,,(...) Niezaleznie od tego, jak materialnymi i materialistycznymi
istotami zdajemy si¢ by¢, nie straciliSmy zdolnosci ani potrzeby zycia dla
idealow, dla kochanych oséb, dla wspdlnotowych celéw. To przez pierwotne
spoleczno-kulturowe instytucje jezyk jest zwigzany z prawdami, ktdre spra-
wiajg, ze warto jest zy¢” (Fishman 1989: 397)%

Tenze autor we wstepie do wspomnianej pracy Reversing Language Shift
twierdzi, ze temat rewitalizacyjny podjat z poczucia dlugu moralnego i ze starat
sie zaja¢ nie tylko asymilacyjng zmiang jezykows, ktéra prowadzi do zaniku
jezyka, ale i sposobami przeciwstawiania sie jej (Fishman 1991: xii—xiii). Nie

* Jesli nie podano inaczej, thumaczenie wszystkich cytatow anglojezycznych pochodzi
od Redakgji.

* Jednak w ostatnim okresie krytyce poddane zostaty réwniez tezy Fishmana (J. Darqu-
ennes, G. Williams), zwlaszcza w zwigzku z jego rzekomo zbyt jednostronnie ewolucjoni-
stycznym wyobrazeniem o zmianie spotecznej i znaczeniu lokalnym. Zarzuca si¢ mu, ze nie
docenia wptywu czynnikéw ekonomicznych oraz globalizacji i nie uwzglednia wspotczesnej
teorii spolecznej (Nekvapil, Vasiljev 2008: 295-296, 298).
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znaczy to jednak, ze autor uporczywie usiluje zaprzeczy¢ rzeczywistoéci. Sta-
rania o przetrwanie i dalszy rozw6j matych spotecznosci etniczno-jezykowych
nalezy postrzegaé w powigzaniu z calosciowym obrazem jako$ci egzystencji
ludzkiej, dziataniami ekologicznymi i probami zachowania indywidualnosci
w dzisiejszym zglobalizowanym $wiecie. Sfowa Fishmana nie powinny by¢
interpretowane jako konserwatyzm i odrzucanie rozwoju. Nalezy podkre-
§li¢, ze przesadny nacisk na techniczny i pragmatyczny aspekt wspolczesnej
cywilizacji odsuwa na dalszy plan tradycyjne, archetypiczne wyznaczniki
funkcjonowania spolecznosci ludzkiej i jej kultury. Wlasnie uwaga poswie-
cana zjawiskom pozornie niepraktycznym, przestarzalym i lokalnym moze
stanowi¢ alternatywny prad lub swoistg psychoterapie.

Na omawiane kwestie zwrocit uwage, tylko z pozoru paradoksalnie, réw-
niez Benedict Anderson, jeden z ojcéw pogladu, wedtug ktdrego swiadomo$éé
etniczna jest tworem sztucznym. W pracy Wspdlnoty wyobrazone, uwazanej
juz dzi$ za klasyczng, badacz ten pisze: ,,( ...) jest jednak rzeczg watpliwa, czy
zmiana spoleczna lub przeksztalcenia $wiadomosci jako takie wystarczajg do
wyjasnienia przywigzania, jakim ludzie darza swe wynalazki i wyobrazenia,
i(...) wyjasnienia, dlaczego sa gotowi za nie umierac?” (Anderson 1997: 141),
a takze: ,W epoce, kiedy postepowi, kosmopolityczni intelektualisci (zwtasz-
cza w Europie?) z reguly upierajg si¢ przy tezie, Ze nacjonalizm [w znaczeniu
neutralnym - L.S.] ma charakter niemal patologiczny, a Zrédlem jego s3
strach i nienawi$¢ wobec innych, ze jest spokrewniony z rasizmem, celowe
jest przypomnienie, Ze narody bywaja otoczone miloscia, ktérej czgsto towa-
rzyszy samopo$wiecenie. Kulturowe wytwory nacjonalizmu - poezja, proza,
powies¢, muzyka, sztuki plastyczne — w tysigcu form i styléw ukazujg te
mito$¢” (Anderson 1997: 141).

Nalezy zaznaczy¢, ze nawet w grupie badaczy zajmujacych si¢ matymi
jezykami, ktore sg zagrozone, nie ma jednomyslnosci. Oczywiscie nawet
najwiekszy entuzjasta musi przyznaé, ze praktycznie nie mozna ocali¢ ani
uchwyci¢ i opisa¢ metodami (socjo)lingwistycznymi wszystkich zywych
jezykow wspdlczesnych czy tez ich subwariantow (Dixon 1997: 230)°.

Mozna tez twierdzi¢, ze uznawanie réznorodnosci jezykowej za warto$¢
jest swoistym ideowym lustrzanym odbiciem zachodniej cywilizacji, w mysl
hipotezy Sapira-Whorfa, zgodnie z ktdra jezyki sg odzwierciedleniem rze-
czywistosci. Jednak, paradoksalnie, sami uzytkownicy zanikajacych jezykow

® Zawzorcowe studium procesu wymierania jezyka uwaza si¢ prace Dorian (1981).
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czesto nie boleja nad wymieraniem tych kodéw tak bardzo, jak jezykoznawcy
i inni sympatycy réznorodnosci kulturowej (Muehlmann 2012: 164-166).
Z tego powodu pochodzgce z zewnatrz starania rewitalizacyjne i apele bywaja
uwazane za przejaw paternalizmu (Ladefoged 1992: 810).

Nawet wsrdd lingwistow spotykana jest tez inna powazniejsza here-
zja, oparta na powatpiewaniu w sens ochrony (zagrozonych) jezykoéw i ich
sztucznego utrzymywania za pomoca ,transplantacji, respiratoréw i apa-
ratéw tlenowych” — w tym przypadku rzekomo mozna nawet rozwazac
przydatno$¢ ,,eutanazji jezykowej” (Matisoff 1991: 221)! Zgodnie z tym
stanowiskiem od zawsze w historii ludzkosci ginely i powstawatly kolejne
wspolnoty jezykowe oraz etniczne, a nowa forma kulturowa nie musi by¢
oparta na jezyku czy czynniku etnicznym (Ladefoged 1992: 810). ,,Z prak-
tycznego, ekonomicznego punktu widzenia dla mtodej osoby pochodzacej
z zagrozonej wspolnoty jezykowej znacznie korzystniejsze moze by¢ jak
najszybsze zdobycie sprawnosci w silniejszym jezyku, zwlaszcza w jezyku
wiekszosciowej kultury (...)” (Matisoff 1991: 221). Wynika z tego, ze kazdy
cztowiek posiada ,fundamentalne prawo do samostanowienia i wolny
wybor porzucenia wlasnego jezyka” (Brenzinger, Heine, Sommer 1991:
41). Przeciwko tym pogladom przedstawiane sg zarzuty i glosy krytyczne.
Istotnym argumentem jest w tym kontekscie to, ze o wolnej woli wyboru
jezyka praktycznie nie ma mowy w nieprzychylnych, wyjatkowo trudnych
warunkach, w jakich zyja mniejszosci. Jezyk czesto ,wyrzuca sie za burte”,
poniewaz taki jest warunek awansu spolecznego i ekonomicznego (Dorian
1994: 801; por. Dorian 1993).

Rozwazajac problem, czy etniczno$¢ i jej najwazniejszy wyznacznik -
jezyk — sg rzeczywiscie tak cenne, moglibySmy przytoczy¢ jeszcze liczne,
czesto przeciwstawne, opinie i tezy. Ze wzgledu na procesy przemieszania
i globalizacji w przyszlosci wigkszo$¢ ludzi prawdopodobnie obierze $ciezke
koegzystencji oraz przenikania sie grup etnicznych i ich kultur. Jednoczes$nie
beda zanikac lub zostang catkowicie zniesione granice, ktdre wspolczesnie
bywaja jeszcze bardzo wyrazne. Logicznym skutkiem dwu- lub wielokul-
turowosci jest wiec wzmozona przenikalnos¢, brak wyrazistodci lub zanik
granicy réznicujacej grupy etniczne.

Warto wspomnie¢ réwniez o pewnym, rzadko poruszanym zagadnieniu:
w nastepstwie powszechnie uznawanego prawa do tozsamosci (etnicznej)
wyjatkowo trudne do realizacji jest ,prawo do nieposiadania specyficznej
(zazwyczaj etnicznej) tozsamosci” (Eriksen 2001: 135).
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Jezeli jednak dana grupa etniczna odrzuci zarys swojej autoidentyfi-
kacji, w najlepszym razie zmieni sig, o ile zupelnie nie przestanie istniec,
w hobbistyczne stowarzyszenie skupiajace osoby zainteresowane jezykiem
i tradycja, ktore bedzie przypominac towarzystwa kulturalne lub sportowe.
Taki rozwdj moze by¢ zupelnie naturalny, legalny, a nawet oczekiwany, nalezy
jednak wzig¢ pod uwage podstawowe efekty wplywajgce na przetrwanie
pierwotnej formy grupy etnicznej lub jezyka. W tym kontekscie warto zacy-
towac nastepujacy glos: ,,(...) wydaje sie, ze utrata jezykowej réznorodnosci
wynika mniej z zaglady jezykowej, a bardziej z jezykowego samobojstwa”
(Spolsky 2004: 216).

Glowna role w procesie przetrwania jezyka lub grupy etnicznej odgrywaja
wiec sami aktorzy. Na przelomie lat 70. i 80. XX wieku Henry Giles i jego
wspolpracownicy stworzyli teori¢ witalnoséci etnolingwistycznej (do dzis
opracowywana przez ich nastepcow), ktora uwzglednia odmienne warunki
i sytuacje wyjsciowe w procesie planowania jezykowego. W celu pomyslnego
odwrdcenia kierunku zmiany jezykowej nalezy zapewni¢ okreslone warunki
podstawowe. Nawet najlepsze prawa i polityka przychylna mniejszosci nie
beda skuteczne tam, gdzie ona sama nie ma dostatecznej checi przetrwania
jako niezalezna spotecznos¢ etniczna postugujgca sie wlasnym jezykiem.
Nalezy wiec zapewni¢ przede wszystkim to, co Joshua A. Fishman okre$la
jako ,natychmiastowa ochrone kontekstu bezposredniej transmisji jezykowej”
w przeciwnym razie dzialania rewitalizacyjne s3 ,jak ciagte pompowanie
dziurawej opony” (Fishman 1991: xii).

Co do tego typu inicjatyw stwierdza si¢ réwniez, ze: ,,(...) nie moga
one by¢ dostarczane z zewnatrz. Musza by¢ tworzone wewnatrz struktury
spolecznej wspolnoty lub wcale. Z tego powodu nawet najbardziej przychyl-
nym osobom pochodzacym z zewnatrz jest niestychanie trudno udzielaé
uzytecznego wsparcia malym zagrozonym jezykom, zwlaszcza nieeuropej-
skim, znajdujacym si¢ w sferze wpltywow euro-amerykanskich. Moralne
wsparcie i techniczna wiedza, w tym wiedza jezykowa, oczywiscie moga
i powinny by¢ przekazywane, jednak ich przyjecie lub odrzucenie musi
leze¢ w gestii pojedynczych wspolnot. Nawet w przypadku powodzenia
efektywne przywodztwo moze pochodzi¢ jedynie z wewngtrz wspdlnot”
(Dorian 1998: 21).

Znéw potwierdza sie zatem znaczenie lokalnego Zzycia spotecznego
(tzw. small-scale lub face to face), ktdre do pewnego stopnia moze zapewnic
niezbedng integracje w sferze prywatnej (Fishman 1991: xii, 6). W takich
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warunkach zywotnos$¢ malych, czesto rozproszonych populacji i spotecz-
nosci moze by¢ niewiarygodnie duza i trwata. Dowodem na to jest np.
przetrwanie diaspory zydowskiej i ormianskiej, ale rowniez istnienie grup
o matej liczebnosci takich, jak niewielka (2000-3000 o0sdb) spotecznos¢
péinocnofryzyjska na wyspie Fohr, postugujaca si¢ jezykiem fering (Pau-
Isen 1981: 185-186).

W licznych podejmowanych wspolczesnie dziataniach i ksztattowanych
modelach rewitalizacyjnych celowo rezygnuje sie z dziatan globalnych
i przechodzi sie na poziom komunalny (Williams, Evas 1997)°. Wielkie
przedsiewzigcia prawne i przepisy czesto nie docieraja do zwyktych ludzi lub
ich nie interesuja. Wspolczesnie szansg na odniesienie drobnych sukcesow
na calej plaszczyznie dzialania s3 male zwyciestwa na polu ,wzmacniaja-
cych wspolnote doswiadczen wspdlnej walki w imie podzielanej prawdy”
(Fishman 1991: xi).

Mozna wymieni¢ szereg prob rewitalizacji etnolingwistycznej, ktére zostaty
podjete w XX wieku, zwlaszcza w ciggu ostatnich dwudziestu — trzydziestu
lat, i zakoniczyty sie pomyslnie”. W Europie udalo sie to np. w Katalonii, Kraju
Baskow i Walii, w przypadkach szkockiego jezyka gaelic i Saaméw (Laponia),
aw pewnym zakresie takze w przypadkach Bretoniczykéw, Luzyczan i innych
grup. Przynajmniej czesciowo skuteczna rewitalizacja etnolingwistyczna
przeprowadzana jest réwniez w bardzo niewielkich spotecznosciach, m.in.
w ramach pierwszej pomocy jezykom zagrozonym (Huss 1996), np. w liczacej
1500 os6b grupie Saaméw Lule (Huss 1999: 142-145).

W innych czesciach $§wiata odnotowuje si¢ sukcesy w zakresie utrzy-
mania i rozwoju jezyka francuskiego w Kanadzie oraz odrodzenia: jezyka
ojczystego ludnosci autochtonicznej Maoryséw z Nowej Zelandii, jezykow
polinezyjskich na Hawajach i innych jezykéw Oceanii, a takze niektérych
jezykow Indian w USA, Kanadzie i Ameryce Lacinskiej. Do odrodzenia
$wiadomoéci etnicznej i cze$ciowo jezyka doszto réwniez w spolecznosci

¢ W zwiazku z aktywna polityka dwujezycznosci w Walii realizowana jest idea langu-
age animateurs — sg to osoby inicjujace i podtrzymujace bilingwizm na poziomie lokalnym,
w urzedach i innych miejscach (Williams, Evas 1997: 51).

7 W tym miejscu trzeba przypomnieé¢ imponujace precedensowe osiggniecie w dzie-
dzinie ozywienia jezykowego sprzed ponad stu lat, mianowicie wprowadzenie na nowo
jezyka hebrajskiego jako jezyka codziennej komunikacji spotecznosci zydowskiej na Bliskim
Wschodzie, a nastepnie ustanowienie go jezykiem urzedowym w Izraelu.
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pierwotnych mieszkancéw Japonii, Ainéw, oraz w niektérych grupach
autochtonicznych Australii.

W ostatnim dziesiecioleciu wzmozone starania w kierunku rewitalizacji
etniczno-jezykowej podejmowane sa réwniez na terytorium bylego Zwigzku
Radzieckiego. Coraz intensywniejsze dzialania, ktére cze$ciowo juz przynosza
efekty, mozna zaobserwowac¢ nie tylko wérdd duzych grup etnicznych, np.
u Tataréw, ale i w przypadku znacznie mniejszych spotecznosci takich, jak
tureccy Gaugazowie w Motdawii, Kalmucy z Powolza oraz niektdre sybe-
ryjskie grupy etniczne, miedzy innymi Jukagirzy i Ewenkowie.

Oczywiscie zakres, skutecznos¢ i calosciowe znaczenie konkretnych
dziatan rewitalizacyjnych réznig si¢ od siebie, mozna réwniez wskaza¢

przyklady dyskusyjne®.

Mozliwosci i sens rewitalizacji etnolingwistycznej w kontekscie warunkow
spolecznych i paradygmatow przetomu XX i XXI wieku dtugo wzbudzaty
watpliwosci. Praktyczne dzialania podejmowane w minionych dziesiecioleciach
w wielu miejscach Europy i na innych kontynentach dowiodly, ze rewita-
lizacja etniczna i jezykowa mimo bledéw oraz ewentualnych niepowodzen
jest mozliwa do zrealizowania w nowoczesnych warunkach spolecznych,
nie stanowi bowiem jedynie sztucznego tworu naukowcédw i marzycieli-
-entuzjastow odizolowanych od prawdziwego zycia. Aktualnie nie rozwaza
sie kwestii, czy mozliwe jest powstrzymanie asymilacji i zmiany jezykowej
w ogole, ale raczej czy dzialanie to jest potrzebne i realne w konkretnej
sytuacji danej spotecznosci’.

Nalezy wspomniec, ze ,,(...) zmiana jezykowa nie dotyczy tylko jezyka, ale
calej zwiazanej z nim kultury. Argument za przywrdceniem i odrodzeniem musi
wiec zawieraé wezwanie do kulturowej zmiany i wiekszego kulturowego samo-
stanowienia” (Baker, Prys Jones 1998: 186). ,,Jezyk zawsze istnieje na kulturowe;j
matrycy i to ta matryca powinna by¢ wzmacniana poprzez polityke, a nie jezyk
per se“ (Fishman 1989: 399).

® Np. jezyk kornijski w Kornwalii (Wielka Brytania).
° Por. dyskusja dotyczaca przede wszystkim jezyka hebrajskiego, iryjskiego oraz mao-
ryskiego (Spolsky 1995).
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Trzeba rowniez podkresli¢, ze sukcesy osiggniete w sferze jezyka mozna
rozumie¢ jako postep w dziedzinie walki przeciw dyskryminacji i lamaniu praw
czlowieka (Skutnabb-Kangas, Phillipson 1994).

Niewatpliwie problematyka etniczna i jezykowa jest we wspotczesnym
$wiecie, wbrew wczesniejszym prognozom, bardzo aktualna. Miejmy zatem
nadzieje, ze nowy 48. tom ,,Zeszytéw Luzyckich” poswiecony rewitalizacji
jezykow mniejszosciowych, grup etnicznych oraz kultur znaczaco przy-
czyni si¢ do analizy i interpretacji tego zjawiska, a takze stanie si¢ zrédlem
inspiracji i zaowocuje waznymi badaniami nad zaproponowanymi tematami
i kwestiami.

Z jezyka czeskiego przetozyta Bozena Itoya
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Introduction: Ethnolinguistic revitalisation -
a vision of mad scientists or a natural phenomenon?

(Summary)

Since the second half of the 20th century, the trend in language and ethnic
assimilation has gathered astonishing impetus in a many parts of the world but the
number of living languages has been falling very rapidly. While today about 6000
to 7000 languages still exist, estimates put the figure as low as less than 1000 by the
year 2100.

(Socio) linguists and representatives of other social sciences and humanities are
therefore paying great attention to the language shift and fast impoverishing of the
scale of the languages of the world. Practical efforts to protect and revitalise languages
are appearing more and more frequently. The diversity and variety of ethnic groups,
languages and cultures are, in this context, conceived of as the cultural heritage of
mankind or even part of the “(bio) diversity” of humanity.

The above issues have gradually found their reflection in academic publications
but, with respect to a close relationship between the linguistic and ethnic phenom-
ena, they have also shown the general increase in concern for ethnic and minority
problems, human rights and the perception of the various endeavours and statutory
measures in this field.
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A practical outcome of these facts can be seen in activities and programs
undertaken in many parts of the world aiming to revitalise languages threatened
with assimilation. The text mentions and comments on a number of good practices
and examples in this field. In addition, arguments used in favour of revitalising
activities, or employed to counter them, are examined in detail here. The author
attempts to view the ethnolinguistic revitalisation not as a single aspect of the
situation, but to envisage the entire breadth of the background of its unquestion-
able range of problems.

Keywords: revitalization, reversing language shift, language shift, linguistic minorities
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Introduction

Language endangerment is one of the biggest challenges of modern
humanities. Linguistic diversity is of strategic importance for human kind
because when languages die precious intellectual resources and ways of per-
ception disappear with them. This intrinsic connection between language
and traditional, local knowledge is at the heart of my inquiry and I follow
a critical line of thought which is concerned with the role of indigenous
epistemologies in education (see e.g., Henze, Davis 1999; May, Aikman 2003;
Battiste, Henderson 2000; Skutnabb-Kangas, Dunbar 2010). The fiasco of
subtractive and mono-cultural education programs, which continue to limit
the scope of traditional knowledge systems that are being passed on to the
next generations, together with a dangerously fast pace of language loss,
makes it indispensable to conduct studies leading to the construction of
experimental revitalisation models, tied to indigenous educational practices.
These models could benefit from adopting a more experientially grounded,
holistic approach, inclusive of a “sense of place and its attendant cultural
practices and manifestations” (Barnhardt, Kawagley 2005).

! This article was elaborated within the framework of the Project “Endangered languages.
Comprehensive models for research and revitalization” nr 0122/NPRH2/H12/81/2013 (Projekt
»Gingce jezyki. Kompleksowe modele badan i rewitalizacji” nr 0122/NPRH2/H12/81/2013) of
the National Programme for the Development of Humanities 2012-2015 (Narodowy Program
Rozwoju Humanistyki 2012-2015).



It has been suggested that the diversity of languages reflects the diver-
sity of ideas and the extent of the knowledge pool from which we can draw
upon as human beings (Bernard 1992; Maffi 2005; Miihlhdusler 1995). The
maintenance of endangered languages is often linked to traditional lifestyles
and the richness of knowledge related to them, precisely because the domains
of language use are connected to these lifestyles. In many cases mother
tongue education does not reflect these inherent features of indigenous and
minority languages, hence it significantly impoverishes intellectual resources
that could be otherwise transmitted to the next generations of speakers if
only more appropriate pedagogical practices were to be used. A universal
educational system, based on Eurocentric thought, often strips indigenous
peoples of their language and links with their communities, deprives them
of their cultural practices and connections to place. The loss of language
in certain social domains and inadequate educational practices threaten
traditional knowledge, and in consequence further weaken the language,
thus creating a vicious circle of language marginalisation (Mohanty 2009).
Furthermore, the International Council of Science observes that universal
education programs may compromise transmission of indigenous language
and knowledge, and contribute to the loss of cultural diversity. Some scholars
use a term ‘linguistic genocide’ and ‘crime against humanity’ when referring
to the above mentioned process (Skutnabb-Kangas, Dunbar 2010). Culture-
sensitive language acquisition practices are, thus, of great significance,
especially when taking into account the process of globalization which often
threatens cultural and physical survival of indigenous peoples and ethnic
minorities. At the same time, education which takes place outside the class-
room and is rooted in local cultural practices automatically provides new
social domains for the use of the language (Grenoble, Whaley 2006; Austin,
Sallabank 2011). Development of a culturally sensitive language education
model also requires that the indigenous methods of knowledge acquisition,
transfer, reproduction and retention be thoroughly examined.

In my attempt to outline the role of Traditional Knowledge in language
revitalisation, I focus on the attitudes presented by native speakers of the
Nahuatl language from Mexico, representatives of diverse communities and
organisations from the region of Puebla, Tlaxcala and Mexico City, and
their reflection on how to better accommodate necessities of the language
community without sacrificing its customary beliefs and traditions and the
legitimacy of their locally spoken variants.
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What is traditional knowledge?

In a modern academic discourse a variety of terms are used to describe
Traditional Knowledge: traditional ecological knowledge or TEK, indigenous
knowledge, local and traditional knowledge and wisdom, as well as terms
used specifically by certain groups or peoples in their local languages. A com-
mon feature of many of these terms is the fact that they situate traditional
knowledge outside of knowledge generated in scholarly or academic pursuits
(Huntington 2005). There have also been numerous attempts to define this
concept in the literature. For the purpose of this article, I will focus on the
definitions which highlight the multidisciplinary character of Traditional
Knowledge, its transfer mechanisms and the importance of its intrinsic
connection to language.

Marie Battiste (2002: 2) states that “Indigenous knowledge comprises
the complex set of technologies developed and sustained by Indigenous
civilizations. Often oral and symbolic, it is transmitted through the struc-
ture of Indigenous languages and passed on to the next generation through
modelling, practice and animation, rather than through the written word”.
She further explains that “(...) Indigenous knowledge is typically embedded
in the cumulative experiences and teachings of indigenous peoples rather
than in a library” (Battiste 2002: 2). In a similar way, according to the Con-
vention on Biological Diversity (CBD) — whose goals include the protection
of Traditional Knowledge, innovations and practices connected with biodi-
versity (Maffi 2005) - TK is expressed through a specific set of local cultural
practices and serves as means of transmitting particular elements of this
holistic system. These practices can take the form of stories, songs, folklore,
proverbs, cultural values, beliefs, rituals, community laws, local language,
as well as agricultural methods and traditions (CBD 2013).

Joseph Couture (1991: 57) speaks of ‘indigenous knowing’ rather than
‘knowledge’, thus emphasizing its processual nature: “The mode of indigenous
knowing is a non-dualistic process — it transcends the usual oppositions
between rational knowledge and intuition, spiritual insight and physical
behavior. It is inclusive of all reality”.

Pierotti and Wildcat (2000: 1335) refer to Traditional Knowledge
as a way of thought that includes “(...) respect for nonhuman entities as
individuals; the existence of bonds between humans and nonhumans,
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including incorporation of non-humans into ethical codes of behavior; the
importance of local places and the recognition of humans as part of the
ecological system, rather than as separate from and defining the existence
of that system”.

The definitions provided by Battiste (2002) and the Convention on Biological
Diversity reflect the importance of inherent modes of transmission, character-
istic for traditional knowledge, such as experiential learning and modelling,
which have significant implications for indigenous languages education. It is
thus worth pointing out, that considering the subtractive and monocultural
nature of most education systems, these transfer mechanisms are probably
almost entirely absent from many mother tongue pedagogies.

The last two definitions make reference to the multidisciplinary charac-
ter of Traditional Knowledge. It represents space in which different areas
of human knowledge and experience (religion, ethics, politics, ecology)
interweave and connect as there are no clearly defined boundaries between
them in indigenous thought (Pierotti, Wildcat 2000). As a consequence,
this feature of Traditional Knowledge naturally shapes the way it is trans-
ferred and taught, pointing to the necessity of a more holistic educational
model. Furthermore, because of the interdisciplinary nature of Traditional
Knowledge, language revitalization similarly needs the experience of many
disciplines: ethnopedagogy, cognitive linguistics, anthropology, ethnohis-
tory and ethnolinguistics.

Learning a language through culture-inherent concepts

The starting point for this analysis is a strong conviction, expressed by
a growing number of indigenous and non-indigenous scholars, that native
peoples must control their own means of cultural transmission and education
and that indigenous languages and worldviews must be strengthened and
developed within their own contexts (Battiste, Henderson 2000; Skutnabb-
-Kangas, Dunbar 2010; Chacaby 2011). The construction of a transformative
pedagogical framework interweaves with the process of academy indigeni-
sation and the notion of ‘new humanities’ (Ruthven 1992; Derrida 2001;
Kuokkanen 2005). It is a joint enterprise of scholars and educators who
question Eurocentric concepts of research and pedagogy and seek to include
and validate culture-inherent ways of knowing of native communities
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which were marginalised and dispossessed of their traditions and practices
throughout the process of colonisation and by means of assimilation ideol-
ogy imposed on them by dominant societies (Kuokkanen 2005). Many of
these scholars attempt to trace back traditional knowledge-transfer practices
of indigenous peoples in order to reclaim and validate these ontologies in
contemporary education. For example, Jernsletten points to traditional peda-
gogy of the Saami people who live in Northern Finland, Sweden, Norway
and the Kola Peninsula in Russia. In some Saami communities there are
only a few hundreds speakers left, therefore the languages are in danger of
extinction (Magga, Skutnabb-Kangas 2003). From the historical perspective,
the traditional, reindeer herding and fishing related Saami education was
based on the master-apprentice model. The children used to learn through
observing, experiencing, trying things out, developing skills and listening
to stories. The final step was systematising this learning experience into
linguistic expressions, terms and professional jargon (Jernsletten 1997).
Hence, in order to fully acquire language proficiency, young apprentices
needed to immerse themselves in traditional activities. Other Saami scholars
and teachers emphasise the significance of reciprocity and the relationship
with nature in modern Saami pedagogy, expressed in the philosophy of the
gift, and particularly in the notions of ldhi (God’s gifts, or abundance) and
attdldat (something that a person has to give or share), while advocating
for a learning model in which the school year would express traditional
Saami time dynamics, connected with the reindeer herding cycles (Kuok-
kanen 2005; Hirvonen 2004). It is also noteworthy, that the Saami University
College in Norway, founded in 1989, has adopted traditional knowledge of
the Saami people as one of its main fields both in research and teaching
(Balto, @stmo 2012).

A similar experience is shared by the Anishinaabe people in Canada who
speak an indigenous language of the Algonquian family (Anishinaabemowin
or Ojibwe). Currently, the language has between 35.000 and 50.000 native
speakers in Canada and North America. However, the existing colonial
bilingual language policy in Canada is not based on helping or persuading
Canadians and indigenous people to understand and revitalise the value
of indigenous languages and worldviews. Instead, it further de-legitimates
aboriginal knowledge by incorporating indigenous thought into English or
French thought (Battiste, Henderson 2000). The drawbacks of current revit-
alisation practices include dominant discourses on Eurocentric linguistic
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models of language, Eurocentric classification of parts of speech, emphasis
on preservation and documentation without community activation or
ownership, institutional legitimacy of non-Aboriginal teaching methods,
such as verb-based, low-context, individualised instruction, certification
of teachers for predominantly Eurocentric pedagogy, resulting in low levels
of language proficiency beyond basic nouns and commands®. Therefore, of
special importance are the initiatives which challenge the current revitalisa-
tion practices and reclaim traditional knowledge through the development
of community-driven language documentation and teaching tools such as
culturally-relevant etymology and the documentation of traditional teach-
ings on word meaning, root words, stories, as well as grammars structured
around the indigenous worldview (Chacaby 2011). Mary Hermes notes that
“Particular ways of creating relationships, values, and webs of meaning and
contextualised ways of teaching can easily be lost in the homogenising and
controlled environment of the schools” (Hermes 2005: 49-50). Therefore,
the meaning and relevance of social space where language is transmitted
should not be underestimated as it can further weaken or strengthen culture-
inherent concepts.

Leanne Hinton critiques the school class-room as a space which is
insufficient for the goals of language revitalisation. The class-room culture
and can be harmful in many was as it differs essentially from indigenous
learning cultures (Hinton, Hale 2001). Such an environment plays a fun-
damental role in the process of learning indigenous language as a second
language where there is a high probability of teaching through the concepts
of the dominant language. Such is the practice of teaching the Ojibwe as
exemplified by Mary Hermes:

Students understand Ojibwe using the language they already have: English.
Ojibwe words, fragmented from complete thoughts or sentences, can be appro-
priated into an English or Western meaning system. For example, although the
Ojibwe language, like certain other Native American languages, emphasises
verb structures, it was common practice across the research sites to teach lists
of nouns in language classes (...). It becomes obvious that students are thinking
in English when they pluralise Ojibwe words as they would a word in English.
Thus ma’iingan becomes ma’iingans, although the correct plural would be

? Personal communication with Maya Chacaby, Aboriginal Cultural Competency Educa-
tion Coordinator at the Ontario Federation of Indigenous Friendship Centers (OFIFC), July 2013.
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ma’iinganag. The Ojibwe language was taught as a foreign language, through
the vehicles normally applied to teach English (Hermes 2005: 50).

Based on this particular teaching experience, it seems that the first logi-
cal step when developing a culture - sensitive language pedagogy should
be to thoroughly examine the nature of the language itself in terms of the
specific knowledge system it contains and the complex system of relation-
ships encompassed by it. As emphasised by Mary Hermes, in the case of
the Ojibwe language which is based on verbs, the learning strategy should
focus on the process of creating and sustaining relationships because the
specific word used in this language depends on the subject who is doing the
action, to whom and what context the action takes place in (Hermes 2005:
50-51). Similarly, in the following part I attempt to outline some of the
culture-inherent language features of the Nahuatl language as expressed by
its speakers, bearing in mind a learning process in which a language should
express the way of thought as deeply and as clearly as possible.

Nahua pedagogy: towards an experiential
model of language learning

Nahuatl is an agglutinative language and a member of the Nahuan
branch of the Uto-Aztecan language family, endemic to Mesoamerica
(Suarez 1986; Launey 1992). The core Nahua languages include the Nahuatl
varieties and Pipil - the language spoken in El Salvador (SIL 2013). It is one
of the most important indigenous languages of the New World and one
of the principal languages of Mesoamerica, currently spoken by around
1.5 million people in Mexico (INEGI 2010). This population is dispersed
over a large area and the number of native speakers from the youngest gen-
eration, especially children, is decreasing rapidly. This is caused by the lack
of implementation of bilingual education and unofficial discrimination of
indigenous peoples in many aspects of their lives (Perez 2010). The public
education system has been an instrument of Hispanisation since 1964 and
although bilingual education is expanding, its goal of replacing indigenous
languages with Spanish has not changed (Olko, Sullivan 2013). Nahuatl is
at risk of total replacement by Spanish unless steps are taken to ensure its
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continued transmission to children (Rolstad 2002). Therefore, the task of
language revitalisation is of great urgency, especially in heavily urbanised
areas such as Tlaxcala.

Throughout my fieldwork concerning the use of traditional knowledge in
culture-sensitive language pedagogy, I have interviewed Nahuatl teachers and
students, writers, poets, university professors, local leaders and traditional
knowledge holders as well as activists and artists, who shared one feature in
common — a strong interest to preserve their mother tongue and traditions.
My questions revolved around traditional learning methods, present in
Nahua culture, as well as valuable teachings and practices which are being
lost in favor of a commercial culture, and which should be passed on to the
next generation together with language skills. My main research interest,
however, concerned the concept of Nahuatl as a vehicle and depository of
epistemological beliefs and conceptions, the loss of which will significantly
impoverish the native speakers’ cognitive, social and spiritual resources.
For example, Justyna Olko and John Sullivan describe Nahuatl as a highly
contextualized language with no infinitive forms of verbs. Its structure
emphasizes the importance placed on which kind of subjects can perform
action (deities, humans, wild animals, domestic animals, flora and/or inani-
mate entities) and reflects a culture in which mountains, celestial bodies,
springs, land and other natural phenomena are considered more animate
than humans. These inherent features should therefore naturally determine
the methodology of learning, especially when thinking from ‘within’ the
language, and when undertaking a task of elaborating monolingual defini-
tions (Olko, Sullivan 2014).

My interlocutors’ perceptions about the Nahuatl language pedagogy fall
roughly into 3 categories:

1. Nahuatl should be taught as a means of transmission, expression and
perpetuation of cultural values

One of the knowledge holders and a Nahua poet from Tlaxcala consid-
ers that her mission as a writer is to ‘rescue the language because it carries
something very precious- the wisdom of the ancestors and their inherent
values™. One of the most important points to be considered is the preservation

* “Mi mision es el rescate de la lengua porque lleva algo muy valioso, que es la sabiduria

de nuestros ancestros, y lleva implicito los valores”. Interview with a knowledge holder, San
Miguel Xaltipan, 22.09.2014.
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and revitalisation of the reverential or honorific forms which are linguistic
elements used to express respect and distance. For example, such system of
marking social distance and respect can be found in the morphology of the
Nahuatl spoken by the communities in the Malintzin volcanic areas in the
states of Tlaxcala and Puebla (Hill, Hill 1978). With regard to this topic, one
of the collaborators, a retired school teacher from San Felipe Cuauhtenco in
Tlaxcala region stated the following:

Through the language flows all of our culture’s wisdom. The western culture
is teaching us equality, which is good. But if it is misunderstood it will not
lead us to something very positive. Our language brings a lot of reverence
towards our grandparents and our parents. And previously, even children
used reverential forms when speaking to each other. It is important to trans-
mit this value*.

For some, the acquisition of a reverential form seems to be a basic step
when learning Nahuatl, an essential skill without which one would simply
not be able to communicate with older adults or authorities, the ones who
are truly fluent speakers of Nahuatl:

In the community of Santa Ana Tlacotenco the elders attest to the vitality of
the language. They pass on the reverential form to us. If we don’t educate young
people that way and we send them to the community, they simply won’t be able
to interact with older people or community authorities®.

A similarly important principle is related to respect one should dem-
onstrate towards life and the natural environment, as expressed by another
primary school teacher of Nahuatl from the same locality:

* “Dentro del idioma transita toda la sabiduria de nuestra cultura. La cultura occidental

nos esta enseflando la igualdad que es buena. Pero mal interpretada no nos esta llevando
a algo muy positivo. El idioma nuestro trae mucha reverencia hacia los papas y los abuelos.
Y anteriormente hasta los nifios se hablaban en usted. Es muy importante transmitir ese
valor”. Interview with a Nahuatl teacher, San Felipe Cuauhtenco, 17.09.2014.

® “En la comunidad de Tlacotenco los abuelos son los que nos dan testimonio de
que esta viva la lengua. Nos van dejando el reverencial.Si al joven no lo formamos de esta
manera y lo mandamos a la comunidad simplemente no va a poder interactuar porque
tienen que estar con la gente mayor, con los que ostentan una autoridad comunitaria”.
Group interview with the team of an NGO Avido. Desarrollo Humano A. C, Mexico city,
Mexico City, 25.09.2014.
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If you are a native speaker of Nahuatl you have a different way of perceiving
the world. It is natural because you have a different attitude towards things
which surround you. When my grandma was walking sometimes she would
find a seed. She would always pick it up as a sign of respect because it shouldn’t
be laying there on the ground®.

The worship of nature is also identified by some collaborators with the
ancient cultural core, connected with pre-Christian beliefs and centered on
natural deities:

The last Aztec monarch Nezahualcoyotl was a poet and adored nature. With-
out nature there would be no life. Our culture was conquered during colonial
times and most of us stick to the worship of holy images. But we, as the Nahua
people have our own philosophy. We learn it from the sacred, through nature,
animals and ourselves’.

2. A student of Nahuatl needs to ‘live’ the language through a daily
experience

Many collaborators emphasized the significance of an emotional and
sensory connection to the language experience. For example, learning
toponymy equals gaining a profound understanding of the place. It means
going to a specific destination and experiencing the shape of the river, the
number of trees, the presence or lack of sand or rocks, the specific landform,
the configuration of plants and trees. This holistic experience leads the
speaker to understand the name and its origins. In this way, the language
symbolically transcends its intangible nature and makes one with sensory
experiences:

If you want to find out what a name of a place means, you have to visit the place
and see if there are many trees, if it ends in the form of a point or if there is

¢ “Si tu eres hablante tienes otra forma de ver la vida. Eso es natural porque tienes otra

actitud frente a lo que te rodea. Cuando mi abuela caminaba por la calle y encontraba una
semilla la levantaba como signo de respeto que no deberia estar ahi tirada”. Interview with
a Nahuatl teacher, San Felipe Cuauhtenco, 13.09.2014.

7 “Nezahualcoyotl el Gltimo rey azteca fue un poeta y adoraba la naturaleza. Si no hay
naturaleza no habria vida. Nuestra cultura fue conquistada desde la colonia. La mayoria sique
aferrada a esa parte de creer y adorar en imagenes. Pero, nosotros como gente Nahua tenemos
nuestra propia filosofia. La aprendemos del divino atraves de la naturaleza, los animales y
nosotros mismos”. Interview with a Nahuatl teacher, Tepeyoloc, 06.09.2014.
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alake. When you make a person live through the language you make meanings.
When you make a connection between the story of maguey® and the story of
your ancestors you make meaning. It is your experience and it tastes of pulque®'°
The necessity of immersing oneself in a more contextualised language
experience should be connected to specific cultural moments, places and
activities, such as giving and listening to speeches related to specific religious

or community offices:

The place triggers a series of expressions which appear in a given cultural moment,
when one acquires a wide range of meanings. In order for this heritage of not
only language, but also culture to exist, one has to be there during thanksgiving
events, exchange of discourses, weddings, baptisms and live it'".

Itis also noteworthy that the learning process itself can become a life-changing
experience. Furthermore, more proficiency in Nahuatl lexicon brings the pos-
sibility of expanding one’s creativity and agglutinative skills when incorporating
new words and knowledge into everyday activities:

We have a lot of vocabulary which we have learned but we don’t know how to
conjugate it, glue it, weave it. We have our own way of gluing words together.
We are living it. The language has become the life itself. It is to incorporate all
this vocabulary and knowledge in our everyday experience. How we cook, how
we plant seeds, how we call each other, how we greet each other, also in Spanish.
There are words in Spanish which we don’t find useful anymore'?.

8 Maguey or agave americana is a native plant of Mexico.

° Pulque is an alcoholic beverage made from the fermented sap of the maguey.

1 “Si queremos encontrar un nombre del lugar que significa tenemos que ir a parar
en este lugar para ver si hay muchos arboles o si termina en forma de punta o si hay un lago.
Cuando haces que la persona conviva a traves de la lengua haces sentido. Cuando haces que
la historia del maguey se conecte con la historia de tus abuelos haces sentido. Es tu vivencia y
te sabe a pulque”. Group interview with the team of an NGO Avido. Desarrollo Humano A. C,
Mexico City, 25.09.2014.

"' “Ellugar desencadena una serie de expresiones que solamente se dan en cierto momento
cultural en el que uno adquiere una gama amplia de significados. Para que exista esa herencia
no solamente de la lengua pero también de la cultura, uno tiene que estar en esos encuentros
de agradecimientos y de intercambio de discursos, en las bodas, en los bautismos”. Interview
with a Nahuatl teacher, San Felipe Cuauhtenco, 13.09.2014.

' “Tenemos mucho vocabulario que hemos aprendido y que no sabemos conjugar, pegar,
ir tejiendolo. Lo estamos viviendo. La lengua se ha vuelta la vida misma. Es incorporar todo
este vocabulario y conocimiento en nuestro cotidiano. Como cocinamos, como sembramos
el jardin, como nos nombramos, como nos saludamos, incluso en espaiol. Hay palabras en
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3. The language one speaks should be contextualised, alive and spoken

It is important to stress the value and richness of local variants of Nahuatl.
These variants have been subjects of different linguistic studies and they are
often considered part of regional folklore. However, this ideology seems to
deprive them of their innately communicative character as vehicles of human
interaction. Contrarily, classical Nahuatl has been greatly acknowledged and
valued academically and often transmitted as the only correct version of the
language (Avido. Desarrollo Humano A. C 2014). The members of Avido.
Desarrollo Humano A. C, a Mexico City-based organization dedicated to
social and artistic development as well as the preservation and revitalisation
of Nahuatl, consider the local variants of Nahuatl as an inherent expression
of cultural practices which sustain social systems and create identity-based
community ties:

The starting point has to be the community vision, a language which is spoken
by the elders. If somebody learned it from a book but cannot maintain a con-
versation he is disqualified. Not because his knowledge is not valid. But because
his discourse is not logical and it lacks consistency.

As expressed by the interlocutors, the language of transmission has to
be legitimate, alive and spoken in a particular place, although the histori-
cal writing tradition is an important part of cultural heritage and it carries
a significant educational value:

I talk about pulque, 1 grab a lot of words from here. These are everyday terms
but they carry a metaphor. Every language has evolved and my writing expresses
the way Nahuatl is evolving. Other writers reintroduce Classical terms which are
not used anymore. It is useful because it shows how Nahuatl was spoken before.
But today if a speaker reads a Classical text sometimes he doesn’t accept it'.

espafiol que ya no nos sirven”. Group interview with the team of an NGO Avido. Desarrollo
Humano A. C, Mexico City, 25.09.2014.

'* “El punto de partida es la vision de la comunidad, la lengua hablada por los abuelos.
Si viene alguien quien lo aprendié de los libros pero no puede sostener una conversacion
queda automaticamente descalificado. No porgeu su conocimiento no es valido sino porque
su discurso no es logico y nos es congruente con lo que me esta diciendo”. Group interview
with the team of an NGO Avido. Desarrollo Humano A. C, Mexico City, 25.09.2014.

* “Hablo del pulque, agarro mucho las cuestiones de acd. Son terminos cotidianos pero
llevan una metafora. Toda la lengua ha evolucionado. En el caso de mi escribir es también asi como
estd evolucionando el nahuatl. Pero yo veo a otra escritora y ella rescata los términos clasicos que
ya no se utilizan. Es util porque te muestra como antes se hablaba el nahuatl. Pero si un hablante
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Conclusions: in search of an integral model
of language revitalisation

Practical solutions in the field of language revitalisation must transcend
a purely linguistic perception of a language as an abstract communication
system, which can be passed on to students as set of grammatical rules
and lexicon with the use of ‘universal’ methods and techniques. Western
education should be implemented not as the single best one but as a par-
allel system of knowing, which enriches student cognitive tools without
depriving them of those, which have been passed on to them through their
mother tongue. Similarly, the very knowledge and cultural values encoded
in indigenous languages should be implemented as an educational tool,
together with other methods recommended by indigenous scholars. These
include bringing culturally-relevant etymology and documentation of tra-
ditional teachings on word meaning, root words, and stories into language
education, as well as introducing experiential learning techniques such as
modelling, practice and animation, connected to specific cultural moments
and places of significance. These contemporarily and traditionally signifi-
cant places and practices can be found within the richness of the locally
spoken variants. Such vision of language, presented by my interlocutors, is
a valuable alternative to the views which condemn contemporary Nahuat]
to extinction and question the survival of the Nahua culture in the modern
world because it is seen as a ‘degenerated’ and ‘impoverished’ version of
a once thriving civilization.
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The use of traditional knowledge and culture-sensitive pedagogy
in the revitalisation of endangered languages and cultures

(Summary)

The article examines the role of traditional knowledge and contextual methodolo-
gies of language acquisition in the revitalisation of endangered languages. It focuses
on the attitudes of the native speakers of Nahuatl, but also uses some examples from
Saami and the Anishinaabemowin cultures from Norway and Canada respectively.
It argues that culture-sensitive pedagogy, which involves identity-relevant contents
and practices and the inclusion of an indigenous worldview in language transfer,
can positively influence the process of reversing cultural and linguistic erosion.
I critique the revitalisation of languages enframed as abstract entities, separated
from a broader cultural context. I support the line of thought which proposes that
the process of revitalisation should embrace culturally specific ways of identifying
in a more fundamental way, taking into account the emic, the internal perspective
of a native speaker. This encompasses interpretations existing within the culture,
determined by local customs, meanings and beliefs.

Keywords: language revitalisation, traditional knowledge, culture-sensitive peda-
gogy, endangered languages
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What is vital to a minority people?

‘Vitality’ and ‘revitalisation’ share the common root ‘vital’. In this
article we focus on the Maori language and how important this is to Maori
as the major minority people of New Zealand. Apart from mere everyday
communication, why is a language so vital to the existence of a people?
How is vitality measured? Are there indeed scales of vitality? Zero vitality.
Passive vitality. Active vitality. Could the well-being of an individual, of an
entity, of a people, of a country be locked within what a majority people
might refer to as a ‘minority’ language? Karetu asserts that the ability to
speak Maori is the ultimate expression of being Maori (1990). As a result
of our research we present the findings of 3 years research in New Zealand
regarding the Maori language where we have delved into the value of the
Maori language and the attitude of New Zealand towards it. We present
the ZePA model (Higgins, Rewi, Olsen-Reeder 2014) as a model that pro-
poses a complementary approach to revitalisation of the language. We use
two case studies to demonstrate the application of this model within those
focused environments and how this might translate to effecting the value
and vitality of the Maori language.

Firstly, a brief overview of the Maori language, the minority language
under discussion in this section. The Maori language is the indigenous lan-
guage of New Zealand, one of two ‘official’ languages. It is believed to have
originated from the Austronesian languages which occur throughout East
Asia and the Pacific, to Madagascar and Rapa Nui (Easter Island), and from
the Melanesian Islands chain to New Zealand in the South Pacific (Moorfield,
Johnson 2004). With the intensive contact period of colonisation of New
Zealand in the early 1800s by English migrants, education became a critical
factor in language loss, in that Western education through schooling systems



required Maori of that time to learn English. Ironically, just recently, educa-
tion receives huge investment by way of resourcing.

as Maori became increasingly exposed to the English language, and discerned
its necessity as conduit for trade and other official relations with Pakeha,
Maori would largely become ‘pidgin speakers’, from the 1840s to the 1900s in
particular. (Rewi 2012)

The Maori Language Act came into effect in 1987 and ‘its (limited) statu-
tory entitlement’ is ‘supposed to encourage the use of Maori “as of right”, as
an “official language” of New Zealand’, however, ‘Maori is not the language of
choice for most Maori speakers engaging with the Crown in matters of civic
importance’ (Stephens 2014). It is spoken by approximately 25% of the Maori
people who make up New Zealand’s population of approximately 4.5 million
people. 1.6 % of non-Maori New Zealanders have some ability to speak the
Maorilanguage. It has been purported that in total, approximately 4% of New
Zealanders are able to speak some Maori (Zuckerman 2012)." (For further
reading on the Maori language and its history, see Benton, Christiansen,
Te Puni Kokiri, Te Paepae Motuhake 2011).
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Figure 1: ZePA

The ZePA paradigm

As pre-empted by the opening passage, the ZePA model has three major
zones: Zero (Z), Passive (P) and Active (A) which form the acronym ZePA
(See Figure 1: ZePA). If we focus purely on language revitalisation, under the
ZePA model, Zero revitalisation is when there is absolutely zero progression
on language vitality in terms of adding vigor and renewal. The Zero position

! There are numerous reports on the Maori language and its history: see Benton, Chris-
tiansen, Te Puni Kokiri, Te Paepae Motuhake (2011).
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also refers to anti-progressive or oppositional constituents to revitalisation.
The Passive zone refers to anything that concurs with the idea of revitalisation;
even if this is merely agreeing at an intellectual level that revitalisation of the
language should exist. The Active zone refers to individuals or institutions
who, as it states, ‘actively’ engage in revitalisation.

Within this model there are three critical operations that exist amongst
inter and intra zonal: Right-shift, Left-shift and Static, which we shall discuss
briefly.

ZERO PASSIVE ACTIVE

D D

Figure 2: ZePA Right-shift

ZePA inter-zonal right-shift is whereby engagements see the shift away
from the Zero position to the Active position, and from passive to active (see
Figure 2: ZePA Right-shift). It could be argued suggesting a skip from Zero
to Active, however, our theory is that however minimal or temporary, there
must have existed a state of ‘transition through the passive’ in between.

ZePA intra-zonal right-shifting is the movement from a low end, extreme
left, to the extreme right within the single zone, for example, within the Zero
zone, the Passive zone or the Active zone, respectively.

Zero Passive Active

€ € 4

Figure 3: ZePA Left-shift

As you have probably already deduced, ZePA inter-zonal left-shift is
whereby engagements see the shift away from the Active position to the
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Passive position, and from Passive to Zero (see Figure 3: ZePA Left-shift).
Whether a skip from Active to Zero is possible, however, is an unknown
at this stage. We would argue, at this point in time, that it is plausible
to go from being fully active in revitalisation to fully oppositional to it,
at a theoretical level. This might, for example, be demonstrated when
a language learner meets a language purist who has zero tolerance for
error and neither hesitates nor tempers any expression of this towards the
language learner. This case is a reality for some language learners of the
Maori language in New Zealand where there are grammarian revitalists,
fluency revitalists, cultural and philosophical nuance revitalists and the
ultimate idealist revitalist comprised of those who expect all of these to
be adhered to.

Similarly, in contrast to ZePA intra-zonal right-shifting, ZePA intra-
zonal left-shifting is the movement from a high end, extreme right, to
the extreme left within the single zone; Zero zone, Passive zone or Active
zone. Intra-zonal left-shifting is less critical than inter-zonal transitions
as we believe these may sometimes be short-term and are reactions to
momentary environmental changes. We would feel some reassurance that
something like language revitalisation will not suffer long term effects in
this case and would, therefore, expect revitalisation to return to the posi-
tion it regressed from.

Zero Passive Active

Figure 4: ZePA Static

There is a connection between intra-zonal movement and ZePA static
(Figure 4) which means there is no clear transition from one zone to the next,
either right-shift or left-shift. It may be the case that there is no intra-zonal
movement; no progression and no regression, therefore, no revitalisation.
Might we then assert that anything that is not revitalisation is, by default,
anti-revitalisation?
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ZePA and the Workplace

Having introduced the ZePA model it serves as the basis whereby we now
share two case studies which illustrate how the ZePA might be applied. The
first case study looks at the operationalisation of the Maori language in the
workplace. This particular study reflects on recent research undertaken by
the authors under Te Kura Roa, a Nga Pae o Te Maramatanga Pae Tawhiti:
Te Reo Maori initiative — a three-year research programme exploring the
value of Maori language within New Zealand. This research included 46
individual respondents from 12 government departments in New Zealand.
Participants were specifically asked what they thought enabled or restricted
the use of their Maori language in their particular workplaces.

The main categories of response type and comments that emerged from
the participants” answers are discussed throughout, firstly as an overview
of factors that left-shift, that is, inhibits Maori language use, and then as an
overview of ZePA right-shifting, that is, factors enabling Maori language
use in the workplace. We then turn to more closely attend to each main
category for factors enabling Maori language use, followed by those that
inhibit its use.

Regarding the response categories, these more rightfully express what
the main inhibiting or enabling feature was per participant comment or
statement, in a situation where many of the categories are inter-related.
ZePA left-shifting includes instances whereby staftf have few opportuni-
ties to use the Maori language in the workplace, for example, this may
be a consequence of management behaviour, lack of staff confidence and
a lack of implementation of any Maori language strategy amongst other
things. The categories have been established, therefore, on the basis of what
participants themselves thought was/were the main contributing factor(s)
to their Maori language use in the workplace being inhibited or enabled.
As with much other human behaviour, distinguishing a ‘causative’ from an
‘effect’ is not necessarily possible or easy. What may look like a causative,
‘lack of confidence’ to use the Maori language, for example, may actually
be an effect from a combination of different causatives, such as negative
attitudes towards the Maori language (Zero positioned individuals), man-
agement indifference, and a low value placed on the Maori language in
the workplace in terms of remuneration, professional development and
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recruitment, and cultural diversity. Although the findings here are merely
an initial analysis, reflection, and report of participants’ responses, deeper
analysis may be possible by considering and distinguishing which factors,
either enabling or inhibiting Maori language use, are external to the par-
ticipant, for instance, the participant’s workplace environment, from those
factors which are internal to the participant, in terms of the participant’s
own response, initiative, and interaction with that environment. An assess-
ment might then reasonably follow on the extent to which an individual
can be assigned responsibility for factors outside of their control, which
are the most effective responses to inhibiting external factors, and which
are the behaviours and attitudes that help turn a prohibitive environment
into an enabling one for the Maori language. The interconnectedness of
‘cause’ and ‘effect’, perhaps, needs to be kept in mind throughout, but for
the purposes of this report the first aim is to provide insight into the main
features present in the participants’ descriptions of their working environ-
ments in terms of Maori language use.

ZePA right-shift — Active:
Workplace enablers of language use

Some of the categories that are listed as enablers of Maori language
use are very similar to those listed (later on) as inhibitors, the major differ-
ence being that enablers have a positive impact on the Maori language. We
would expect that enabling and inhibiting factors are, in fact, inter-related.
For example, where there is positive Maori language use by managers there
is more likely to be managerial support for staff access to Maori language
learning and use. As with the inhibiting factors, the factors that enable
Maori language use are based on what the participants’ thought was most
important in their work environments, and some may be defined as causes,
some as effects, and some as both. The first category, ‘opportunities to use’,
for example, may act as an effect when the opportunity is provided by
management, but when it is the result of Maori language speakers using the
Maori language in the workplace that ‘opportunity’ becomes a ‘cause’. The
enablers, as informed by the staff, have been categorised below (left column)
and brief descriptions of how these translate are in the right hand column.

54



They have been listed in order of the frequency of responses related to each
category.

Figure 5: Category definitions - Maori language enablers®

Factors that enabled the use of the Maori
5.1 | Opportunities to use: language, such as fluent speakers speaking
daily in the Maori language.

Management behaviour that enabled Maori

5.2 | Management supportive: language learning and use.

Implementation of any Maori language
Implementation of a Maori | strategies through professional develop-

>3 language strategy: ment plans, job descriptions and recruit-
ment.
Factors that enabled access to learning the
54 Access (learning / resour- | Maori language, such as in-house Maori
| ces): language classes and Maori language guides
/ word lists.

Where participants mentioned non-Maori
5.5 | Non-Maori learning: staff learning the Maori language as hav-
ing a positive impact.

Maori language strategies and initiatives

>6 | Maori only policies: that focused on Maori staff only.

Maori cultural and Maori language

Maori cultural and lan- knowledge where learning Maori language
guage expertise: enhanced knowledge and appreciation of
Maori culture, and vice versa.

5.7

Where participants reflected generally on
5.8 | Positive attitudes: unspecified positive attitudes towards the
Maori language.

* Adapted from Rewi, Day (2014) ‘Enablers and Disablers of Maori language use in the
Workplace’.
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The opportunities of using the language was the most favoured enabler
with approximately 88% of the 43 employees identifying this as the key
enabler for Maori language use in their workplace. This suggests that while
access to Maori language learning was seen as an important enabler, of
more immediate concern to the participants was workplace opportunities
to use the Maori language. Obviously efforts to learn, maintain and speak
the Maori language were rendered ineffective if there were no correspond-
ing opportunities to use the Maori language, whether that be in documents,
phone calls, emails, meetings, conversations, or via Maori cultural activities
such as powhiri, or in waiata /| Kapa Haka. Given that many government
workplaces are providing some kind of in-house Maori language training
and/or participants were aware of other Maori language learning options,
access to learning the Maori language appears to be a less urgent issue for
this particular cohort of participants.

Participants saw the opportunities to speak, write, read, think, and
hear, that is, use the Maori language in government workplaces as the
main components of opportunity. This applied across all fluency levels.
Hearing, speaking, using the Maori language was important to those
beginning to learn the Maori language and experiencing higher levels
of Maori language use in the workplace would necessarily add urgency
and motivation to their efforts. Opportunities to use the Maori language
were also important to attain higher fluency levels in order to maintain
and develop their fluency.

There was a major drop-off between category 1 (88%) and category 2,
with approximately 38% referring to support from management as an effec-
tive right-shifter of language use. Categories 3 and 4 had 28% and 26% of
respondents identifying them as enablers. Categories 5-8 ranged between
12% and 1%.

With reference to Figure 5, we now provide some concrete examples of
how ZePA might be in operation. Enabler 5.5 (Non-Maori learning) is a ZePA
right-shifter which might take effect inter-zonally from Zero to Passive, and/or
Zero through to Active. If one asserts that the monolingual majority language
population is most opposed to learning the minority, or regional language
of a country, we might also assert that the greater opposers of the minority
language also constitute that population of being non-ethnically affiliated
to that language. Therefore, the reduction, or removal of such bodies from
the Zero position, right-shifting them to the Passive, in the first instance is
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progressive towards language use within the workplace and revitalisation
of that language at a national level.

Enabler 5.8 (Positive attitudes) has the potential to right-shift inter-zonally
from Zero to Active and from Passive to Active. If, for example, a proficient
user senses some attitudinal reticence towards the Maori language, there
might also be a propensity to refrain from actively speaking the language.
However, if any stigma regarding minority language use is reduced; if the
proficient minority language user experiences positive support for the minor-
ity language, then we might expect that person to move out of the Passive
knowledge of the Maori language to being an Active user. They might also
become Active advocates for initiatives that support Maori language acquisi-
tion and use within the industry.

For a low-Active to high-Active transition, positive attitudes might
also play its role in that where a minority language speaker experiences
some reluctance as a result of attitudinal dismissiveness of the minority
language, they may not be so confident in using the minority language
in public workplace areas, for fear of retribution. Therefore, a person who
limits their use of the Maori language to specific zones may, with positive
attitudinal support, feel comfortable in engaging the language in all areas
of the workplace environment.

The above is but one section of the workplace extracted from the research
to illustrate the application of the ZePA model in terms of right-shifting its
usability within the workplace. We now look at an example of left-shifting
conditions, that is, Maori language inhibitors or disablers.

Factors participants said inhibited their Maori language use in the
workplace formed the main categories as per the following definitions found
in section 6.2.1 below. The categories emerged after analysing the range and
frequency of participants’ statement types and are by no means the only way
of grouping participants’ responses. To some extent the categories overlap,
for example, an inhibiting factor that can be assessed as ‘lack of access’ to
Maori language learning may actually also be, and is likely to be, a factor
related to management behaviour. To some extent, prioritising which factor
is more strongly causative may be required.
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Figure 6: Category definitions - Maori language inhibitors®

Factors that inhibited opportunities to use

6.1 Few opportunities (speak, write, etc.) of the Maori language,
| touse: such as a lack of fluent speakers (excludes
management behaviour).
Lack of access Factors that inhibited access to learning the
6.2 | (learning / Maori language and/or access to learning
resources): sources or Maori language material.
Managerial action/inaction or behaviour
Management resulting in lack of access to learning or
6.3 |unsupportive / resources, lack of Maori language use, and/
blocking: or lack of implementation of Maori Language
Strategies.
- Lack of implementation of any Maori lan-
Maori Language lack of a Maori language
6.4 | Strategy not imple- guage strategy, or, Jack o _arsuag
mented / absent: §trategy (often' related to r'nanagerlal behav-
iour but not directly specified).
General issues associated with a lack of
Maori cultural expertise generally or atti-
6.5 Lack of Maori cul- | tudes towards Maori that had an impact on
| tural expertise: attitudes towards the Maori language as well
as the implementation of any Maori lan-
guage strategies.
Statements directly reflecting a lack of
support for non-Maori learning the Maori
6.6 Non-Maori not sup- | language, or limitations placed on non-Maori

ported / issues:

learning / speaking the Maori language, and
any statements indicating tension around
non-Maori learning the Maori language.

Workplace.

* Adapted from Rewi, Day (2014) ‘Enablers and Disablers of Maori language use in the
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Negative attitudes generally towards Maori
6.7 |Negative attitudes: | people and culture that impacted on atti-
tudes towards the Maori language.

The table above (Figure 6), as we mention in the previous section has
a high correlation with the enabling factors as, what might be expected,
where any enabler is not being effected, this will thus become a disabler.
The explanatory comments in the right column provide more narrative
surrounding the experiences shared by the participants. With reference to
Figure 6, we now provide some concrete examples of how ZePA is in opera-
tion, drawing from a few examples.

This inhibitor, 6.1 (Few opportunities to use), is an example of ZePA
left-shift from Active to Passive. Those with the potential to speak are not
afforded the ‘opportunities’ to do so because they do not have other fluent
speakers to converse with. This might not be limited to fluent speakers, as
it may also apply to anyone else in the workplace with some proficiency to
communicate within the medium of Maori. An individual’s willingness
to communicate with whoever varies. For example, there are those who,
for reasons of personal confidence, will prefer not to engage with others of
especially high proficiency because of the anxiety about being wrong, the
potential result of this being correction by the more fluent speaker. Other
seek the company of fluent speakers in order to be exposed to exemplars of
Maori language. Additionally, the more proficient speaker in this duo is likely
to be skilled enough to reword phrases and grade the language to a point
where they do not have to default to English - thus at least ensuring some
fluency of conversation.

Inhibitor 6.2 (Lack of access (learning / resources)) is an example of
ZePA static across the Passive zone, in terms of learning the language.
As we might expect, actively using the language requires knowledge and
proficiency, therefore, this cohort possibly wants to move from the Passive
into the Active zone, however, this requires increased proficiency in order
to do so. They will experience frustration at not being able to advance from
the aural competencies they may have. They have, however, demonstrated
at least a Passive position regarding the possibility of the Maori language
having a place within the workspace.
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From the workplace position, 6.3 (Management unsupportive / block-
ing) is a ZePA left-shifter in the Zero zone. Management would be Zero
positioned. They neither allow employees in the Passive nor the Active zones
to shift intra-zonally within Passive and Active or transition inter-zonally
from Passive to Active. We might argue that this is the most critical cohort,
that is, those in the Zero position, because if, like in the example above,
the Zero Positioner is the manager, they have the ability to affect the entire
workplace. If a Zero Positioner has an autonomous role separate from others,
the fact that they hold a Zero position is less likely to affect others, therefore,
the workplace as an entire entity might still proceed along its right-shifting
path, if that is the path it is on.

ZePA and the Crown Entity: value for stakeholders

We now consider a pro-Maori language entity as a case study of how the
ZePA is being effected at the policy level within the organisation. Te Mangai
Paho is a Crown Entity ‘established to make funding available to the national
network of Maori radio stations and for the production and broadcast of Maori
language television programmes, radio programmes and music recordings’
(Te Mangai Paho 2014). In 2012-2013 the Board of Trustees along with senior
management of Te Mangai Paho was engaged in the strategic direction of the
organisation. As a result of the work undertaken, a view on how the theory
of language revitalisation might be better tailored to the specific needs of the
cultural landscape was developed and Te Mangai Paho adopted the ZePA,
or Right-shift model for normalisation of Te reo Maori. Following on from
these discussions, Te Mangai Paho and their relevant stakeholders sought to
develop a measurement instrument aimed at accurately capturing the state
of openness to and interest in Maori language and culture, competence in
speaking Te reo Maori and use of the language in accordance with the ZePA
model. The desire was that investigating the user cohort under the ZePA
they might be able to monitor the success of Te Mangai Paho’s distribution
strategies in the future. It was hoped that this would allow Te Mangai Paho
to measure the impact that broadcasting is having on advancing the Maori
language (Bentham 2014: 2).

The model highlights how Right-shifting the position of an individual
from Zero to Passive to Active can strengthen the position of the language
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within society. The key difference is that the emphasis is not simply on
moving directly from Zero to Active. Right-shifting an individual from
Zero to Passive can generate increased awareness and support for language
revitalisation more broadly, and the subsequent Right-shifting from Passive
to Active is then easier to achieve.

To successfully revitalise the language, Maori language initiatives are
needed that support and proactively encourage a Right-shift - to increase
the value, status and use of the language over time.

The adoption of the Right-shift approach is a response to the govern-
ment’s drive for better outcomes and better results. Our aim is for the Maori
broadcast sector to be able to demonstrate a tangible impact on Maori lan-
guage and Maori cultural outcomes (Te Mangai Paho 2013: 4).

Having included the ZePA model in its Statement of Intent* 2013-2018,
Te Mangai Paho then required any applications for funding to identify at
what their particular programme, for example, was aimed in terms of the
ZePA - Zero cohort, Passive cohort, or Active cohort. From this, this Crown
entity might be able to work towards its strategic goals for the vitality of the
Maori language. This particular government department has been included
here to demonstrate an alternative model to Maori language revitalization in
New Zealand. We have already accentuated the Zero position on the ZePA
model as worthy of focus, whereas, many language strategies, we believe, tend
to focus more at the user, Active end. The key points are a) the inter-zonal
transition from Zero to Passive is the primary determinant of minority lan-
guage growth, and b) inter-zonal transitioning from Passive to Active shift
is the key catalyst for minority language maintenance. Another key point
we want to reiterate is that where some scales or grades appear to focus on
measuring the position of an individual, entity or country regarding their
proficiency; scales which sometimes accentuate a negative view of where one
is positioned, whereas we provide the ZePA paradigm as a complementary
model that when applied to revitalisation of minority languages is more
concerned with the right-shifting movement.

* The Statement of Intent outlines a Crown entity’s goals for the upcoming reporting
period.
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What is vital to a minority people?

(Summary)

This article shares discussion on the vitality and value of the Maori language
in as much as it is vital to the Maori people, the ‘minority people’ of New Zealand.
We show the value, or otherwise, of the Maori language as reflected in New Zealand
through the government workplace. We share the ZePA paradigm, a model that
looks at phases of language use, namely: zero use, passive use and active use, after
which we apply the model to exemplify how enablers of language use and inhibitors
of language use effect the vitality and value of the Maori language.

Keywords: language vitality, revitalization, ZePA model, Maori language, New Zealand
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Aspekty pojecia ideologie jezykowe
istotne z perspektywy dzialan rewitalizacyjnych’

Wstep

Celem niniejszego artykulu jest wskazanie tych cech pojecia ideologie
jezykowe, ktore moga okazac sig istotne z perspektywy proceséw ukierunko-
wanych na rewitalizacje zagrozonych jezykow. To bardzo uzyteczne pojecie
dopiero wchodzi do polskiego obiegu naukowego?, cho¢ polscy naukowcy od
dawna zajmujg sie fragmentami rzeczywisto$ci, do ktérych ono sie odnosi.
Nadanie im nazwy, zdefiniowanie pozwala na kojarzenie wcze$niej niewia-
zanych ze sobg zjawisk, co czyni mozliwym teoretyczny namyst nad nimi.
Ze stwierdzenia tego wynika drugi cel pracy — zaznajomienie polskiego
czytelnika z mozliwie wieloma réznymi (a czasem cze¢sciowo sprzecznymi)
definicjami pojecia ideologie jezykowe.

Zarys historii pojecia ideologia

Zrozumienie pojecia ideologie jezykowe dla osoby niezaznajomionej
ze wspolczesng myslg humanistyczng moze by¢ trudne. W jezyku polskim
termin ideologia wszedl do mowy potocznej. Réwnolegle nastepowato
jednakze kurczenie sie jego pola semantycznego. Ogranicza si¢ ono do
okreslenia pseudonauki, uzasadniajacej interesy pewnych grup lub jedno-
stek. Czytelnikowi zaznajomionemu tylko z konwencjonalnie okrojonym

! Publikacja finansowana w ramach programu Ministra Nauki i Szkolnictwa Wyzszego
pod nazwa Narodowy Program Rozwoju Humanistyki w latach 2012-2015.

*> Autorem jedynych prac w jezyku polskim, w ktdérych uzyte zostalo pojecie ideologie
jezykowe, jest Michal Jahns (2010a, 2010b). W 2013 roku ukazalo sie ttumaczenie podrecznika
Laury M. Ahearn Antropologia lingwistyczna. Wprowadzenie. Autorka wiele miejsca poswigca
omawianemu pojeciu.



znaczeniem stowa ideologia nasuwac bedzie ono okreslong (i takze zawe¢zong)
wizje, przedsad tego, czym sg ideologie jezykowe, a tym samym utrudnia¢
odbiér dalszych tresci. Termin ideologia jest szalenie wieloznaczny. Terry
Eagelton (1991: 1-2) wyro6znil az 16 réznych grup znaczen, ktére przypi-
suje si¢ temu stowu. Przyczyna tej wieloznacznosci jest burzliwa historia
pojecia ideologia.

Najprawdopodobniej termin ten zostal uzyty po raz pierwszy w 1796 roku
przez francuskiego uczonego A. L. Destutta de Tracy (1754-1836). Pojeciem
tym miala by¢ okreslana nowa galaz nauki zajmujaca si¢ zmystowymi
percepcjami — ideami (Kennedy 1979: 353). Destutta de Tracy oraz jego
naukowych zwolennikéw taczyta wiernos¢ naukowym ideom Condillaca,
a takze nieche¢ wobec polityki Napoleona. Nieche¢ ta byla odwzajemniona.
Napoleon skrytykowat szkote ideologdw, a samg ideologie uznat za abstrak-
cjonistyczng, oderwang od historycznego doswiadczenia, wprowadzajaca
w blad metafizyke (Friedrich 1989: 301). Ich przesadny racjonalizm wydawat
sie mu w gruncie rzeczy zupelnie irracjonalny (Eagelton 1991: 70). Krytyka
Napoleona sprawila, ze termin ideologia zostal rozpowszechniony, nabrat
jednak innego niz pierwotne, pejoratywnego znaczenia (por. Friedrich 1989:
301; Hart 2002; Tatarkiewicz 1983: 139).

Termin ideologia zajmowal wazne miejsce w dzietach teoretykéw odwo-
tujacych sie do marksizmu - Gramsciego, Woloszynowa, myslicieli szkoty
frankfurckiej (por. Wodak 2007: 1-2)°. Cze$¢ z nich przez pojecie ideologia
rozumiala falszywa swiadomos¢, ktdra reprodukowala aktualnie istniejacy,
korzystny dla klasy dominujacej uklad ekonomiczno-polityczny. Zreszta
sam marksizm bardzo szybko uznany zostat za ideologie. Antymarksisci
wniesli za$ istotny wkiad w teorie ideologii (por. Mannheim 1992 [1929]). We
wspolczesnej humanistyce coraz cze¢sciej pojawiaja si¢ gtosy nawotujace do
powrotu do niewartos$ciujacej koncepcji ideologii (por. Geertz 2005 [1973]).
Najprostsza definicjg typowg dla tego nurtu jest ta Talcotta Parsonsa, ktory

* Co ciekawe pierwsze pokolenie marksistow tworzylo koncepcje ideologii cze$ciowo
sprzeczne z tymi proponowanymi przez Marksa i Engelsa. Stalo sie tak, gdyz praca zawie-
rajaca ich poglady na temat ideologii, Die deutsche Ideologie, napisana w latach 1845-1847,
ukazala si¢ dopiero kilkadziesiat lat po $mierci jej autoréw, w 1932 roku. Do tego czasu
koncepcje ideologii tworzone byly na podstawie szczatkowych wzmianek, np. na podstawie
listu do Mehringa autorstwa Fryderyka Engelsa, ktory okresla w nim ideologie jako falszywa
$wiadomosc¢.
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okresla ideologie jako ,,0g6lny system przekonan podzielanych przez czton-
kow spoleczno$ci” (1951: 349, za: Friedrich 1989: 300).

Ideologie jezykowe — definicja otwierajaca

Bezposrednio do mysli Talcotta Parsonsa nawigzuje najprostsza chyba
definicja ideologii jezykowych. Alan Rumsey (1990: 346) okresla je jako:
»(...) podzielane zbiory zdroworozsadkowych poje¢ dotyczacych natury
jezyka w $wiecie™.

Ideologie jezykowe moga zatem dotyczy¢: jezyka w ogole (np. Jezyk
powinien doktadnie oddawac mysl cztowieka), poszczegdlnych jezykéw” (np.
Polski jest trudnym jezykiem), uzycia jezyka (np. Do starszych nalezy zwracac
sig z szacunkiem), konkretnych struktur jezykowych (np. Podwdjna negacja
jest nielogiczna) i 0s6b postugujacych si¢ konkretnymi jezykami (np. Niemcy
sqg pouktadani i szorstcy, doktadnie tacy jak ich jezyk) (por. Ahearn 2013: 34).
Definicja Rumseya zostala przytoczona, aby da¢ czytelnikowi pewien oglad
tego, czym sg ideologie jezykowe, przez swoja ogolnos¢ nie stanowi ona
jednakze uzytecznego narzedzia badawczego. Dlatego tez w dalszej czesci
artykulu przedstawione zostang inne definicje, zwracajace uwage na rézne
cechy ideologii jezykowych i dajagce w sumie w miare kompletny obraz tego
pojecia.

Sprawczos¢ ideologii jezykowych

Najwazniejsza z tych definicji jest bez watpienia definicja stworzona
przez pioniera (por. Bucholtz i Hall 2004: 379; Kroskrity 2004: 498) badan
nad ideologiami jezykowymi, Michaela Silversteina (1979: 193). Pisatl on:

»Nie odnoszg sie tylko do formutowanych wyobrazen, ktore sa niepoprawne
lub godne pogardy. Powinienem wyjasni¢, ze ideologie o jezyku lub ideologie
jezykowe sg kazdym zbiorem wyobrazen o jezyku, zbiorem formutowanym

* O ile nie wskazano inaczej, wszystkie ttumaczenia pochodzg od autora artykutu.

® W niniejszym tekécie stowo jezyk nie oznacza jezyka literackiego lub standardowego.
Znaczenie przypisywane temu stowu blizsze jest zakresu semantycznego angielskiego pojecia
variety. Odnosi si¢ ono zaréwno do jezyka (standardowego), jak i dialektu, gwary, socjolektu,
zargonu.
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przez uzytkownikdow jezyka jako racjonalizacja badZ uzasadnienie postrzeganej
struktury jezyka i jej uzycia. Poréwnujac takie ideologie z tym, co okreslane
jest mianem naukowych twierdzen o jezyku, moglibysmy zauwazy¢, Ze pewne
obszary ideologicznych wyobrazen w istocie pokrywaja si¢ z tymi naukowymi,
cho¢ oba te obszary ogdlnie stanowi¢ beda czesci rozbieznych, wigkszych sys-
temow dyskursu i inicjatywy”.

Cho¢ artykut Silversteina zawierajacy powyzsza definicje nie byl pierw-
szym, ktéry dotyczyl ideologii jezykowych®, uznaje sie go za przelomowy.
Silverstein pisal w nim bowiem, ze $wiadomo$¢ uzytkownikéw konkretnego
jezyka oraz racjonalizacje dotyczace jego struktury, a wiec ideologie jezykowe,
moga wywiera¢ wplyw na jego strukture. Nowatorstwo tego twierdzenia
mozna w pelni doceni¢, poréwnujac je z dominujacymi w tamtym czasie
koncepcjami lingwistycznymi. W centrum rozwazan gramatyKki transfor-
macyjno-generatywnej Chomsky’ego znajdowat sie przecietny ,,nosiciel”
danego jezyka, pozbawiony wszelkiej sprawczosci wzgledem jego struktury,
co mozna uznac za schede po strukturalizmie, ktéry uznawat langue za
niezalezne od parole. Nawet w obrebie samej antropologii lingwistycznej
popularne wciaz byly poglady jednego z jej zalozycieli, Franza Boasa (1911:
69), ktory ,wtdrne wyjasnienia” uzytkownikéw jezyka dotyczace jego struk-
tury uwazal za mylace i niewarte uwagi.

Whasnie ta sprawczo$é¢ ideologii jezykowych, fakt, ze stanowia one tacz-
nik miedzy formami mowy a strukturami spolecznymi (Ahearn 2013: 35;
Kroskrity 2004: 501), sprawia, ze warto si¢ tymi ideologiami zajmowac.
Badacze, zainspirowani myslg Silversteina, tworczo interpretowali jego
definicje. Owocem tych prac byto uznanie, ze ideologie jezykowe stanowia
czynnik, ktéry moze wplywad na szanse przetrwania zagrozonego jezyka,
a w skrajnych przypadkach doprowadzi¢ do jego wymarcia lub sytuacji prze-
ciwnej - odrodzenia si¢ (por. np. Jaffe 1999). Pokazano réwniez, ze sprawczo$¢
ideologii jezykowej nie ogranicza si¢ wytacznie do jezyka, ktérym postuguja
sie podzielajacy lub tworzacy pewng ideologie. Ideologie dotyczace jezykow
innych niz wlasny réwniez mogg wptywac na jego potozenie (a czasem nawet
strukture). Wszystko to sprawia, ze ideologie jezykowe sa kluczowym czyn-
nikiem decydujacym o skutecznosci zabiegéw zmierzajacych do rewitalizacji
zagrozonych jezykow.

¢ Wezesniej na gruncie pedagogiki pojecia ideologie jezykowe uzywata Heath (1977: 53).
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Wykorzystanie ideologii jezykowych w procesach
rewitalizacji - cechy ideologii jezykowych

z

Ideologie jezykowe a swiadomos

W swojej definicji Michael Silverstein zakladal, ze ideologie jezykowe
sg formulowane przez uzytkownikéw jezyka. Oznacza to, ze muszg oni by¢
$wiadomi ich istnienia (cho¢ oczywiscie nie muszg nazywac ich ideologiami
jezykowymi). Rygor ten znosi definicja ideologii jezykowych autorstwa Walta
Wolframa. Badat on kontrowersje i spory bedace reakcja na wydang w 1996 roku
przez zarzad jednej ze szkot w Oakland kolo San Francisco rezolucje, w ktorej
uznano afroamerykanska odmiang jezyka angielskiego (African American Ver-
nacular English, Ebonics) za pelnowartosciowg odmiane jezykowa i dopuszczono
w ograniczonym zakresie wydawanie w niej polecen przez nauczycieli uczniom
uzywajacym jej w domach (por. np. Ahearn 2013: 13; Wolfram 1998). Badania te
doprowadzity Wolframa do przekonania, ze ideologia jezykowa to (1998: 109):

»(...) powszechnie uznany system przekonan o tym, czym jest i czym powinien
by¢ jezyk. W swojej najbardziej rozpowszechnionej formie ideologia jezyka jest
niekwestionowana i wydaje sig, ze wspottworzy «zdrowy rozsadek» tak, ze nie
potrzeba specjalistycznej wiedzy lub informacji, by zrozumie¢ podstawowe
«fakty» dotyczace jezyka i jego roli w spoleczenstwie. W duzym stopniu prze-
konania dotyczace jezyka nie musza by¢ wyraznie przedstawione, wlasciwie, jak
zauwazyl Fairclough (1989: 85), ideologia jezyka jest najskuteczniejsza wtedy,
gdy jej dzialanie jest najmniej widoczne”.

Podobne sytuacje jak ta, do ktérej doszto w Oakland po ogloszeniu rezo-
lucji, cho¢ dla wielu bolesne, stanowia bardzo pouczajacy przedmiot badan.
Pod wplywem medialnej burzy i paniki moralnej pewne nieuswiadamiane
ideologie zostaja wyartykulowane (Ahearn 2013: 35)”. Juz samo u$wiadomienie
sobie przez uzytkownikéw jezyka istnienia pewnych ideologii jezykowych jest

7 Przyjmuje si¢ najczesciej, ze terminy ideologie jezykowe (language ideologies, linguistic
ideologies) i stosunek do jezyka (language attitude) to synonimy, a ta dwoisto$¢ wigze sie z tra-
dycjami poszczegdlnych dyscyplin. Pierwsze z poje¢ charakterystyczne jest dla antropologii
lingwistycznej, drugie uzywane jest przede wszystkim przez socjolingwistow. Sporadycznie
zdarza sie jednak, ze przez language attitude rozumie sie nieuswiadamiane emocje, odczucia
w stosunku do jezykéw, podczas gdy ideologie jezykowe to bardziej ustrukturyzowane i czesto
wspierane przez instytucje poglady na temat jezyka (por. Patrick 2009: 1).
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niezmiernie istotne. Przekonania dotyczace jezyka, pewne praktyki jezykowe,
ktére do tej pory wydawaly sie oczywiste, w wyniku takiego procesu stajg sie
elementem dyskursu, dzigki czemu mozliwe jest zidentyfikowanie probleméw,
ktodre ze sobg niosg, a co za tym idzie mozna podejmowa¢ préby rozwigzania
problemdw poprzez dialog (Kroskirty 2009: 80). Jezeli proces taki nie zachodzi
zywiolowo, jak mialo to miejsce w omawianym przypadku, lecz jest kontrolowany
izaangazowane s3 w niego gotowe do dialogu strony, moze on przynies¢ jeszcze
lepsze rezultaty. Na terenie Polski i wiekszej czesci Europy przykladami takich
niekwestionowanych ideologii jezykowych sa te utozsamiajace jezyk standardowy
z poprawnoécig jezykowa czy te wywodzace sie z czaséw rewolucji francuskiej
(Dorian 1998: 5), bazujace na mysli Johanna Gottfrieda Herdera (Chromik 2013)
i kazace widzie¢ bezposredni zwigzek miedzy jezykiem a narodowoscig.

Fakt, ze istnieja rdwniez nieuswiadamiane ideologie jezykowe, wymaga od
0s0b zaangazowanych w procesy rewitalizacji jezykowych nie tylko wnikliwej
analizy przekonan dotyczacych jezyka werbalizowanych przez czlonkéw pewne;j
spolecznosci, lecz réwniez obserwacji praktyk jezykowych tej spotecznoéci (por.
Kroskrity 2009: 73). Czgsto dochodzi bowiem do sytuacji, gdy wzor zachowan
nie jest tozsamy z normami spolecznymi (por. Tomicki 1977).

Pozycjonalnos¢® ideologii jezykowych

Waznym wydarzeniem w historii badan nad ideologiami jezykowymi
z punktu widzenia rewitalizacji jezykowej bylo skierowanie nieco wigkszej
uwagi na podmiot — (wspol)(od)twdrce ideologii jezykowej — niz na przed-
miot — sam jezyk. Niektorzy badacze uwazajg wrecz, ze zdecydowana wigk-
szo$¢ ideologii jezykowych stuzy interesom okreslonych grup spotecznych
(Ahearn 2013: 34), przy czym niektdrzy blednie zakladajg za Marksem,
ze miedzy poszczegdlnymi grupami, klasami toczy si¢ nieustanna walka
o dominacje (Kroskrity 2009: 73). W ten sposdb przeoczajg liczne przeciez
sytuacje zgodnego wspoétzycia miedzy tymi grupami i klasami. Cho¢ nie
sposob zgodzi¢ sie z twierdzeniami o permanentnej walce klas, to przy-
zna¢ nalezy, ze pewne ideologie jezykowe mogg by¢ wykorzystywane przez

# Pozycjonalnosé to ttumaczenie angielskiego stowa positionality, ktére od lat 80. XX wieku
odgrywa wazna role w refleksywnym nurcie antropologii. Thumaczenia z angielskiego dokonalem
przez analogie ze stosowanym w ekonomii pojeciem dobro pozycjonalne (positional good). Termin
ten stworzony przez Freda Hirsha (1976) oznacza produkty i ustugi, ktorych wartos¢ okreslana jest
glownie w stosunku do innych produktéw i ustug (np. nieruchomosci w ,,prestizowych lokalizacjach”).
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okreslone grupy. Przykladem takiego zjawiska moze by¢ uznanie z powodow
ekonomiczno-politycznych konkretnego dialektu badz socjolektu pewnego
jezyka za standard. Te¢ ceche ideologii jezykowej podkresla m.in. Errington
(2001: 110), ktory okresla ja jako: ,,(...) pozycjonalny [situated], czesciowy
i zaangazowany charakter koncepcji dotyczgcych jezyka i jego uzycia”.

Jeszcze mocniej ideologie jezykowe wigze z pozycjonalnoscia zastuzona
badaczka Judith Irvine (1989: 255), ktéra pisze o nich, ze s3: ,,(...) kulturo-
wym (lub subkulturowym) systemem koncepcji dotyczacych stosunkow
spotecznych i jezykowych wraz z ich obciazeniem interesami moralnymi
i politycznymi” [ttum. za Ahearn 2013: 34].

Paul Kroskrity uznaje z kolei pozycjonalnos¢ za jeden (by¢ moze naj-
wazniejszy) ze wspotzaleznych wymiaréw ideologii jezykowych, ktore (2009:
72-73): ,,(...) reprezentuja postrzeganie jezyka i dyskurs, ktéry konstruowany
jest w interesie okreslonych spofecznych badz kulturowych grup”.

Walt Wolfram podkreslat (1998: 110), ze poglady dotyczace jezyka
maja bardzo czesto charakter podobny do wiary religijnej, moralnosci czy
tez etyki, a przez to cigzko o nich rozmawia¢ osobom o réznych pogladach
w tym zakresie. Uznanie, Ze nasze wyobrazenia, odczucia co do jezyka wyni-
kaja w duzej mierze z pozycji, jakg zajmujemy w spoleczenistwie, pozwala
w przypadku symbiotycznej koegzystencji grup zakldconej jedynie niepo-
rozumieniami na plaszczyznie jezykowej na lepsze zrozumienie zaréwno
wlasnych ideologii jezykowych, jak i stanowiska tych, ktérzy si¢ z nimi nie
zgadzaja (por. Kroskrity 2009: 73), a to przyczynia si¢ do rozwigzywania
konfliktu. W tych stosunkowo rzadkich przypadkach otwartej rywalizacji
(lecz niestety czestych, gdy méwimy o zagrozonych jezykach, wymagajacych
rewitalizacji) swiadomo$¢ pozycjonalnosci ideologii narzucanych przez grupe
dazacg do dominacji moze przyczynic sie do uodpornienia sie uzytkownikow
zagrozonego jezyka na dotyczgce go szkodliwe ideologie.

Wielos¢ i zmiennos¢ ideologii
W wiekszosci z przytaczanych wyzej definicji ideologii jezykowych termin
ten uzywany byl w liczbie mnogiej. Tylko niektérzy z cytowanych autoréw
tlumacza sie z uzycia takiej domyslnej formy gramatycznej (por. Kroskrity
2004: 498; Ahearn 2013: 34). Tymczasem zréznicowanie spoleczenstw prze-
klada si¢ na poglady ich cztonkow na temat jezyka. W kazdym spoleczenstwie
istnieje wiele grup, ugrupowan, klas i w kazdym $cieraja sie rézne wizje tego,
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czym jest i czym powinien by¢ jezyk. Jedna osoba moze przy tym naleze¢
jednoczesnie do wielu grup, a co za tym idzie przyznawac racje wielu réznym,
czasami sprzecznym ze sobg ideologiom jezykowym (por. Ahearn 2013: 34).
Z tego wzgledu, jak zauwazyly Woolard i Schieffelin (1994: 72):

»Badania nad ideologiami jezykowymi ulegly przeorientowaniu. Odeszlo si¢
od postrzegania ideologii jako homogenicznej matrycy kulturowej. W nowych
podejsciach traktuje si¢ ideologie jako proces obejmujacy walke miedzy wie-
lorakimi konceptualizacjami, w ramach ktorej pojawiajg sie zaréwno zadania,
by uzna¢ zréznicowanie i kontestacje w obrebie wspolnoty, jak i sprzecznosci
miedzy jednostkami”.

Taki charakter ideologii jezykowych sprawia, Ze niemozliwe jest sporzadze-
nie kompletnego katalogu pogladéw na temat jezyka. Niemozliwe jest rowniez
zidentyfikowanie wszystkich aktoréw zainteresowanych procesem rewitalizacji
jezykowej. Swiadomos¢ istnienia réznorodnosci ideologii jezykowych utatwia
jednak przewidywanie, pomiedzy ktérymi grupami i zwigzanymi z nimi
ideologiami moze doj$¢ do konfliktu intereséw (wszak ideologie jezykowe sa
pozycjonalne). Tym samym $wiadomo$¢ ta umozliwia wypracowanie poten-
cjalnego rozwigzania konfliktu, zanim dojdzie do jego eskalacji (por. Kroskrity
2009: 81), mogacej mie¢ fatalne skutki dla procesu rewitalizacji zagrozonego
jezyka, a przede wszystkim dla jego uzytkownikéw. Wraz ze wzrostem liczby
aktorow, zgodnie ze wzorem a_=(n*(n-1))/2, gdzie n jest liczbg aktorow, rosnie
liczba potencjalnych kontaktéw miedzy nimi, przez co caly system staje si¢
bardzo skomplikowany. Do jego ustrukturyzowania i zrozumienia moga
postuzy¢ metody wypracowane na gruncie ekonomii - rama pojeciowa IAD,
opracowana m.in. przez pierwsza w historii kobiete uhonorowang Nagroda
Nobla w dziedzinie ekonomii, Elinor Ostrom (Gibson, Andersson, Ostrom,
Shivakumar 2005), jak rdwniez wyrosta z matematyki teoria gier, ktérg w inspi-
rujacy sposob wykorzystuje sie¢ w humanistyce (Brams 2012).

Szkodliwos¢ ideologii

Zdecydowanie rozna od wszystkich przytoczonych dotychczas definicji
ideologii jezykowych jest ta stworzona przez Abbasa Zaidiego (2012: 71):
»(...) w czystym kontekscie jezyka i ideologii ideologia rozumiana jest jako
srodek promocji jednego jezyka kosztem drugiego, a takze jako politycz-
no-ekonomiczna bron w stuzbie opresyjnych sit (klasowych, kolonialnych,
imperialnych)”. Wydaje sie, Ze takie ujecie zbyt mocno upraszcza poruszang
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w tym artykule kwesti¢. Niemniej jednak tak zdecydowane przedstawienie
sprawy zmusza osoby dzialajgce na rzecz rewitalizacji jezykéw do zajecia
wobec ideologii jezykowych okreslonego stanowiska. Czy nalezy przyglada¢
sie i zachowywac bezstronnos$¢ nawet wobec tych ideologii, ktdre Silverstein
okreslil jako nieprawdziwe i godne pogardy? A moze powinno sie aktywnie
wlaczy¢ do walki z opresyjnymi sitami?

Na tak postawione pytania kazda osoba zajmujaca si¢ rewitalizacjg zagrozo-
nych jezykow powinna odpowiedzie¢ sama. Autor tych stéw we wlasnej pracy na
rzecz rewitalizacji zagrozonych jezykéw wychodzi z dwdch zalozen. Po pierwsze
uznaje, ze wielojezycznos¢ jest wartoscig, stanem pozadanym, skfadajacym sie
na ogolnoludzkie dziedzictwo. Po drugie do prawdziwych zalicza twierdzenie
mowigce o réwnosci jezykow naturalnych pod wzgledem zdolnosci do opisywania
otaczajacego $wiata. Wynika z tego, Ze za szkodliwe uznaje wszystkie ideologie
mowigce o nizszosci, niepetnowartosciowosci innych odmian jezykowych, czyli
takie ideologie, ktore Dorian (1998) okreslita jako ideologie pogardy.

Podsumowanie

Przedstawione wyzej przykiady dowodza, jak wazna role w procesie rewitali-
zacji zagrozonych jezykow odgrywaja ideologie jezykowe. W istocie na podstawie
powyzszych charakterystyk omawianego zjawiska, jak rowniez do$wiadczen
wyniesionych z cyklu seminariéw, prowadzonych przez prof. Johna Sullivana
idr Justyne Olko-Bajer w ramach finansowanego przez NPRH projektu Gingce
jezyki. Kompleksowe modele badati i rewitalizacji, mozna dojs¢ do przekonania,
ze proces rewitalizacji jezykowej najlepiej zapisac jako réwnanie:

Rewitalizacja = Dokumentacja + Edukacja + Zwiekszenie zakresu uzycia
zagrozonego jezyka + Zmiana ideologii jezykowych.

Ostatecznym celem pracy nad ideologiami jezykowymi powinno by¢
zblizenie sie do stanu, ktéry Paul Kroskrity (2009: 73) okreslil jako ideolo-
giczne wyjasnienie (ideological clarification), czyli osiaggniecie konsensusu
badz przynajmniej poziomu akceptowalnej réznicy zdan przez wszystkie
strony, ktorych w jakikolwiek sposdb dotyczy proces rewitalizacji zagrozo-
nego jezyka. Osiaggniecie stanu wyjasnienia ideologicznego nie powinno by¢
przy tym wynikiem procesu odnowy jezyka, przeciwnie, powinien to by¢
warunek konieczny do rozpoczecia takiego procesu.
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Niniejszy artykul nie bylby kompletny, gdyby nie wskazywal na jeszcze
jedna ceche ideologii jezykowych. Sg one (wspot)tworzone przez wszystkich,
réwniez osoby postugujace sie zagrozonymi jezykami i starajace si¢ je rewita-
lizowa¢. Ideologie tworzone przez te grupy takze mogg okazac sie szkodliwe.
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Characteristics of the term language ideologies,
significant for language revitalisation

(Summary)

The article provides a basic overview of the most significant definitions of the term
language ideologies, which is still not widely used by Polish scholars. The definitions
were classified into a few categories in order to separate features of language ideologies,
which can be used or should be taken into a consideration during projects aimed at
language revitalisation. The change in harmful language ideologies is finally found to
be an important, if not an indispensable factor, in a successful language revitalisation
process. In order to avoid potential misunderstandings resulting from the difference
between the common and the specific understanding of the term ideology the overview
is preceded by a short introduction to the history of the concept.

Keywords: language ideologies, ideology, language revitalization, endangered
languages, linguistic anthropology
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Witaj-projekt jako wuspésny koncept
rewitalizowanja hornjo- a delnjoserbskeje réce?

Tez ré¢ny swét Europy podlezi tuchwilu razantnym a htubokosahacym
zménam. Inowacije a wuwica w ré¢nej politice kaz tez w kubtanskich systemach
zménjeja rolu, status abo prestiz ré¢ow w jednotliwych regionach a krajach,
w pocahach mjez krajemi, mjez etniskimi skupinami a ludami runje tak,
kaz ros¢aca mobilita abo migracija wobydlerjow Europy a cyleho swéta.
Réc¢na wselakoros¢ (,,language diversity®) jako s¢éh tutych wuwicowych
procesow so mjeztym tez interdisciplinarnje prez wédomostnikow rozdzélnych
disciplinow prepytuje. Indiwidualna a towar$nostna wjaceré¢nos¢ posudzujetej
so modernym zménam wotpowédujo jako pozitiwnej fenomenaj a nowe
strategije pfiswojenja a nawuknjenja wjacorych récow so koncipuja.
Kompleksne procesy priswojenja ré¢nych kompetencow so wot récespytnikow,
sociolinguistow, sociologow, etnologow, pedagogow, psychologow, neurologow
analyzuja — a wuslédki tutych empiriskich slédzenjow zajimuja dzen a béle
potom tez politikarjow. Mjezynarodne kooperaciske projekty prinosuja
k [épsemu zrozumjenju interakcije mjez lokalnymi, narodnymi kaz tez
mjezynarodnymi réénymi kontaktami a po¢ahami w Europje, tez mjez
wjetSinowymi (majoritnymi) a mjeni§inowymi (minoritnymi) récemi.
Z tuteje priciny je za wédomostne slédzenja wo zdZerzenju, zachowanju abo
rewitalizowanju mjensinowych ré¢ow multidisciplinarny a mjezynarodny
kontekst njeparujomny. Ze swojej sorabistiskej publikaciju w rjedze Malych
spisow Serbskeho instituta z titulom Zachowanje a rewitalizacija identity
a réce etniskich mjensin. Aktualne trendy a précowanija je Leo$ Satava (Satava
2000) zahajil diskusiju wo perspektiwach hornjo- a delnjoserbs¢iny pod
nowymi towar$nostnymi wuménjenjemi 21. létstotka, a je ju dale wjed?l
z dal$ej zhromadnej publikaciju, wudateje wot Leosa Satavy a Susanny
Hozyneje z titulom ZdZerzenje, rewitalizacija a wuwice mjensinowych
récow/Maintenance, Revitalization and Development of Minority Languages/



Erhaltung, Revitalisierung und Entwicklung von Minderheitensprachen.
Z dalimi wozjewjenjemi, zabéracymi so z tematiku mjensinowych récow
a ré¢neje politiki, je mj. dr. tez etnolog Ludwig Ela diskusiju wo perspektiwach
hornjo- a delnjoserbs¢iny pod wuménjenjemi némsko-serbskeje dwuréénoscée
pokrocowal. Jeho nastawk Die heutige Situation der sorbischen Sprache und
Konzepte zu ihrer Revitalisierung (Ela 2000) pfinosuje diskusiji runje tak kaz
jeho najnowsa publikacija (Ela 2014), kotraz je 2014 w rjedze Malych spisow
Serbskeho instituta pod titulom Sprachenpolitik in der Lausitz. Sprachenpolitik
und Sprachenrecht im deutsch-sorbischen Gebiet 1990 bis 2013 wusla. Jedne
z najaktualnisich dzétow, wénowace so tematice rewitalizacije delnjoserbs¢iny,
je predpotozil Méto Nowak (Nowak 2012) na Lip$¢anskej uniwersice we
formje masterskeho dzéta z titulom Rewitalizérowas dolnoserbséinu - sulske
moznosci a koncepty. Po wuhddnocenju reprezentatiwneho naprasowanja
delnjoserbsce réc¢acych kaz tez w praksy skutkowacych delnjoserbskich
akterkow a akterow, mj. dr. kubtarkow/kubtarjow, wucerkow/wucerjow,
je facit Nowaka, zo drje je serbskorééne kubtanje w $ulach Delnjeje Luzicy
wazny faktor za rewitalizowanje delnjoserbskeje réce, ale zo so same
prez ré¢nu kaz tez bilingualnu wucbu tute wozrodzZenje delnjoserbs¢iny
njedocpéje. Predewsém récne spéchowanje w predsulskim wobluku, to
réka w dwuréénych péstowarnjach, kaz tez etablérowanje delnjoserbskeje
réce w dal$ich ré¢nych rumach - po méznoséi w swoéjbach - so jako dalsej
wumeénjeni za rewitalizowanje mjenujetej (pfir. k tomu nastawk Méta Nowaka
Nastajenje napsesiwo nadawkam kubtaristwa za rewitalizaciju dolnoserbsc¢iny
w ,,Serbskej $uli“ (Nowak 2013) abo tez rozprawu Ines Neumanojc Revitalierung
ist nicht gleich Revitalisierung w ,Nowym Casniku“ (Neumann 2013).
W nowsim nastawku z titulom Rewitalizacisku koncepciju za dolnoserbscéinu
wuwijas - ale kak? awtor konstatuje, ,,(...) az aktualnje Zedna rewitalizaciska
koncepcija, Zedna récna strategija njeeksistérujo, njejo nic nowego“ (Nowak
2014: 66) a predstaji w tutym zwisku namjety za iniciérowanje a koordinowanje
konkretnych projektow ré¢neho spéchowanja, ,,(...) dokulaz howac tsach
wobstoj, az 10 1ét diskutérujomy a zedne wuslédki njedostanjomy“ (Nowak
2014: 67).

Tez predlezacy nastawk pfinos$uje k pfemyslowanjam wo méznoséach
a hranicach ré¢neje rewitalizacije, ale wobmjezuje so w s¢éhowacym predewsém
na hornjoserbs¢inu. Publikacija predstaji méznosce a hranicy Witaj-projekta,
kiz so w praksy hustodos¢ ,modelowy projekt” mjenuje a jako wuspésny
koncept rewitalizowanja hornjo- a delnjoserbskeje réce hédnodi. Zamér
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prinoska je, na zaktadze w péstowarnjach zdobytych empiriskich datow
predstaji¢ nékotre wuslédki prepytowanjow ré¢neho stawa predsulskich dzédi,
kotrez su sej we wobluku Witaj-projekta paralelnje k némcinje tez serbsku
ré¢ priswojili. Dohromady kubta so tuchwilu nékak 1.200 ztobikarskich
a péstowarskich dzé¢i w Hornjej a Delnjej Luzicy po koncepciji ,,Witaj“, a to
w cylkownje 37 kublani§¢ach rozdzélneho noserstwa (cytkownje 22 noserjow).
16 1ét po zahajenju projekta so dzensa tez kontrowersnje wo wuspéchach
nalozowanja ,Witaj“-koncepta diskutuje. Hizo Jadwiga Kaulfiirstowa je
w zwjazku 46 ,,Zeszytow Luzyckich® (pfir. Kaulfiirstowa 2012) naspomnifa
wéste w praksy so jewjace njedostatki. W tutym zwisku predstaji a diskutuje
so w pfedlezacym prinosku tohorunja koncepcija za dwurécne Sule Sakskeje
z mjenom ,,2plus®, dokelz wona koncepcionelnje na ramikowe a ré¢ne
wumeénjenja w pred$ulskim wobtuku nawjazuje.

1. Witaj-projekt

Prez Serbske $ulske towarstwo w 1é¢e 1998 po bretoniskim prikladze
zawjedzeny projekt je inowatiwny pristup priswojenja serbs¢iny pod
wuménjenjemi némsko-serbskeje dwuréénosce, kiz je so mjeztym w Hornjej
a w Delnjej Luzicy etablérowal. We Witaj-projekée nalozowana metoda
imersije (dospolna / totalna resp. dzélna / parcielna imersija) posudzuje so
jako efektiwna metoda za zazne a prirodne priswojenje réée w predsulskej
starobje. Witaj njeje samostatna pedagogiska, ale ré¢na resp. ré¢nopolitiska
koncepcija, kotraz wudospolnjuje w péstowarni natozowanu pedagogisku
koncepciju (Karich 2007: 19). W béhu 16 1ét natoZzowanja w praksy je so
Witaj-projekt rozdzélnje wuwiwal: rozdzélnje w Hornjej a Delnjej Luzicy
hladajo na intensitu ré¢neho kubtanja a na organizaciju, ale tez na kwalitu
w péstowarnjach, a tohorunja rozdzélnje hladajo na dalewjedzenje projekta
na dwuréénych $ulach w Sakskej a Braniborskej. W 1é¢e 2001 zatozeny Ré¢ny
centrum WITAJ (RCW) prewodzuje, podpéruje a spéchuje serbskorécéne
kubtanje w péstowarnjach, won wuwiwa a wudawa crossmedialne materialije
za péstowarske dZzé¢i a starSich a prewjeduje najwselakori$e projekty.

W péstowarnjach nalozowany Witaj-projekt je koncept za rewitalizaciju
hornjo- a delnjoserbs¢iny w serbskim sydlenskim rumje Sakskeje
a Braniborskeje. Wuwzace twori tu tak mjenowany tfirézk mjez Budysinom,
Kamjencom a Wojerecami, kiz twori zro (katolskeho) serbskeho sydlenskeho
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ruma Hornjeje Luzicy. Tam prewahuje w kubtaniSc¢ach zwjetsa licba dzéci ze
serbskim resp. dwuréénym swéjbnym pozadkom. ,Na rozdzél ke kubtanskej
praksy péstowarnjow do 1990 njeeksistuje w Serbach hizo Zana péstowarska
skupina (ani $ulska rjadownja), w kotrejz bychu so bjezwuwzaénje dzééi
serbskich swéjbow kubtali“ (Kaulfiirstowa 2012: 95). Konsekwenca réénych
zménow zaslych létdZesatkow je tuz ta, zo njeeksistuja ani w péstowarnjach
Hornjeje Luzicy hizo ryzy serbskoré¢ne kublanske rumy. Zawjedzenje projekta
Witaj je tuz reakcija na zménjenu ré¢nu situaciju kaz tez na bole heterogene
ré¢ne konstelacije w mtodych we Luzicy bydlacych swoéjbach. Je to potajkim
poskitk za dzéci, sej pridatnje k swojej némskej macers¢inje tez serbs¢inu
jako druhu ré¢ hizo pred zastupom do Sule na pfirodne wasnje priswojic.
Do Witaj-péstowarnjow a we Witaj-skupinach su wosebje witane dzé¢i
z ré¢nje mésanych kaz tez z némskich swojbow, hdzez so doma hizo serbsce
njeréci. Modelowy projekt ma ré¢nej asimilaciji zadZéwac a perspektiwisce
licbu aktiwnje serbsce récacych zaso stabilizowac.

W predlezacym nastawku so na zakladze konkretneje ré¢neje analyzy
wuspéchi Witaj-projekta hladajo na wuwice ré¢nych kompetencow wopisuja.
Weédomostne prepytowanja procesa zazneho priswojenja serbs¢iny a némciny
pod wumeénjenjemi serbsko-némskeje dwuréénosce dotal njepredleza.
Praktiske presadzenje modeloweho projekta Witaj z pomocu nalozowanja
metody imersije je tuz zajim wédomostnikow najwselakorisich disciplinow
zbudzil. We wobluku projekta Serbskeho instituta je so we wubranych Witaj-
-skupinach kaz tez Witaj-péstowarnjach wob$érny empiriski material nazbéral.
Zamér projekta wobstejese w tym, wotbéh prewso kompleksneho procesa
priswojenja wobeju ré¢ow kaz tez ré¢nu bilingualnu praksu analyzowac
a z kwalitatiwneje a kwantitatiwneje analyzy materiala wédomostny zaktad
za optimérowanje konceptow procesa priswojenja ré¢ow w modelowym
projekée Witaj formulowaé. Wuslédki studije so w separatnej monografiji
publikuja, kotraz so tuchwilu w nakfadnistwje LND ptihotuje.

Dokelz koncentruje so aktualna diskusija pfedew$ém na efektiwitu
priswojenja hornjo- a delnjoserbs¢iny, prepytowase w Serbskim instituce
koncipowany projekt na zakladze empiriskich datow 1) proces pfiswojenja
receptiwnych a produktiwnych réénych zaméznos¢ow serbséiny a néméiny
pod wuménjenjemi serbsko-némskeje dwuréénosce a 2) efektiwitu presadzenja
Witaj-projekta pod rozdzélnymi ramikowymi wumeénjenjemi. W s¢éhowacym
formuluju nékotre wuslédki swojeho projekta z titulom Priswojenje récow
we Witaj-projekée we formje tezow.
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1.1. Koncepcija pfepytowanjow

Tti- resp. Styrilétne interwalowe prepytowanje w cylkownje
5 péstowarnjach Hornjeje a Delnjeje Luzicy bazowase na prepytowanju
cylkownje 51 probandow z najwselakorisim ré¢nym pozadkom w swéjbach,
prir.:

pfislusnos¢ probandow k réénym skupinam

B pfewainje serbsce
rééaced

M serbsce anémsce
rééaced

W némsce rédace 43

Pri interpretaciji wuslédkow so tuz diferencowane ré¢ne konstalacije
w swdjbach probandow runje tak wobkedzbowachu kaz tez rozdzélne
ramikowe a regionalne wumeénjenja péstowarnjow. Zaklad analyzy projekta
tworjese awtentiski material, kotryz bé so w cytkownje 5 resp. 6 interwalach
nazbéral. Doba prepytowanjow sahase wot staroby probandow wot 3,0-4,0 lét
ha¢ do zastupa dzé¢i do Sule, potajkim wot 6,0 ha¢ do 7,0 1ét. Ré¢ny staw
probandow w serbs¢inje a némcéinje so w kézdym jednotliwym interwalu

wobsérnje dokumentowase a analyzowase.

Metodiski instrumentarij pfepytowanjow bazérowase na nalozowanju
wjacorych mjezynarodnje pfipdznatych metodach:

- na wotewrjenym wobdzélenym wobkedzbowanju, kotrez wobsahowase
wobdzZélenje na wéédnych aktiwitach péstowarskich dzééi a protokolowanje
spontaneje ré¢neje interakcije probandow, to réka jich reakcije na
serbskoré¢ny input kaz tez na

- testomaj za pfepytowanje wuwica receptiwnych zamdznos¢ow z mjenom
SETK 3-5, kotryz je standardny test za pfepytowanje bilingualneje
ré¢neje kompetency a so prewjeduje na zakltadze 10 wobrazowych kartow
(test VS) kaz tez zbérki objektow, z pomocu kotrejez maja probandza
predpodate instrukcije wuwjes¢ (test IS) a
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- testomaj k pfepytowanju produktiwnych ré¢nych zaméznoscéow, to réka
interviewomaj k dwémaj wobrazomaj. Dzé¢om predpolozi so wjacedzélny
wobrazowy input a sformulowa so nadawk, powéda¢ k jednotliwym
wobrazam. Interview so nahrawase, transkribowase a potom analyzowase.
Kriterije wuhddnocenja béchu mj. dr. zmistrowanje situacije rozmolwy,
béznos¢ récenja, licba wuziwanych werbalnych formow, licba w$elakorych
substantiwow, natozowanje korektneho kazusa, frekwenca wasnja
tworjenja a zwjazowanja sadow resp. dzélnych sadow; wyse toho tez
frekwenca wuziwanja atributow abo wobkedzbowanje gramatiskeje
kongruency. Na zakladze zdobytych informacijow nasta ré¢ny profil
dzésc¢a. Materialowy korpus interviewow wobsahowase ptibliznje
900 interviewow, ¢as nahrawanjow we formje awdijo-datajow wucinja
pribliznje 30 hodzin.

1.2. Wuslédki prepytowanjow

Wauslédki prepytowanjow w dwuréénych péstowarnjach z rozdzélnymi
regionalnymi a ré¢nymi wuménjenjemi su wobkrudili tezu, zo dowjedze
intensiwny ré¢ny input w predsulskej starobje k priswojenju serbs¢iny tez

pola dzé¢i, kotrez nimaja serbskoré¢ny swojbny pozadk. Metoda imersije je
efektiwna, jeli so wona konsekwentnje nalozuje.

Wuslédki testow VS a IS pokazachu:

- W némsce prewjedzenych testach docpéja dzééi spésnje wysoke
procentualne hodnoty, hizo w tfe¢im interwalu (dZé¢i w starobje Styrjoch
1ét resp. z pjec 1étami) pribliznje 100% prawych wotmotwow.

- W serbskej ré¢i pokazuja so indiwidualne rozdzéle pri priswojenju
a nalozowanju receptiwnych zamoznos¢ow; nékotre dzé¢i - tez z némskich
swojbow bjez serbskoré¢neho pozadka — su tez w 3. interwalu nimale
wsé wobrazki serbskim wobrazam prawje prirjadowali resp. instrukcije
korektnje wuwjedli.

- Pola wjetsiny probandow so konstatuje, zo njeje pfiswojenje receptiwnych
zamoéznos¢ow linearny proces, ale woni docpéja w 5. interwalu, to réka
léto abo pot léta do zastupa do Sule hodnoty 90% abo 100 procentow;
tez dzé¢i z némskich swojbow.

- W poslednim 5. - pola mtddsich dzé¢i w 6. — interwalu kryja so wusledki
péstowarnjow, kotrez dzétaja w jednotliwych Witaj-skupinach po
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parcielnej imersiji, z wuslédkami probandow, kotrez su sej z pomocu
dospolneje imersije serb§¢inu priswojili.

Wauslédki testow VS a IS potajkim potwjerdzuja, zo docpéja tez po dzélnej
imersiji dzétace péstowarnje solidne wuslédki. Tam, hdZez so serbskoréény
input we wotpowédnej kwalice sposrédkuje, njeje stajnje rozdzéla mjez
dospolnej (totalnej) a dzélnej (pracielnej) imersiju. Nawopak: wuslédki
testow VS a IS béchu w péstowarni, kotraz po dospolnej imersiji dzétase,
najstabse. Tole pakaza, zo njeje so Witaj-koncepcija we wonym dzécacym
prebywanisc¢u korektnje a konsekwentnje nalozowata.

Wouslédki interviewow pokazachu:

Kwantitatiwna analyza li¢by serbskich stowow kaz tez replikow w serb-
skich interviewach ,kdcka a ptack® kaz tez w interviewach k wobrazej
»swojba“ pokazowase kontinuitu wuwica wot interwala k interwalej.
Stupaca progresija hladajo na licbu stowow, na diferencowanos¢
stowosklada kaz tez na sadowe struktury bé signifikantna. Li¢ba
serbskich stowow a replikow probandow z njeserbskich a réc¢nje
meéSanych swojbow priblizi so licbje replikam probandow, kotfiz tez
doma serbsce récachu.

Dzéci bjez serbskorééneho swojbneho pozadka maja dlésu receptiwnu
fazu, a wone prendu hakle nékak 6 mésacow pred zastupom do Sule
k produkowanju serbskoré¢nych wuprajenjow, tute zwjetsa we formje
jednorych sadow bjez parataktiskich strukturow.

W réc¢nje heterogenych skupinach funguja jednotliwe dzéci ze
serbskoréénym pozadkom jako ,motor” ptiswojenja serb$¢iny.
Indiwiduelne rozdzéle probandow su wulke a wotbtyscuja $éroku paletu
ré¢nych kompetencow.

Motiwowane a angazowane kubtarki, kotreZ su sej na pt. delnjoserbs¢inu
hakle priswojili, ale kotrez so ré¢nje stajnje dale kublaja, méza dzéci
z némskich star$iskich domow dowjes¢ ke komunikaciji w serbskej réci.

W tutym zwisku konstatowachu so tohorunja rozdzéle w kwali¢e wuwica

réénych zaméznos¢ow mjez jednotliwymi péstowarnjemi, kotrez pak so
we wobluku predlezaceho nastawka wopisaé¢ njemoza. Pfepytowanje je
tohorunja pokazato, zo njeje stajnje kwalitatiwneho rozdzéla mjez parcielnej
a totalnej imersiju. Tam, hdzez so z wéstej kontinuitu serbskoréény input
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intensiwnje posrédkuje, wutworjeja so pola péstowarskich dzéci solidne
receptiwne a produktiwne zamdznosce. Récny priktad kubtarkow, jich
motiwacija a jich metodiska wusiknos¢, péstowarske dzéci k produkowanju
serbskoré¢nych wuprajenjow pohnuwac, tworja zaktad wséch précowanjow,
to réka: Bytostna je kwalita ré¢neho inputa. Operatory kaz ,,[...] und dann
gehen wir spinkac¢® abo wuprajenja péstowarkow ,hm ... mloko schmeckt*,
do kotrychz zapletu so jenoz jednotliwe serbske stowa a praktikuje so
tak mjenowamy ,,code-mixing®, njewotpowéduja awtentiskej serbskej
komunikaciji, a tajki ré¢ny input dowjedze skerje k rudimentarnym
serbskoré¢nym kompetencam.
Za Saksku je so 1999 koncepcija ,,2plus® w Sulskej praksy zawjedta
a k prénjemu razej na zakladnej Suli w Panc¢icach-Kukowje natozowala
(Budarjowa 2012: 23). Trébnos¢ nadzétanja noweje Sulskeje koncepcije bé -
podobnje kaz zawjedzenje Witaj-modela w predsulskim wobtuku - wurostta
z récneje situacije spocatk 1990tych lét, jako béchu so tez w Sulstwje nowe
struktury presadzili. Sulstwo bé ze zawjedZenjom principa federalizma
presto do zamotwitosce jednotliwych zwjazkowych krajow, $toz méjese na
pt. htuboko sahace konsekwency za Slepjanske kénciny?. Najmarkantnisa
zména woneho ¢asa nastupa dotalne dzélenje do A- a B-1étnikow, kotrez
njehodzese so hizo dale praktikowac:
- Li¢by macernoréénych Sulerjow po rapidnym spadze licby porodow
w 1990tych létach za wutworjenje serbskich rjadownjow njedosahachu.
- Bé-li dotal minimalna li¢ba 8 Sulerjow za wutworjenje separatnych
rjadownjow dosahata, powysi so wona po strukturnych zménach na 15
za zakladne resp. na 20 za srjedzne Sule a gymnazij. Tez pozdzise zawréce
$ule dla njedocpéca Sulerskich licbow béchu s¢éhi tuteje zmény.

- Tezkwalita dotalneje, 1étdzesatki praktikowaneje B-wucby bé njespokojaca.
Tradicionelna cuzorééna wucba serb$¢iny njebé pola wjetsiny absolwentow
B-rjadownjow tez po dotholétnym wuwucowanju w serbs$¢inje dowjedia
k wutworjenju (aktiwneje) serbskorécneje kompetency.

! Prikladaj z empiriskeho materiala projekta J. Sol¢ineje: ,,Bilingualer Spracherwerb im
Witaj-Projekt” Serbskeho instituta (manuskr.).

* Béchu-li $ulerjo ze Slepjanskeho regiona ha¢ do 1990tych 1ét do Chocebuza na gymnazij
chodzili a tam potom na gymnazialnym schodzenku delnjoserbsku ré¢ wuknyli, tak pfirjadowase
so region nétko Sakskej, §toz woznamjenjese, zo méjachu nétko do Budysina na Serbskij
gymnazij chodzi¢.

86



Tohodla nadzéta w nadawku Sakskeho statneho ministerstwa za kultus
Sakski kubfanski institut w zhromadnym dzéle ze serbskimi fachowcami na
polu kubtanja nowy koncept z mjenom ,,2plus®, kiz predwidzi zhromadne
wuwucowanje macernoréénych a serb$¢inu wuknjacych Sulerjow kaz tez
potencielnych dalsich pridruznikow.

Nimo strukturnych zménow a wutworjenja ré¢nje heterogenych
rjadowniskich cytkow bése predewsém zwjazanje ré¢neje wucby z wécnej
wucbu/fachowym wuknjenjom inowacija porno dotalnemu rozrjadowanju
do A- a B-rjadownjow. Pfez naloZzowanje hornjoserbskeje réce jako
wuwucowanskeje réce tez w dalsich predmjetach - w prirodowédnych
predmjetach kaz tez w muzisko-estetiskim wobtuku - doziwjese wuknjacy
réc tez jako ,,medij“ wucby, $toz wotpowédowase modernym bilingualnym
$ulskim koncepcijam tez na mjezynarodnej runinje. NatoZowanje koncepcije
»2plus w Sulskej praksy, kotraz systematisce tez dzé¢i z némskej macernej
récu do wuknjenskich procesow na dwuréénych $ulach integruje, kotrez
doma serbsce njeréca, je so mjeztym w Hornjej Luzicy etablérowalo; a tak
su so tez licby Sulerjow w zastych létach stabilizowali. W Braniborskej ma
delnjoserbska ré¢ status druheje abo cuzeje réce, a tez tam je licba Sulerjow,
kiz wobdzéleja so na wucbje delnjoserbs¢iny, konstantna. Witaj-projekt
w péstowarnjach so pokroc¢uje na Sulach we formje t.mj. ,Witaj-wucby®, $toz
je wuwucowanje delnjoserbsc¢iny w ré¢nej wucbje kaz tez jeje nalozowanje
jako dzétowa ré¢ w bilingualnej wucbje (tam: BILISFU= Bilingualer Sach-/
Fachunterricht). Moderne ramikowe plany, metodisko-didaktiske pokiwy
kaz tez implementaciske listy za delnjoserbs¢inu steja na braniborskim
kubtanskim serweru LISUM? k dispoziciji.

Aktualne $ulerske li¢by (tuchwilu: 4.145 cylkownje, w Hornjej Luzicy
2.432: 607 macernoréénych; 611 L2, to réka Witaj a 2 plus; 1.214 cuzoréénych;
w Delnjej Luzicy: 1.713: 281 L2, to réka Witaj z bilingualnej wucbu;
1.431 cuzoré¢nych)* pokazuja heterogenos¢ Sulerjow na dwuréénych $ulach
hladajo na ré¢nu konstelaciju, kotraz je na Sulach a w druzinach $ulow
(w zakladnej a wysej $uli kaZ tezZ na gymnaziju) rozdzélna. Kézda dwurééna
serbsko-némska $ula ma tuz specifiske ramikowe wuménjenja.

Sule presahowaca koncepcija ,,2plus je so wusmérita po rozdzélnych
regionalnych a ré¢nych wuménjenjach jednotliwych sulow, a z tuteje pri¢iny

* http://bildungsserver.berlin-brandenburg.de/sorbisch_wendisch.html
* Li¢by po informacijach kublanskeje agentury (Sakska) a $ulskeho hamta (Braniborska).
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zapfijimuje tez rozdzélne metodisko-didaktiske koncepty, kotrez so na
$ulach wotpowédujo datym wuménjenjam rozdzélnje akcentuja. Wuzadanje
za wucerja wobsteji w zmystapotnej kombinaciji elementow jednotliwych
didaktikow: macernoré¢neje (macernorécneje didaktiki (= SaM, Serbs¢ina
jako macerna/prénja ré¢/Sorbisch als Muttersprache), didaktiki druheje réce
(= SaZ, serbs¢ina jako druha ré¢/Sorbisch als Zweitsprache) a cuzorécneje
(= SaF, serb$¢ina jako cuza ré¢/Sorbisch als Fremdsprache).

Nalozowanje koncepcije w $ulskej praksy je so w 1étach wot 2002/2003
ha¢ do 2010 prez Hamburgsku uniwersitu ewaluérowato. Po publikowanju
kéncneju rozprawow za zakladnu $ulu (Gantefort et al. 2009) kaz tez za
sekundarny schodzenk I (Gantefort et al. 2010) je so manuskriptowa wersija
koncepcije ,,2plus” (tu: 10. wersija 2005) znowa predzétata. Aktualna koncepcija
»2plus®, predlezaca tohorunja we formje manuskripta (staw: 24.10.2012) je so
zredukowata na tekst 4 stron, §toz je wéste iritacije wubudzilo. Mjenuju tfi
bytostne wobsahowe dypki koncepcije, kotrez méli so we wotpowédnych
gremijach a fachowych skupinach dale konkretizowa¢ a potrjebam sulskeje
praksy priméri¢, to su: 1.) zarucenje wuwazeneje dwuré¢nosce pola Sulerjow,
to réka solidnych ré¢nych kompetencow we wobémaj réc¢omaj 2.) zarucenje
kwality wucby a 3.) zaruc¢enje kwalifikowaneho wucerskeho dorosta kaz tez
bézneho dalekubfanja w$éch na dwuréénych $ulach dzétacych wucerjow
a wucerkow.

2. Facit

Wuznam Witaj-projekta so tez dzensa wysoko hodnoci. Predewsém
ze stron pedagogow, politikarjow a wédomostnikow wuzbéhuje so prinosk
Witaj-projekta k zdZerZenju, daledawanju abo tez k wozrodzenju, t.r.
rewitalizowanju hornjo- a delnjoserbs¢iny. Trébnos¢ zawjedzenja Witaj-
-projekta bé wurostta z ré¢no-sociologiskich zménow poslednich 1étdzesatkow
20. létstotka, w kotrychz bé licba serbsce réc¢acych dzééi wotebérata a so
tez récna konstelacija w swojbach zménita, samo we wjesnych koéncinach,
hdzez bé hornjoserbska ré¢ ha¢ donétka dominowala. Na tamnej stronje
je zawjedZenje Witaj-projekta wuziwanje hornjo- a delnjoserbskeje réce
w regionach wozrodzilo, w kotrychz jenoz hi§ce star$a generacija 60+ serbsku
ré¢ wobknjezese a hdzez bé so we w$édnym ziwjenju hizo pozhubita, na pf.
w Delnjej Luzicy, w Slepjanskim regionje abo w ewangelskim dzélu Hornjeje
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Luzicy. Tam wjetsina starsich, kotrychz dzéc¢i dZzensa Witaj-péstowarnje abo
Witaj-skupiny wopytuja, hizo serbsce njerozumi a njeréci.

Pti natozowanju Witaj-projekta steja ,[...] w prénim rjedze dzééi
némskoréénych swojbow w ztobikowej a péstowarskej starobje w fokusu [...],
z0 bychu sej na efektiwne wasnje ré¢ne kmanosée w serbséinje priswojili

rev 1

a tak dobre ré¢ne wuchadzis¢o méli, zo méhli pozdziso sulskej wucbje
w serbskej réci s¢éhowac” (Kaulfiirstowa 2012: 93). W péstowarnjach Delnjeje
Luzicy, w Slepjanskej koncinje kaz tez w péstowarnjach ewangelskich koncin
Hornjeje Luzicy je so tuz aktiwne nalozowanje serbskeje réce w péstowarske;j
praksy wozrodzito. Dzen a bdle zajimuja so tez némscy starsi za serbsku
ré¢, $toz pokazuje so mj. dr. w stupacej potrjebje na ré¢nych kursach.
W péstowarnjach tradicionelneho katolskeho regiona wostanje zachowanje
serbskorécneje substancy a prirodne daledawanje réce najbytostnisi nadawk.
Witaj-projekt so drje na serbsce-wuknjacych koncentruje, ale njemét
spusci¢ rééne spéchowanje serbskich macernorécnych dzé¢i na wysokim
niwowje. Diferencowane ré¢ne wuchadzi$¢a dzé¢i w heterogenych skupinach
dwuréénych péstowarnjow wostanu tez dale wuzadanje, runje tak kaz
zmisStrowanje organizatoriskich problemow w dwuré¢nych kubtanisc¢ach
z jara rozdzélnymi wumeénjenjemi.

Po létach natozowanja Witaj-projekta a na njon nawjazowaceje Sulskeje
koncepcije ,,.2plus“ w praksy je so pokazalo, zo njeje alternatiwy za dwurécne
$ule Hornjeje a srjedzneje Luzicy. Serbscy macernorééni Sulerjo su a wostanu
stolp macernorééneho kubtanja w $uli a budu tez perspektiwisce ,,motor*
procesa priswojenja réce. Dalsi stolp tworja dzé¢i a Sulerjo, kotfiz w $uli
serbsku ré¢ wuknu a so na dwurécnej wucbje wobdzéleja. Zamér modernych
koncepcijow njemoéze wobsta¢ w jich izolowanju, ale w zhromadnym
wuknjenju macernoréénych Sulerjow z njemacernoréénymi, to réka ze
serbsce wuknjacymi. Wuzadanje wobsteji w tym, wobaj stolpaj zmystapolnje
kombinowac¢ - a to na dobro wobeju. Ha¢ so tole z pomocu koncepcije ,,2plus*
poradzi, hakle prichod pokaza.
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The Witaj-Project as a successful model for Upper
and Lower Sorbian revitalization?

(Summary)

The Witaj-Project applies the Immersion Method, as used in Breton/Brittany,
to teach Sorbian as a second language. First introduced in 1998, the project currently
has c. 1200 children learning Upper- and Lower-Sorbian in 37 pre-school facilities
in Upper and Lower Lausitz. This paper presents the results of a multi-year interval
study in selected Witaj-groups and childcare centres. The study questions whether
the Witaj-project can rightly be described as a Revitalisation Project, and if it (the
Witaj approach) results in speakers of Upper and Lower Sorbian who have a well-
-balanced German-Sorbian bilingualism.

Keywords: language acquisition, Upper and Lower Sorbian, revitalization, mother
tongue, second language, Witaj-project, immersion
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Caught in the middle: Parents’ perceptions
of new Welsh speakers’ language use:
The case of Cwm Rhymni, south Wales

Introduction

Since the 1960s a plethora of language revitalisation strategies based on heri-
tage and minority language education in the United States of America, Canada
and Europe have been at the centre of debates surrounding language and ethnic
identity (Fishman 2001). A vital component of Cooper’s (1989: 33) ‘acquisition
planning’; education can be used effectively to increase numbers of minority
language speakers on a global level. Despite its current saviour status; histori-
cally, education has epitomised linguistic hegemony as exercised by the power
of the state to promote majority languages and social mobility (Ferguson 2006).

Minority language education despite its successes in increasing the
numbers of new minority language speakers, cannot guarantee language
identity, ownership and use among young people. Consequently, studying
new speakers of minority languages is an increasingly relevant research
field. In Wales, Robert (2009) researched new Welsh speakers in south-East
Wales and discussed specific language categories used to create linguistic
hierarchies based on the labels of new and native speakers. Similar research
on ‘neofalantes’ in Galicia (O’Rourke 2011; O’Rourke, Ramallo 2011) and
‘neo-Breton’ has been conducted (Hornsby 2005, 2008). Such labels are
often based on divisive ideologies suggesting an ‘us’ and ‘them’ dichotomy.
Questions pertaining to language attitude (O’Rourke, Hogan-Brun 2012)
and symbolic power (Bourdieu 1991) permeate the field.

New speakers often learn languages not known by their families or are
re-learning languages spoken by previous generations of their families. There
emerges a paradox between native or first language speakers mainly associated
with traditional, rural heartland locations and new speakers often living in urban-



ised localities. The role of non-minority language speaking parents as language
planning decision makers is all important yet often overlooked. Therefore this
paper aims to discuss their perceptions regarding their children’s language use.

The Welsh Context

Often referred to as “one of the little miracles of post-Napoleonic Europe”
(Williams in: Thomas, Williams 2013: xiii), Welsh-medium education has
arguably over achieved within its relatively short history. Its beginnings are
frequently contested often depending on the type and location of school.
In 1939 Ysgol y Lluest opened in Aberystwyth with seven Welsh-speaking
pupils as arguably the first Welsh-medium school and this provision was
privately funded (Baker 2010). However, S. Rh. Williams (2002) maintains that
the first Ysgol Gymraeg (Welsh school) dates to 1837 in Llanwenarth, south
East Wales. In terms of public sector Welsh-medium provision, Ysgol Dewi
Sant, Llanelli became the first Welsh-medium primary school in 1947 whilst
in 1956, Ysgol Glan Clwyd, Rhyl, opened as the first Welsh-medium secondary
school. In Cwm Rhymni, the study location, Welsh-medium education began
in the early 1950s with classes in Rhymni (Jones, Richards 2003). Moreover,
there are also claims that Welsh-medium education readily existed within
a number of ‘English-medium’ schools in Wales due to linguistically pro-
gressive head teachers (Wyn Williams 2003; Thomas, Williams 2013). Since
its humble beginnings, demand is high for Welsh-medium education, most
notably amongst non-Welsh-speaking parents, some driven by motivations
to recover a “lost generation” of Welsh speakers in the south Wales valleys
(Hodges 2010: 197). Moreover, one in five primary school children in Cardiff,
Wales’ capital city now receive Welsh-medium education (Drakeford 2011).
Devolution in 1997 created a climate favouring bilingualism in Wales and
unique educational policies emerged (Rees 2007). The Welsh Government’s
current vision is for the Welsh language to be “a living language: a language
for living” (WG 2012a: 1). Moreover, the Welsh Language Commissioner
who came to post following the establishment of a Welsh Language (Wales)
Measure (2011) aims to promote and facilitate the use of Welsh language
in Wales, a language now given official status according to this legislation.
At the time of writing a key language planning milestone in Wales is a foot
as the Welsh Language Commissioner has published a first draft of language
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standards for consultation among the public, public sector bodies and service
providers. The upcoming months will be crucial in shaping the language policy
landscape of Wales in terms of inclusive rights for all citizens.

Defining Welsh-medium education is difficult as it is often used in conjunc-
tion with the term, ‘bilingual education’ which clouds clarity of provision. There
exists a “kaleidoscopic variety of bilingual education provision” (Baker 1993: 15)
in Wales which highlights complexities when attempting to address national
provision. Baker and Prys- Jones (2003) and Lewis (2008) further emphasise
inconsistencies between and within local authorities in different regions of Wales.
The 2002 Education Act defined Welsh-medium schools as teaching over half
its subjects (excluding Welsh, English and Religious Studies) wholly or partially
through the medium of Welsh (Redknap 2006). Furthermore, a series of complex
school categorisations further impede national planning (Redknap 2006). Welsh
Government (WG) publications state that the Welsh language should be allocated
seventy percent of curriculum time in order to achieve fluency in that language
(Welsh Government 2007, 2010). Furthermore, Welsh-medium classrooms are
characterised by a varied sociolinguistic context as pupils from different language
backgrounds learn simultaneously which can impact upon language identity and
authenticity (Lewis 2006; Estyn 2006; O’'Rourke 2011; O'Rourke, Ramallo 2011;
Hickey, Lewis, Baker 2014). Linguistic hierarchies between speakers can ultimately
shape current and future language use and ownership.

Since 2001, there has been a 20,000 decrease in Welsh speakers according to
statistics from the 2011 Census (WG 2012b, 2012¢). Complex demographic factors
such as inward and outward migration are impacting upon the sustainability
of Welsh-speaking communities. Welsh language ‘heartlands’ are increasingly
under threat as young people migrate to urban centres such as Cardiff (Jones
2010). Despite decreases, the 2011 Census reports increases of 3,300 Welsh-
-speaking 3-4 year olds since 2001(ONS 2012), largely attributable to Mudiad
Meithrin (Welsh-medium Nursery) and TWF (Transfer of Welsh in Families)
strategies. The 2011 Census reports the highest numbers of Welsh-speakers are
within the 10-14 year old age category (75,093) (ONS 2012). The positive influ-
ence of Welsh-medium education in increasing school age speakers is therefore
evident. However, unlike Catalonia’s ofercat (Romagasa 2003), censuses do not
measure language use. Therefore, this paper hopes to highlight key language
use issues within one south Wales valley location, Cwm Rhymni.

Like many other minority languages, increasing language use is at the heart
of language planning challenges in Wales. Welsh-medium education has its
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limitations in encouraging language use beyond the classroom as is evidenced
in research by the Welsh Language Board (2008). Welsh as an educational,
school-based phenomenon (Hodges 2009) creating a particular schools orien-
tated dialect (Jones 1998; Hodges 2010) is a central language planning concern.
Moreover, education more than any other domain, highlights the competition
between majority and minority languages. Recent research in Wales reveals the
preferred language of communication with peers outside formal lessons (even
among Welsh language strongholds such as Gwynedd in north Wales) is often
English (Thomas, Roberts 2011; Thomas, Lewis, Apolloni 2012, 2014).

Language progression and language choice are other key concerns as fewer
school children receive Welsh-medium secondary school education and fewer
still are educated through the medium of Welsh within higher education (Davies,
Trystan 2012). However, the establishment of the Coleg Cymraeg Cenedlaethol
(National Welsh-medium College) has meant thorough investment in widen-
ing and enhancing higher education provision available to students through
the medium of Welsh in Wales. In doing so it is a pioneering and far-reaching
language planning strategy within higher education in Wales.

The Cwm Rhymni Study:
Parents’ Perceptions of their Children’s Language Use

This paper analyses parents’ perceptions of their children’s language use
in Cwm Rhymni, a former industrial stronghold located in Caerffili borough.
Caerfhili town itself it located merely eight miles north of Wales’ capital city,
Cardiff. Historically, many Welsh speakers lived within Cwm Rhymni, especially
to the north of the valley, yet English dominates the current sociolinguistic
context (S. Rh. Williams 2004). According to the 2001 Census, 11.2% of the
169,519 Caerffili County population could speak Welsh which equates to 18,986
Welsh speakers. This percentage has remained at 11.2% in 2011 although there
are more Welsh speakers as the population has risen to 178,800 (ONS 2012;
Caerffili County 2012). Numerically, this translates into 20,025 Welsh speakers
in Caerffili County by 2011, an increase of 1,039 Welsh speakers since 2001.

Caerffili has been an influential player in terms of Welsh-medium education
as local authority borders changes mean that there are currently eleven Welsh-
-medium primary schools and one Welsh-medium comprehensive school (with
the addition of a second secondary school campus that opened in September 2013
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in Caerffili itself) (RhAG; Thomas, Williams 2013). Parents, teachers, governors,
and local councillors played, and continue to play, an all important role in secur-
ing Welsh-medium education throughout this valley (Jones, Richards 2003).

Parents need to become a central research focus within the field of new
speakers and education, something this paper hopes to begin to address.
Non-Welsh-speaking parents make all important educational and language
planning choices for their children and have a strong history of commitment
to Welsh-medium education (Wyn Williams 2003; Thomas 2007, 2009;
Hodges 2010, 2012; Thomas, Williams 2013). Parents’ perceptions of lesser-
used languages are all the more interesting in a post-modern, globalized
world where the dominance of English as the lingua franca is ever pres-
ent. Furthermore, this paper concentrates on parents’ perceptions of their
children’s language use within the home and community in Cwm Rhymni,
Caerffili, south Wales. This paper forms part of a wider doctoral research on
parental incentives where parents chose cultural incentives such as identity,
nationhood and tradition as a basis for educational choices (Hodges 2010,
2012). Further conclusions highlighted a significant attitudinal shift from
occupation-based and instrumental incentives of the 1970s (Gardner, Lambert
1972; Williams et al 1978) to integrative incentives based on culture, belonging
and nationhood. It is therefore interesting to see whether the young people
mirror similar principles in terms of their Welsh language use. Addition-
ally, this paper builds upon research discussing past pupils language use in
Cwm Rhymni (Hodges 2009: 27) where new speakers found several barriers
to using the Welsh language beyond the classroom such as a “fragmented
identity” affecting language use, preference and identity. However, Welsh
language use within employment and in written form (for example, whilst
sending text messages and e-mails) remained prevalent.

Methodology

The Cwm Rhymni study followed an interpretive framework that aimed
to glean qualitative data and capture “the meanings, concepts, definitions...
and descriptions of things” (Berg 2007: 3); in this case, the Welsh language use
of young people in Cwm Rhymni as perceived by their parents. This provided
a worthy framework from which to analyse social behaviour and its associated
symbolic meanings (Weber 1964). In order to glean in-depth and thorough data,
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fifty in depth interviews were conducted with parents from the meithrin (nurs-
ery), primary and secondary sector from different socio-economic backgrounds
and geographic locations throughout the valley. Parents were distinguished
by family language background that largely reflected the linguistic makeup of
the locality. Parents were grouped as NW (non-Welsh-speaking), ML (mixed
language, one Welsh-speaking parent) and WL (both parents spoke Welsh).
The majority were non-Welsh-speaking with representation from mixed and
Welsh language households respectively. Participants were chosen from con-
tact details provided on an initial questionnaires sent to schools and snowball
sampling was operational in collecting a research sample. Thematic patterns
within this paper emerged through use of the software package NVivo.

Cwm Rhymni Study Primary Data

The primary data results on parental perceptions of their children’s
language use will be discussed according to the following research questions:

1. What of the actual language use and language preferences of new
Welsh speakers beyond the education system in Cwm Rhymni?

2. What role do new Welsh speakers play in the future of the Welsh
language in Cwm Rhymni and beyond?

3. Is Welsh-medium education a viable language revitalisation strategy
in the field of language policy and planning?

1. What of the actual language use and language
preferences of new Welsh speakers beyond the
education system?

Parents were asked to discuss their perceptions of their children’s lan-
guage use beyond the classroom and commented specifically upon their
perceptions of family and local community language use.

Family Language Use

There was a positive correlation between family language background
and language use of young people at home. More often than not, young
people’s language use within the family mirrored the language of their
parents. Gender differences emerged as a key pattern when discussing the

98



influence of mothers and fathers. In terms of the language of the home, NW
families spoke English mainly, WL families spoke Welsh mainly and ML
family language tended to follow the language of the father, whilst children’s
individual languages tended to mirror the mother. This outcome reflects
research by Lyon (1996). Regarding parents’ language use, mothers showed
the greatest tendency to learn Welsh and they influenced language learn-
ing of their young children. Educational sector was a determining factor as
mothers with meithrin children showed a particular commitment to learning
Welsh with their children:

We listen to Welsh tapes in the car, ‘Mynd ar y Ceffyl” [Ride the Horse]...it’s
great because she is learning the basics; it’s really nice when she comes out
with sentences, ‘wnei di fynd i’r ty bach ‘da fi?’ [will you take me to the toilet?]
(Interview 22:127-132, non-Welsh speaking mother, children in meithrin)

Mothers and fathers with primary school children also showed a greater
tendency to learn Welsh than those with children in secondary school.
(Interview 40, 49). However, there is evidence to suggest language learning
did not always continue due to an increased difficulty level and added work
pressures (Interview 4, 6, 28, 45).

In terms of children’s language use within the home, ML families
yielded the most interesting language use results as mirrors research in
Wales (Jones, Morris 2009; Hodges 2009) and Catalonia (O’Donnell 2001).
Language courtesy was a dominant theme as English was often used as the
main language of communication not to ostracise an English-speaking
parent. NW and ML siblings often conversed in English at home to include
a non-Welsh-speaking parent. Clear evidence point towards young people
associating certain languages with particular parents and code switching
between Welsh and English was common place throughout. NW parents
noted their children often used Welsh phrases interspersed within English
sentences and often could not think of an English word when communicat-
ing. Consequently, NW and ML parents learned important phrases such as
gwaith cartref (homework) and often commented that their children do in
fact dream in Welsh (Interview 4, 28, 42, 59). NW parents perceptions of
language use between siblings was that Welsh needed a specific stimulus
when used between siblings such as when doing gwaith cartref (homework)
or watching Welsh-medium programmes on S4C (Channel 4 Wales) (Inter-
view 4, 5, 25). Parents discussed occasional opportunities for their children
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to use Welsh when on holiday in heartland localities (Interview 4, 20, 25, 30
). According to a NW mother with children in primary school (Interview 57:
133-135) a key research theme in new speakers’ language use was context:

Sometimes my two do speak Welsh to each other, but not very often. They do
occasionally, if we’ve got S4C on, because it’s immediate, it’s what they are
listening to, that’s what they’ll converse in...

Furthermore, NW parents encouraged Welsh language use regardless
of motivation. According to a NW father with children in secondary sector
stated, he enjoyed hearing his children communicate in Welsh:

...if they don’t want me to hear anything, they’ll chat amongst themselves, they
think they are winding me up [teasing] but I love hearing them speak Welsh. ..
(Interview 51:93-96)

This quotation emphasises that language courtesy was ignored when
NW siblings wanted to keep certain information from their parents. Using
Welsh as a secret sibling language was a clear research theme according to
NW and ML parents.

Welsh-speaking mothers in ML households were most successful lan-
guage transmission agents and they encouraged increased language use
within the home. However, many mothers (Interview, 1, 6, 12) felt guilt at
not persevering with Welsh as a home language:

If T had managed to establish Welsh early in the house, then they might well
speak Welsh here. I used to go to ‘Mamau a phlant’ [mothers and children]
group. My Welsh was just about up to that and I did think that I would maybe
try to speak to them in Welsh and hoped I could... It didn’t work...(Interview
6:192-202. ML mother, children secondary school).

Fluency, proficiency and confidence impacted upon the level of Welsh
language use and its particular context (Interview 6, 12). An interesting theme
was the frustration shown by Welsh-speaking fathers from ML backgrounds as
children were reluctant to converse in Welsh (Interview 2, 49). This also impacted
negatively upon the confidence of parents who had learned the language:

I speak Welsh, yes, but my confidence is low at the moment because my daughter
always answers me in English... And I ask constantly if she’ll speak Welsh to
me like we used to when she was small, but she’s adamant she won’t. (Interview
49:17-19 & 24-25, Welsh speaking father, ML background, learnt Welsh at
night school).
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WL children used Welsh regularly and naturally and English language
use between WL siblings was a rarity within the home, however, WL par-
ents an increased use of English socially, especially in the company of new
speakers this was their first language of communication (Interview 11, 14,
18, 26). It could be argued that language labels impact upon language choice
and preference. In Cwm Rhymni, the majority of young people attending
Welsh-medium education are new speakers and therefore native speakers
are in the minority, on the whole.

Sibling language use among N'W brothers and sisters highlighted
interesting gender tendencies. Girls were more likely to use Welsh socially
compared to boys thus largely reflecting traditional gender language differ-
ences (Farrell et al 1997). Other respondents describe a connection between
gender, language ability and language use and noted how boys seemed to
struggle in learning Welsh and subsequently using it (Interview 2: 136-138,
Welsh-speaking father, ML household, children in primary and secondary
school; Interview 5: NW mother, children in secondary school). Age was also
a determining factor. Language use deteriorated as children grew older and
attitudes swung in factor of using English. However, new speakers would
communicate in written form in Welsh, more so than orally. Parents described
their children texting and sending e-mails through the medium of Welsh to
keep their language alive out of school (Interview 4, 30).

Community Language Use

Within the communities of Cwm Rhymni, all parents recognised English
as the dominant social language. Welsh was heard in specific locations such
as schools, when specific Welsh speakers met one another in the street and
within particular events organised by Urdd Gobaith Cymru (Cultural Youth
Movement) Menter Iaith Caerffili (Language Initiative) and Ysgolion Cymraeg
(Welsh-medium schools) themselves. Children from all language backgrounds
attended social activities provided by such organisations. Parents viewed
such activities as vital in providing a wealth of extra-curricular experiences
through the medium of Welsh. Parents reported that the Welsh language
was heard more often within Caerffili town itself (Interview 11, 12, 14, 18)
which could highlight the effects of Welsh speakers moving from Cardiff
to Caerflili due to house prices and a cheaper cost of living. NW parents in
particular referred specifically to Welsh speakers living locally instigating
language use amongst young new speakers:
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My next door neighbours are from North Wales, and they’ll only speak to my
children in Welsh, they won’t speak to them in English. (Interview 25:41-42,
NW mother, children secondary school)

However, evidence given by NW parents suggests that a small minority of
local non-Welsh-speaking individuals displayed certain resentment towards
“the Welsh school” (Interview 4: 103 and others described how their children
were often referred to as “Welshies” (Interview 25:50). Language of instruction at
school was used by certain individuals as a separatist tool and as an established
identity marker. However, this was not a blanket viewpoint as numerous NW
parents noted that their children were not perceived differently to other children
attending English-medium education (Interview 5, 19) in Cwm Rhymni.

Respondents highlight the paradox between language ability and lan-
guage use as stated by a Welsh-speaking father from a ML household with
children in the primary education system:

Language use in the family must be encouraged and language use by young people in
their ‘free’ time socially, we don’t want the language to seen as something academic
only. Otherwise, in a few years, Welsh could be like Latin — something to study,
amuseum piece rather than something to be used in the future (Interview 2:250-253).

A mother with children in the secondary sector highlights the multi
layered complexities of language, education and identity in the locality:

I see people and they name their children good strong Welsh names...they’ve
got Welsh roots, they’ve got dragons in the windows, and then they go and send
their children to English-medium schools! (Interview 33:212-217)

2. What role do new Welsh speakers play in the future
of the Welsh language in Cwm Rhymni and beyond?

All parents referred to the future of the Welsh language in terms of the
need to secure economic investment via the Welsh Government. Parents
viewed a devolved government actively supporting bilingualism as positive
in terms of the survival of the Welsh language in Cwm Rhymni and beyond
(Interview 5, 16, 18, 51, 59).

All parents referred to the need for an increased social language use by
current and past pupils. At the present, the majority of parents were aware of an
English language social preference as viewed this as a natural occurrence due to
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the linguistic nature of the locality. According to a NW mother with primary
school children the main language of children’s social networks is English:

Well, in the streets where they play with other children, there are a brother and
sister that go to a Welsh-medium school and they don’t even speak Welsh with
them.... I think it must be as though there’s a switch in their brain, they come
out of school, it’s not because they don’t want to speak Welsh, they just don’t
think of it, its habit through their parents (Interview 56:165- 166 & 168-171).

However, NW parents in particular were optimistic regarding their chil-
dren’s future language use. The majority predicted that their children would
use Welsh with their children in the future (Interview 9: 300-303, NW mother,
children in primary and secondary sector). NW parents discussed the impor-
tance of language ownership and hoped such attitudes would increase with age:

I hope the children will appreciate the language as they grow older and that
they continue to use the language throughout their lives. We have to make sure
our children are proud of their language, it’s not ours but it’s theirs. That is our
responsibility (Interview 4: 310-313, NW mother, children in secondary sector).

On the other hand, certain WL parents, did not share this optimism
and perceived that new speakers would not readily transmit Welsh at home
despite choosing Welsh-medium education for their children. For such
respondents, this created second-generation new speakers rather than first
language speakers and an opportunity lost to strengthen the Welsh language
locally (Interview 16:26-30, WL mother, children secondary school). This
accentuates concerns by a number of researchers in Wales (Hallam, Gruffudd
1999; Gruffudd 2000; Hodges 2009). However, WL parents maintained that
NW past pupils remained supportive of Welsh-medium education despite
not transmitting the language at home themselves. (Interview 16:26-30).

3. Is Welsh-medium education a viable language
revitalisation strategy in the field of language policy
and planning?

Detailed interviews with parents highlight that Welsh-medium educa-
tion has been at the very centre of language revitalisation efforts in Cwm
Rhymni. More often than not, it is viewed by parents as providing positive
opportunities for new speakers to become fluent in a language they themselves
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did not have the opportunity to learn. Welsh-medium education accounts
for double the Welsh speakers that the family alone provide (Jones 2010)
and the language planning potential in post-industrial urban centres such
as the south Wales valleys is crucial to the survival of the Welsh language
in a globalised world dominated by English. However, this study underlines
that Welsh is often an academic phenomenon. Parents in the Cwm Rhymni
study referred to this as “Welsh from nine to three thirty only” (Interview
7:227) as their children associated Welsh with academic studies. According
to one Welsh-speaking, ML father (with children in primary and secondary
education) using Welsh at home with new speakers highlights their identity
complexities:

Welsh is something for school and only the school. XXX’s friends come to
the house and they’ve been through the education system, I speak Welsh to
them. I'm sure they think that’s that strange father who speaks Welsh to us,
and even though they understand, they’ll answer me in English. (Interview
2:109-115)

Evidence suggests when WL parents speak Welsh to their children in
front of their friends from NW backgrounds this is often met with embar-
rassment and the language of communication switches to English to conform
to an English-speaking majority:

...if I start speaking Welsh to his friends, he’ll say,'why are you speaking Welsh,
Mam?’, I think they associate it with the school... my son’s friends come here
and think it’s odd that I'm speaking Welsh to them and they’re not in school.
(Interview 54:97-101, ML mother, children in primary sector)

Welsh-speaking parents from ML backgrounds referred to the impor-
tance of Welsh-speaking teachers as local Welsh language users beyond the
classroom in a bid to secure the future of the language in Cwm Rhymni
(Interview 7: 361-364). Respondents refer to teachers living outside the val-
ley, travelling in and out for work and furthermore perpetuating the Welsh
from nine to three thirty stereotype.

Linguists have also questioned the rigour of Welsh-medium education in
creating a specific schools-based dialect used by new speakers in immersion
education (Jones 1998). In Cwm Rhymni, WL parents commented upon the
effects of new speakers and a non-Welsh-speaking locality on their children’s
language use (Interview 11, 14 and 18). As one WL mother with children in
the primary school states:

104



...English words were being ‘Welshified” every other word, words were being
used that no other first language Welsh-language family would ever dream of
using, like, “ble mae gloves fi? (‘where are my gloves’, using a grammatically
incorrect sentence construction)’ (Interview 18:211-213).

This could point towards the negative effects of mixing L1 and L2 chil-
dren within Welsh-medium immersions schools in Wales. However, this
respondent did state that her child had gone through particular language
phases and that she was able to differentiate between language contexts.
Furthermore, parents acknowledged that children from different language
backgrounds enriched each other’s school experiences. Moreover, comments
reflect research by Johnstone (2002 in: Redknap 2006: 29) which asks if
new speaker language patterns are ‘linguistic degradation’ or an indicator
of ‘sociolinguistic vitality’? WL parents in Cwm Rhymni veered towards
‘linguistic degradation” whilst ML families tended to view language varying
language patterns as sociolinguistic vitality. Other WL parents noted that
their children were ostracised within Welsh-medium schools because they
were native speakers among the majority of new speakers:

I've never felt my boys have really been accepted in school, they were different
from the start. “They’re different to us because they speak Welsh in the house
and we don’t’. (Interview 11:284-286, WL mother, children secondary school)

Nevertheless, NW parents discussed the positive link between Welsh-
medium education and the social opportunities created for their children
to use the Welsh language:

I think it’s extremely positive, the schooling system is like a family affair,
everybody is involved, everybody is included - teachers, parents and pupils.
The social side is great for them with their after school activities in Welsh and
their Welsh youth club, Adran. (Interview 36:182-185, NW mother, children
secondary school)

WL parents also showed positive attitudes towards Welsh-medium
education and the creation of new Welsh speakers who otherwise might not
have learnt about Welsh literature and culture (Interview 18, WL mother,
children primary sector). Conversely, negative responses stated that language
use is artificial and is enforced by teachers:

The Welsh language is totally artificial to the children. Their only experience is
going to the school where teachers say, ‘you must speak Welsh’, outside school,
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they don’t want to know (Interview 2: 124-126, Welsh speaking father, ML
household, children in primary and secondary school).

Several other respondents refer to their children using English to rebel
against the academic associations of Welsh. Some refer to a “culture overload”
(Interview 26: 247-248, NW mother, child secondary education) whilst oth-
ers refer to “rebelling against school and what mum and dad have chosen...”
(Interview 6: 53-56, Welsh speaking ML mother, children secondary school).
Such comments could be reminiscent of ‘fragmented identity’ (Hodges
2009:27) and linguistic tension (Thomas in Edwards 2003: xiv). Many new
speakers from non-Welsh-speaking backgrounds attending Welsh-medium
education feel a psychological tension in terms of linguistic identity (Hodges
2009: 27). New speakers are at a critical juncture as they do not associate
readily with first language Welsh-speakers or monolingual English speakers
therefore are caught in the middle of this linguistic identity discourse. This
also brings to mind Kabel’s (2000: 1) ‘uneasy relationship’ between new and
native speakers and the hierarchical power relationships that ensue.

Concluding Remarks

Welsh-medium education is at the forefront of the Welsh Government’s
vision of the Welsh language as “living language: a language for living”
(2012: 1). The Welsh-medium Education Strategy (2010) states the importance
of language progression for new speakers and learners from education to
society and the workplace. Education is at the heart of language revitalisa-
tion efforts in Wales as in other countries where minority languages are
jostling daily with majority languages in terms of prestige, status, respect
and recognition. The Welsh Language Commissioner’s role to promote and
facilitate the use of the Welsh language specifically states the importance of
language use among young people and post education.

Welsh-medium education in Cwm Rhymni has created thousands of new
Welsh speakers since the first Welsh-medium classes in the 1950s. Genera-
tions of new speakers are continuing to choose Welsh-medium education for
their children in the locality (Hodges 2010) and are using the Welsh language
within the workplace especially (Hodges 2009).

Nevertheless, despite concerted efforts to encourage Welsh-language
use beyond the classroom, the Cwm Rhymni study highlights the lack of
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opportunities to use the language within local communities, despite demand
for and investment in Welsh-medium schools. Other barriers include non-
Welsh-speaking homes and non-Welsh-speaking social networks which
differ from research in traditional heartland communities (Morris 2007).

More often than not, parents and young people perceived the Welsh lan-
guage as an educational phenomenon in Cwm Rhymni where the language
is heard mainly between the school hours of nine and three-thirty. However,
social Welsh language activities provided by Urdd Gobaith Cymru and Men-
ter Iaith Caerffili do have a positive impact upon encouraging language use
beyond the classroom. Despite this, there is increasing evidence that new
speakers continue to use English amongst siblings and friends outside the
school walls. Moreover, as highlighted by WL parents, native speakers are
also increasingly likely to turn to English in a social setting.

New speakers’ language identity and use is a multi-layered research topic
that questions the language ownership and authenticity of such speakers
compared to native speakers living in language strongholds. New speakers
in Cwm Rhymni face particular difficulties as few opportunities exist natu-
rally to hear and use the language beyond education. Despite this, parents’
perceptions are that young new speakers will make increased use of their
language when they are older. As the linguistic map of Wales is ever chang-
ing young speakers are moving from traditional localities to urban locations
such as Cardiff (Jones 2010); and are changing the rules of membership in the
process. The Welsh language is therefore becoming increasingly normalised
within this new urban setting.

It is with renewed hope that new speakers will have increased opportuni-
ties to use the Welsh language, transmit it to their children and continue to
choose Welsh-medium education for their children but ultimately call the
Welsh language theirs. In language planning terms, such choices are crucial
to the survival of Welsh for generations to come. Is it fitting to close with
a quotation from a NW father describing the complexity of language use,
identity and attitudes amongst new speakers in Cwm Rhymni:

Do our children really use the Welsh language outside the classroom? Yes and
No. I've been pleasantly surprised how much they use it with friends, especially
when discussing school work. Does it come as naturally to them as English?
No, I don’t think it does but they are very proud that they’re Welsh speakers,
I know they would send their own children to a Welsh-medium school in the
future... (Interview 17: 250-253, non-Welsh-speaking father, primary sector).
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Caught in the middle: Parents’
perceptions of new Welsh speakers’ language use:
The case of Cwm Rhymni, south Wales

(Summary)

Investment in minority language education is a key language revitalisation
strategy for minority languages worldwide. In Wales, Welsh-medium education is
regarded as a resounding success and is largely responsible for increasing numbers of
young Welsh speakers. According to the 2011 Census the highest numbers of Welsh-
-speakers are within the 10-14 year old age category (75,093). Welsh-medium educa-
tion is a key component within the Welsh Government’s vision of creating ‘A Living
Language: A Language for Living’ (WG 2012: 1). Demand for Welsh-medium schools
continues to outstrip supply, especially in the south Wales valleys and Cardiff, Wales’
capital city. However, despite increasing numbers, what of the actual language use
of new Welsh speakers? What are the social opportunities afforded to such speakers
from mixed language or English-speaking backgrounds? Indeed, such questions
reflect key strategic aims of the Welsh Language Commissioner. Parents are often
key language planning decision makers, nevertheless, are often under-represented
within social research. This paper, however, explores parents’ perceptions of their
children’s Welsh language use in Cwm Rhymni, Caerffili, south Wales. 50 qualita-
tive, in-depth interviews were conducted with parents from all educational sectors.
Data confirms that whilst language use largely decreases outside the classroom,
interesting gender, age, location and technology-based language use themes emerge.
Language use according to these parents’ perceptions highlight the myriad of subtle
complexities associated with language choice, confidence, fluency, ownership and
power relations.

Keywords: Language use, minority language education, new speakers, Welsh-
-medium Education, Wales.
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Introduction

The sociolinguistic investigation of the Uralic languages spoken in the Rus-
sian Federation is in its infancy. There are only a few monographs and papers
investigating the language use (e.g. Salanki 2007), language shift (e.g. Fejes 2010)
and language contact situation (e.g. Laakso 2010) of minority Uralic languages,
but no comprehensive sociolinguistic studies have yet been published, especially
none focusing on the sociolinguistic situation, the language variety, the language
use, or the language revitalisation institutions of the urban speakers’ community.
Thus, any publications dealing with these sociolinguistic phenomena are of
uttermost significance for Uralic studies and sociolinguistics in general.

The sociolinguistic investigation of the Mansi language is even more
urgent, since, according to the latest census, there are less than a thousand
Mansi speakers left (Census data - Hacenenne Poccuiickoit @epepannu mo
BrafieHno s3pikamu). The Mansi language is severely endangered due to the
narrowing significance of several domains of language use and the absence
of education in Mansi, the speakers of the Mansi language are shifting to
the use of Russian (cf. Pusztay 2006).

In this paper I discuss the latest language revitalisation attempt aiming to
maintain Ob-Ugric languages and cultures in an urban environment. As the
Lylyng Soyum Children Education Centre focuses primarily on the Mansi
language and culture, and the Centre happens to be the only institutions in
Khanty-Mansiysk that is functioning in Mansi, too, this paper is also more
concerned about describing the problems of maintaining and revitalizing
Mansi language and culture. The present study is based on data collected



during my fieldwork in 2006, 2007, 2008, 2009 and 2012, by carrying out
participant observation at various classes at the Centre, and also conducting
semi-structured interviews with the teachers from the Centre.

Demographic situation

Statistics

The demographic processes concerning the Mansi language (and Khanty
language also) are slightly different from the tendencies observed among other
Uralic languages. While the number of Mansi speakers is decreasing with every
census (e.g. 2,746 speakers in 2002, only 938 speakers in 2010), the number of
those declaring themselves to belong to the Mansi ethnicity is increasing, from
11,432 people in 2002 to 12,262 people in 2010 (Sip6cz 2005, Census data 2010 —
HanmonanbHblit coctaB Hacenenus Poccuiickoit Pepnepanny, HanyoHambHbI
COCTaB HacenieHnA 1o cyobekraM Poccmiickoit Pepeparivn).

The majority of the Mansi, 10,977 people, are living on the territory of
the Khanty-Mansi Autonomous Okrug - Yugra, while other representa-
tives are living in the neighbouring administrative districts of the Russian
Federation: that is, 637 people in other parts of the Tumen Territory, 251 in
the Sverdlovsk Territory, and 8 people in the Komi Republic.

The Mansi speakers

The Mansi speakers’ community is traditionally divided into three
major age groups (cf. Skribnik 1996). The level of the speakers’ proficiency
in Mansi is typically related to their age: the older the speakers are, the
more likely they are to have native competence in the Mansi language.
This general tendency can be affected by the speaker’s place of birth and
residence: younger speakers born and raised in small, monolingual Mansi
settlements often have native competence in the language, while elderly
people socialized in cities could potentially have no knowledge of Mansi at
all. (Although this type of elderly speaker is completely unheard of.)

In the case of urban speakers of the Mansi language, the representatives
of the oldest generation (born before 1945, that is, 70 or older now) typically
have no or just elementary proficiency in Russian, since the political and eco-
nomic situation did not allow them to participate in public education for very
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long. They acquired Mansi as their mother tongue, used the Mansi language
all their life, and it was not unusual for them to become bi- or multilingual
in some other indigenous languages of the region, such as Khanty, Komi or
Nenets, and, of course, Russian.

The representatives of the middle-aged urban generation (born between
1945 and 1975) were usually born in monolingual Mansi families and raised
in dominantly Mansi-speaking settlements. They became acquainted with
the Russian language through education, and having left school they became
balanced bilingual speakers of both Mansi and Russian. These speakers are
accustomed to using Mansi with their close relatives and peers, but usually
have been discouraged from the use of indigenous languages with mere
acquaintances or strangers, especially in any situation where representatives
of the majority society (e.g. teachers, officers, or native speakers of Russian)
were present. As a result of such socialisation, the middle-aged speakers
tend to use the Mansi language only at home, with their closest friends and
relatives, and they prefer not to teach the language to their children.

Middle-aged urban Mansi speakers often choose their spouses from other
ethnic minorities than among the Mansi (Horvéth 2010: 5). Although in interview
situations they usually claim that they have learnt their spouse’s mother tongue
to a certain extent and try to teach Mansi to their spouse, according to my every-
day observations interethnic families use Russian as their common language.

The children born to urban Mansi speakers reside in multiethnic, mul-
ticultural towns and cities, attend schools with Russian as the language of
instruction, and live in families with Russian as the language of communica-
tion. Their Mansi parents usually have not taught them the Mansi language
and do not intend to, the children cannot acquire it while listening to their
parent’s conversations either (since parents use Russian too), thus education
remains the only possible domain available for their acquisition of Mansi.

The effects of urbanisation on the use of Mansi

Traditional lifestyles versus the urban environment

As a result of the discovery and exploitation of oil deposits, major
economic and social changes have been taking place in the Khanty-Mansi
Autonomous Okrug since the 1970s. Before the massive oil drilling started, the
Khanty-Mansi Autonomous Okrug was one of the many sparsely populated
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Siberian areas, after the economic boom the Okrug has become a multicultural
region and one of the richest areas of the Russian Federation.

The prosperous labour market and the high living standards attracted
guest workers and migrants from the entire Federation (as well as neigh-
bouring countries). According to the 2010 census, Russians have become
the largest ethnic group in the Khanty-Mansi Autonomous Okrug (66.1%);
other major ethnic minorities are Ukrainians (8.6%) and the Tatars (7.5%),
with the Mansi forming only 0.7% of the Okrug’s population.

Similarly to other indigenous communities, the Mansi followed the
general migration trends dominating in the Okrug since the 1970s. Instead
of following a lifestyle regarded to be a traditional one for local indigenous
people (hunting, fishing and reindeer herding), according to the last census
data already 57% of the Mansi population decided to live in urban settle-
ments. Although the majority of the Mansi live in towns and cities nowadays,
they form only a tiny subgroup there, for example in Khanty-Mansiysk they
represent only 1.5% of the city’s population.

Domains of language use in the city

Some factors (such as the presence of a third party during a conversation)
that influence Mansi language use are more determinative than the domains
in which Mansi is used. It seems to be a general tendency that Mansi speakers
prefer to use Mansi only when they know the partners participating in the
conversation relatively well, i.e. when they have an idea about each other’s
competence in Mansi and have a history of using Mansi with each other.
Another crucial circumstance can be the presence or absence of a third person
with insufficient knowledge of Mansi, because using Mansi in the presence of
someone representing the non-Mansi majority would be considered as a sign
of ignoring the third party, and it would thus stop the communicators from
using Mansi. This practice can be explained by the insults many speakers
suffered during their childhood in boarding schools because they used their
mother tongue instead of Russian (Bartels and Bartels 1995: 56), and with
the relatively low prestige that Mansi had until more recently.

The number and extent of the linguistic domains are not any reason for
optimism either. Although the domains of Mansi language use are becoming
more numerous, they are still limited. Mansi is not an official language, either
at the regional or municipal level, and it is almost completely absent from
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the official or semi-official domains such as legislation, public transport or
street signs. Mansi has no economic significance either, thus it is not present
in the business sphere either, and plays a marginal role on the labour market.
Despite a long tradition of translating the Gospels and other biblical texts
into Mansi, no Orthodox (or other Christian) church service is available in
the language, it is only used during the traditional (non-Christian) Mansi
religious rituals. Mansi has growing importance in cultural and leisure
activities (literature, theatre, non-traditional music, and the internet), and,
compared to any other domains, has a relatively strong position in educa-
tion and family life.

The importance of education

While language activists and urban Mansi speakers in general are
working hard on conquering new domains for language use and increasing
activity in already existing domains, they do not disregard the importance
of language education either. Adult speakers migrating to Khanty-Mansiysk
city may face problems when settling into to urban settings, since it is hard
to find locations suitable for minority language usage and fitting into the
speakers’ network. Those future language learners who have not had the
opportunity to acquire the language in their family will find it even more
difficult to find a program fitting their needs.

On the territory of the Khanty-Mansi Autonomous Okrug the Mansi
language is taught in various types of educational institutions, from kinder-
gartens to university. A distinction can be made between state operated and
alternative institutions. The former are financed by the state, at the federal
level, whereas the latter started to function as non-governmental initiatives
and are financed by the Department of Indigenous People of the Khanty-
Mansi Autonomous Okrug.

According to official statistics, in 2011 there were ten schools in the
Khanty-Mansi Autonomous Okrug teaching Mansi as a subject, three of
them were completely or functioning partially with preschool classes only
(IIecramosa 2011). Although in state schools with sections targeted for par-
ticular minorities (IIKOJIBI C STHOKY/ILTYPHOIL COCTaBIIAOLIEI 00pa3oBaHMS
in Russian) the minority language is a compulsory subject in grades 1 through
9, and optional in grades 10 and 11, the teaching of Mansi has been subject
to various difficulties such as, for example, the insufficient number of well-
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trained teachers, old-fashioned school books, and a low number of language
classes per week. Minority languages are usually taught during two classes
per week, usually with the help of language books for Mansi as first language
speakers that were made available in the 1950s and 60s. There are about 560
Mansi intellectuals (Horvéath 2010: 17) in the whole Okrug holding university
degrees, 25% of them are living in Khanty-Mansiysk, and altogether 60% in
urban settlements, while the majority of state schools of ethnic profile are to
be found in small villages in the countryside, thus the best trained teachers
often have to find a living outside the field of pedagogy, while the schools in
the small villages have to solve the problem of missing specialists.

A handful of secondary level vocational and higher educational pro-
grams were opened to support indigenous minority children in mastering
their language and culture, but some of these programs transited to majority
training programs (as for example in the case of the Centre of Arts, which
was originally designed to train specialists in minority music and dance
culture, but became an average music conservatory), while others closed due
to financial problems (as was the case with, for example, the Mansi linguistic
program at Yugra State University) or a lack of interest. Right now only the
dubious program of the Institute of Northern Nations is open at Yugra State
University, and the Khanty-Mansiysk Pedagogical Institute offers a training
program for primary school Mansi teachers.

Alternative institutions were founded in larger, urbanised settlements
with a large Mansi population to complement Mansi children’s knowledge of
their heritage, culture and language which they could not completely acquire
within their family. The courses of both known alternative Mansi education
institutions (in Khanty-Mansiysk and Saranpaul) can be attended for free by
any children, regardless of their nationality; the aim of these institutions is to
help, first and foremost, Ob-Ugric children in the construction of their Ob-
Ugric identity. Thus, alternative institutions start to enroll children from the
youngest age possible (according to the law from age 4) and offer a full range
of courses introducing different aspects of Mansi life, such as instrumental
music, folk dance, handicraft, national sports, and the Mansi language.

In the city of Khanty-Mansiysk, the capital of the Khanty-Mansi Autono-
mous Okrug no school with Mansi as the language of instruction or Mansi
as a subject has ever functioned. The only program where the Mansi lan-
guage was taught used to be the Mansi linguistics program at Yugra State
University, started in 2002. The effectiveness of this training was doomed
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from the beginning, among other reasons, because the program could not
successfully make up for the deficiencies in the students’ proficiency in indig-
enous languages. According to a survey carried out among the indigenous
minority students studying Ob-Ugric languages and cultures at Yugra State
University, 70% of the respondents named an indigenous minority language
as their mother tongue, yet the same respondents stated that they had been
using only Russian at home, and 20% of them came from families where
no family member spoke any of the indigenous languages (Criopgnna 2011:
214). The closing of the Department of Mansi Studies in 2010, together with
a lack of Mansi education in state schools increases the importance the civil
initiatives and alternative education programs aiming at maintaining Mansi
language acquisition in Khanty-Mansiysk.

The Lylyng Soyum Children Education Centre

The History of the Centre

The idea of founding an institution of extracurricular courses (officially
recognized as ‘additional education’, yupexieHue fonomHNTEIBHOrO 06pa-
3oBaHuA getelr in Russian) in Khanty-Mansiysk city goes back to 1998 to the
current director of the Lylyng Soyum Centre, (JIsnery corom ‘living creek’ in
Mansi), Tatyana Vadichupova. Teaching in one of the elementary schools of
Khanty-Mansiysk, she noticed that not only the majority students, but also the
students of Mansi and Khanty descent were completely unaware of the basic
characteristics of Ob-Ugric cultures and languages. Since there were no schools,
classes or educational programs specially designed for the introduction of the
indigenous people to the students in public education, she decided to start
a Children’s Education Centre to help local Khanty and Mansi children maintain
their indigenous identity, and to learn Ob-Ugric languages and cultures.

The Lylyng Soyum Centre was opened in 2003 with approximately 25 stu-
dents. The courses were held in a two-room apartment on the outskirts of
Khanty-Mansiysk, but after a few years the Centre was given an opportunity
to move to the city centre, to its present building where some 60 students are
permitted. The Centre is now functioning seven days a week, from 8 AM to
6 PM with 4-8 teachers. Originally it was mainly the children of Ob-Ugric
intellectuals who attended the courses, but as a result of the successful adver-
tising of the programs, the Centre has more students applying than they can
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admit. The Centre has a very liberal policy about the admission of students:
they accept all children regardless of their ethnic background or cultural
knowledge. The courses are free of charge; the only solution for managing
the constant demand for more places for new students is to register a child’s
absences: children missing three classes in a row are kindly asked to leave
and give way to new students.

In principle, the Centre concentrates on both Ob-Ugric people, employs
both Mansi and Khanty teachers, accepts both Mansi and Khanty students,
offers both Mansi and Khanty language courses, but in reality the Mansi
part of the profile seems to be slightly more dominant. Contacts with other
cultural and educational institutions (cf. 4.4) and the most defining people
working in and around the Centre also strengthen its position beside Mansi
language and culture.

As regards the other component of the Centre’s image, it is difficult to
define the type of the institution. Although similar educational institutions
all over the Okrug are often referred to as language nests, the Centre most
definitely does not meet the criteria to qualify as one. The Centre is explicitly
not immersion oriented; on the contrary, the teachers draw the students’
attention to indigenous languages through culture, and gradually introduce
Mansi and Khanty language elements, mostly during music and dance classes.

The courses

The exact number and choice of courses offered by the Lylyng Soyum
Centre differ depending on the location of the Centre and the teaching
staff available at any time, but the list of the core subjects has remained
unchanged over the years. The most popular courses, attended by almost
every student of the Centre are classes in beading, traditional handicraft
(e.g. birch bark handicraft), traditional instrumental music, dance, and
language classes.

The teaching staff of the Centre adapted a technique for the popularisation
of the courses well-known in other revitalisation institutions. The teachers
aim to reach the youngest children (those attending kindergarten) by adver-
tising the beading and instrumental music classes. Children can be easily
attracted by the colourful ornaments and jewellery made of beads, as well
as the exotic indigenous musical instruments.

122



During the handicraft and music classes the teachers find a way to say
a few words on different aspects of Mansi and Khanty culture, to introduce
Mansi and Khanty terms to describe special characteristics, thus familia-
rising children with Ob-Ugric languages. According to teachers’ reports,
almost every child who has attended handicraft or music classes later joins
the language courses as well.

The Lylyng Soyum Centre offers different types of languages courses.
With the Mansi language, children younger than school age attend the begin-
ners’ class named Vitsam (the word means ‘water drop’ in Mansi), while older
children attend Mansi classes according to their level of proficiency. The size
of classes may vary between one and ten children. The children attending the
language courses usually have no previous knowledge of Mansi. This means
a serious methodological problem for the teachers, since the available Mansi
schoolbooks were designed for Mansi children with native competence, and
they cannot be used easily with Russian monolingual children living under
urban conditions, far removed from the traditional Mansi territory and
lifestyle. To resolve this situation Mansi language teachers began to create
and publish their own teaching materials, including slide presentations and
schoolbooks (Hoposa 2012).

Teaching methods

The teaching methods used in the Lylyng Soyum Centre differ from
the methods applied in public educational institutions of the Khanty-Mansi
Autonomous Okrug; they are closer to the teaching approaches familiar
from other revitalisation programs and language nests (e.g. Olthius et al.
2013). Though the education is not immersion-oriented, and the teachers use
mostly Russian both during classes and extracurricular activities, the teach-
ing of language and culture in alternative schools is embedded in life-like
social practices rather than classic school classes. A traditional-like aspect
of the teaching methods is an attempt to involve ‘elders’ in the education:
famous Khanty, Mansi and Nenets artists, professors, other representatives
of indigenous minority intellectuals, story tellers and national artists are
regularly invited to the Centre to talk to the children. The students are also
often taken for excursions all over the city and its surroundings, visiting
museums, exhibitions and indigenous cultural events, and having outings
to parks and the nearby forest to get closer to nature.
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Instead of methodically following schoolbooks from class to class, or
using sheet music during music courses, the teachers are making the students
memorize the melody, technique or key elements of the curriculum. Besides
small group sessions, they also work individually with students, and require the
students’ active presence and participation. Teachers also use a tutoring system,
that is, the older or more talented students are often asked (and the students
themselves often volunteer) to help their younger, less skilled classmates. These
various, ever changing experimental teaching methods have been is use for just
a few of years, thus, their long-term results cannot be evaluated yet.

Cross-border relationships

Since the Lylyng Soyum Centre is the only educational institution aiming
to revitalize the Mansi languages among children in Khanty-Mansiysk, it is
necessary to find partners both in the traditional Mansi speaking territories
of the Okrug and in other parts of the country or abroad.

The Centre is in close and regular contact with the Mansi educational
program of Saranpaul (a larger village in the same Okrug) called ‘Sali lyong-
khyt’ (Cansr négxsiT reindeer’s trail’). The director of the Saranpaul school,
Dmitriy Ageev was the mentor to some of the Centre’s teachers when they
spent their childhood in Saranpaul, and the students from both schools visit
each other are annually to carry out projects together.

The other professional contact that greatly defines the work at the
Lylyng Soyum Centre are the summer camps called, Many Uskwe (Mano
Yekse ‘little town’), organised during the summer holidays. Mansi children
participating in the different tours have the opportunity of spending one
or two weeks in a traditional Mansi camp, near the foothills of the Urals.
Besides focusing on the central topic of the camp sessions in question (the
usual handicraft and language courses, as well as sports and ‘young people’s
political debates’ the summer sessions aim to raise the children’s awareness
of environmentally friendly lifestyles.

Conclusion

The slightly more than a decade long history of the Centre does not
provide a firm basis to make predictions about the long-term effects of the
work carried out there, but it is not unreasonable to argue that the teachers
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have already fulfilled the Centre’s short-term goals. The Centre was able
to create a shelter in the capital that serves as a domain where the Mansi
language can be used and Mansi cultural activities practiced by those who
are competent in it. The programs organised by the Centre are able to raise
the curiosity and interest of those who have never had any knowledge of the
local indigenous people.

The Centre has redrawn the linguistic landscape of Khanty-Mansiysk,
the teachers and students are locally accepted as the authentic representatives
of traditional and contemporary indigenous cultures and identities. The Ob-
Ugric languages became an unquestionable part of any event or celebration
representing the multilingualism and cultural diversity of the Okrug. As to
the long-term goals, the Centre so far has not succeeded in radically increas-
ing the use of Ob-Ugric languages and the creation of the first predominantly
or fully monolingual Mansi domain of language use is still to be achieved.
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Beading and language class: Introducing
the Lylyng Soyum Children Education Centre’s
attempt to revitalise Ob-Ugric languages and cultures

(Summary)

In this paper I introduce the Lylyng Soyum Children Education Centre of
Khanty-Mansiysk, Russia. I discuss its short history, short and long term goals, its
influence on Ob-Ugric language use, and its place in the city of Khanty-Mansiysk.

The Centre has been functioning since 2003, it aims to maintain and revitalize
Ob-Ugric - primarily Mansi - languages and cultures among the children living in
the city of Khanty-Mansiysk (Khanty-Mansi Autonomous Okrug, Russian Federa-
tion), especially those belonging to the Khanty and Mansi ethnic groups, by offering
courses in Ob-Ugric languages, folklore and material culture. Khantys (or Ostyaks)
and Mansis (or Voguls) are indigenous people living in Western Siberia, who have been
living as minorities since the beginning of the 20" century, and speaking languages
that are endangered as a result of industrialisation and oil production prevalent
since the 1960s. Khantys represent 1.3%, Mansis 0.7% of the total population of the
Okrug, 3.9%, and 1.5%, respectively, of the population of Khanty-Mansiysk city.
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In the present paper I briefly describe the changes in heritage language acquisi-
tion and language use as a result of urbanisation and discuss the significance of the
language revitalisation attempts carried out in the Centre in comparison with state
education. The information collected during my fieldworks in 2006, 2007, 2008, 2009
and 2012 in the Centre (participant observation during classes and semi-structured
interviews with the teachers) provided me with insight into the effects of the Centre’s
practices of language use and children’s language attitudes.
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Introduction

Le basque (euskara) est une langue parlée au Pays Basque qui est, de nos
jours, minoritaire et menacée. Il s’agit d’'une langue pré-indoeuropéenne, et
son origine est donc antérieure a I'arrivée des langues indo-européennes dont
sont issues, entre autres, ses langues voisines actuelles, le frangais et 'espagnol.
Actuellement, on parle le basque dans les sept provinces qui constituent le Pays
Basque ou Euskal Herria (littéralement le pays de 'euskara, en langue basque).
Trois de ces provinces (le Labourd ou Lapurdi, La Basse-Navarre ou Nafarroa
Beherea et la Soule ou Zuberoa) appartiennent a I’Etat frangais, et constituent
ce quon appelle le Pays Basque Nord (PBN) ou Ipar Euskal Herria. Les quatre
autres provinces se trouvent dans I’Etat espagnol, et constituent le Pays Basque
Sud (PBS) ou Hego Euskal Herria. Dans I’Etat espagnol, les provinces basques
bénéficient d’un certain statut d’autonomie, méme si le degré est variable selon
les provinces (une province est séparée des trois autres, formant ainsi deux
communautés autonomes sans aucun lien administratif). Or, contrairement aux
provinces du sud, les trois provinces du PBN nexistent pas en tant quentités
administratives officielles. En effet, selon la division administrative de I'Etat
francais, le PBN ne constitue quune partie occidentale du département des
Pyrénées-Atlantiques au sein de la région d’Aquitaine.

Compte tenu des divisions administratives, le statut de la langue basque
varie selon les régions. Au PBN, malheureusement, elle n»a aucune officialité,
puisque le frangais est la seule langue officielle de I'Etat’. Le manque d officialité,

! Le francais est devenu la seule langue officielle de France en 1539, par Pordonnance
du roi Frangois ler, dite ordonnance de Villers-Cotteréts.



la perte de prestige et I'exclusion ont dégradé les mécanismes de transmission
de la langue et ont entrainé une perte constante de locuteurs, ce qui a abouti
a une situation critique de la langue basque: selon TUNESCO (Moseley 2010),
méme si la langue basque n’est que vulnérable en PBS, elle est sérieusement en
danger en PBN? Malgré la lutte pour redonner de la vitalité a la langue par le
travail collectif, 'organisation et l'autogestion de la société civile, la survie de
la langue n'est pas garantie pour les prochaines générations. Cest pour cela
que du point de vue de la revitalisation de la langue, la compétence et 'usage
de la langue basque des jeunes est aujourd’hui un enjeu stratégique majeur.

Dans les pages suivantes, je décrirai d’abord la situation sociolinguistique
du PBN en mettant 'accent sur la compétence et I'usage de la langue chez
les jeunes, puis je présenterai la bertsolaritza, 'improvisation orale du Pays
Basque, qui, en tant que pratique culturelle posséde des atouts importants
pour agir comme catalyseur de l'usage de la langue chez jeunes locuteurs.
Pour I'analyse de cette seconde partie, je me baserai sur quelques entretiens
que jai réalisés dans le cadre d’un travail de thése en cours®.

Jeunes et compétence de la langue basque

Le PBN est un territoire de 301.065 habitants (INSEE 2013), dont seulement
21,4% est bilingue (Eusko Jaurlaritza 2013). I faut ajouter a ce nombre 9,1% de
bilingues passifs, cest-a-dire, des francophones qui comprennent le basque. 69,5%
de la population ne comprend donc pas la langue. Si on observe I’évolution des
dernieres années, on constate que la langue basque est en constante régression
au PBN et que le taux de locuteurs bilingues ne cesse de diminuer (on atteste
une diminution de cinq points dans les quinze derniéres années).

Il'y a, cependant, des indices qui sembleraient indiquer que cette régres-
sion a été freinée, du moins en partie. En effet, jusqu’a présent, les statistiques
montraient qu’il y avait plus de bilingues chez les gens agés, et de moins en
moins chez les jeunes générations. Or, les données de la derniere enquéte
sociolinguistique montrent une inversion de la tendance: il y aurait au

> PUNESCO (Moseley 2010) propose une échelle qui permet d’établir le degré de vitalité
des langues en danger. Les échelons que gravit une langue avant I’'extinction sont définis ainsi:
langue vulnérable, en danger, sérieusement en danger, et en situation critique.

* Cette these seffectue sous la direction de Josu Amezaga et Jone Miren Hernandez et
est soutenue par la bourse de recherche Mintzola - Mikel Laboa ikerketa beka 2013.
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aujourd’hui plus de bilingues chez les jeunes de 16 & 24 ans (17,6%) que chez
les adultes de 25 a 34 ans (13,9%). Effectivement, si on observe les données des
enquétes précédentes, on constate que le taux de bilinguisme chez les jeunes
a augmenté de 5,4 points en dix ans. Il s'agit donc d’un virage significatif.

Cette hausse de locuteurs bilingues observée chez les jeunes est une lueur
d’espoir pour le mouvement de revitalisation de la langue. Mais, quel est le
niveau de compétence de ces jeunes? Avec quelle aisance parlent-ils basque?*
Malheureusement, les données de la compétence relative des locuteurs ne sont
pas celles quon oserait espérer: méme si le taux de compétence augmente chez
les jeunes, les données de la compétence relative baissent. Il est donc nécessaire
de mettre un bémol dans I’évaluation optimiste a laquelle les données sur la
compétence nous meénent, si 'on veut quelle soit pertinente. En ce qui concerne
les jeunes bilingues de 16 4 24 ans, on constate que presque la moitié¢ des jeunes
bilingues a plus de facilités pour parler francais que pour parler basque®. Cela
nattire pas spécialement 'attention de maniére isolée, mais si on observe ces
taux chez les autres tranches d’age, on constate qu'a chaque nouvelle génération,
il y a plus de bilingues qui parlent mieux le francais que le basque®.

Jusqu’ici, on peut donc faire ces deux remarques sur I’évolution de la
situation sociolinguistique en PBN: d’une part, le taux de bilingues augmente
chez les jeunes, mais, d’autre part, le taux de bilingues parlant aisément la
langue basque diminue. Comment comprendre cette hausse de la propor-
tion de bilingues chez les jeunes, et une baisse paralléle de la compétence
relative? Il semble justifié d’associer ces deux facteurs a la transmission de la
langue en milieu scolaire. En effet, les taux de transmission de la langue en
milieu familial n’expliquent en aucun cas la hausse du taux de bilinguisme,
puisqu’ils restent tres faibles”. En revanche, l'enseignement bilingue s’est

* On ne se pose pas ces questions d’un point de vue académiste, mais d’un point de
vue fonctionnel, puisque, si 'on veut que ces jeunes utilisent la langue (I’'usage, ainsi que la
compétence, étant évidemment une condition indispensable a la revitalisation d’'une langue),
ils devront avoir le sentiment d’étre compétents, puisque cette compétence subjective semble
étre un des facteurs clés en ce qui concerne 'usage de la langue (Coyos 2007).

® 11,9% d’entre eux parlent mieux le basque que le francais, 38,5% d’entre eux parlent
aussi bien en basque qu'en franqais, et 49,6% d’entre eux sexpriment mieux en frangais quen
basque (Eusko Jaurlaritza 2013).

¢ 40,2% pour les 25-34 ans, 37,9% pour les 35-49 ans, 35,1% pour les 50-64 ans et 26,7%
pour les plus de 65 ans (Eusko Jaurlaritza 2013).

7 Seulement 80,5% des couples ont transmis la langue basque lorsque les deux parents
sont bilingues (C’est-a-dire que presque un couple bascophone sur cinq a décidé de ne pas

131



développé au long des derniers trente ans, et les nouvelles générations sont
les premiéres a avoir acces a une éducation du basque et en basque, puisque
la filiere pédagogique immersive débute en 1967 et 'enseignement bilingue
a parité horaire en 1983 (Coyos 2012). Et méme si le taux de scolarisation en
langue basque (en systéme immersif ou a parité horaire) reste minoritaire
(les deux tiers des éléves sont scolarisés uniquement en francais et ne regoivent
donc aucune éducation en basque), le nombre d’enfants s’initiant a la langue
basque a travers I’école a considérablement augmenté pendant ces dernieres
années, du moins en primaire (Office Public de la Langue Basque 2010).

Il est vrai qu’il s’avere difficile de mesurer lefficacité de 'enseignement
en basque (Coyos 2012), et en particulier de savoir quel niveau de compétence
acquierent ces éléves, puisqu’il y a aucun systéme d’évaluation fiable en dehors
des propres cours de basque®. Les données déclarées sur la compétence rela-
tive des jeunes semblent cependant signaler que la transmission de la langue
par l'enseignement ne garantirait pas un niveau de compétence relative aisé.
Sachant que la compétence relative du locuteur influence son choix de langue,
et donc, son comportement langagier (Coyos 2009), le pronostic en ce qui
concerne l'usage du basque n'est pas trés favorable.

Jeunes et usage de la langue basque

En effet, on note un écart significatif entre la compétence et I'usage de
la langue. En PBN, seulement 14% de I’ensemble des jeunes bascophones
déclare parler plutét le basque entre amis (Institut Culturel Basque 2001) et
65% parle donc plutot le frangais®. Sachant que seulement 17,6% des jeunes

transmettre la langue a leurs enfants), et le taux de transmission baisse jusqu’a 19,5% lorsqu’il
n’y a qu'un bilingue dans le couple (Eusko Jaurlaritza 2013).

® On doit ici signaler une différence manifeste en ce qui concerne lefficacité du systéme
immersif et le systéme a parité horaire. Il est présumable que I'enseignement immersif soit
plus efficace. On constate cependant que la majorité d’éléves scolarisés en langue basque sont
scolarisés dans des établissements au projet pédagogique a parité horaire, et que le systeme
immersif est minoritaire. En outre, de I’école primaire au secondaire, un grand nombre
d’éleves quitte la scolarisation bilingue pour une scolarisation en frangais, et les proportions
de scolarisation bilingue sont tres faibles (Office Public de la Langue Basque 2010).

° 1l faut tout de méme souligner qu’il existe une différence significative entre les jeunes
scolarisés dans le systémes en immersion ou a parité horaire. En ce qui concerne les éleves du
systéme immersif, les taux d’usage de la langue semblent étre supérieurs a ceux des autres éléves:
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entre 16 et 24 ans est bilingue, on peut se faire une idée de la présence actuelle
de la langue basque dans les milieux de la culture des jeunes®.

Cet écart entre la compétence et I'usage est un phénomeéne commun
dans la problématique des langues minorisées: la connaissance d’une langue
n'entraine pas automatiquement son usage. Plus particulierement en ce qui
concerne I’enseignement, le fait d’apprendre une langue a I’école n’entraine
pas son usage en dehors de I’établissement scolaire cette langue n’a pas de
fonction spécifique en dehors de I’école (Cooper 1989: 161). Les résultats
d’une étude effectuée en PBS semblent faire de la lumiére sur ce sujet (Sozio-
linguistika Klusterra & Eusko Jaurlaritza 2012)"". Ce travail de recherche
montre que méme si jusquen secondaire les références scolaires et familiales
garantissent un certain niveau d’usage de la langue, a partir d’un certain
age, le réseau social des jeunes en dehors du milieu scolaire, et notam-
ment, les activités extra-scolaires, prennent de plus en plus d’'importance et
déterminent en grande mesure le niveau d’usage du basque chez les jeunes
locuteurs'. Or, malheureusement, le réseau social en dehors de I’école est
souvent un milieu beaucoup plus francophone que I’école, et quelques fois, il
lest totalement: la majorité des jeunes parle frangais a la maison, et presque
la totalité de l'offre des activités extra-scolaires est en frangais (Coyos, Baxok
2010). Or, il nest pas surprenant que la majorité des jeunes bascophones parle
francais avec les amis en dehors de I’école, mais aussi a I'intérieur.

les résultats d’'une enquéte réalisée en 2009 concernant les anciens éléves du réseau immersif
montrent que 58,21% des anciens éléves déclare beaucoup utiliser la langue avec les amis.

19 11 semblerait, tout de méme, que 'usage du basque augmente chez les jeunes: il y a plus
de jeunes (16-24 ans) aujourd’hui qui parlent autant basque que frangais qu’il y a quinze ans.
Etles taux d’'usages observés dans les espaces publics semblent corroborer cette affirmation: alors
quen 1993 les jeunes étaient les plus réticents a parler basque, il s'agit maintenant du deuxiéme
groupe qui utilise le plus la langue (6,7% de taux d’usage) apres le groupe des enfants (9,6%).

"' La situation de la langue étant, en moyenne, bien meilleure en PBS qu'en PBN, on
peut se permettre d’extrapoler, et de penser que les résultats seraient semblables, ou méme
plus négatifs en PBN.

12 Chez les éléves scolarisés en basque, un changement substantiel a lieu de I’éducation pri-
maire au secondaire. On observe, en effet, quen derniere année d’école primaire, 60% des éleves
parlent basque entre eux en cours, alors quen deuxieme année de secondaire, 60% des éléves parle
espagnol. En dehors des heures de cours (pendant la récréation), l'espagnol prédomine dans les deux
cas (59% pour les éleves de I’école primaire, et 75% pour les éléves de secondaire). Ainsi, a partir
d’un certain age les habitudes linguistiques extra-scolaires ont une influence sur les habitudes
linguistiques en milieu scolaire (en primaire, 49% des éléves dont la premiére langue est 'espagnol
parlent basque en cours, alors quen secondaire cette proportion baisse jusqu’a 13%).
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(...) en francais, on parlait francais a I’école, ¢’était a la mode, ou je ne sais pas...
Et puis tu commengais, toi aussi tu commengais a parler frangais... - Fille [L],
17 ans. Lycée Bernat Etxepare'® (Bayonne)'

Lenseignement serait donc un pilier stratégique de la revitalisation de
lalangue, en tant que moyen de création de nouveaux locuteurs, ce qui per-
met de combler, en partie, le vide de la transmission familiale. Le zéle dont
fait preuve le milieu éducatif semble, pourtant, ne pas suffire & promouvoir
'usage de la langue en dehors du milieu scolaire, et il est nécessaire de créer
des espaces en langue basque en dehors de I’école.

Malheureusement, en ce qui concerne le milieu informel, notamment
celui des loisirs et les activités extra-scolaires, les espaces sont souvent fran-
cophones en PBN, comme nous avons pu le voir auparavant. En sport, en
danse, ou en musique, pour ne citer que quelques exemples, il est trés rare que
le basque soit la langue habituelle de communication d’un groupe de jeunes.
Car pour que ce cas de figure soit possible, il faut déja que l'ensemble des
membres du groupe aient une compétence suffisante en basque (y compris
le professeur ou l'entraineur, s’il y en a) puis qu’ils aient la volonté de parler
basque entre eux (puisqu’ils seraient tous bilingues et pourraient donc parler
francais). Or, mises a part les zones peu nombreuses ou la densité de locu-
teurs bilingues reste forte, il est trés rare de trouver des groupes entiérement
constitués de jeunes bilingues. Et il est évident qu’il suffit qu'une personne ne
parle pas basque pour que le francais soit établi de facto en tant que langue
de communication intra-groupale.

Il'y a, pourtant, une pratique culturelle qui a lieu entiérement en basque,
et qui a de plus en plus d’adeptes chez les jeunes: la bertsolaritza.

La bertsolaritza: éclosion ou extinction

Qulest-ce, au juste, que la bertsolaritza? Et comment cette pratique peut-
elle entrainer un taux d’usage de la langue qu’aucune autre pratique cultu-
relle ne garantit? La bertsolaritza est une pratique culturelle populaire, qui
est répandue dans tout le territoire du Pays Basque. Cette pratique consiste

'* 11 s’agit du seul lycée du PBN en systéme immersif.
" Ces citations sont issues d’entretiens en profondeur réalisés en langue basque, traduites
par la suite au francais.
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a improviser des bertso, le bertso étant “un discours chanté, rimé et mesuré”
(Egana, Garzia, Sarasua 2001: 85). Il s’agit d’un acte de communication, ou les
improvisateurs (les bertsolari) chantent au public. Il y a une mélodie, et une
métrique et des rimes, mais ces aspects sont de simples réquisits techniques:
“la qualité du bertso sera jugée pour la valeur dialectique, rhétorique ou
poétique de la strophe élaborée” (Ibid.: 85).

Les improvisateurs chantent a des occasions ou l'on féte quelque chose
(les fétes d’un village ou d’une ville, par exemple), mais aussi a des occasions
spécifiquement organisées pour écouter les improvisateurs chanter, et on
organise méme des championnats d’improvisation'®. Les improvisateurs
peuvent improviser “en sujet libre”, clest a dire, sur le contexte d’énonciation
ou sur un sujet qu’ils/elles auront voulu évoquer, mais il se peut qu'un/une
meneur/se de joute propose des sujets aux improvisateurs. Ces sujets peuvent
étre proposés a une ou plusieurs personnes (le plus souvent a deux personnes)
et peuvent étre des plus variés: ils peuvent demander une réflexion, un
discours émotif, ou un jeu humoristique, par exemple'® (ce sera pourtant
I'improvisateur qui décidera le ton de son discours, bien str).

Or, une caractéristique intéressante qui est propre a la bertsolaritza est
que cette improvisation se fait uniquement en langue basque et n’a donc aucun
équivalent en langue dominante'. Les improvisateurs pensent et chantent
leurs strophes en basque, et il faut étre bascophone pour comprendre les
discours, et pouvoir jouir de cette expérience.

La bertsolaritza a beaucoup évolué au cours du temps, puisque I'art de
I'improvisation est étroitement lié a I’évolution de la société elle-méme. Et la

'* Pour que le lecteur puisse se faire une idée de I'envergure de cette pratique, on dira
que la finale du plus grand championnat d’improvisation, qui a lieu tous les quatre ans réunit
un public de plus de 14 000 personnes.

1% Voici deux exemples réels de sujets proposés aux improvisateurs lors de la derniére
finale du championnat du Pays Basque, le 15 décembre 2013 a Barakaldo (Bizkaia). Le premier
est un sujet pour un seul improvisateur: “Tu es une personne agée. Tes trois enfants soccupent
de toi & tour de role; quatre mois chez l'un, puis quatre mois chez l’autre... Tu es sur le point
de faire ta valise, une fois de plus”. Le second est un sujet a deux: “Vous vous tenez par le cou,
et vous étes en train de vous prendre en photo avec votre téléphone portable. Dix minutes se
sont écoulées et vous n'avez toujours pas réussi a faire une photo décente”.

7 Limprovisation chantée n’est en aucun cas un patrimoine exclusif de la culture
basque, car il sagit d’une pratique qui a lieu sur tous les continents du monde, mais dans le
contexte géographique ol la langue basque est parlée, il n’existe pas d’improvisation orale en
francais (ni en espagnol).
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société du PBN a vécu une forte transformation du début du XXeésieécle a nos
jours. D’une part, la vitalité de la langue basque a chuté de maniére notoire.
D’autre part, des changements radicaux se sont produits en parallele: une
partie de la société basque a basculé d'un mode de vie rural & un mode de
vie urbain, d’un mode de vie ol prédominait I'expression orale a un mode de
vie ol prime 'expression écrite, et d’'un mode de vie inscrit dans un milieu
local et presque monolingue, a un mode de vie plurilingue et ouvert a un
monde global. En effet, ce chavirement a failli mettre fin a la bertsolaritza qui
semblait ne plus trouver sa place et sa fonction dans cette société métamor-
phosée. Il n’y avait quun nombre réduit d’improvisateurs, le public n’était
pas toujours au rendez-vous, et il y avait peu de jeunes intéressés par cette
pratique culturelle en décadence manifeste.

Or, il y a eu un événement stratégique qui a inversé la tendance et a mis
fin a ce qui semblait le déclin d’une forme d’art populaire incapable de s’adap-
ter aux temps (post)modernes: en 1980, la communauté d’improvisateurs et
amateurs de bertsolaritza du PBN crée une association avec 'intention de
travailler activement a sa promotion, a sa transmission et a son développement.
En 1987, une association est créée en PBS, avec le méme objectif de garantir
le futur et la transmission de ce qu’ils considérent une partie du patrimoine
intangible de la culture basque.

Lorganisation et l’autogestion portent leurs fruits, d’abord, au PBS.
On crée des écoles d’improvisation et les premiers jeunes improvisateurs
commencent a chanter en public. En peu de temps, le stéréotype de I'impro-
visateur bifurque. Or, méme si 'image de I'improvisateur traditionnel, rural,
sans études et fétard persiste, une autre image radicalement différente est créé:
celle du jeune universitaire urbain, qui manie les références du monde actuel
et chante pour le public de son 4ge. On commence aussi a voir les premiéres
jeunes improvisatrices. Les sujets et les références du discours changent, les
meélodies traditionnelles se mélangent & des airs nouvellement composés, et le
public rajeunit. Les joutes de bertso sont incorporées aux agendas culturels,
des médias spécialisés sont créés, des émissions dédiées a la bertsolaritza sont
produites a la radio et télévision publiques ainsi qu'aux radios associatives.
La “nouvelle bertsolaritza” fait ses premiers pas. Ainsi, il faudra attendre
trés peu de temps pour que cette pratique culturelle connaisse un vrai boom.
Une étude sociologique réalisée entre 1992 et 1995 montre quau Pays Basque,
78,3% de la population bascophone se déclare amateur de bertsolaritza (dont
15% passionné) et seulement 21,6% se déclarent pas intéressés par cette
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pratique (Siadeco 1995). Cependant, méme si I'enquéte a pris en compte les
sept provinces du Pays Basque, il faut noter que les données indiquent que
le gotit pour la bertsolaritza est significativement plus faible en PBN, et que
le vrai boom ne s’est produit quen PBS.

La bertsolaritza actuelle en PBN:
une pratique culturelle en plein essor

En effet, il faudra plus de temps pour que ce changement de I'image
symbolique de la bertsolaritza ait lieu en PBN. On pourrait méme dire que ce
processus est toujours en cours. Mais la nouvelle bertsolaritza du PBS inspire
et influence fortement le mouvement du PBN. A partir de 1998-1999, les pre-
mieéres écoles de bertso portent leurs fruits et les premiers jeunes improvisa-
teurs attirent l'attention du public. Ce petit nombre de jeunes improvisateurs
devient un élément instigateur pour la création de nouvelles écoles de bertso,
les improvisateurs eux-mémes s’investissant dans cet exercice de transmission
(Dicharry 2013). D’année en année, le nombre d’écoles de bertso augmente
(plus particuliérement depuis 2010, car cette année ’association a recruté
deux enseignants a plein temps). Ainsi, en 2014, on compte 29 écoles réunis-
sant 196 éleves'®. La presque totalité de ces éléves proviennent des écoles en
systeme immersif (les éléves de familles non bascophones des filiéres bilingues
n'atteignent pas un niveau suffisant a la pratique de 'improvisation orale
en basque), et il faut noter que 6,5% des éléves de ces filieres font partie des
écoles de bertso', ce qui n'est pas négligeable.

Mis a part les écoles de bertso proprement dites, I’'association propose des
stages de bertsolaritza dans I'enseignement réglé, dans les écoles bilingues
du systéme immersif et & parité horaire, ce qui entraine une initiation des
enfants et une hausse des inscriptions dans les écoles de bertso. De méme,
pour asseoir et renforcer le travail des écoles de bertso et celui mené dans
I’enseignement bilingue, diverses activités sont organisées hors champ

'® Selon le rapport annuel présenté par I’association Bertsularien Lagunak lors de la
réunion du conseil d’administration le ler mars 2014.

' Sachant que le réseau des écoles en systéme immersif compte en 2013-2014 2175
éleves en primaire, 644 éléves aux colleges, et 195 éleves au lycée (Office Public de la Langue
Basque 2013).
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scolaire: des rencontres avec des bertsolari, des concours, des joutes pour
jeunes et enfants, et méme des colonies de vacances. En conséquence, on
peut dire que de forts mécanismes de transmission sont désormais en place,
pour, d’une part former des improvisateurs, et d’autre part des connaisseurs/
amateurs de bertso et les acteurs nécessaires a la bertsolaritza (concepteurs
de sujets, meneurs de joutes, juges, organisateurs, public...). Ainsi, au fur et
a mesure, le nombre de joutes augmente: en 2013, les joutes de bertsolaritza
représentent 4,19 % des activités culturelles de I'année, attestées par I'Institut
Culturel Basque?’, alors quelles ne représentaient que 3,11 % en 2012 et 1,9 %
en 2011 (Institut Culturel Basque 2014).

La situation de la langue basque étant particulierement critique et la
communauté linguistique particuliérement réduite, on ne peut pas dire que la
bertsolaritza du PBN soit un phénomeéne de masse. Par contre, nous sommes
actuellement témoins d’un essor incontestable de la bertsolaritza au sein
de la communauté bascophone et du circuit culturel basque en PBN. Il est
légitime de présager que cet essor a une influence positive dans I’évolution
de la situation de la langue, puisqu’il s’agit d'un mouvement qui crée des
espaces en langue basque en dehors de I’école. Il s’agit, en plus, d’une pratique
culturelle pour laquelle la langue basque est non seulement un instrument de
communication, mais un moyen de faire passer des émotions et de prendre
plaisir. Quel effet peut donc avoir la transmission de la bertsolaritza dans
I'usage de la langue chez les jeunes du PBN?

L école de bertso®': une Communauté de Pratique (COP)

Wenger (2011), Pauteur de la théorie des COP, définit ainsi une COP:
“Communities of practice are groups of people who share a concern or
a passion for something they do and learn how to do it better as they inter-
act regularly” (Wenger 2011: 1). Selon l’auteur, pour quune communauté

?® LInstitut Culturel Basque est un organisme (Association loi 1901) créé en 1990, chargé
de soutenir la culture d’expression basque, subventionné par I’Etat (Ministére de la Culture), le
Conseil régional d’Aquitaine, le Conseil général des Pyrénées-Atlantiques, le Syndicat intercom-
munal pour le soutien a la culture basque (qui regroupe 146 communes adhérentes).

*' On mettra laccent sur la transmission non-formelle de la bertsolaritza par le biais des
écoles de bertso. On laissera donc, de coté, la transmission formelle, c’est a dire, 'enseigne-
ment de la bertsolaritza dans le cadre de 'enseignement réglé, et la transmission informelle,
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quelconque puisse étre définie en tant que COP elle doit comporter ces trois
éléments: une communauté ol 'interaction entre les membres existe, une
pratique partagée (des expériences, des histoires...), et un domaine d’inté-
rét partagé qui définit une identité (Wenger 2011: 1-2). Les écoles de bertso
remplissent les trois critéres.

Lintérét d’analyser les écoles de bertso en tant que COPs provient, d'une
part, de la capacité de la théorie pour expliquer les mutations qui ont lieu
au sein du groupe par rapport a la société qui les entoure, notamment en ce
qui concerne 'usage de la langue: Eckert (1992: 5) explique ainsi que “Ways
of doing things, ways of talking, beliefs, values, power relations — in short,
practices — emerge in the course of their joint activity around that endeavor”.

D’autre part, le fait d’étudier les écoles de bertso en tant que COPs nous
permet de mieux comprendre comment 'appartenance au groupe influence
le processus de création d’identité de ses membres. Eckert explique ainsi la
relation entre les COPs et I'identité individuelle:

Individual identity is based in a multiplicity of memberships in different com-
munities of practice — in the range of endeavors and practices that emerge from
them, in the range of forms of participation that the individual enjoys in each
community, and in the ways in which the individual comes to articulate these
multiple memberships (Eckert1992: 5).

A Pécole de bertso, les éleves apprennent et chantent des bertso créés
par d’autres, ils/elles improvisent eux/elles-mémes, et font des exercices
(majoritairement liés a la rime ou & la mémoire) pour perfectionner leur
performance. Mais, tel quon ’a spécifié auparavant, il ne s’agit pas ici d’'une
performance exclusivement technique: il s’agit d’un exercice de communi-
cation. Ainsi, chaque performance discursive qui a lieu a I’école de bertso
est intrinséquement liée a la situation d’énonciation, au moment et a l’es-
pace: les personnes qui écoutent font partie de la performance. Ce lien est
alors exploité pour créer un discours argumentatif, faire de I’humour, ou
provoquer des émotions. Cela crée un lien de complicité tres fort entre les
membres du groupe.

qui a lieu dans 'espace public et sans intentionnalité particuliére, par les joutes elles-mémes,
par la transmission entre pairs, etc. et plus particulierement, a des écoles de bertso dont les
membres sont adolescents. Sachant que I’école primaire garde un certain niveau d’autonomie
par rapport a la société en ce qui concerne I'usage de la langue, on s’intéressera plutot aux
écoles issues des colléges ou du lycée.
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M.A.S.: 1l y a beaucoup de différences, de l'ambiance ‘normale’ a l'ambiance de
Pécole de bertso? Beaucoup, fin, ce n’est pas, ce n'est pas, on n'est pas que des
camarades de I’école de bertso, on est amis. — Fille [L], 17 ans. Ecole de bertso
du Lycée Bernat Etxepare (Bayonne)

M.A.S.: Quest qui change, de l'ambiance ‘normale’ a 'ambiance de I’école de
bertso? Tout. Bon, déja, le basque, fin... Oui. La majorité, la majorité des gens
a I’école de bertso, on parle basque. Je crois que oui. Et... Tout, fin... Quand
on sort... tout est diff... fin... ce sont deux mondes différents dans un méme
monde. - Fille [U], 17 ans. Ecole de bertso du Lycée Bernat Etxepare (Bayonne)

La “normalisation fonctionnelle” de la langue

Les jeunes éléves passent d'une heure a deux heures par semaine a I’école
de bertso. Or, il ne sagit pas seulement d’un espace de temps ot la langue
est pratiquée: il s’agit d’un espace ot les membres échangent en basque,
ou les relations elles-mémes se construisent en basque (si les membres ne
se connaissaient pas entre eux auparavant) ou sont reconduites au basque
(si les membres avaient I’habitude de parler francais entre eux auparavant).
Ainsi, la langue minorisée s’établit en tant que langue de communication,
et gagne des fonctions qu'elle navait pas eues avant. Or, quelle différence
y a-t-il entre I’école de bertso et un cours quelconque dans 'enseignement
immersif? Et bien, justement, le basque, pour ces jeunes, est avant tout la
langue de I’école (et seulement dans certains cas, la langue de la famille),
Clest-a-dire, une langue liée aux fonctions formelles, et beaucoup d’entre
eux parlent francais des la sortie des cours. Et dans les cas ou ils parlent
basque entre amis en dehors de I’école, il est trés courant qu’ils basculent au
francais lorsquwil s>agit de sujets propres aux jeunes (du type sexe, drogues et
rock’n’roll). Or, d’un cOté, aux écoles de bertso, on est en dehors des cours, on
n’est pas obligé d’y étre, ce qui crée un espace d’usage de la langue en dehors
du milieu formel. Et d’un autre c6té, a I’école de bertso, on improvise sur tout
type de sujets, et dés lors que les protagonistes sont les jeunes eux-mémes, la
plupart des sujets sont justement liés a leur propre mode de vie®”. Les jeunes

*? Voici deux exemples réels de sujets proposés aux improvisateurs lors d’une observa-
tion a I’école de bertso du Lycée Bernat Etxepare, le 5 mars 2014 a Bayonne. “Toi, X, tu es une
jeune fille de quinze ans qui sort pour la premiére fois pour faire la féte. Heureusement, tu es

»

accompagnée de Y, ta sceur de dix-huit ans, qui, elle, a’habitude”, “Vous étes fréres et sceurs.
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sont donc amenés a aborder ces sujets en basque, et cela devient monnaie
courante. Les codes linguistiques changent.

M.A.S.: Les régles changent, alors, a I’école de bertso? Oui. Oui. Moi, ¢a fait
longtemps que je nai pas fait une phrase entiere en frangais... méme avec mes
amis, fin, sauf quand je suis dans un espace ou je suis forcée de parler francais,
et a la bertso... Non, non, a la I’école de bertso je ne crois pas, euh.... Non.
M.A.S.: Ca ferait bizarre, non? Oui, trés. Trés-trés-trés. — Fille [L], 17 ans. Ecole
de bertso du Lycée Bernat Etxepare (Bayonne)

M.A.S.: Par exemple, a I’école de bertso, si quelqu’un commence a racontet, je ne
sais pas... quelque chose en frangais? A, non, non, non, que dalle! Jamais! [rires]
Non, non. - Fille [U], 17 ans. Ecole de bertso du Lycée Bernat Etxepare (Bayonne)

Ainsi, Iécole de bertso constitue plus quun simple espace d’usage de
lalangue et plus quune presqu’ile fonctionnelle ot la langue basque assou-
virait tous les besoins communicatifs du groupe (et serait donc quasiment
normalisée); les écoles de bertso sont des espaces dans lesquels les regles de
socialisation, notamment liés au comportement linguistique, changent par
rapport a I’école, la famille ou la société en général.

La langue comme instrument de plaisir

Mais a I’école de bertso, I'usage de la langue est avant tout source de
plaisir. Mise a part la valeur de la fonction communicative de la langue, il est
important de prendre en compte sa valeur ludique et esthétique: les jeux de
mots, les blagues, I’humour, d’une part, et le pouvoir émotif de la parole,
d’autre part. Voila des caractéristiques de l'oralité qui ne sont généralement
pas mises en valeur dans le cadre de I'enseignement formel. Or, cette valeur
de la langue est essentielle a la bertsolaritza, et constitue une des caractéris-
tiques du groupe de I’école de bertso: on y vient, avant tout, pour prendre du
plaisir. Et cette capacité a prendre du plaisir a créer et jouer avec la langue
influence le processus de création d’identité de ces jeunes.

(...) oui, Cest un peu comme si on s’évadait, tu vois? Fin, peut-étre que t’as, je
ne sais pas, moi, pf, t’es stressé, ou quoi que ce soit, et... Le fait d’aller a I’école

A la maison, vous voyez souvent vos parents se disputer. Derniérement, ¢a va de pire en pire.
X, tu es inquiet, et tu es allé voir Y pour lui en parler”.
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de bertso Clest, je ne sais pas, de rigoler entre amis, quoi. Je ne sais pas, tu sors ce
que tu as en toi et... Oui. T’as pas... T’as pas a faire semblant, comme ailleurs.
Je veux dire... cCest un peu plus toi. Et... pour moi, I’école de bertso, cest ¢ca en
fait [rires]. - Fille [U], 17 ans. Ecole de bertso du Lycée Bernat Etxepare (Bayonne)

Ecole de bertso, identité et choix linguistiques

En ce qui concerne I'identité des membres de I’école de bertso, il est palpable
que les expériences vécues au sein des COP, I'interaction avec les autres membres,
I’élaboration de codes communs, les liens de solidarité et d’affectivité entre les
membres modifient I'identité de chaque individu. De ce fait, les membres des
écoles de bertso se définissent, en partie, par leur appartenance a cette COP
dans laquelle ils se reconnaissent et a laquelle ils/elles s’identifient.

(...) ben, grace a I’école de bertso, je ne sais pas, je crois que, notre... notre
école de bertso, comme elle a eu de la force, ben... Ca a fait que je me sente
mieux dans ma peau, et comme je me sens mieux, a I’école de bertso, ben...
Vraiment quand on est a I’école de bertso, ou en colonies de vacances, ou dans
des activités liées aux bertso, moi, je suis moi, quoi. C’est vraiment moi. Je ne
sais pas comment expliquer ¢a. - Fille [L], 17 ans. Ecole de bertso du Lycée
Bernat Etxepare (Bayonne)

Or, il faut souligner quau-dela des facteurs liés a la compétence, 'usage de
la langue est conditionné par d’autres facteurs subjectifs propres au locuteur
potentiel, tels que l'attitude envers la langue (la motivation, la volonté ou le désir
de langue selon certains) ou la perception de la langue (perception positive ou
négative de la langue: archaique, moderne, dévalorisante, marginalisante ou
tédératrice, politisée, authentique, universelle, locale, etc.) (Coyos 2007). Or, ces
facteurs subjectifs sont liés & I'identité du locuteur potentiel, a 'image qu’il a de
soi lorsqu’il parle cette langue. Cette auto-image ne correspond pas toujours
avec 'image que I'on veut projeter vers 'extérieur. Et la présence ou I'absence
de ce décalage est liée a I'identité que l'on veut créer pour soi. Il me semble
primordial que cet aspect identitaire®® soit pris en compte pour comprendre
le comportement linguistique et les choix de langue des jeunes.

** Lorsque je parle d’identité je ne fais pas référence a une identité ethnique, linguis-
tique ou nationale, mais de I’identité complexe, polyédrique et performative en constante
construction et déconstruction.
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Car lorsquon est jeune, on vit le processus de création d’identité de maniére
intense: on remet en question I’éducation que l'on a regue, et on fait le tri entre
ce quon a regu a travers notre éducation et on veut bien que cela fasse partie
de notre identité, et ce que 'on a regu a travers notre éducation, mais & quoi
on ne veut pas étre identifiés (ce quon ressent comme ce quon “veut de moi”).
Or, lalangue basque et le sentiment de devoir ou de responsabilité par rapport
a cette langue a souvent été transmise a ces jeunes par I’école ou la famille?*,
alors que la culture de jeunes a laquelle ils s’identifient arrive a eux presque
exclusivement en langue(s) dominante(s). Cest 1a que les COP telles que les
écoles de bertso acquiérent toute leur importance: on y trouve des jeunes qui
s’identifient & d’autres jeunes, le basque étant leur langue de communication
et en méme temps une source de plaisir partagé. Et cela affecte non seulement
l'usage de la langue dans I’école de bertso, mais aussi en dehors de cette COP:

Caaussi... Si tes dans une bonne école de bertso, fin, je ne sais pas trop comment
expliquer ce que Cest, une bonne école de bertso, mais, si t'as une bonne ambiance,
Cest obligé que ¢a se voie, méme quand tu es a I'extérieur, tu reflétes ¢a sur les
autres, et... Non, ce n'est pas assez de dire ‘je vais parler basque’, fin, Cest ce que
je crois. Moi, par exemple, je sais que je n’ai pas assez de force pour me dire ‘bon,
allez, a partir de maintenant je parle basque’, fin, non, fin, je dois sentir que mes
amis sont la et, ‘nous aussi, on va le faire’ ou... ‘on est la’, ou... fin, comme ¢a, en
groupe, oui, fin, non, moi je sais que moi, toute seule, je ne sais pas si jaurais eu
la force, fin, je ne sais pas ce que ¢a aurait été si je ne serais pas allée a la école de
bertso. - Fille [L], 17 ans. Ecole de bertso du Lycée Bernat Etxepare (Bayonne)

Observations et questions finales

La transmission de la langue basque en milieu familial est minoritaire
en PBN, et il en va de méme pour la transmission par enseignement. Méme
si cette transmission formelle est un instrument fondamental de création de
nouveaux locuteurs potentiels, en vue de la revitalisation de la langue, elle n’est
pas une solution en elle-méme et une stratégie plus ample est nécessaire pour

** Tlest trés courant d’entendre cette phrase du poéte Joxean Artze en milieu bascophone
(ou méme de la voire afichée au mur de la classe): “Hizkuntza bat ez da galtzen ez dakitenek
ikasten ez dutelako, dakitenek erabilzen ez dutelako baizik”, “Une langue ne meurt pas parce
que ceux qui ne la connaissent pas ne 'apprennent pas, mais parce que ceux qui la connaissent
ne la parlent pas”.
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qu'une revitalisation de la langue puisse avoir lieu. Or, comment renforcer et
optimiser, justement, cette transmission qui permettrait de former des jeunes
bascophones compétents et résolus a parler basque avec leurs amis, leurs futurs
collegues ou leurs éventuels futurs enfants, et qui emmeneraient la langue a
acquérir de nouvelles fonctions dans leurs vies et dans la société? Il savere qu’il
est fondamental de créer des espaces informels ot les jeunes puissent parler
basque entre eux, et créer une culture de jeunes ot la langue basque aurait une
place. Dans ce sens, les écoles de bertso paraissent un exemple exceptionnel.
Mais, d’une part, comment créer et maintenir d’autres espaces informels basco-
phones dans d’autres milieux (comme le sport ou la musique)? Et d’autre part,
comment stimuler la création d’espaces bascophones en dehors de la famille
et de I’école, sans que cela soit interprété par les jeunes comme une intrusion?
Comment faire pour que les jeunes eux-mémes créent ces espaces-la? Voila des
questions pour lesquelles il est urgent de trouver des réponses.
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Young people and revitalisation of the Basque language
of the Northern Basque Country. Influence of the bertsolaritza
on the usage of the language and the linguistic identity

(Summary)

The Basque language is severely endangered in the Northern Basque Country.
The lack of family transmission has been partially compensated by transmission
through education, and it seems that the efforts to revitalise the language has paid
off, as regards the knowledge of Basque among new generations. Still, the relative
competence of the language and the level of language use remain relatively low.
There is, however, a cultural practice that takes place entirely in Basque, which has
an increasing amount of followers among young people. This is oral improvisation
sung in the Basque Country called bertsolaritza. Through the practice of improvisa-
tion, these young people create communities of practice where the Basque language
fulfills all the communicative functions and therefore experiences a ‘functional
normalisation’. The language in this respect also becomes, during these moments,
a source of fun and an instrument of play. As a result, young people who participate
in these communities of practice identify the Basque language with fun and enjoy-
ment and with a cultural practice that belongs to them. For this reason, we dare to
think that this identification will lead to a higher degree of language use.

Keywords: Basque language, community of practice, bertsolaritza, young people,
minority language

Mots clés: langue basque, communauté de pratique, bertsolaritza, jeunes, langue
minoritaire

Miren Artetxe Sarasola - doctorante a I'University of the Basque Country UPV/EHU,
membre des groupes de recherche NOR Research Group et Antropologia Feminista
Ikerketa Taldea-Feminist Anthropology Research Group. Ses recherches s'orientent
autour de 'improvisation orale en langue minorisée et 'influence de cette pratique
sur I'identité linguistique des jeunes basques.

miren.artetxe@ehu.es



Wyzwania
rewitalizowanych jezykow
i projekty rewitalizacyjne






Zeszyty Luzyckie 48 (2014)
ISSN 0867-6364

Michael Hornsby
(Adam Mickiewicz University)

‘Une prononciation déficiente, francisée’:
The debate over an “authentic” accent
in revitalized Breton

Introduction

Immersion and bilingual education in Brittany has become increasingly
popular over the last thirty years as far as parental choice is concerned, a trend
in and of itself quite remarkable, given the distinct lack of official support
afforded to the Breton language by the French state and the frequent negative
attitudes of native speakers of Breton toward their own language. This qualified
success is not without contestation, however, and this paper aims to explore one
aspect of the linguistic output of the children educated through the immer-
sion and bilingual school systems - their accent(s) — and attitudes toward
their pronunciation, which are located in a number of ideologies of language
and notions of “language legitimacy”. In particular, one publication (Traité de
prononciation du breton du Nord Ouest), aimed at the improvement of pupils’
pronunciation of Breton, will be considered from the standpoint of “authentic
language” and analysed in order to highlight some of the debates surrounding
the use of Breton by ‘new’ and/or young speakers of the language.

Immersion and bilingual education in Brittany

In Brittany at the present time, pupils can attend bilingual units, called
Div Yezh for the public sector and Dihun for the Catholic sector. Depending
on the policy of the individual school, instruction in these units can be in
Breton for a designated number of subjects, as well as Breton as a discrete
subject in its own right. Pupils can also enroll in immersion schools (Diwan),



where Breton is used as the medium of education for all subjects, apart from
French, and for post-primary classes, in foreign languages lessons, where the
target language is often used. According to the latest figures, the numbers of
pupils enrolled in these programmes is small, proportionally to the school
population of Brittany as a whole, but does show regular annual increases;
for example the figures for the school year 2013/14 show a total enrolment
of 15,338 pupils throughout Brittany and Paris, an increase of 4.3% on the
previous year (Ofis Publik ar Brezhoneg 2013: 6).

For many researchers, among them Hindley (1990), Fishman (1991), Baker
(2003), Krauss (1992, 2007), intergenerational transmission of a minority
language represents the most important source of language reproduction.
This may seem a “common-sense approach” but does actually point to the
supremacy of intergenerational transmission above and beyond all other
forms of transmission. The privileging of the traditional family unit as the
site of language reproduction not only excludes other categories of transmis-
sion and other categories of speakers, its essentialist discourse seems to label
any other form of transmission as “failure”. Fishman (1991), for example,
observes that ‘[t]he road to societal death is paved by language activity that
is not focused on intergenerational continuity’ (1991: 91). Thus the provi-
sion of minority language schooling in bilingual or immersion settings may
be overlooked as an effective or legitimate means of language acquisition
by some researchers and language activists. There is little doubt that such
educational initiatives are growing in population in minority language
settings in certain countries, including Scotland (for Gaelic-medium edu-
cation, see: McLeod (2003: 3-4), Nisbet (2003: 49), Ward (2003: 45), Rogers
and McLeod (2006: 368)), Wales (Rawkins 1987; Baker 1997: 132) Ireland
(O Riagain 1997: 248-9; Hickey 1997: 17), the Basque Country (Garmendia,
Agote 1997: 101) and Francophone Canada (Swain 1997: 262; Erfurt 1999: 63;
Heller 2003: 86), inter alies. For language planners, bilingual programmes
may be the easiest, most practical and quantifiable way to instil or reinforce
the minority language among young people. Baker (2003: 101) believes that
“where there is ... a shortfall in language maintenance in families, educa-
tion becomes the principal means of producing more language speakers”;
Dorian (2004: 455-6) echoes this productive view: “in particular immer-
sion schooling, for the relatively rapid multiplicative effect it can produce:
a handful of dedicated and well-trained teachers...can produce scores of
new minority-language speakers over a period of several years”. MacKinnon
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(2006a: 52) as well thinks that “[e]ducation may provide an effective means
of reproducing the language in the younger generation even though its
position in the home is weakening”.

However, it should be remembered that parents choosing a school offering
a bilingual or immersion education for their children is often an indicator of
parental aspirations for their children. Parental choice can be influenced for
many reasons: cultural, social, psychological, etc. and a choice of education
which provides additive bilingualism can be viewed as an objectified practice:
“Even when they [practices] give every appearance of disinterest because
they escape the logic of ‘economic’ interest (in the narrow sense) and are
oriented towards non-material stakes that are not easily quantified, as in...
the cultural sphere of capitalist societies, practices never cease to comply
with an economic logic” (Thompson 1991: 16). Thus while many language
planners and educators can see the primary aim of the minority bilingual
or immersion school as helping children to become fully bilingual, either by
expanding and reinforcing a grasp of the language for the minority language
native speakers or by enabling children who are majority language speakers
to become fluent in the minority language, the parents can see their educa-
tional choices as providing their children with a high cultural, social and
economic capital (Bourdieu, Passeron 1990). Minority languages are thus
considered as valuable assets by majority language parents, especially when
these languages are rare (a sentiment often not shared by many minority
language speakers, however); moreover, immersion/bilingual education has
the advantage of improving pupils’ attainment through bilingualism (see:
Baker 1995, 2001, 2007; Cummins 1995, 2000; Hagége 1999; Dalgadian 2000;
Wei 2000; Bialystok 2001) for discussions on the benefits of bilingualism)
and it affords participating children a tactical value, by grouping certain
pupils together - several researchers have acknowledged that this model of
bilingual education attracts middle-class parents (Edwards 1994; Skutnabb-
Kangas 1996; O Riagéin 1997; Willemyns 1997; Heller 1999a, 1999b, 2003;
May 2008). Thus, while the choice of a minority language education may
possibly indicate a commitment to language revitalisation on the part of
some parents, for many others choosing a school represents an investment
strategy with long-term future benefits (Gewirtz et al 1995; Ball 2003; Power
et al 2003).

Parental choice and top-down language planning on the part of educa-
tional authorities can therefore be, if not exactly at odds, at cross-purposes
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somewhat with each other and indicative of what Spolsky has called the
“unanticipated results of language management” (Spolsky 2004: 87). Another,
more fundamental difference is the linguistic output of children schooled in
linguistic/bilingual programmes. Language instruction does not necessary
lead to production or language retention and internalisation; there is no
“correlation between the amount of exposure to, and degree of proficiency
in, L2” (UNESCO 2010a: 28). Many studies have shown evidence of a lack of
actual use of the minority language beyond the school gates (see Genesee 1978,
1995; Harris, Murtagh 1999; Heller 1999a, 1999b, 2003; Mougeon, Beniak
1989; Jaffe 1999; Hamers, Blanc 2000; Clément, Gardner 2001). B. M. Jones
(1992: 103) argues that “high exposure to Welsh in the curriculum does not
significantly raise performance of low users. That is, the curriculum cannot
do the job which is fulfilled traditionally by a speech community”. In Ireland,
concern has been voiced over the emphasis being on the needs of L2 over L2
children in an immersion setting:

Just being part of an institution set up to promote the acquisition of the minority
language is not enough to counteract the influence of English. The long-term aim
of increasing use of Irish by these children in school and community appears
to be subordinated to the short-term aim of promoting L2 acquisition among
learners (Hickey 2008: 61).

In a Breton context, a recurrent theme is the distance of the standard-
ized form of Breton taught and used by immersion school pupils from the
varieties used daily by first language speakers (Timm 1980; Le Berre, Le D1
1997; McDonald 1989; Kuter 1989; M. C. Jones 1998b; Le Dt 1999; Romaine
2000). This is a common concern in a number of minority language immer-
sion settings and one feature which is sometimes remarked upon is the
accent which immersion pupils use when speaking the minority language.
Even though research evidence points to advantages from starting young
for acquiring a native-like accent in the L2, rather than for speed of acquisi-
tion per se (Singleton, Ryan 2004), this does not appear to be happening in
some immersion settings, despite the early start. Data provide by Hickey et
al (2014) point to parental concerns over the sort of accent that is developing,
for example, among pupils in Welsh-immersion schools:

He [Welsh L1 speaker] hasn’t got the X accent at all, you've no idea where in
Wales he comes from, and I think it’s because of the Welsh medium system,
there’s no point just saying we’re putting him in the Welsh medium unless
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there’s a balance [for Welsh L1 speakers], it’s not going to work. (T2:116)
(Hickey et al 2014: 228)

Thus a standardized accent, an accent which promotes anonymity (‘you've
no idea where in Wales he comes from’) is a contested topic in a minority
language setting. As Woolard points out, the state of being an anonymous
speaker, a speaker from nowhere in particular, can only ‘legitimately’ exist
in majority languages: “Hegemonic languages in modern society often rest
their authority on a conception of anonymity” (Woolard 2008: 3). A minority
language, on the other hand, ‘gets no authority from sounding like it is from
“nowhere™ (Woolard 2008: 4) since ‘social indexicality is the function prized
for minority languages’ (ibid.) Thus in order to be a ‘legitimate’ speaker of
a minority language, such as Welsh or Breton (the focus of our discussion
here), the speaker has to sound as if she/he is from “somewhere”, i.e. an eas-
ily identifiable geographical place which is “local”. When children attend
immersion schools, they very often adopt a regularized or levelled mode of
pronunciation in the minority language, whether through “common practice”
and not wishing to sound different from their peers, or through what Woolard
terms ‘linguistic engineering’ (i.e. standardisation) whereby language plan-
ners “attempt to construct an actual linguistic form not identified with any
localized group of speakers” (Woolard 2008: 5). As she points out, however,
‘the project of creating linguistic anonymity often involves ideological more
than linguistic engineering’ (ibid.) I return to this point in the discussion in
Section 3.3, when examining the assertion that children in immersion schools
in Brittany need to sound more “local” and less “French”.

For many older speakers of Breton, immersion pupils in Diwan, and
in the bilingual streams, produced an anonymized form of Breton in their
pronunciation, since it sounds “French”. It not only sounds non-traditional,
it is lacking something (‘deficient’). I have noted this unease among tradi-
tional speakers in Hornsby (2010): “Sometimes Diwan [immersion] school
children are taught “brezhonég”, with the accent on the final syllable, as in
French, and not on the penultimate syllable as in Breton”. What emerges is
that, for older and/or traditionally-orientated speakers, form is more impor-
tant than content. The non-traditional features in the phonology of younger
or ‘new’ speakers seem to be a barrier to effective communication. Hence
the appearance of the publication under consideration here, which aims to
reduce the sociolinguistic distance between older and younger speakers,
on a phonological level at least.
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Traité de prononciation du breton du Nord Ouest

Such is the concern among some observers of the changes happening
among the younger generations of Breton speakers that one of them, Mikael
Madeg, in 2010, produced a publication which aimed to address the ‘worry-
ing trend’ that “the Breton language will be cut off from its authentic roots”
(Madeg 2010: back cover, my translation). In doing so, he echoed the chorus
of concerns which are heard among some Breton speakers and some com-
mentators on the language and his book is, in fact, a useful summary of the
accusations expressed that centre on young people’s Breton not being a ‘real
language’ (Madeg 2010: 141). In order to provide an indication of the author’s
standpoint, the first page of the introduction to the Traité de prononciation
du breton du Nord Ouest (hereafter, Traité de pronunciation) is reproduced
here (together with my translation) and will be referred to throughout this
article in order to draw out the ideologies which the author holds toward the
language of younger Breton speakers.

Extract 1
Introduction

Alors quen ce début du troisieme millénaire le combat pour la survie de la
langue bretonne s’intensifie, se professionnalise et s’ institutionnalise, apparait
de plus en plus le risque d’une fracture entre 'ancienne génération, celles des
Bretonnants de naissance, porteurs d’'une langue authentique et millénaire, mais
au vocabulaire passablement francisé, et celle des jeunes néo-bretonnants pour
lesquels le breton est, le plus souvent, une langue apprise a I’école et rarement
pratiqué ailleurs.

Le paradoxe de ce combat est que, en se focalisant sur ce qui est le plus voyant,
le plus facile a enseigner (le vocabulaire, la grammaire, la syntaxe), les militants
et les professionnels du breton ont, dans leur majorité, laissé plus ou moins
totalement de coté ce qui fait le caractére immédiat, unique, et la musique de
la langue: sa prononciation. De plus en plus, par ignorance, esprit de routine,
négligence ou simple paresse, Cest une prononciation largement francisée du
breton qui domine dans les écoles primaires et secondaires de Diwan, ainsi que
dans les filiéres éducatives bilingues. Il en va de méme dans les médias, qu’il
s'agisse de la radio ou de chanteurs, en particulier.

Ce livre s’adresse en priorité aux militants et aux professionnels de la langue
(enseignants, travailleurs des medias, animateurs ...)
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Soit on se résigne a parler un breton qui, du point de vue de I'accent, est un
calque du francais. Cela fait de ce néo-breton davantage un créole breton que
le prolongement naturel de notre langue ancestrale.

Soit on naccepte pas la situation. Dans ce cas la premiére chose a faire est d’en
prendre conscience, puis de tenter d’y remédier.

Cest l'objet du présent livre: expliquer, par étapes, ce qu’il en est de la pronon-
ciation du breton, en s'appuyant sur le systéme phonétique le plus pratiqué: celui
qui est commun aux trois quarts de la Cornouaille, aux quatre cinquiémes du
Trégor et au Léon en entier.

Introduction

At the start of the third millennium when the struggle for the Breton language is
becoming intensified, professionalized and institutionalized, there increasingly
appears to be a risk of a complete break with the older generation, that of the native
speakers of Breton, the bearers of an authentic and 1,000 year old language, but with
a fairly French-influenced vocabulary and that of young neo-Breton speakers, for
whom Breton is most often a language learned at school and rarely spoken elsewhere.

The paradox of this struggle is that, by concentrating on the most obvious, that
which is the easiest to teach (vocabulary, grammar and syntax), the militants and
professional users of Breton, have, in most cases, more or less neglected its most
obvious feature, it uniqueness, and its musicality: its pronunciation. Increasingly
moreover, through ignorance, routine, negligence or simple laziness, a mostly
French-influenced pronunciation has tended to dominated in the primary and
the secondary schools run by Diwan, as well as in the bilingual streams. The
same can be said of the media, whether it’s the radio or singers, in particular.

This book is above all addressed to those activists and language professionals
(educators, media workers, facilitators, etc.)

Either we resign ourselves to speaking a type of Breton the accent of which is
calqued on French. That makes this neo-Breton little more than a Breton creole
rather than the natural extension of our ancestral language.

Or else we do not accept the situation. In this case the first thing to go is to
become conscious of it, and then try to fix it.

This is the objective of the present book: to explain, in steps, what the pro-
nunciation of Breton is, by drawing upon the phonetic system that used the
most: that which is shared by three quarters of Cornouaille, the four-fifths of
Tréguier and all of Leon.
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Language ideologies in the Traité de prononciation

A number of major themes, located within certain ideologies of language,
are discernible from the outset and are easily identifiable in the introduc-
tion above. First of all, the author sets the tone for his discussion on Breton
pronunciation within an ideology of endangerment (‘the struggle for the
Breton language’). He also exhibits an ideology of ‘pure language’ — part of
the struggle to maintain the Breton language is to maintain its purity, unsul-
lied by French influence in its pronunciation. The third majority ideology he
refers to is ‘standard language’, which as Gal (2006) points out, is the prevalent
language ideology in Europe today and which simultaneously shapes and
hides many of the actual practices of speakers, especially of minorities and
migrants (Gal 2006: 14). However, he is not advocating an artificial, standard-
ized pronunciation for young Breton speakers and learners, he is in fact taking
a number of regions where Breton is still spoken and advocating that the
common features be used to produce an ‘authentic’ way of speaking Breton.
This touches on a fourth and very influential thread running throughout the
book - the discourse of authenticity, in which Madeg aims to distill what
should or could be an ‘authentic’ Breton accent for the 21 century.

I am employing the anthropological linguistic concept of language
ideology here in the sense proposed by Woolard and Schieffelin (1994), who
discuss language ideologies as ‘cultural conceptions of language — its nature,
structure and use’ (Woolard, Schieffelin 1994: 55). This is quite distinct from
language attitudes, which, while being closely allied to ideologies of language,
do not allow us to fully investigate the underlying culturally defined notions
of language purity, the hierarchical ranking of different languages or dialects,
and the relationship of language to ethnic, national, and regional identities.
As such, language ideologies offer scholars interested in the social aspects of
language use a set of powerful tools for modelling how and why linguistic
choices, and the social valuations of those choices, vary across contexts.
(Dickinson 2010: 55)

In the context of Breton immersion schools, and the production of
an ‘authentic’ accent, we are of course looking at constructed categories
of authenticity and we need to take into account who decides and who is
entitled to decide what counts as authentic or inauthentic. As Dickson points
out, such evaluations are often covert or ‘underlying’ and are indexed to
certain categories of speaker and social contexts which are not immediately
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apparent in discussions over who speaks Breton ‘correctly’ and who does
not. Thus Madeg’s evaluation of the ‘deficiencies’ in the speech of immer-
sion school pupils is clearly not just phonological, it further encompasses
notions of language ‘ownership’, a metaphor that reflects the control that
speakers seek to claim over the development of a language (Wee 2002: 283)
and of the legitimate speaker (Bourdieu 1991; Blommaert 1999), and who is
deemed authentic - or not.

The endangerment of Breton

The context in which Traite de prononciation was written centres on
the fact that year in, year out, the number of speakers of Breton continues
to decline. In 2007, the number of remaining Breton speakers was estimated
at 172,000 with 70% of the speakers older than 60, with the result that
Breton appears to be losing 12,000 speakers annually (Broudic 2009; INSEE
2003: 20). Cole and Williams (2004: 557) envisage that no native Breton
speakers will remain in two or three decades. Breton is classified as ‘severely
endangered’ by the UNESCO Atlas (UNESCO 2010b). As has been noted,
such language loss can be problematized in ‘emotive and moralistic terms’
(Cameron 2007: 269), resulting in a view of a minority, endangered language
as possessing “a formerly stable reality and a naturalized inheritance in an
ethnic group, often one that is typically conceived of as culturally grounded
in a unique ‘ecological niche™ (Dobrin et al. 2007: 1). While not detracting
from the importance of the demographic shift in minority languages such
as Breton, the unfortunate result of such a discourse is that the demands
on the remaining and emerging speakers of Breton are unprecedented,
given that there is often the (unexpressed) assumption that the remaining
speakers are subject to an (imagined) ‘lost minority language monolingual-
ism’ (Jaffe 2007: 53). As the number of native speakers of Breton continues
rapidly to diminish, the responsibility seems to rest on the shoulders on the
young, immersion-educated generations, ‘sans savoir pourquoi la charge de
sauver une langue qui ne leur servirait jamais a rien leur incombait a eux’
(without knowing why the burden of saving a language which would never
be of any use to them is laid at their door’) (Morvan 2002: 25). Morvan’s
harsh indictment of the revitalisation process in Brittany does, despite its
highly-charged nature, highlight the pressure — both negative and positive -
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which comes to bear on the younger generations of Breton speakers and it
is this same sense of urgency that Madeg participates in with his Traité de
pronunciation. Moreover, such essentialization of language buys into 19
century romantic, nationalist metaphors which describe language as ‘alive’
in some sense (and if alive, mortal and finite) or as inextricably bound to the
idea of Breton nationhood, in the sense of Stivell’s song, ‘Heb brezhoneg,
Breizh ebet’ (‘there is no Brittany without the Breton language’), a view
unlikely to be shared by the vast majority of non-Breton-speaking inhabitants
of the Armorican peninsula in the 21* century, however. Thus, if immersion
education is to continue to produce future generations of Breton speakers,
it has to do it properly - or at least in terms that Breton speakers such as
Madeg find acceptable.

Throughout his book, Madeg is at pains to highlight the urgency of the
Breton revitalisation project in terms of authenticity. His focus being the
pronunciation of younger generations of Breton speakers, he notes that any
deviation from traditional pronunciation marks ‘a considerable impoverish-
ment of the language and a change in its very nature which works against
the preservation of authenticity’ (Madeg 2010: 47, my translation). He notes
elsewhere that many of the examples of non-traditional pronunciation that
he lists in his work are totally incoherent ‘from a historical and a linguistic
perspective, [and are] marked by the seal of non-authenticity [caused by]
negligence’ (Madeg 2010: 26, my translation), the implication being that any
nonconformity in pronunciation which marks a departure from traditional,
essentialist norms is a betrayal of the revitalisation project, since ‘why bother
to fight for a “language” if, to the ear, it sounds like French ...?" (Madeg
2010: 8). According to this rhetoric, if Breton speakers shift toward a more
French-sounding pronunciation, then the battle is already lost.

The legitimate Breton language

Madeg’s publication is a good example of an ideology of “legitimate
language” (i.e. the language of “legitimate speakers”). And within this ideol-
ogy, legitimate language has to be easily identified. For Madeg, this means,
in a positive sense, language that has the credentials of being ‘ancestral’
and ‘authentic’ (Madeg 2010: 106). It is easier, however, to glean more what
Madeg considers ‘illegitimate’ language: this is language that is ‘mixed’,
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‘faulty’, ‘hyper-dialectal’, or ‘marginal’ (Madeg 2010: 26); and as a central
theme running throughout his book, such language shows little contact
with French - legitimate Breton shows the least influence from French in its
syntax and its pronunciation (Madeg 2010: 144). If, for Madeg (and others),
legitimate Breton has to operate in a separate sphere from French, this sphere
has to be firmly rooted in the historicity of the language. Legitimacy is lost, as
we have previously noted, if the Breton language is not in direct contact with
the ‘ancestral and authentic tradition’ (Madeg 2010: 106) - any suggestion of
autonomous development renders the language illegitimate, at which point
Madeg labels it a creole (and thus, in his terms, not a ‘full’ language (ibid.))
Furthermore, some roots of the Breton language are more legitimate than
others — widely recognized as a Celtic language, legitimate Breton cannot,
however, be too Celtic in its vocabulary, since this makes it too ‘hermetic’ and
‘impedes communication’ (Madeg 2010: 144). This refers to a tendency among
some Breton language planners to seek to replace all French loanwords with
neologisms based on other Celtic languages, particularly Welsh (see Hornsby
and Quentel 2013 for a more detailed discussion on this trend).

For Madeg, the only Breton speaker who counts, who is legitimate,
appears to be a speaker who bears the hall mark of “authenticity”. And Madeg
is quite specific about who he has in mind when he refers to such a speaker:

Le breton des bretonnants nés avant 1930 est en général trés fiable, mais celui
des bretonnants (méme de naissance) nés aprés 1940, est plus ou moins auto-
matiquement francisé.

(The Breton of Breton speakers born before 1930 is generally very trustworthy,
but that of Breton speakers (even the native speaking ones) who were born after
1940 is more less automatically Frenchified.)

Leaving aside for a moment the very sweeping statement that speakers
who are 70 years old or older ‘automatically’ use French-influenced Breton
(this does not take into account idiosyncratic variation, for example), Madeg’s
“ideal” Breton speaker then comes from a highly specific demographic
group - any Breton speaker born before 1930. According to Broudic, this
would encompass 34% of all Breton speakers (Broudic 2007: 76). The problem
is, of course, that as the oldest Breton speakers, they are the demographic
group that is disappearing the most rapidly. There is also the assumption
that such older speakers are more fluent, or have more intuition about their
native language than any other type of speaker; however, as Pennycook points
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out, ‘there is no good reason to assume particular levels of fluency or com-
petence with a language based on the idea of a native speaker’ (Pennycook
2012: 81). The use of such speakers as ‘the’ point of reference fails, in fact, to
take into account the circumstances in which the majority of Breton speak-
ers and particularly younger speakers operate in the 21* century. Perhaps
a more appropriate stance would be to take the other 66% of Breton speakers
as role models and try to work out “best practice” amongst this majority.
Such speakers may not always use “pure” Breton pronunciation, and show
increased French influence, but that is hardly surprising, since we are dealing
in fact with multilingual speakers and as Kirkpatrick suggests, ‘multilingual
speakers themselves should provide the linguistic models for language learn-
ers’ (Kirkpatrick 2007: 57).

As for a legitimate Breton accent being ‘the least French’ possible (Madeg
2010: 11), again we might want to take into account the current situation in
which Breton speakers find themselves, and recognize that ‘languages are
always in contact with and mutually influence each other” and that ‘they
complement each other in communication’ (Canagarajah 2013: 6). If, as
Canagarajah claims, ‘users treat all available codes as a repertoire in their
everyday communication’ (ibid.), then it comes as no surprise that most
Breton speakers under 70 have a French-influenced accent. Instead of work-
ing on the assumption that language users have ‘separate competences for
separately labelled languages ... but an integrated proficiency’ (Ibid.), we
might take a different view of what the legitimate Breton language should
sound like. Again, this comes down to ideology, and while viewing younger
Breton speakers as multilingual users, rather than ‘deficient’ speakers of non-
traditional Breton, is as ideologically loaded as a purist stance on the matter,
it does create an atmosphere of linguistic diversity which encourages all types
of speaker/user to participate in the Breton-speaking community, rather
than forcing them into a defensive stance, or indeed silence. As Canagarajah
points out, the recognition and the acceptance of multilingual speakers/
users ‘can be creative, enabling and offer possibilities for voice’ (Ibid.). In this
paradigm, communicative meaning arises ‘through negotiation practices in
local situations’ and such negotiation is therefore ‘always open to renegotia-
tion and reconstruction as users engage with new communicative contexts’
(Canagarajah 2013: 7). An ideology of bounded language which legitimizes
certain forms of Breton over others can be seen as a refusal to renegotiate
practices, resulting in the failure of communicative meaning.
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Speaking ‘local’ Breton

In his discourse on legitimate or authentic Breton, Madeg makes much
of the forms of Breton which are inextricably linked to certain regions of
Brittany. In his introduction, Madeg mentions the areas of Cornouaille, Tré-
guier and Léon as posits them as a result as some sort of “heartland” of the
language, where (presumably) the “best” Breton is spoken. While there is sense
in identifying these areas as sharing many common features which serve to
unite “the” Breton language into a whole without resorting to standardization,
Madeg is still clearly following an ideology of standard language — except that
the ‘standard’ he is proposing is a standard based on notions of territoriality
and authenticity. Thus for Breton to be ‘authentic’, it has to be territorially
identifiable. As mentioned before, minority language speakers are not afforded
anonymity in the same way as speakers of hegemonic languages; they do not
have the option of sounding as if they were from “nowhere”. Pennycook has
suggested that this type of speaker gains legitimacy through ‘performing like
a local” (Pennycook 2012: 89). Thus for Madeg, local speakers (of a certain
age) perform legitimately, since speakers in the north west of Brittany have
more or less the same accentual system if - Madeg cautions - ‘their Breton
is at least authentic’ (Madeg 2010: 11). Madeg (2010: 92) further criticizes the
pronunciation of certain Breton speakers with regard to personal names and
place names. The latter is particularly relevant as far as locality is concerned,
of course. What has tended to happen in Brittany, as elsewhere, is that place
names become fixed once they are written down and/or appear on road signs.
One location where I did a significant amount of fieldwork when working
on my PhD is in central Brittany: Plésidy in French and Plijidi in Breton.
In order to refer the township in a “local” way would require the language
user to know that the written forms in both French and Breton do not actually
correspond to how they are pronounced locally. A French speaker not from
the area would not necessarily know that Plésidy is pronounced /plezidi/ and
a Breton speaker pronouncing Plijidi as /pli:"3i:di/ would show ignorance of
the local tendency to ‘clip’ or shorten words, resulting in the local name of
/’pli:zdi/. Thus topography can also index an ‘insider-outsider’ dichotomy,
which is of course not confined to just a Breton situation.

Being a ‘local’ speaker, then, is a major ideologically-laden theme which
is frequent in any discussion of Breton. In fact, Breton linguists have even
devised a term to express the supremacy of locality: ‘badume’, developed by
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Le Dtiand Le Berre, from the expression ba du-maii vez laret (‘round here we
say’), expresses the highly delineated sense of localization that many traditional
speakers have of the Breton language (see Quéré 2000: 51-52). This in itself is
not unusual. Pennycook points out that ‘speaking like a local’ means the abil-
ity to speak ‘in unexpected places, pass [...] in unexpected ways’ (Pennycook
2012: 90), to give ‘a message of locality’ (Pennycook 2012: 93), that is, signals
that confirm you as an insider to the speech community in question, and
not “other”. In the Breton context, it can have a sense of being associated
with a specific, circumscribed locality, but it can also mean more than this.
‘Language as a local practice’ (Pennycook 2012: 94) in the case of Breton, not
only means using certain vocabulary (both local and long-established bor-
rowings in preference to the words used in the next village a kilometre away
or the “standard” neologisms), or having a local accent, it also indexes your
legitimacy as a speaker or as a hearer. Pennycook reminds us that ‘speak-
ing like a local is always relative to the locality of our interlocutor and the
language practices we engage in’ (Pennycook 2012: 98); furthermore, as we
noted above, such practices have to be ‘situated in every ecological context
of use to be meaningful’ (Canagarajah 2013: 7). If a Breton speaker fails to
pass as a “local” by dint of non-local grammatical forms (which might either
be standardized forms or what the interlocutor considers to be “mistakes”),
or by dint of an accent that just sounds too French, legitimacy is lost and
negotiation ceases. More often than not, the conversation can then turn to
French ...

Conclusion

Madeg’s publication aims to provide a solution to the pitfalls many
situations of language revitalization seem to encounter - the creation of
a standardized language (and pronunciation) which is not recognized or
accepted by large numbers of the speech community whose language is
being revitalized. His approach, which can be seen as diametrically opposed
to such standardization, seeks to bring an element of “authenticity” to the
revitalization project through an authenticated accent, based on common
features to be found in a number of core areas of Brittany (the dialects of
the north-west) but in doing so, this approach can create as many problems
as it seeks to resolve.
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What appear to be lacking in Madeg’s approach is any concept of areal
linguistics and the concept of diffusion. Brittany has been an integral part
of the French state for many centuries now and whatever political argu-
ments there are for or against this incorporation, it remains true that, due
to intense centralized policy from the 19" century onwards, particularly
through the medium of the schools, the French language has been estab-
lished as the ‘language of the Republic’, as it is referred to in the Constitution.
The adoption of standard French appears to have accelerated, especially in
Lower Brittany, from the 1950s onwards, when it became ‘fashionable’ for
Breton-speaking parents to raise their children in French, it being ‘frowned
upon’ to speak to them in Breton, as Broudic notes (Broudic 2013: 13). It is
little wonder that these same children, once they became adults, either did
not speak Breton at all, or spoke Breton with considerable influence from
French. That is the world they were brought up in and all the messages they
received, both covert and overt, from their parents and from society at large,
pointed to the prestige of French and the lack of esteem in which Breton
was held. It is now the children (and increasingly the grandchildren) of that
generation which is now turning to Breton, rediscovering it and taking the
language on as their own. Naturally, the pervasiveness of French makes the
situation very different from that of the 1950s. It is impossible to turn back
the clock and re-create the Brittany of the 1950s when the influence of the
French language was much less.

What also needs to be recognized is that young French people, whether
they are Breton speakers or not, are being affected by the tendency in France
for accents to become levelled in French. David Hornsby has noted that apart
from a broad north/south divide, ‘there is little evidence of regional accent
diversity, particularly in the langue d’oil area’ (D. Hornsby 2007: 68). This
has also been noted by Armstrong (2001: 118) who observes that ‘French
pronunciation has been levelled to a high degree’, and Léon (1993: 222) who
reports that a study carried out in 1980 involving evaluation of speakers
from a variety of French regions showed ‘an advanced standardization of
pronunciation’ (my translation). Thus linguistic change is happening all over
France, as far as pronunciation is concerned, and in the northern areas of
the country, it is becoming increasingly difficult to pinpoint the geographi-
cal origin of a speaker. This tendency does not occur in a vacuum of course,
and if we accept the principle of ‘diffusion’ as proposed by Dixon (1997),
it seems quite natural that ‘a number of linguistic traits will diffuse from
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language to language until each applies across a considerable region with
the geographical area’ (Dixon 1997: 15). Under this model, young Breton
speakers will have a more “French”-sounding accent as a result of diffusion,
the situation having arisen because ‘people naturally tend to accommodate
their habits of pronunciation to those of people they interact with and this
can extend to ... the loss of ... [phonological contrasts]” (Dixon 1997: 19). It
could be argued that Breton has been in contact with French for centuries
without the loss of an ‘authentic’ Breton accent, so why has this become an
issue only in the last few decades? Dixon provides the answer when he states
that “every language is always in a state of change [and] the rate at which
a language changes is not constant and is not predictable” (Dixon 1997: 9,
my emphasis).

Linguistic changes aside, the other lack of recognition I feel Madeg
engages in concerns the sociolinguistic situation of young Breton speakers
in the 21* century. Languages do indeed change, as Dixon points out, but
change does not always mean deterioration. For example, Hincks considers
that ‘the change in the intonation and accentuation of Breton is undoub-
tedly the most significant cause for concern, but such features can change
without a language being considered to have become extinct’ (Hincks
2000: 31). One of the main reasons for seeing this change as deterioration
is through reference to an ideology of endangerment, as mentioned at the
beginning of this article, and one which sees any major change as ‘inau-
thentic’. The lack of recognition of diversity also appears to be a barrier to
accepting the speech of young Breton speakers. I understand the concept
of super-diversity here as following Kelly-Holmes and Milani’s (2011)
description of internal diversity and hybridity within multiple cultures as
needing to be acknowledged and understood. Breton speakers do not all
sound alike and there will be generational differences between younger and
older speakers. These differences may be greater than in other, majority
languages, such as English and French, but that is because the pressures
on a minority language such as Breton are very different from a majority
language. Breton would appear to lack ‘native speaker monitoring’ (Hincks
2000: 29) and it is in this vacuum that younger speakers very often have to
‘make do’. This can mean, like young people in a variety of other linguistic
situations, ‘juggling creatively with available linguistic resources in order
to express [an] experience of “in-betweenness”’(Jonsson, Milani 2010: 45).
That young Breton speakers are juggling with language in new and creative
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ways can either be seen as being ‘inauthentic’ speakers or it can be seen as
giving a new impetus to the language which has yet to be acknowledged by
the speech community. And this choice in interpretation comes down to
the personal and collective language ideologies held by individuals and by
groups of speakers. What makes it particularly difficult for young Breton
speakers is that they operate in an atmosphere where ‘what is actually valued
on markets is parallel monolingualism and not contemporary bilingual
practices’ (Jaffe 2007: 69). Perhaps changing ‘market expectations’ and not
‘contemporary bilingual practices’ might solve the dilemma which Madeg
has highlighted.
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‘Une prononciation déficiente, francisée’
The debate over an “authentic” accent in revitalized Breton

(Summary)

The regional languages of France stand out among other minority languages in
Western Europe in that the main impetus for their revitalization is from the bottom-
up. While the French state signed the European Charter for Regional or Minority
Languages in 1999, it has so far not ratified it, so that languages such as Basque or
Catalan are not afforded the same facilities that are available to the Basque- and
Catalan-speaking communities across the border in Spain. Grassroots, educational
associations run by local activists have thus sprung up in France which provide
immersion education in a variety of regional languages in an attempt to halt the
decline in the numbers of speakers, these being the Calandreta (Occitan), Ikastola
(Basque), Bressola (Catalan) and Diwan (Breton) movements.

In the case of Breton, a number of discourses and debates exist over the type of
Breton the students at these immersion schools produce. At least one researcher has
claimed that ‘although both the obsolescent and reviving varieties are termed ‘Breton’,
they are not, strictly speaking, the same language’ (Jones 1998: 321); On the other
hand, some Breton speakers themselves claim that “traditional” and “new” speakers
do not experience problems of communication: ‘We still understand each other. Quite
easily’ (Hornsby 2010: 39). The same research participant did point out, however, that
when there is difficult in comprehension, ‘it’s just the accent. The words are more or
less the same’ (Hornsby 2010: 38). Many debates, both academic and public, focus on
this very point - the (in)authenticity of immersion school pupils accents and their
acceptability to older speakers. This paper will thus examine this debate in detail,
particularly with reference to Madeg’s “Traité de prononciation du breton du nord
ouest’ (2010) in which the author claims that many younger Breton speakers are using
‘un calque du francais’ or a pronunciation calqued on French.

Keywords: Breton, language revitalization, legitimate language, legitimate speaker,
authenticity
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Sytuacja jezykow luzyckich -
stan, instytucje, dzialania rewitalizacyjne

We wstepie do ksigzki o znaczgcym tytule The Green Book of Language
Revitalization in Practice Leanne Hinton, amerykanska lingwistka zajmu-
jaca sie tubylczymi jezykami Stanéw Zjednoczonych, stwierdzita, ze zawsze
w sytuacji dlugotrwatego kontaktu miedzy dominujaca grupa wiekszosciowa
a mniejszoscia zdominowang politycznie, spolecznie, ekonomicznie, licz-
bowo dochodzi do zmiany jezykowej (Hinton 2001: 3). Moze ona przybra¢
forme zmiany bardziej lub mniej §wiadomej i jednoczesnie bardziej lub
mniej dobrowolnej. W kazdym wypadku efekt jest podobny: jezyki malych
ludéw pozostajacych w sytuacji mniejszosci w stosunku do silniejszych grup,
zazwyczaj zarzadzajacych na danym terenie, stabng i stajg si¢ zagrozone.

W ciggu ostatnich kilkudziesigciu lat, od kiedy badacze zwrdcili uwage
na dokonujgce si¢ na mapie jezykow $wiata spustoszenie, zwane niekiedy
utratg réznorodnosci biologiczno-jezykowej (ang. biolinguistic diversity)
swiata (Nettle, Romaine 2000: 13-14), podjeta zostala dyskusja nad metodami
ochrony zagrozonych jezykéw. Wiele miedzynarodowych organizacji oraz
poszczegdlni badacze starali si¢ okresli¢, w jakiej sytuacji jezyki Zywotne,
ktérymi postuguja sie lokalne wspdlnoty, stabng, traca zasieg, przestajg
obejmowac wszystkie dziedziny zycia cztonkéw danej grupy, az w koncu
nie sg przekazywane nastepnemu pokoleniu.

Liczne istniejace skale zagrozenia jezykéw (zob.: Wurm 1998: 192;
Kinkade 1991: 160-163), m.in. najstynniejsza, przedstawiona w Czerwonej
ksiedze zagrozonych jezykow UNESCO, wskazuja na ostabienie transmisji
miedzypokoleniowej jezyka — przez co coraz mniej przedstawicieli mlo-
dego pokolenia mniejszosci zna jezyk przodkéw - jako na najwazniejszy
czynnik prowadzacy do $mierci jezyka (ang. language death) (Crystal 2005).
Przyczyn takiej sytuacji jest duzo. Naleza do nich: zmiana sposobu zycia
w wyniku industrializacji i globalizacji, wpltyw mediéw masowych w jezykach



dominujacych, migracje, represje polityczne ze strony kultury dominujacej
oraz wytwarzanie przez nig ideologii jezykowych wskazujacych, ze uzywanie
jezykéw mniejszosciowych ma dla ich uzytkownikéw negatywne konsekwen-
cje (brak mozliwosci rozwoju i zmiany miejsca zamieszkania, odsuniecie
na margines zycia spolecznego, kojarzenie uzytkownikéw takiego jezyka
z osobami gorszymi, niewyksztalconymi) (Schieffelin i in. 1998). Wszystkie
te zjawiska mozna odnalez¢ w dalszej i blizszej historii Luzyczan. Maja one
wplyw na postawy ludzi i ich zachowania jezykowe do dzis.

Joshua A. Fishman, wybitny socjolingwista i pionier w dziedzinie rewi-
talizacji jezykow zagrozonych, opublikowal na poczatku lat 90. XX wieku
ksiazke Reversing Language Shift. Theoretical and Empirical Foundations of
Assistance to Threatened Languages (Fishman 1991). Pojecie odwracania zmiany
jezykowej, odnoszace sie wlasnie do dzialan majgcych na celu zréwnowazenie
skutkéw odchodzenia przez wspdlnoty od uzywania jezykéw zagrozonych
i przywrocenie tych jezykow jako narzedzi komunikacji, zrobito na $wiecie
kariere i weszlo do kanonu poje¢ uzywanych przez badaczy opisujacych zjawi-
ska rewitalizacji oraz aktywistow dziatajacych w terenie. Nie tylko to pojecie
stato sie nosne. Fishman w swojej ksigzce opracowat skale, zwang Graded
Intergenerational Disruption Scale, co na polski mozna przetlumaczy¢ jako
skala stopniowego miedzypokoleniowego ostabiania jezykow. Za jej pomocg
badacz nie tylko opisuje kolejne etapy utraty pozycji przez jezyki, ale daje tez
wspdlnotom oraz wspoélpracujacym z nimi rewitalizatorom praktyczne wska-
zOwKki, jakich dziatan na ktérym etapie zagrozenia dany jezyk i postugujaca
sie nim grupa potrzebujg. Warto poswigcic tej skali uwage.

Sktada sie ona z o$miu punktow, te dzielg si¢ za$ na dwie zasadnicze czeéci.
Calg skale czyta sie od dotu do gory — wychodzac od sytuaciji, gdy jezyk praktycz-
nie nie funkcjonuje w spotecznosci, a dochodzgc do jego przynajmniej cze$ciowej
oficjalizacji na danym terenie. Celem poczatkowych dziatan opisanych przez
Fishmana jest osiggniecie przez mniejszo$¢ dyglosji. Termin ten, zaczerpniety
z pism Charlesa Fergussona (1959: 336), odnoszacy si¢ poczatkowo do wspot-
wystepowania na danym terenie w powszechnym uzyciu niestandardowych
form dialektalnych oraz jezyka literackiego, zostal przez Fishmana rozszerzony.
Socjolingwista uzyt go do opisania sytuacji wspolistnienia réznych jezykow,
pozostajacych w hierarchicznych relacjach (jezyk mniejszosci i jezyk dominujacy
/ panstwowy), z ktorych kazdy uzywany jest w innych sferach zycia. Jezykiem
mniejszo$ciowym ludzie postugujg si¢ np. w zyciu prywatnym i sgsiedzkim,
ale juz w miastach badz w urzedach uzywaja wylacznie jezyka dominujacego
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(Fishman 1967: 29-38). W takim tez sensie badacz uzywa tego pojecia w skali
GID. Podejmowane na poczatku procesu rewitalizacji dzialania odnoszace si¢
do takich wspdlnot, ktore zatracily prawie calkowicie jezyk badz przestaly go
przekazywaé nastepnym pokoleniom, skierowane sg na odbudowanie dyglo-
sji. Ta zaistnieje za$, jesli jezyk mniejszo$ci zacznie funkcjonowaé na powrot
w pewnych niszach: w domach, Zyciu towarzyskim, sasiedzkim, ewentualnie
na dalszym etapie w szkofach. W tym samym czasie jezyk dominujacy bedzie
wcigz uzywany w zyciu publicznym, w pracy, urzedach. Druga czes¢ skali, a tym
samym bardziej zaawansowany poziom dzialan rewitalizacyjnych, dotyczy
przekroczenia dyglosji, a wiec dopuszczenia jezykéw mniejszosciowych do
wszystkich sfer zycia publicznego. W idealnej sytuacji jezyk mniejszosciowy
nie tylko nauczany jest w szkotach, ale tez staje si¢ narzedziem nauczania,
zaczyna funkcjonowaé w masowych mediach, mozna si¢ nim postugiwac
w pracy, w biurach, urzedach. Jest réwniez — przynajmniej w pewnym zakre-
sie — znany przedstawicielom kultury dominujacej. Wreszcie: jest uznany jako
jezyk wspoloficjalny na danym terenie. Nie trzeba w tym miejscu dodawag, ze
sytuacja taka ma bardzo rzadko miejsce.

Oczywiscie, proces rewitalizacji nigdy nie przebiega wzorcowo. Uzalezniony
jest bowiem nie tylko od mozliwosci prawnych, stopnia odejscia od jezyka,
checi zaangazowania si¢ wspdlnoty w dziatania, ktore majg jej dotyczy¢, ale
réwniez od istniejacych postaw ludzi w stosunku do jezyka, ktore paradok-
salnie najtrudniej jest zmieni¢ (zob. Sallabank 2013). Globalny $wiat — wraz
z migracjami, ciagglym naplywem informacji, mobilnoscig i zawrotnym tempem
zycia - réwniez nie sprzyja rewitalizacji jezykéw mniejszosciowych, ktore wigza
sie z zyciem w lokalnych wspélnotach. Swiadoma tych wszystkich ograniczen
oraz krytyki, jakiej zostala poddana teoria Fishmana, postaram sie przedstawi¢
sytuacje i wybrane dzialania podejmowane na Luzycach poprzez odnoszenie
sie do tych punktéw i postulatéw, ktdre Fishman uznatl za decydujace dla
powodzenia procesu odwracania zmiany jezykowej. Zacza¢ wiec wypada od
skrétowego opisu sytuacji socjolingwistycznej na Gornych i Dolnych Luzycach
i skoncentrowac sie¢ na podstawowych zagrozeniach jezyka oraz mozliwosciach
wplywania na postawe jego uzytkownikéw. Na skali Fishmana sg to trzy dolne
punkty: dokumentacja jezyka; przekonanie starszych ludzi, ktérzy jeszcze
znajg jezyk mniejszo$ci, by sie nim dzielili z innymi potencjalnymi uzytkow-
nikami; stworzenie spojnych, wewnetrznie i spotecznie zintegrowanych grup
uzytkownikow jezyka; odtworzenie wielopokoleniowej wspdlnoty postugujacej
si¢ jezykiem mniejszo$ciowym w codziennym zyciu.
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Sytuacja socjolingwistyczna na Gornych i Dolnych
Euzycach. Czy rewitalizacja jest potrzebna?

Na Luzycach mieszkajg dwa tuzyckie narody, tworzace dwie wspdlnoty
kulturowo-jezykowe. Ich odrebnos¢ byla wzmacniana na przestrzeni dziejow
przez odmienne wplywy polityczne oraz warunki ekonomiczne i spoteczne,
ktére doprowadzily do tego, Ze sytuacja socjolingwistyczna tych dwoch grup
nie jest jednaka.

Dolne i Gérne Luzyce nie nalezaly historycznie do jednego organizmu
politycznego. Luzyce Dolne znajdowaly si¢ w Prusach, gdzie polityka ger-
manizacyjna i represje wobec Luzyczan byly duzo silniejsze niz na Gérnych
Luzycach, tradycyjnie nalezacych do Saksonii. Procesy industrializacyjne
i sytuacja ekonomiczna doprowadzily do tego, ze juz w XIX wieku Luzyczanie
na Luzycach Dolnych nie tworzyli zwartej grupy i na zajmowanych przez siebie
terenach rzadko stanowili wigkszos¢. Wyrazna zmiana jezykowa dokonata sie
na Dolnych Luzycach wlatach 1935-55 (Norbergowa 1997: 202). Przyczynita
sie do niej asymilacja, ktora nastapila w zwigzku z industrializacja, praca
w fabrykach, stuzbg wojskowa, wreszcie w zwiazku z naptywem przesiedlencow
po IT wojnie $wiatowej, a w konsekwencji ze zmiang proporcji ludnosci tuzyc-
kiej w stosunku do niemieckiej i duza liczbg mieszanych matzenstw, a takze
z przemystem weglowym, ktory prowadzil do niszczenia tuzyckich wiosek
i przesiedlania ludnosci. Duze znaczenie dla gwaltownej zmiany jezykowej
miala polityka prowadzona przeciwko Luzyczanom w czasach nazizmu. Dla
0sob, ktdore w zwigzku z trudnymi przezyciami zdecydowaly sie odrzuci¢ swoj
jezyk i nie przekazywac go nastepnemu pokoleniu, charakterystyczny jest nega-
tywny stosunek do jezyka tuzyckiego. Czesto osoby z najstarszego pokolenia
traktuja uzywanie dolnotuzyckiego jako Zrédlo konfliktow (Steenwijk 1999:
444). Luzycki zbyt silnie kojarzy im si¢ bowiem z bolesnymi doswiadczeniami
z mlodo$ci. Dlatego tez nie tylko nie méwili do swoich dzieci w tym jezyku,
ale nawet chronili je przed poznawaniem go w szkole'.

Piszac o przyczynach istnienia odmiennych sytuacji socjolingwistycznych
na Gornych i Dolnych Luzycach, nie sposéb poming¢ wplywu wyznania
Luzyczan na stopien ich asymilacji jezykowej i kulturowej (zob. Scholze

! Z analogiczng sytuacja mamy do czynienia u wielu mniejszoéci europejskich. Dobrym
przykladem jest najstarsze pokolenie Bretoniczykow, ktore odrzucito swoj jezyk i niechetnie
patrzy na podejmowane dzialania rewitalizacyjne.
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2011). W czasach reformacji wigkszos$¢ Luzyczan przeszta na protestantyzm.
W przypadku Luzyc relacja miedzy religia a zachowaniem tozsamoéci etnicznej
ijezykowej jest niemalze modelowa. Tereny zamieszkale przez ewangelikow
(zaréwno na Luzycach Gérnych, jak i Dolnych) ulegly bardzo silnej germani-
zacji. Tymczasem niewielki obszar zamieszkiwany przez tuzyckich katolikéw,
zwany Pii Klosterskej wodze (Am Klosterwasser)?, jest w tej chwili jedyna
ostoja jezyka gonoluzyckiego, ktory wciaz jest tam uzywany przez wszystkie
pokolenia w zyciu codziennym. Mimo ze ostatnie badania prowadzone na
tym terenie przez Mércina Walde wykazaly, Ze i tam zmiany nastepuja do$¢
szybko i coraz wiecej rodzin wychowuje swoje dzieci dwujezycznie z prze-
wagg jezyka niemieckiego, jezyk gornotuzycki jest tam wcigz narzedziem
komunikacji w zyciu codziennym i istnieje wspolnota jezykowa. Inaczej
to wyglada na terenach zamieszkanych przez ewangelikéw, gdzie proces
germanizacji nastepowal bardzo szybko. Cho¢ trzeba pamietac o tym, ze
wigkszo$¢ ewangelikow zamieszkiwala tereny o trudniejszej sytuacji politycz-
nej i ekonomicznej, nie nalezy zapomina¢, ze wyznanie i przynalezno$¢ do
wspolnoty religijnej odegraly réwnie wazna role. Przynaleznos¢ do Kosciota
ewangelickiego nie wymuszata bowiem na Luzyczanach przywiazywania
takiej wagi do jezyka i kultury jak w przypadku katolikéw. Przede wszystkim
mniejszy nacisk w Kosciele ewangelickim polozony jest na regularne praktyki
religijne, przez co slabiej ksztaltuje sie Zycie zbiorowe wspolnoty. Z drugiej
strony ideologia wigzgca sie z religig protestancka nakazuje postuszenstwo
wobec wladzy, a takze zdobywanie przez wiernych wyksztalcenia, by mogli
samodzielnie studiowa¢ Biblie i robi¢ kariere zawodowg. Ta za$ wigzata
sie nieodmiennie z wstgpowaniem do wspolnoty niemieckojezycznej. Gdy
przyjrzymy sie sytuacji socjolingwistycznej na Luzycach, zaobserwujemy,
ze podzialy nie przebiegaja wzdluz granicy Luzyce Gérne - Luzyce Dolne,
ale raczej wzdluz granicy katolickie Luzyce Goérne - ewangelickie Luzyce
(Gérne i Dolne) (zob. Dolowy-Rybinska 2011: 269-293).

W tym miejscu nalezaloby poda¢ cho¢by przyblizona liczbe osob, ktére
postuguja sie jeszcze jezykami dolno- i gérnotuzyckim, czyli rzeczywistych
uzytkownikow jezyka (ang. actual speakers), jak i tych, ktérzy tworza tuzycka
wspolnote, gdyz to do nich jako do potencjalnych uzytkownikéw jezykow

* Badania, ktére prowadzit Mércin Walda z Instytutu Luzyckiego w Budziszynie, wyka-
zaly, ze obszar ten zamieszkuje obecnie 7923 0s6b, z ktorych jedynie 24% nie zna tuzyckiego
(Walde 2004).
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tuzyckich (ang. potential speakers) skierowane sg dzialania rewitalizacyjne
(Grenoble, Whaley 2006: 172). Zadanie to jest jednak bardzo trudne. Badania
prowadzone w 1987 roku wykazaly, ze jezyki fuzyckie — w r6znej mierze - zna
okoto 60 000 0sob, w tym mniej wiecej 40 000 jako jezyk ojczysty”. Ze wzgledu
na wiek badanych o0séb, warunki demograficzne, procesy odchodzenia od
jezyka, migracje mlodych ludzi itd. pewne jest, ze liczba ta przez ostatnie 30
lat drastycznie si¢ zmniejszyta (Elle 2000: 18). Poniewaz jednak na Luzycach
nie robi sie doktadnych badan socjolingwistycznych* (do wyjatkéw naleza
te podjete przez Mércina Walde), liczbe uzytkownikéw jezykdw tuzyckich
mozna podac jedynie szacunkowo.

Wydaje sig, ze po gérnotuzycku moéwi jeszcze najwyzej kilkanascie
tysiecy osob (Elle 2010), przy czym znaczna cz¢$¢ z nich mieszka na zwartym
terenie tuzyckim i jest w stanie uzywac jezyka w zyciu codziennym. Tym
samym najwazniejszy poziom na skali Fishmana: istnienie wielopokole-
niowej i skoncentrowanej demograficznie wspélnoty rodzinno-sasiedzkiej
stanowigcej baze miedzypokoleniowej transmisji jezyka zostal wypetniony.
Katoliccy gérnotuzyczanie muszg si¢ wigc w swoich dziataniach stara¢, by nie
traci¢ kolejnych uzytkownikéw jezyka, zache¢caé rodziny do pozostawania
na terenach tuzyckich, wychowywania dzieci w tym jezyku i posytania ich
do tuzyckojezycznych szkoél. Gdy jednak wezmiemy pod uwage sytuacje na
pozostatych, ewangelickich terenach Gérnych Luzyc, okaze sie, ze sytuacja
nie wyglada tak dobrze. Tam jedynie pojedyncze rodziny, w wigkszosci zas
osoby starsze postuguja si¢ jezykiem gornotuzyckim, nie sposéb wiec mowié
o istnieniu wspolnoty jezykowej, w ktdrej mogliby si¢ jezykowo socjalizowacd
przedstawiciele mlodszych pokolen. Na ewangelickich Gérnych Luzycach
podobnie jak na Dolnych Luzycach jezyk wymaga catosciowej koncepcji
rewitalizacji. Wydaje si¢ bowiem, ze na Dolnych Luzycach liczba uzytkow-
nikéw dolnotuzyckiego nie przekracza kilku tysiecy osob, a wiekszos¢ z nich
nalezy do najstarszego pokolenia. Niektdrzy badacze zajmujacy sie Dolnymi

* Jezyki tuzyckie nauczane byly réwniez jako jezyki obce. Nie mozna jednak powiedzie¢,
by osoby, ktére przeszty tego typu edukacje i nie staraly si¢ uzywaé opanowywanego jezyka,
miaty wystarczajaca, tj. komunikatywna, znajomo$¢ jednego z jezykow tuzyckich.

* Jest to postawa, ktora mozna zrozumiec. Inteligencja tuzycka zdaje sobie sprawe z tego,
ze liczba uzytkownikow jezykow tuzyckich ulegta znacznemu zmniejszeniu. Obawia sig, ze
wykazanie rzeczywistej liczby mogloby doprowadzi¢ do zmniejszenia i tak juz okrojonych
dotacji ze strony panstwa i landéw na rzecz Luzyczan, a wéwczas nie sposob byloby zapewnic¢
im mozliwosci rozwoju i zachowania jezyka we wszystkich dziedzinach zycia.
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Luzycami szacujg wrecz (nieoficjalnie) liczbe uzytkownikow na kilkaset do
dwoch tysiecy osob. Mlode pokolenie nie zna jezyka. Nawet jesli ma z nim
kontakt w szkole, nie osiaga wystarczajacych kompetencji komunikacyjnych,
by rozmawiaé po dolnotuzycku nawet na najprostsze tematy. Oprocz aktyw-
nej na Dolnych Luzycach grupy dziataczy, ktérzy propaguja uzywanie tego
jezyka®, nie istnieje zwarta wspolnota jezykowa. Zadania rewitalizacyjne
muszg by¢ - i pewnej mierze sg — prowadzone od ostatniego punktu skali.
Nieco optymizmu dodaje jedynie fakt, ze na Dolnych Luzycach istnieje spora
grupa osob utozsamiajacych sie z kultura dolnotuzycka (traktowang jednak
nie w kategoriach etnicznych, ale regionalnych). Moga by¢ to potencjalni
uzytkownicy jezyka dolnotuzyckiego, jesli dzialania rewitalizacyjne zacheca
ich do nauczenia sie go i uzywania. Ludzie ci biorg udzial w dolnotuzyckich
$wietach, kultywuja dolnotuzyckie zwyczaje, nosza przy tych okazjach ludowe
stroje typowe dla Dolnych Luzyc. Niestety, nawet wowczas uzywany jest
wylacznie jezyk niemiecki, a dolnotuzycki rzadko pelni cho¢by symboliczng
funkcje (np. jako jezyk piesni, przysiow, przemow).

Patrzac na odmienng sytuacje jezykéw gorno- i dolnotuzyckiego,
mozna zastanowic sie, czy okreslenie rewitalizacja jest w obu przypadkach
adekwatne. Zgodnie z definicjg Leanne Hinton termin rewitalizacja odnosi
sie do prob przywrdcenia pewnego poziomu uzywania zagrozonego jezyka
we wspdlnocie (i poza nig) po okresie, gdy przestal on by¢ dominujacym
badz czesto uzywanym srodkiem komunikacji (Hinton 2011: 291). Z pew-
noscia — na co wskazujg badania socjolingwistyczne — oba jezyki tuzyckie
sa zagrozone, cho¢ w nieréwny sposob. Sytuacja jezyka gérnotuzyckiego
w enklawie katolickiej wydaje si¢ wcigz stosunkowo stabilna, tymczasem
jezyk dolnoluzycki znajduje si¢ w skrajnie niekorzystnej sytuaciji.

Lenore A. Grenoble i Lindsay J. Whaley zaproponowaly uzycie dwéch
réznych terminéw na okreslenie dziatan zwiazanych z zagrozonymi jezykami:
zachowanie jezyka (ang. language maintenance) odnosiloby sie do jezykow,
ktore sa wciaz zywotne, a wigc uzywane we wspolnocie; rewitalizacja (ang.
language revitalization) stosowana bytaby w przypadku jezykow zagrozonych,
nieposiadajacych zadnej wspdlnoty potrafigcej ich uzy¢ lub posiadajacych

* Do tych dzialaczy nalezg przede wszystkim: Gornotuzyczanie, ktorzy zdecydowali sie
dziala¢ na rzecz stabszego z jezykow tuzyckich, Polacy, Czesi i Niemcy, a takze osoby pocho-
dzenia dolnotuzyckiego, ktore na pewnym etapie zycia odkryty swoje korzenie i postanowity
nauczy¢ sie jezyka przodkow.
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bardzo stabg takg wspolnote. Wydaje si¢, ze ten podziat jest stuszny. W innym
miejscu (Dolowy-Rybinska 2012) zaproponowalam uzywanie w odniesieniu
do dziatan na rzecz jezykow tuzyckich termindw rewitalizacja i witalizacja.
Czy jednak podzial taki ma dla samych jezykéw i podejmowanych dziatan
znaczenie? Jak przyznajg cytowane wyzej badaczki, w teorii r6znica migdzy
tymi dwoma procesami jest jasna. Jednak w praktyce rozréznienie to okazuje
sie nieistotne, gdyz linia podzialu miedzy potrzebg zachowania i rewitalizacji
jest trudna do ustalenia, a co wigcej programy dzialania w obu przypadkach
sg bardzo do siebie zblizone (Grenoble, Whaley 2006: 13). Powré¢my wiec
do skali Fishmana.

Jej 6smy punkt obejmuje rekonstrukcje jezyka oraz uczenie go lub przy-
pominanie osobom, ktdre utracily wczesniej kompetencje jezykowe. Sidédmy
punkt odnosi si¢ natomiast do wymiany kulturowej w jezyku mniejszoscio-
wym, obejmujacej poczatkowo starsze pokolenie, znajdujace si¢ najblizej
jezyka. Tego typu dzialania podejmowane s na Dolnych Luzycach gléwnie
z inicjatywy Szkoty Jezyka i Kultury Dolnotuzyckiej (Sula za dolnoserbsku
réc a kulturu). Wiele z proponowanych przez organizacj¢ programow stuzy¢
ma wlasnie wzmocnieniu wspolnoty starszych uzytkownikéw dolnotuzyc-
kiego badz wspolnoty oséb dolnotuzyckim zainteresowanych. Uczestnictwo
w réznego rodzaju zajeciach (kursach jezykowych, kursach wiedzy o kulturze
dolnotuzyckiej, kultywowaniu dolnotuzyckich obrzedéw, tematycznych
ijezykowych zajeciach dla starszych Dolnoluzyczan itd.) pozwala zebrac si¢
osobom znajacym lub chcgcym poznac jezyk, nawigzac¢ znajomos¢ i stworzy¢
zaczyn wspolnoty / grupy jezykowej (zob. Elikowska-Winklerowa 2008).
Poziom szdsty skali Fishmana - zbudowanie wielopokoleniowej wspolnoty
jezykowej — jest w przypadku Dolnych Luzyc jedynie ideatem, do ktérego
mozna dazy¢. Poniewaz od co najmniej dwdch generacji przekaz jezyka
dolnotuzyckiego nie istnieje, jedynym miejscem, gdzie mlode pokolenie
mogloby go poznac, jest szkota.

Nauczanie jezykow luzyckich: problemy, efekty, wyzwania
Na skali Fishmana, ktoéra stanowi w tym tekscie punkt odniesienia
dla podejmowanych na Luzycach dziatan, edukacja obejmuje dwa punkty

ilaczy dziatania stuzace doprowadzeniu do dyglosji, jak i jej przekroczeniu.
Wydaje sig, ze Fishman nie potraktowal koniecznosci uczenia si¢ jezykow
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mniejszo$ciowych w szkole z nalezyta powaga (zob. Hornsby w tym tomie).
W dzisiejszym $wiecie nie sposdb bowiem wyobrazi¢ sobie funkcjonowania
jednostki bez znajomosci formy pismiennej jakiegokolwiek jezyka, nie tylko
w wysoko wyspecjalizowanych sferach (jak biura, sady, media), ale nawet
w codziennym Zyciu. Znajomos¢ jezyka mowionego okazuje si¢ niewystar-
czajgca: kazdy z nas robi sobie notatki (cho¢by liste zakupdw), pisze SMS-y,
odpowiada na e-maile itd. Sa to czynno$ci nalezace do codziennych praktyk
zyciowych. Dlatego znajomos¢ jezyka pisanego jest niezbedna, zeby mozna
bylo méwi¢ o posiadaniu wystarczajacych do funkcjonowania w danym
jezyku kompetencji. I oczywiscie, dopiero gdy zostang one zdobyte, a fachowe
stownictwo obejmujace wszystkie dziedziny Zycia poznane, mozna méwié
o dazeniu do przekroczenia dyglosji — zréwnania jezyka mniejszosciowego
z dominujacym. Dodatkowo, punkt czwarty skali dzieli si¢ na dwa podpunkty.
W mniej rozwinietym systemie szkolnictwo pozostaje pod kontrolg panstwa,
na ktérego terytorium mniejszo$¢ mieszka. W przypadku grup o wyzszym
stopniu autonomii szkoly i program nauczania przechodzg w rece samej
mniejszosci.

Szkolnictwo tuzyckie (zob. Schulz 2010), jak i inne instytucje na Luzy-
cach, zyskalo ramy instytucjonalne po drugiej wojnie swiatowej. Ustawa
o0 obronie praw ludno$ci tuzyckiej z 1948 roku, zgodnie z ktérg miala ona
otrzymac od panstwa ochrone prawng oraz pomoc (takze finansowa)
w zakresie zachowania jezyka, dzialalnos$ci kulturalnej i rozwoju naro-
dowego, otworzyta droge do zaktadania szkét tuzyckich (Pjech 2003: 70).
Ich liczba mimo wielu probleméw stale wzrastata. W latach 50. XX wieku
zostal wprowadzony podzial szkét z jezykiem tuzyckim na szkoty / klasy
»A”1,B”. W szkolach ,,A” tuzycki byt jezykiem wykladowym wszystkich
przedmiotéw lub ich czeéci, w ,,B” tuzycki mogl by¢ zas nauczany jako
jezyk drugi (w niektorych szkotach dopuszczano go jako jezyk wyktadowy
na przedmiotach takich jak plastyka czy muzyka) lub jako jezyk obcy, nie-
obowigzkowy dla uczniéw. Co wiecej, szkoty typu ,,A” mogty by¢ tworzone
wylacznie w Saksonii, w zasadzie tylko na obszarach z przewazajaca liczba
Luzyczan, w Brandenburgii natomiast dopuszczane byly jedynie szkoty
typu ,,B”. Po zjednoczeniu Niemiec zachowano wcze$niej obowigzujacy

¢ Mimo tej reguty w latach 50. w gimnazjum w Chociebuzu starano sie wyklada¢ rozne
przedmioty w jezyku dolnotuzyckim, powstaly tez odpowiednie podreczniki (zob. Rajs 1998).
Idea dwujezycznych szkot na Dolnych Luzycach nie utrzymata si¢ jednak.
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podzial na typy szkot / klas, w ktdrych mozna uczy¢ si¢ jezyka tuzyckiego.
Od 1993 roku jezyk tuzycki moze by¢ zdawany jako przedmiot na egza-
minie maturalnym, dopuszczono réwniez mozliwo$¢ zdawania matury
w jezyku tuzyckim.

System edukacji pozostaje w gestii wtadz kazdego z landow. Luzyczanie
nie posiadajg wiec wlasnego, niezaleznego od wigkszosci systemu ksztalcenia
mlodego pokolenia. W Saksonii prawa uczniéw reguluje Ustawa oswiatowa
dla Republiki Saksonii z 1991 roku. Zgodnie z nig wszystkim dzieciom i mlo-
dziezy, ktorych opiekunowie prawni sobie tego zycza, nalezy da¢ mozliwo$¢
uczenia sie jezyka tuzyckiego, wzglednie uczenia si¢ innych ustalonych
przedmiotéw w jezyku tuzyckim. W ustawie wspomina sie, ze we wszyst-
kich szkotach Saksonii nalezy przekazywa¢ podstawowa wiedze z zakresu
historii i kultury Luzyczan, co jednak w praktyce nie jest respektowane (Elle
2001: 170). Ustawa o szkotach w Brandenburgii z 1991 roku, znowelizowana
w 1996 roku, nakazywala rozpowszechnianie wiedzy o kulturze Luzyczan,
dawata jednak mozliwos¢ nauki ich jezyka wylacznie jako jezyka drugiego
badz obcego. Dopiero w czerwcu 2001 roku weszlo w zycie II Zarzadzenie
Ministerstwa O$wiaty uzupelniajgce wczesniejszg Ustawe o szkolnictwie.
Stanowilo ono: ,,Mlodziez szkolna na terenie osadniczym Luzyczan ma prawo
do nauki jezyka tuzyckiego i w wybranych przedmiotach poszczegoélnych
klas do korzystania z nauczania dwuj¢zycznego. W szkotach terenu osadni-
czego w odpowiednich przedmiotach uwzgledni¢ nalezy historie i kulture
Luzyczan” (cyt. za: Elikowska-Winkler 2003: 164). Powyzsze regulacje
otworzyly w Brandenburgii droge dla nowych projektéow edukacyjnych.
Te za$ byly absolutnie konieczne, jesli jezyk gérnotuzycki mial nadal by¢
gléwnym jezykiem komunikacji wéréd mlodziezy, a dolnotuzycki objety
prawdziwym programem rewitalizacji. Zdano sobie bowiem sprawe, ze na
Dolnych Luzycach nie ma juz dzieci, dla ktorych jezyk dolnotuzycki bytby
jezykiem pierwszym. Co wigcej, liczba wykwalifikowanych badz potencjal-
nych nauczycieli tego jezyka rowniez jest bardzo mala. Potrzebne stalo si¢
wiec wprowadzenie projektu juz nawet nie tyle nauczania jezyka zywego,
co rewitalizacji jezyka ginacego.

Pomyst stworzenia na Luzycach sieci placowek edukacyjnych, w kto-
rych dzieci moglyby uczy¢ sie jezyka mniejszosci w systemie immersyjnym,
narodzil si¢ juz na poczatku lat 90., byt wzorowany na bretonskich szko-
tach Diwan. Pierwsze przedszkole zostalo zalozone w Zylowie na Dolnych
Luzycach w 1998 roku. Zapisanych bylo tam wowczas 12 dzieci. Obecnie
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w przedszkolach ,,Witaj” na Gérnych i Dolnych Luzycach uczy si¢ ponad
1200 dzieci (Kaulfiierstowa 2012: 93). Nie we wszystkich miejscowosciach
udato sie stworzy¢ tuzyckie przedszkola. Tam, gdzie liczba dzieci jest zbyt
mala albo brak wykwalifikowanych opiekunek, tworzone sg grupy ,Witaj”
przy przedszkolach niemieckich. Dzieci, ktére do nich uczeszczaja, przez
cze$¢ czasu sg pod opieka tuzyckojezyczna, reszte czasu spedzaja zas z wycho-
wawczyniami niemieckimi.

Na Goérnych Luzycach projekt ,Witaj” dziata dobrze, przyciaga réwniez
dzieci z niemieckojezycznych doméw. Na Dolnych Luzycach sytuacja jest inna.
Najwiekszym problemem projektu ,Witaj” jest tam brak wykwalifikowanych
i méwiacych po dolnotuzycku opiekunek i opiekunéw. Czesto zatrudniane
s3 niemieckojezyczne przedszkolanki, co burzy koncepcje catkowitego
zanurzenia w jezyku tuzyckim. Dla tuzyckich i niemieckich przedszkolanek
na Dolnych Luzycach prowadzone s3 specjalne szesciomiesieczne inten-
sywne kursy jezykowe, kontynuowane p6zniej w czasie dwuletnich kurséw
doszkalajacych (Budar, Norberg 2006: 36). Niestety, nawet po takim kursie
przedszkolanki nie dysponuja wystarczajacymi kompetencjami jezykowymi,
by przez caly dzien opiekowa¢ sie dzie¢mi, uzywajac tuzyckiego, przez co
dzieci nie osiagaja bieglosci w jezyku dolnotuzyckim.

Aby mozna bylo méwi¢ o rewitalizowaniu jezykow tuzyckich w obliczu
coraz silniejszego wplywu jezyka niemieckiego i w sytuacji, w ktdrej coraz
wigcej rodzin tuzycko-niemieckich wychowalo dzieci przede wszystkim
w jezyku dominujgcym, nalezalo réwniez zreformowac skostniaty i nieefek-
tywny podziat na szkoly ,,A” i ,,B”. Juz w XXI wieku zostat zainicjowany
program nauczania szkolnego ,,2 plus”, obejmujacy jednak gléwnie byte
szkoty ,,A”. Celem koncepcji nauczania wielojezycznego jest osiggniecie pel-
nej dwujezycznosci na terenach zamieszkanych przez Niemcéw i Luzyczan
(model ,,mocnej edukacji”, Skutnabb-Kangas 2000: 600—626). Koncepcja
ta zaklada wciagnigcie uczniow z bytych klas ,,B” (tych, ktérzy do tej pory
nie mieli kontaktu z tuzyckim jako jezykiem zywym) we wspdlne lekcje
i dzialania z uczniami dwujezycznymi. W zalozeniu lekcje miaty by¢ prowa-
dzone w dwdch jezykach, najlepiej przez dwoch nauczycieli — niemieckiego
i tuzyckiego. Dzieci, dla ktorych tuzycki nie jest jezykiem pierwszym, mialy
przez kilka poczgtkowych lat nauki szlifowaé znajomo$¢ tego jezyka az do
momentu, gdy grupy dzieci ,,luzyckich” i ,niemieckich” moglyby zosta¢
polaczone. Niestety, wydaje sie, ze osiagniecie zakladanego celu, czyli pelnej
dwujezycznosci wszystkich ucznidw, jest bardzo trudne.

183



Dzialacze i trenerzy z Centrum Jezykowego ,,Witaj”, organizacji funk-
cjonujacej od 2001 roku i odpowiedzialnej za programy edukacyjne na
Luzycach, starajg si¢ monitorowaé wprowadzane w zycie koncepcje. Tworzg
réwniez szereg pomocniczych programéw propagujacych dwujezycznoéé na
Luzycach dla dzieci, nauczycieli i rodzicéw. Ta jednak zamiast si¢ rozwijaé
stabnie. Dzieje sie tak m.in. dlatego, ze jezyki tuzyckie, ktére wedlug prawa
moga funkcjonowac we wszystkich sferach zycia publicznego na terenach
zamieszkiwanych przez Luzyczan, de facto poza zyciem domowym i towa-
rzyskim oraz tuzyckimi instytucjami na Gérnych Luzycach i kregami oséb
zaangazowanych na Dolnych Luzycach - uzywane nie s3.

Czy mozliwa jest dwujezycznos¢ Luzyc? -
miedzy oficjalizacja a przyzwoleniem spotecznym

Ostatnie trzy punkty skali Fishmana odnoszg si¢ do funkcjonowania
jezykow mniejszosciowych w przestrzeni publicznej. Badacz uwzglednia
tu przede wszystkim mozliwos$¢ postugiwania si¢ jezykami etnicznymi
w pracy, mediach masowych, lokalnej administracji i wreszcie w przestrzeni
ponadlokalnej, o wymiarze narodowym. Ostatni z tych punktéw w sposob
oczywisty nie moze dotyczy¢ Luzyczan. Cho¢ uzyskali oni status mniejszosci
narodowej w Niemczech (obok Fryzyjczykow, Dunczykéw oraz Romoéw); cho¢
dostali mozliwos¢ samookreslenia swojej przynaleznosci narodowej, ochrony
jezyka, kultury i tradycji, a takze prawo postugiwania si¢ jezykiem tuzyckim
w zyciu publicznym i sagdowniczym na terenach przez nich zamieszkanych;
cho¢ prawo do postugiwania si¢ obydwoma jezykami tuzyckimi i program
ich wspierania zostaly potwierdzone przez ratyfikowang przez Niemcy
w 1999 roku Europejska karte jezykéw regionalnych lub mniejszosciowych
(Elle 2004); cho¢ w konstytucjach obu landéw umieszczony zostal zapis
dotyczacy Luzyczan i ich praw — nie ma o nich wzmianki w konstytucji
kraju. Tym samym, chronieni na plaszczyznie lokalnej, pozbawieni sg gtosu
na poziomie narodowym.

Jakiekolwiek podejmowane przez Luzyczan proby powolania wlasnej
formacji politycznej zawsze konczyly si¢ porazka. Nie zyskiwaty poklasku
nie tylko na zewnatrz, ale nawet wérod samych Luzyczan. I szybko odcho-
dzity w niepamigé. Taki los spotkal tuzycka partie Serbska ludowa strona
(w 2010 roku zmieniono nazwe na Luziska alianca - Lausitzer Allianz),
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zalozong w 2005 roku na Dolnych Luzycach. Wydaje sig, ze podobnie sta-
nie sie¢ w przypadku glosniej od kilku lat inicjatywy Serbskiego Sejmiku’,
ktérego liderzy domagaja si¢ stworzenia parlamentu tuzyckiego, mogacego
decydowa¢ o wewnetrznych sprawach Luzyczan. Sam pomyst wydaje si¢
niektérym Luzyczanom atrakcyjny. Pojawiaja si¢ jednak glosy sprzeciwu
ze strony inteligencji zwigzanej z Domowing, organizacjg dachowa Luzy-
czan, reprezentujacg ich do tej pory na zewnatrz. Problemem jest tez to, kto
mialby prawo ubiega¢ si¢ o mandat i bra¢ udzial w wyborach, skoro decyzja
o przynaleznosci narodowej zalezy od poszczegdlnej jednostki.

Jak na tak matla grupe Luzyczanie posiadajg jednoczesnie bogate zaple-
cze instytucjonalne. Czesciowo wynika ono ze specjalnego statusu, jakim
cieszyli sie w NRD: stworzone zostalo wtedy tuzyckie szkolnictwo, powstaly
towarzystwa zajmujace si¢ sprawami edukacji, naukowy Institut za serbski
ludospyt, obecnie funkcjonujacy pod nazwa Serbski institut. Luzyczanie
maja swoje wydawnictwo, posiadaja réwniez — co si¢ bardzo rzadko zdarza -
wlasng prase: codziennag w jezyku gérnotuzyckim oraz tygodnik wycho-
dzacy na Dolnych Luzycach, pisany cze$ciowo po niemiecku, czgsciowo po
dolnotuzycku. Istotny jest tez dostep do medidw, zwlaszcza radia (jezyki
tuzyckie w telewizji praktycznie nie funkcjonuja), nadajacego zaréwno
po gornotuzycku, jak i — w mniejszym zakresie — po dolnotuzycku (zob.
Dolowy-Rybinska 2013). Od 2001 roku dziata wspomniane wyzej Centrum
Jezykowe ,Witaj”. Szereg zespoldéw ludowych, muzea tuzyckie, tuzyckie
informacje kulturalne itd. dopetniaja obrazu zycia instytucjonalnego na
Luzycach. Funkcjonowanie tych instytucji mozliwe jest dzieki wsparciu
finansowemu zalozonej w 1991 roku Fundacji na rzecz Narodu Luzyckiego
(Zalozba za serbski lud - Stiftung fiir das sorbische Volk), utrzymywanej
z $rodkéw pochodzacych z budzetu panstwa (50%) oraz rzadéw krajowych
Saksonii (34%) i Brandenburgii (16%).

Na pierwszy rzut oka wydaje si¢, ze sytuacja Luzyczan nie jest zla: maja
zapewnione prawa i miejsce dla swoich jezykéw w zyciu publicznym. Na
katolickich Gérnych Luzycach kwitnie réwniez zycie wspolnotowe wokot
obrzeddéw tuzyckich powiazanych z kalendarzem $wiat katolickich, istniejg
zespoly muzyczne (ludowe i nowoczesne), kabarety, stowarzyszenia sportowe
i kulturalne proponujace mtodemu pokoleniu dzialania w jezyku gorno-
tuzyckim. Cho¢ sami mtodzi przyznaja, ze wielu ich réowiesnikéw kulturg

7 http://www.serbski-sejmik.de/
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tuzycka si¢ nie interesuje i nawet mimo znajomosci jezyka gornotuzyckiego
wybiera niemiecki jako jezyk kontaktéw®, mozna powiedzie¢, ze na Gérnych
Luzycach zycie wspdlnotowe wciaz jest zachowywane.

W przypadku Dolnych Luzyc nie sposéb méwi¢ w ogéle o funkcjonowaniu
jezyka dolnotuzyckiego w zyciu publicznym, skoro nie istnieje on nawet w sferze
domowej. Edukacyjny projekt ,,Witaj”, ktéry ma stanowi¢ podstawowe narze-
dzie rewitalizacji tego jezyka, nie przynosi zamierzonych efektéw. Na Gérnych
Luzycach sytuacja wyglada lepiej, cho¢ i tu mimo przyznanych Luzyczanom
praw jezyk gdrnoluzycki nie funkcjonuje prawie wcale w przestrzeni publicz-
nej. Z moich wieloletnich obserwacji oraz wywiadéw, ktore prowadzitam na
Gornych Luzycach, wynika, Ze w miejscach publicznych: urzedach, biurach,
zakladach pracy uzytkownicy gérnotuzyckiego wybieraja niemiecki. Prawie
nie zdarza sig, by luzyckie instytucje korzystaly z przyznanego im prawa do
skladania pism urzedowych w jezyku uzyckim. Wiecej o tym problemie pisatam
w ksiazce Jezyki i kultury mniejszosciowe w Europie: Bretoriczycy, Luzyczanie,
Kaszubi (Dolowy-Rybinska 2011: 335-343). Od tego czasu sytuacja jezykowa na
Luzycach si¢ nie zmienita. Niedawno powstala inicjatywa mlodych Luzyczan,
A serbsce’ (zob. Mieczkowska 2012). Jak pisza na swojej stronie, domagaja sie
pelnej, oficjalnej dwujezycznosci na tuzyckich terenach. Pierwsze zadania dotycza
uwzglednienia tuzyckojezycznych napiséw na wszystkich oficjalnych tablicach
i znakach. Jako wyraz niezgody na dominacje¢ niemieckiego umieszczane sg
na jednojezycznych napisach naklejki z pytaniem: ,,A serbsce?”. Inicjatywa
ta nawigzuje do dzialan stosowanych przez mniejszosci jezykowe Europy juz
w latach 60. XX wieku'’. Niestety, kampania mlodych Luzyczan zostata skry-
tykowana przez czes$¢ tuzyckiej inteligencji i okreslona mianem wandalizmu
zagrazajacego interesom mniejszosci. Wydaje sie, ze te oskarzenia odzwiercie-
dlajg bierng wobec rzadu i wyzwan zmieniajacego si¢ $wiata postawe Luzyczan.
Na ich przykladzie wida¢, ze sama oficjalizacja jezyka i istnienie instytucji nie
wystarczajg, by jezyk zostal zachowany. Potrzeba tez zdecydowanej woli samej
mniejszosci, gotowe]j walczy¢ o respektowanie praw zawartych w panstwowych
przepisach i miedzynarodowych traktatach.

® Wywiady z mlodymi Gérnotuzyczanami prowadzitam na Luzycach w 2010 i 2013 roku.

° http://aserbsce.blogsport.de/.

' Najstynniejsza z grup spoltecznego niepostuszenstwa, dziatajaca metodami poko-
jowymi jest walijska Cymdeithas Yr Taith Gymraeg, ktéra w latach 60. XX wieku niszczyla
jednojezyczne znaki drogowe w Walii.
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Celem tego tekstu bylo z jednej strony pokazanie, jak wyglada sytuacja
dwoch jezykéw na Luzycach, z drugiej przesledzenie niektérych dziatan
rewitalizacyjnych stuzgcych ich ochronie. Analizie zostal poddany jedynie
waski wycinek rzeczywistosci jezykowej Luzyc. Nie chce wigc w tym miejscu
wyciggaé pesymistycznych wnioskdw na przysztos¢. Dopoki jezyki tuzyckie
istniejg, jest szansa na ich rewitalizacje. Trzeba natomiast podkresli¢, ze
niezaleznie od najlepszych intencji i wdrozonych programéw na powodzenie
rewitalizacji decydujacy wplyw maja czynniki, ktorych zmiana jest trudniej-
sza. Naleza do nich prestiz danego jezyka zaréwno w oczach mniejszosci,
jak i otaczajgcej ja grupy dominujacej oraz istniejace i oddziatujace ideologie
jezykowe odnoszace sie do jezyka mniejszosci, jego uzytecznosci, a takze
wizerunku jego uzytkownikéw. Pod tym wzgledem pozycja jezykow tuzyc-
kich, nawet zywotnego jeszcze jezyka gérnotuzyckiego, nie jest najlepsza.
I moze stanowi¢ najpowazniejsze zagrozenie dla ich przysztosci.
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The situation of the Sorbian languages:
condition, institutions, revitalization activities

(Summary)

This report presents the situation of the two Sorbian languages: Upper and
Lower Sorbian. Referring to the Joshua A. Fishman’s Graded Intergenerational
Disruption Scale, the Author presents the stages in the maintenance of these two
languages as well as the activities taken by the minorities towards their protection
and revitalization. The situation of the Lower Sorbian language can be perceived as
dramatic. Only a small group of people from the oldest generation use it in every-
day life. The education programs aimed at revitalizing this language (immersion
kindergarten Witaj) do not fulfill the hopes placed in them. The linguistic situation
in Catholic Upper Lusatia seems to be different. The intergenerational community
using the Upper Sorbian language still exists, numerous institutions and associations
proposing different cultural and linguistic activities are functioning. Unfortunately,
the Sorbs do not make use of the language rights given to them. As a result of their
passive attitude, the Sorbian languages do not function in the public life in Lusatia.
In face of the demographic changes, strong migration, unemployment in Lusatia
and the very low prestige of the Slavonic languages — any revitalization processes
are difficult to accomplish.
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1. Introduction

The speakers of Nahuatl, a Uto-Aztecan language of enormous political
and cultural status in pre-Hispanic and colonial Mesoamerica, have survived
to this day, inhabiting several regions of Mexico. The best documented are
the Central Mexican Nahuas who at the time of the Spanish conquest were
involved in different ways with the powerful organization of the Triple Alliance,
often called the Aztec empire. During that era and much before, Nahuatl was
used as a lingua franca throughout the empire and beyond. After the arrival
of the Spaniards the Nahuatl language thrived in the new colonial contexts
and was widely used for administrative and religious purposes, including
in regions where other native tongues held majority status.

The language of the Aztecs, today still the largest indigenous tongue
in North America with almost 1.5 million speakers, is in danger of gradual
extinction®. In the vast majority of Nahua communities, intergenerational
language transmission has drastically slowed or ceased. Factors contributing to

' Results of the research financed within the programme of the Minister of Science and
Higher Education in Poland, under the name ‘National Programme for the Development of
the Humanities’ between the years 2012 and 2015.

> While the Mexican National Institute of Statistics and Geography (INEGI) cites
a population of 1 544 968 native speakers of Nahuatl, 5 years or older, based on the 2010
national census, there are no reliable statistics regarding active versus passive speakers, literacy,
intergenerational transmission or access to Nahuatl education at school. The views expressed
on these topics in our paper are based on our own professional experience, collaboration and



this critical situation include the large number of passive speakers under 40-50
years of age, the prevailing attitude of racism in Mexican society, the absence
of indigenous language programming in the mass media, and a stepped up
national educational policy of Hispanization in which school curricula is either
entirely in Spanish or designed to transition students to it. Thus, depending on
the specific community the status of the language should be classified either as
‘disappearing’, that is, showing a strong shift towards Spanish and an overall
decrease in the proportion of intergenerational transfer; ‘moribund’, with no
transmission to children; or ‘nearly extinct, with only a few speakers of the
oldest generation remaining (Grenoble, Whaley 2006: 18). Many members
of Nahua communities are merely ‘ghost speakers’ (Grinevald, Bert 2011:
51), who openly deny any knowledge of the language in spite of having some
level of competence. These adverse tendencies are strengthened by widespread
migration to larger towns, cities and to the United States, loss of functions in
language use and its failure to expand to the new domains of modern life and
media, lack of adequate educational support and adverse language ideology;
materials for language education and literacy are scarce or non-existent, no
monolingual reference materials exist and there is no consensus regarding
standardized orthography.

In this paper we discuss a practical and integral strategy for the
revitalization of Nahuatl situated within our academic perspective of
participatory action research. Our point of departure is a series of proj-
ects and activities we have been carrying out for the last several years,
based on several complementary components: interdisciplinary research,
including documentary work, as well as investigation of both the histori-
cal and the present state of the Nahua language and culture; integration
of both Western and native-speaking indigenous students and scholars;
teaching programs for native and non-native speakers oriented towards
the creation of monolingual language materials, and close collaboration
with indigenous communities. The operability of our approach depends
greatly on fostering communication and collaboration across academic,
social, and ideological boundaries, integrating theory, methodology and
program implementation, as well as efficiently combining grassroots and
top-down approaches.

personal communication with a broad range of community members, students, teachers, and
educational administrators.
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2. Rationale for language revitalization

The importance of preserving and developing the local tongues spoken in
indigenous communities is not generally valued in Mexican society or politics;
the state manages a bilingual educational system, the purpose of which is to
transition speakers of minority languages to the monolingual, dominant use
of Spanish. This policy arises from the still pervasive and powerful worldwide
misconception that the establishment of a national language and culture is
a fundamental requirement for political stability. Taken on the global scale,
this line of thinking takes the form of ‘a unified mankind [...] subscribing to
a universal value system and [...] speaking a universal language’ (Fishman 1982:
6). It is curious that the same people arguing for national cultural and linguistic
reduction would consider it an undesirable proposal at the international level.
In their pursuit of unification and homogenization, policy-makers ignore the
fact that different languages reflect and convey the most fundamental human
experiences, while ‘their decline will result in the irrecoverable loss of unique
knowledge that is based on specific cultural and historical experience,” thus
weakening considerably the ethnic and cultural identity of speech communi-
ties (Brenzinger 2007: ix). The importance of the preservation of linguistic
diversity is emphasized in the UNESCO, Universal Declaration on Cultural
Diversity, highlighting the role of multicultural heritage and cross-cultural
communication in fostering creativity (UNESCO 2002: 5). The need for cre-
ativity and diversification of intellectual and cognitive tools emerges today
as one of the biggest challenges of the current era of globalization. And, as
already explained by Whorf, pan-human creativity, increased problem solv-
ing capacity and mutual cross-cultural acceptance are among the potential
benefits of ethno-linguistic diversity (Fishman 1982: 1-5). The processes of
cultural conformity associated with globalization considerably weaken local
communities’ ability to maintain, develop and use the unique, tools of per-
ception, reasoning and creation coded within their languages and embedded
in their traditional cultural transmission. This tendency not only debilitates
their internal cognitive resources, but also prohibits them from contributing
to the enrichment of the dynamic, evolving global sum of intellectual tools
available for a broader society and crucial for its creativity. From this point
of view, it is not difficult to argue that the preservation and development of
an endangered language offers benefits that extend beyond its community of
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speakers. Here we have a strong rationale for language revitalization, grounded
in the social, cultural and economic benefits of cross-cultural transfer, as well
as the advantages of extending linguistic diversity.

Differences in language structure contribute in different ways to the perfor-
mance of nonlinguistic tasks and activities (Gumperz, Levinson 1996; Kovecses
2006), and rapidly progressing psycholinguistic research demonstrates a strong
correlation between multilingualism and enhanced non-verbal processes.
Tangible and growing evidence shows that bilinguals and multilinguals have
expanded cognitive potential, which manifests itself in greater flexibility and
capacity for task-solving and in generally higher intellectual and social skills
(Bialystok 1999; 2001; Bialystok, Martin 2004; Bialystok, Senman 2004; Costa,
Hernandez, Sebastian-Gallés 2008; Kovacs 2009). The effects of bilingualism
on cognitive performance during childhood seem to be more powerful than
previously believed (Bialystok 2011: 461-468), Current research suggests that
multilingualism enhances executive control, the brain’s capacity for staying
on track in the selection, organization and utilization of the data we need to
solve problems and achieve goals. And it seems to be particularly important
in inhibiting the interference of non-essential information in this process.
Advantages for executive control can be seen already among 24-month-old
children (Poulin-Dubois, Blaye, Coutuya, Bialystok 2011: 567-579). On the other
hand, bilingualism also offers significant advantages to the elderly, protect-
ing against cognitive decline and possibly delaying the onset of symptoms of
dementia (Bialystok, Craik, Luk 2013: 240-250). Thus, the use of more than one
language, which in many cases simply consists of continuing with the ‘natural’
multilingualism and cultural pluralism that has historically characterized
many regions of the world, offers benefits for all the age groups of a given
society. This exceeds its practical advantages in the normal processes of daily
communication. It would seem then, that language-specific tools for cogni-
tive and non-cognitive tasks can have an additive effect on the performance
of multilingual individuals who have them at their disposal.

In many cases, arguments in favor of language revitalization have been
limited to the need to preserve the cultural-linguistic heritage of a speech com-
munity exclusively for its own benefit. We now argue, based on the evidence
presented in the preceding paragraph, that the revitalization of Nahuatl and
other languages needs to be understood in terms of the concrete benefit it offers
to individuals, to nations and to humanity. Given that the vitality of a society’s
intellectual infrastructure depends on the diversity of the ideas it can generate
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and apply in different processes, both multilingual persons and speakers of
minority languages are among its important assets. Accordingly, revitalization
can catalyze the potential of native speakers of minority languages to make
unique contributions to the enrichment of life in society as a whole. On the
other hand, non-native speakers too can benefit from the acquisition of a rare
language and apply its specific cognitive tools to their professional activities,
including research work. Thus, revitalization strategies should embrace the
creation of an important category of neo-speakers (Grinevald, Bert 2011: 51),
which may include both younger generations of community members where
language transmission had been broken and speakers from outside the commu-
nity, including activists, teachers, students, and researchers. This is an urgent
need in many of the Nahua communities today, where only a small percentage
of the members continue to speak the language, and a large category of passive
speakers constitutes a real challenge to language revitalization.

In order to be successful, the revitalization of an endangered language
must integrate research and education, as well as the practical strategies
designed to strengthen it in the specific economic, political and social contexts
in which it is used, and plan for its extension into new spheres. In particular,
the psycholinguistic benefits of bi/multilingualism need to be included in
a broader campaign of education and dissemination directed to parents
and teachers who play a crucial role in the formation of attitudes toward
language, as well as the transmission of language itself both in the home and
at school. In places where home use has been seriously weakened, broken or
is debilitated by educational policy, which is the case in a great number of
Nahua communities, the education of parents and teachers should in fact
precede all other activities.

3. Our approach to the revitalization of Nahuatl

3.1. Empowerment of native speakers as teachers and researchers

We believe that academic research programs can actively contribute to
language revitalization, if they succeed in truly engaging native speakers at
all levels of the investigative process, thus, preparing them to play different
professional roles related to their language and culture. It is uncommon for
indigenous people in Mexico to be hired to teach courses and conduct research
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related to their language and culture, except for a few state institutions such
as the National Indigenous Language Institute (INALI). The Instituto de
Docencia e Investigacion Etnologica de Zacatecas (IDIEZ) and the Univer-
sity of Warsaw’s Faculty of ‘Artes Liberales’ work with Nahua immigrants
from the Huasteca region who are studying at the Universidad Auténoma de
Zacatecas and also, more recently, with Nahua speakers from other areas, such
as Tlaxcala and Puebla. Offering an alternative to the general function of the
Mexican university as the last step in the educational process of Hispanization,
these students are provided with a monolingual space in which to continue
practicing and developing their language and culture: they teach Nahuat],
work on team research projects in active collaboration with Western academ-
ics and are encouraged to pursue their own research. They also participate
in an international advanced seminar in colonial Nahuatl taught from the
University of Warsaw in collaboration with Yale University, which unites
scholars and students in several collaborating institutions across Europe,
the United States and Mexico. The aim of this seminar is to integrate teach-
ing and research in Nahuatl, fostering new forms of scientific collaboration
between Western and indigenous scholars and students. The study of the past,
including both older Nahua language and culture, makes indigenous people
aware of the fundamental relationship of continuity that unites them and
their ancestors, effectively empowering them to participate more critically
and productively in their daily lives. This important aspect of education is
not provided to native people at any level in Mexican education. Indigenous
people’s historical identity is weak, at best, or non-existent and they do not
have any opportunity to read the rich corpus of alphabetic writing authored
by their ancestors. We believe that Nahuas must have access to their past if
they are to actively promote the survival and development of their culture.
This is also crucial for the reconstruction of their self-esteem and pride, and
for countering the pervasive negative attitudes toward all indigenous languages
that are an essential component of Mexican ideology. At a practical level,
the study of the older corpus of Nahuatl texts will permit the identification
of vocabulary, concepts and even grammatical structures that have fallen
out of use, but can be used to enrich today’s variants. For example, we were
able to identify the term copactli, ‘soft palate,” from Molina’s 1571 dictionary
and incorporate it into our monolingual dictionary definitions of the letters
of the alphabet and their associated phonological processes. In January of
2014 in our Nahuatl Language and Codex Institute, in the city of Cholula, we
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brought together foreign and Mexican researchers and students and a group
of Nahuatl speaking high school students from the town of Zoyatla, Puebla
and other native speakers from the region. The indigenous participants had
gone through their basic education entirely in Spanish, and had never read
anything written in their own language. For two weeks, we transcribed,
translated, analyzed and discussed together a number of colonial manuscripts
from the region written in Nahuatl. One of the sessions was held in Zoyatla
and was attended both by school children and adult members of the com-
munity. The course also included the study of colonial pictorial manuscripts
and instruction in modern Nahuatl.

An important dimension of revitalization is the efficient incorporation of
native speakers into academic research. In the long history of anthropological
and ethnolinguistic studies Western scholars have included indigenous col-
laborators into their work as informants whose role in the research process is
limited to the passive transfer of raw data. In all of our projects students and
researchers who are members of native communities perform active roles.
In other words, they are directly involved in field research; documentation;
analysis and interpretation of ethnolinguistic data, ethnohistorical and lin-
guistic studies; as well as teaching activities. Young Nahuatl scholars who
collaborate with us are able to continue their graduate studies, including the
preparation of Ph.D. dissertations in Europe under the auspices of a European
Research Council funded project’ in which we do not ‘read over the shoul-
ders’ of the natives (Geertz 1973: 452), but experiment with the combination
of inside and outside perspectives. Since public education does not provide
indigenous students with access to pre-Hispanic sources and colonial literature
created by their ancestors, we encourage young indigenous scholars to study
these materials, as well as works written by contemporary authors, offering
them theoretical and methodological background, but not imposing Western
methods of analysis and interpretation as a unique valid model of research.
Importantly, all these activities are carried out in monolingual spaces where
native speakers are stimulated, for the first time in their academic lives, to
carry out discussions and formulate their own opinions in their mother tongue.

* “Europe and America in contact: A multidisciplinary study of cross-cultural transfer

in the New World across time” directed by Justyna Olko (ERC Starting Grant FP7-IDEAS-
ERC-312795; main host institution: University of Warsaw; partner beneficiaries: Zacatecas
Institute for Teaching and Research in Ethnology (IDIEZ) and University of Seville).
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3.2. Teaching of Nahuatl language and culture

We believe that truly multilingual programs of education should
not be oriented toward replacing indigenous or minority languages with
a dominant language; rather they should cultivate in children the cogni-
tive tools their mother tongue provides them with, and assure their most
efficient and integral development. However, in our opinion an unwritten
goal of the highly centralized system of bilingual education in Mexico is to
replace indigenous languages with Spanish. The role of instruction in the
native tongue is structurally limited because bilingual elementary school
teachers receive their training in Spanish, do not participate in any aspect
of curriculum development and are not prepared to teach monolingually in
indigenous languages. Textbooks are only produced for a limited amount of
variants and when distributed in communities that speak another variant,
they often meet with rejection. It is common for bilingual teachers to be
given jobs in communities that speak variants and even languages different
from their own. Another harmful practice that continues to some extent
today is that students are encouraged to stop speaking their native language
at school, while teachers advise parents to communicate only in Spanish
with their children.

Whereas the presence of large indigenous populations in some multi-
ethnic settings, such as the United States, has stimulated experimentation
with bold strategies for native schooling involving immersion in the heri-
tage language and community-based planning, this has not been the case
in Mexico. Research has consistently shown that academic achievement is
best nurtured when children are educated in their native languages (Hinton
2011: 298-299; McCarty 2003: 147-158; Austin, Sallabank 2010:10), and for
this reason we believe that immersion based programs should be carefully
planned, developed and implemented in Nahua-speaking communities.
We strongly propose that this new system of education be introduced both
within public education and in pre-school language nests, in which the flu-
ent speaking generation of grandparents, often the last fully proficient age
group of native speakers, would take care of young children using only the
native tongue.

As mentioned, we are already experimenting with this kind of mono-
lingual space at IDIEZ where indigenous college students can continue to
use their language and practice their culture through participation in the
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teaching, research and revitalization projects we design and implement.
We will soon take this project to the next level by founding a monolingual
master’s degree program in Nahuatl Studies at the Universidad Auténoma
de Zacatecas in Mexico, with international partners including the University
of Warsaw. Our prospective students will all be encouraged to design and
carry out revitalization projects, and for this they will need to have a strong
background in linguistics; however, they will also need training in the theory
and methodology of second language instruction and learning processes
(Hinton 2011: 309). To achieve this important goal, the master program will
be oriented toward both research and teaching methodology. This will entail
‘teaching through the language, rather than only focusing on it as an object
of study (Tsunoda 2005). The indigenous and non-indigenous participants in
the program will be immersed not only in the language, but also in the past
and present of the culture, and will develop critical and creative thinking
skills in Nahuatl. We expect the majority of the students to be native speaking
bilingual elementary education teachers or future teachers, and in the course
of their studies they will gain the background in the theory and methodol-
ogy of second language instruction and learning processes needed to design
and implement teaching and revitalization activities in their communities.

3.3. Developing educational resources and reference works
for teaching and research

A crucial academic experience for the indigenous members of IDIEZ
has been their participation in the preparation of our monolingual diction-
ary of modern Huastecan Nahuatl. To date, we have produced monolingual
definitions, example sentences, grammatical classifications, prefix informa-
tion, derivative forms and morphological analysis for almost nine thousand
headwords.

Defining words is a basic cognitive exercise used in many elementary
curricula around the world. Western societies place a high value on thinking
abstractly, or to put it in other words, decontextualizing thought. Research
is objective inasmuch as the researcher can insulate him or herself from the
object of study, and one of the many ways that children are trained to per-
ceive the world in this way is to reduce the expressive capacity of a word to
a generic, self-sufficient dictionary entry. The indigenous university students
who begin to work at IDIEZ have never had the opportunity to do high level
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critical or creative thinking in their language, much less construct word
definitions or example sentences. When they do so, they resort to a strategy
that would be frowned on in a Western classroom: rather than isolating
their thought, they transport themselves back into their communities and
imagine themselves in real natural and/or social situations that are condu-
cive to eliciting the concepts and language needed to formulate the material.
And since the Western model is not forced on them, they are able to produce
both content and structure which emanates from within their language and
culture. For example, European languages express decontextualized action
with the infinitive form of a verb, which in essence removes the subject, and
this is the form taken by the dictionary headword. Nahuatl verbs do not
have an infinitive form* and this relates directly to the way that our students
perceive actions performed by a subject. Nahuatl verbs can be expressed in
the passive voice or with an impersonal subject, but our students do not feel
comfortable with a definition unless it specifies what kinds of subjects can
perform the action: broadly speaking, these are natural deities, people, wild
animals, domesticated animals, plants and inorganic material. For example,
the definition of amiqui, ‘to be thirsty’, is ‘Macehualli, tecuani, tlapiyalli
xihuitl zo tlalli quinequi atliz, ‘A person, a wild animal, a domesticated
animal, a plant or the land wants to drink water.’

The creation of grammatical terminology from within Nahuatl is
especially important in the preparation of monolingual reference works
at IDIEZ: a dictionary, a grammar and a thesaurus. Our construction
of neologisms requires a firm grasp of the morphosyntactic resources of
Nahuatl in order to insure that they will be understood and have a good
chance of being accepted by native speakers. For example, in order to
formulate the terminology for classifying affixes, we chose three verbs
denoting different grades of attachment: netechoa, ‘to fuse sth’; pepechoa,
‘to stick sth’; and pihuia, ‘to add sth’ Two noun were also selected to be
incorporated to verbs: tzintli, ‘buttocks’, and by extension ‘the base of sth’
or ‘the beginning of a process’ and tzontli, ‘hair’, and by extension, ‘the end
of a process’. The resulting six combinations were then converted into the
patientive nouns that follow:

* In his mid-sixteenth-century dictionary, Vocabulario en lengua castellana y mexicana,
Alonso de Molina set the standard for the structure of verb headwords in Nahuatl, consist-
ing of a simple or complex nucleus with derivative affixes, but devoid of inflectional affixes.
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Tlatzimpihuililli
@-tla-tzin-pihui-li-1-li
SBJ.3SG-OBJ.NHUM-

anus-to_add-BEN-
NACT[PATN]-ABS.SG

‘preclitic’

Tlatzompihuililli

@-tla-tzon-pihui-li-1-1i
SBJ.3SG-OB].NHUM-
hair-to_add-BEN-

NACT|[PATN]-ABS.SG

‘postclitic’

Tlatzimpepecholli
@-tla-tzin-pepecho-I-li
SBJ.3SG-OB]J.
NHUM-anus-to_stick-
NACT[PATN]-ABS.SG

‘inflectional prefix’

Tlatzompepecholli
@-tla-tzon-pepecho-1-1i
SBJ.3SG-OBJ.
NHUM-hair-to_stick-
NACT[PATN]-ABS.SG
‘inflectional suffix’

tlatzinnetecholli

@-tla-tzin-netecho-1-li
SBJ.3SG-OB]J.

NHUM-anus-to_fuse-
NACT[PATN]-ABS.SG

‘derivational prefix’

tlatzonnetecholli

@-tla-tzon-netecho-1-li
SBJ.3SG-OB]J.
NHUM-hair-to_fuse-
NACT[PATN]-ABS.SG

‘derivational suffix’

Creating neologisms for theoretical and technical terminology from
within an endangered language is crucial if its speakers expect to use it as
a means for participating in local, national and global life. But as important
as the products of this activity, is the process itself: native speakers, both
individually and in groups, need to work conceptually within their language.
The pioneering work done at IDIEZ in the construction of grammatical
terminology and its dissemination through academic workshops for native
and non-native speakers constitutes an important step in this direction.

3.4. Nahua writing and literacy

The Nahuas shared the tradition of books and glyphic records with other
pre-Hispanic cultures of Mesoamerica, and were quick to adopt alphabetic
writing. After adapting the orthographic conventions of the Roman alphabet
to Nahuatl in the 1530¢ in such major centers as Mexico-Tenochtitlan and
Tlatelolco, both Spanish friars and indigenous authors used it prolifically
throughout the colonial period. Although the first generation of indigenous
scribes and notaries depended on ecclesiastics for their training, in the next
generations the participation of the Catholic Church lost importance because
qualified indigenous persons in each town took over the task of preparing their
successors. By the third quarter of the sixteenth century even small native
towns had at least one notary associated with the municipal government,
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serving both official and individual needs (Lockhart 1992: 330-331). Alpha-
betic writing in Nahuatl expanded quickly across its core cultural area and
beyond, taking on the role of an ‘alphabetic bridge’. It facilitated Spanish
administrative and ecclesiastic communication with other ethnic groups,
whose own written records, although developing later, never gained the level of
acknowledgement by Spaniards that Nahuatl enjoyed. But more importantly,
indigenous people, and especially the Nahuas, used alphabetic writing for
multiple purposes of their own. In many places this tradition continued until
the nineteenth century, but tapered off after Mexican Independence, only
reestablishing itself again in the 1970s, when works of literature in poetry,
narrative, theatre and essay began to be published in Nahuatl. However, the
restoration of Nahua literacy and its adaptation to modern genres, themes and
media still encounters serious obstacles today, the most important of which
are the lack of consensus regarding a standardized orthography and harmful
propaganda regarding the mutual incomprehensibility of modern “dialects’
of Nahuatl. Some even assert that since alphabetic writing was a practice
imposed for historical and colonial reasons, it should not be considered an
inherent element of tradition or practice in indigenous communities (Flores
Farfan 2009: 125).

However, although reading and the writing have never been universal
practices among the Nahua population, ethnohistorical research clearly
shows that they were important and efficient tools not only in the hands of the
indigenous nobility, but also among members of the middle and even lower
classes, who used it for legal purposes. And, despite its ‘European nature’,
it permitted and assured the conservation and perpetuation of historical
tradition and collective memory in the community-based annals and so-
called ‘primordial titles” that were produced in the middle and late colonial
period. Alphabetic writing in Nahuatl also incorporated many elements of
indigenous orality, providing means to record oral genres in ways that were
not available to pre-conquest glyphic writing. Today, regardless of one’s his-
torical tradition and situation, ‘in order to function in a globalized world one
does need to be literate’ (Grenoble, Whaley 2006: 135); therefore, it makes
little sense to strive for the ‘petrification’ of modern native communities as
traditional and isolated enclaves. Significantly, each of the native-speaking
high school students from Zoyatla who participated in our winter Nahuatl
institute, mentioned independently and with no elicitation from us that the
primary reason for their participation in the course was their desire to learn
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to write in Nahuatl. Thus, we believe that while the socio-cultural factors
of a specific community should be taken into account and local acceptance
and support should sought (Flores Farfan 2009: 127), it is worthwhile to ori-
ent writing toward the development of both a wider culture of literacy and
functional communicative competence.

Everywhere in the world today, younger generations are already active
participants in ‘electronic culture’ and media, while middle-age persons
are beginning to do so. Sometimes designers of revitalization programs
focus solely on oral communication in the home, or on the oral and writ-
ten communication that takes place in the space and among the actors in
formal education. In today’s world, more and more people text and email
each other, and communicate through social portals that permit live oral
and written conversation, enriched by graphics, audio and video. Literacy
is not being threatened by globalization; in fact, it is expanding, and needs
to be harnessed in its new and exciting electronic modalities to promote the
revitalization of endangered languages.

Crucial to our strategy for reviving Nahua literacy is the standardization
of orthography across variants, without affecting the rich regional differences
in structure and meaning. Irrespective of the language, this task should take
into account, and modify when necessary, already existing traditions of writing.
In the case of Nahuatl, we propose a modernized version of the orthography
developed during the colonial period. In this system, the Spanish values
of the Roman alphabet were used to represent similar sounds in Nahuatl.
The convention was facilitated by the fact that Spanish had close equivalents
for the majority of phonetic elements in the native language; in fact it was
Nahuatl that lacked more of the Peninsular sounds. Several phonological
features of Nahuatl nevertheless posed a serious challenge, including the
glottal stop or fricative, depending on the variant, and vowel length, aspects
of the language that were more than often left unmarked. The native sounds
[t}] and [ts] were rendered as digraphs, while the double /, absent in Spanish,
was modeled on the Latin /I. Early orthographers also became aware of the
fact that in Nahuatl voiced consonants are devoiced at the end of a syllable,
so they changing prevocalic hu- [w] to -uh in syllable-final positions, also
changing cu- [k"] to -uc in the same environment. Our proposal follows the
conventions developed by Andrews (1976), Campbell and Karttunen (1989)
and Karttunen (1985), which are based on colonial orthography, with minor
modifications: the glottal aspiration [h], which was seldom represented
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in colonial writing, is written as h; vowel length, again seldom represented in
colonial times, can be signaled with a macron over a long vowel, i.e., a [a:]; the
colonial ¢ [s] before [a] and [o] is replaced by z; and the syllable and word final
devoiced variants of hu [w] and cu [k¥] are written uh [sm, h] and uc [k¥, h].

Orthographic substitution Word examples
Colonial ACK Colonial ACK
0 > h patli > pahtli ‘medicine’
a > a tlatia > tlatia ‘to hide sth’
e > aco > ahzo ‘perhaps’
hu > uh noconehu > noconéuh ‘my child’
cu tecutli L ; s
cuh > uc tecuhtli > téuctli lord

Thus, we believe that maintaining a close relationship to the older tradi-
tion of writing in Nahuatl is crucial for the restitution of literacy today and
the unification of the language’s orthography. Nevertheless, this current
goal encounters several major obstacles in Mexico. The orthographies com-
monly used today for modern Nahuatl developed independently of the earlier
colonial conventions. On the one hand, they are designed to eliminate the
complexities of Spanish based orthographies, substituting w for hu, k for ¢
(before a and o) and s for ¢ (before e and i) and z (before a and 0). What this
does, in effect, is create an orthographic chasm between older and modern
writing, making is practically impossible for a young student trained in the
modern systems to read the enormous and rich written legacy of his or her
ancestors. On the other hand, the new conventions reduce the function of
the orthographic system to the representation of sounds. The following is
a list of letters used in the ACK Nahuatl alphabet with their corresponding
phonemes: h /h/; ¢, qu /k/; t /t/; cu /k¥/; hu /w/; 1 /1/ and n /n/. In Eastern
Huastecan Nahuatl, each of these elements, either through devoicing or
softening, suffers radical changes in sound in syllable and word final posi-
tions, becoming glottal fricatives. Conventions were actually created during
the colonial period to signal this, spelling the devoiced hu and cu as uh and
uc, respectively. Modern spelling systems ignore the phonemes and instead
represent the allophonic variations in these contexts, reducing all of the ele-
ments to a j for the glottal fricative, as in the following examples.
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ACK orthography Sound based orthography

‘wind’ [ehekatl] ehecatl ejekatl

‘medicine’ [pahtli] pahtli pajtli

‘to hear’ [kaki] caqui kaki

‘heard’ [kahki] cacqui kajki

‘to know’ [mati] mati mati

‘has known’ [mahtok] mattoc majtok

‘to close’ [tsakva] tzacua tsakwa

‘closed’ [tzahki] tzaucqui tsajki

‘to leave’ [kawa] cahua kawa

Teft [kahki] cauhqui kajki

‘bathed’ [maltih] maltih maltij or malti
‘my child’ [nokoneh] noconeuh nokonej or nokone
‘Leave!’ [fijakan] Xiyacan. Xiyakaj. or Xiyaka.
‘to tell sb’ [illia] ilia ijlia or ilia

All Nahuatl variants share a common morphology, which in principle
favors the possibility of interdialectical communication, and the ACK
orthographic system, by representing phonemes, renders this characteristic
of the language transparent to the reader. Notice in the preceding chart,
especially in the word pairs for the verbs ‘to hear’, ‘to know’, ‘to close’ and
‘to leave’, how the relationship between the simple and the derived forms are
obscured by the modern spelling. In short, the ACK orthography provides
a bridge between older and modern Nahuatl writing, and facilitates written
communication across variants.

Linguists and anthropologists tend to limit their work to the study of
the culture of the living, whereas historians and archaeologists focus on
the culture of the dead. Works produced from these perspectives give the
impression, on the one hand, that past culture has nothing to do with the
lives of indigenous people today, and on the other hand, that present day
indigenous culture has no past. This illusion is further strengthened and
disseminated by Mexican popular ideology, which states that the nation
has roots in the great indigenous civilizations of the Mayas and the Aztecs,
but that indigenous people today are culturally backward and constitute
an obstacle to progress. This is why it is so important to raise awareness of
both native speakers and the broader society to the fact that the language
and culture of Nahuatl, along with its literary tradition, have enormous
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historical depth. They have evolved in a continuous and uninterrupted
fashion from pre-Hispanic times to the present. Recognition of this fact
is essential if indigenous people are to reconstruct and reinforce their
historical identity, and from it derive the pride and positive linguistic
attitudes that are absolutely necessary for the survival and growth of their
language and culture. We have incorporated this important goal into our
project tasks, involving members of indigenous communities in the reading
and analysis of both older manuscripts and modern Nahuatl texts. These
activities allow indigenous people to directly experience the fundamental
relation of continuity between older and modern Nahuatl language and
culture. In order to promote both modern and older literature transmitted
in standardized orthography we have launched the monolingual Totlahtol
series, published by the University of Warsaw and IDIEZ in collaboration
with other institutions in Mexico, aimed at disseminating colonial and
contemporary written works, including reference materials, such as a mono-
lingual dictionary of Modern Huastecan Nahuatl. Refugio Nava’s book of
children’s literature, Malintzin itlahtol (2013), written in Tlaxcalan Nahuatl,
and Gustavo Zapoteco Sideno’s volume of poetry, Chalchihuicozcatl (2014),
composed in Nahuatl from Guerrero, are the first works produced in this
series. We are convinced that publishing historical sources and making them
available not only for scholars but also for native speakers, will be crucial
for restoring and strengthening the historical identity of the Nahuas and
for helping to raise the status of their language. All of these publications
are issued in paper versions—which contribute enormously to the prestige
of the language, both in the eyes of speakers and their communities and in
the academic world—and in open-access electronic publications assuring
their unrestricted distribution among native speakers from all walks of
life, not just teachers, students, and scholars.

It goes without saying that local attempts to create and recreate literary
culture and restore historical identity can be stimulated and supported by
academic circles and within revitalization projects carried out in collaboration
with native communities. This kind of assistance must entail instruction in
orthography, training in reading older and modern Nahuatl texts, encour-
aging critical reading and creative writing, as well as facilitating technical
and editorial opportunities for publishing works produced by members of
specific communities. All this will become feasible as monolingual spaces
are created in native communities (including spaces within existing and new
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educational/cultural institutions and public buildings), where Nahuas are
stimulated to read and discuss works that their ancestors and contemporaries
have written, as well as to compose works of their own.

4. Bridging barriers in language revitalization

A major premise in our strategy is to question and bridge several
unfounded, yet powerful dichotomies in language revitalization. They
include three major oppositions:

- Top-down versus grass-root approaches; for example, formal education
vs. intergenerational transfer

- Traditional communities versus immigrants

- Cultural legacy versus modern culture.

The Mexican school system has always been a disruptive factor in the
intergenerational transfer of Nahuatl, but this needn’t be. We believe that at
the current stage of the endangerment of Nahuatl, the likelihood of its survival
and continuing development requires mutual reinforcement of home transfer
and use in school, oriented toward the cultivation of a) historical identity, b)
positive attitudes with respect to the language, c) awareness of the benefits
of bilingualism/multilingualism, and d) intellectual and cognitive tools in
indigenous children. This will not be possible without professional groups
of highly trained, sensitive and independently thinking indigenous teachers
capable of teaching in and through the native language, and promoting new
forms of collaboration with the parents of their students. Preparing these
teachers represents a special challenge for institutions of higher education
and research circles; an important starting point for this major change in the
role of education in reestablishing language transfer will be our monolingual
master’s degree program in Nahua civilization.

We see no contradiction between community-based programs and the
involvement of immigrants and external allies in language revitalization.
Our approach involves direct collaboration with members of Nahua communities,
both in their original localities and those who have migrated to urban centers,
both nationally and abroad. Immigration is a permanent structural component
of Mexican society and cannot be ignored in the planning and execution of revi-
talization programs today. Native speakers work with us as students, teachers,
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researchers and collaborators and we provide them with training to assure that
they may successfully carry out any number of educational, social and political
tasks essential for guaranteeing linguistic and cultural development. They are
encouraged to practice and extend the use of their language into more and more
sectors of modern culture and social life, especially through the creation and
expansion of spaces for monolingual language practice.

Viewing traditional cultural practices and historical identity as obstacles
to the integration of a community’s language and culture in today’s globalized
world is a mistake. Successful strategies for language revitalization need to
harness and enhance links with the past by facilitating access to historical
tradition and literature, by giving importance to cultural practices that have
survived until now, by showing how they can contribute to the solution of
modern problems, by enriching them through modern electronic media, by
highlighting the continuity between the forms of communication used by the
oldest and youngest generations. Sahlins argues that in traditional cultures
there is no opposition between stability and change; rather, ‘culture func-
tions as a synthesis of stability and change, past and present, diachrony and
synchrony. Every practical change is also a cultural reproduction,’ because
native people respond to events and novel experience according to their
cultural interpretations and categories (Sahlins 1985: 144). It is in fact the
enduring integrity of indigenous peoples and their cultures that constitutes
the continuity underlying change (Sahlins 2000: 9-10). And this has been,
all across colonial times until the present, the case of Nahua culture.

There are two further kinds of barriers that need to be bridged in order
to create a successful integral and long-standing program for the revitaliza-
tion of Nahuatl: the lack of interdialectal communication and international
support. We believe that a favorable outcome to this project depends on the
ability of native speakers from different regions of Mexico to communicate
and collaborate with each other in the planning and implementation of proj-
ects for the development of their language and culture. It has already been
pointed out that the lack of contact between different isolated Nahua com-
munities makes them even more susceptible to rapid language shift (Flores
Farfan 2002: 229). Strange as it may seem, international cooperation has been
instrumental in the initial attempts to overcome this isolation, and it will be
an indispensable ally of indigenous people in their broader goals of countering
the national tendency toward Hispanization, as well as generalized practices
of discrimination and marginalization in Mexican society.
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In December of 2011, as part of a research project funded by the US
National Endowment for the Humanities®, IDIEZ brought together twenty
native speakers representing ten variants of Nahuatl for a five-day workshop
in Zacatecas. A second Interdialectal Encounter of Nahuatl, financed by the
Mexican National Commission for the Development of Indigenous Peoples
(CDI)° and organized jointly by IDIEZ and the University of Warsaw, was
held over the weekend of January 18 and 19 of 2014 in the city of Cholula
with the participation of sixty native speakers and thirteen non-native
speakers. Both events were recorded and broadcast by XECARH “The Voice
of the Hitahfiu People’, a radio station affiliated with the CDI. In our two
Interdialectal Encounters, the themes for discussion were proposed, modi-
fied and accepted by the indigenous participants at the beginning of each
event, and all exchanges were held monolingually in Nahuatl. Generating
a monolingual environment was problematic at the beginning of the 2011
event because native speakers of indigenous languages usually converse with
each other in Spanish outside of their communities, and in public situations
they tend to immediately translate what they have said into Spanish. These
linguistic attitudes were probably reinforced by the belief that speakers of
different variants of Nahuatl would not be able to understand each other.
However, during the 2014 event, the monolingual space was quickly and
naturally established, no doubt thanks to the long experience of the indig-
enous students of IDIEZ in carrying out monolingual events and workshops.
Importantly, in both events it became clear that a high enough degree of
intelligibility existed to permit fluid and animated monolingual discussions
on a diverse array of topics, including identity, teaching and revitalization,
community traditions, migration, linguistic policy, intergenerational language
transmission, and gender issues. Friendships, proposals for collaboration
and a general sensation of solidarity emerged during each meeting and all
participants unanimously agreed that more interdialectal encounters, and
more diverse modalities of these activities, should be planned on a regular
basis. We have also discussed the need to explore electronic options that
will permit continuous live communication, eliminating the obstacle of

* 'The project, An Online Nahuatl (nci, nhe, nhw) Lexical Database: Bridging Past, Present,
and Future Speakers, was directed by the University of Oregon’s Dr. Stephanie Wood from
2009 to 2012. http://whp.uoregon.edu/dictionaries/nahuatl

¢ www.cdi.gob.mx
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geographical distance in the time intervals between physical meetings.
This initiative will include workshops in reading colonial and modern
Nahuatl texts and live interdialectal discussions using videoconferencing
platforms, which would include members of Nahua immigrant communities
in the United States. Yet another complementary component, enhancing
the role of international communication and support in language revital-
ization, is our project’s website dealing with three endangered languages:
Nahuatl in Mexico and Lemko and Wymysidery$ in Poland.” Its three
domains of research, culture (including literature) and education, describe,
document and recreate the universe of each of the endangered languages.
And they are all presented in monolingual interfaces in each of the three
endangered languages, plus English, Polish and Spanish. We envision this
portal becoming a living space available for writers in Nahuatl, Lemko and
Wymysiderys to publish their works, for native and non-native readers, as
well as a resource repository for scholars and students working on these
languages and their communities.

5. Conclusions: toward an integral approach to the
revitalization of Nahuatl

At the core of our strategy lies the imperative of fostering collaboration
across academic, social, and ideological boundaries, and the integration of
grassroots and top-down approaches. Zimmerman (2011: 34-36) has pointed
out the urgent need to combine different levels of activities in the revitalization
of native languages of Latin America, including the pedagogical, public and
sociolinguistic spheres, and now it is time to put it into practice. In the case
of Nahuatl, we focus on preparing and studying extensive documentation
of both a historical (archival texts) and a contemporary (digital recordings)
nature and, subsequently, using these collected resources to create, expand
and enrich dictionaries, grammars, and pedagogical materials, adapting the
products of linguistic research for use in revitalization. We believe lexical
and structural data from historical documentation can be reintroduced into
modern language, enriching the linguistic tools available to native speak-
ers and facilitate the expansion of language use into new domains. These

7 www.revitalization.al.uw.edu.pl
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same resources can be helpful in strengthening the historical and cultural
identity of native speakers. In addition to providing research results to
members of speech communities and facilitating their access to the texts
written by their ancestors throughout the colonial era, we also strive to raise
the prestige of modern Nahuatl in academic circles and the broader society
by promoting teaching, research and promotional campaigns in the mass
media. It is also extremely necessary to foster the teaching of Nahuatl at all
academic levels; researchers should participate in creating innovative and
efficient resources for instruction. The first step in this strategy is to establish
a monolingual university program grounded in international collaboration.
With the interest and support of Mexican state institutions, such as the
Ministry of Foreign Affairs, we strive to establish efficient collaboration
with state educational institutions in order to extend the presence of native
languages in primary, secondary and higher education and improve teach-
ing methodology. A necessary step in this direction is the development of
Nahuatl literacy and the implementation of a standardized orthography that
will help to preserve and develop the richness of varietal differences and
make them accessible to all. In fostering effective educational strategies, it
is highly important to disseminate and apply the results of psycholinguistic
research on the concrete benefits of multilingualism in order to stimulate
positive attitudes on the part of parents, teachers, politicians, social workers
and other service professionals toward minority language transmission and
multi-language education.

Our approach is firmly rooted in permanent and direct collaboration
with members of the language communities we are studying and working
to revitalize. Native speakers work with us as students, researchers and col-
laborators, not informants. We strive to provide them with the skills and tools
they need to become actively involved in research, teaching and revitaliza-
tion. The promotion of a positive language ideology in communities, among
immigrants, in academia, in schools and in the broader society is crucial for
building the self-confidence of native speakers, strengthening their histori-
cal and cultural identity, stimulating their initiatives and enhancing their
professional performance. Finally, we must overcome the isolation of groups
that struggle to preserve their languages and make them aware of external
interest and recognition, and especially of the availability of forms of sup-
port that, departing from the normal empty institutional gestures designed
to fail, constitute opportunities to bring about real change.
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An integral approach to Nahuatl language revitalization

(Summary)

Nahuatl, a Uto-Aztecan language of enormous political and cultural status in pre-
-Hispanic and colonial Mesoamerica and the largest indigenous tongue in North America
today, is in danger of gradual extinction. Diminishing or entirely broken intergenerational
transfer of the language, widespread migration, loss of functions in language use and its
failure to expand to the new domains of modern life and media, lack of adequate educa-
tional support, materials for language education and consensus regarding standardized
orthography, as well as the proliferation of adverse attitudes toward the language are all
essential factors contributing to its progressing endangerment.

In this paper we discuss our strategy for the revitalization of Nahuatl, taking as
a point of departure a series of projects and activities we have been carrying out for the last
several years. They are based on various complementary components: interdisciplinary
research, including documentary work, as well as investigation of both the historical and
the present state of the Nahua language and culture; integration of both Western and
native-speaking indigenous students and scholars; teaching programs for native and
non-native speakers oriented towards the creation of monolingual language materials;
and close collaboration with indigenous communities. The operability of our approach
depends greatly on fostering communication and collaboration across academic, social,
and ideological boundaries, integrating theory, methodology and program implementa-
tion, as well as efficiently combining grassroots and top-down approaches.
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Introduction

The situations of minority languages in Colombia are not unlike those seen
in many other parts of the world, though they may seem considerably different
to those accustomed to European views on minority languages. Therefore, this
paper provides an overview of the current situation of minority languages
in Colombia from legal, educational, and media perspectives, showing the
developments and the shortcomings of the processes that have affected these
languages-including those that have been undertaken to protect, maintain, and
foster them. Following a general historical overview and a description of the
most recent achievements, the paper offers some specific recommendations to
support the maintenance of these languages.

Historical and Linguistic Background

Colombia, situated at the juncture of Central and South America, has long
been a zone of considerable linguistic and cultural diversity resulting from the
interaction of peoples from the Mesoamerican, Caribbean, Amazonian, and
Andean regions (Constenla Umana 1991). The country officially recognizes
over 80 ethnic groups (Rodriguez, El Gazi 2007: 449), though out of a national
population of over 41 million people (Departamento Administrativo Nacional
de Estadistica (DANE) 2007: 64), the indigenous population estimated at less
than 5% (approximately 1,392,623 people). Adding the nation’s other officially



recognized minority ethnic groups (principally Afro-Colombian and Romani),
puts Colombia’s ethnic minorities little over 14% of the total population
(Departamento Administrativo Nacional de Estadistica (DANE) 2005: 27,
2007: 37). Recent estimates suggest that around 68 indigenous American
languages survive in Colombia, still spoken by perhaps some 850,000 people
(Ministerio de Cultura de Colombia 2010b). The largest recognized indigenous
populations are the following: Wayuu, 236,590 (Girén 2010: 5), or 270,413
(Ministerio de Cultura de Colombia 2010a); Nasa/Paez, 186,178 (Ministerio
de Cultura de Colombia 2010a); Pastos/Quillasingas, 69,789 (Arango, Sanchez,
2004, pp. 70-71).! Of these three indigenous groups, the first two maintain the
use of their respective indigenous languages, whereas the Pastos/Quillasin-
gas are now all Spanish monolinguals (Pineda Camacho 2000: 119). Besides
indigenous languages descended from pre-Columbian populations, contacts
with people from Europe and Africa during and since the Colonial period
have led to the presence of a variety Afro-Colombian® and Romani minority
groups. The approximately 4,850 Romani-speakers are dispersed in a num-
ber of communities, though all appear to use Vlax dialects (Lewis, Simons,
Fennig 2013). Two Afro-Colombian groups maintain the use of distinctive
creole languages: the self-recognised Palenquero community of San Basilio
de Palenque numbers approximately 7,998 people (Girén 2010: 5) speak-
ing an Afro-Iberian creole (Bickerton, Escalante 1970; Friedemann, Patifio
Rosselli 1983; Schwegler 2013), and the self-recognised Raizal community of
the San Andrés Archipelago has approximately 30,565 people speaking an
Afro-English creole (San Andres-Providence Creole), which is distinct from
but in relationship with (Standard/Caribbean) English, indigenism policy
in the 1970s (Correa 2006) itself spoken by a minority of the creole-using
community (Bartens 2013; Decker, Keener 2001).

Data on linguistic/communicative competences (and especially literacy,
in either minority languages or Spanish) amongst Colombian minority
communities is scattered and incomplete. The main sources referred to in

! Please note, however, that the information on the total number of indigenous people
and the population estimates for the Wayuu and Nasa are based on Colombia’s 2005 census,
whereas population data on the Pastos/Quillasingas is based on the 2001 census.

? Wade (2009) has highlighted the problematic status of this categorization and has
shed light on the dynamics that create inclusive concepts of blackness in Colombian academic
and governmental circles, which place Raizal and Palenquero identities as sub-categories of
a wider Afro-Colombian concept.
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the present paper are Ministerio de Cultura de Colombia (2010a) and Girén
(2010), though neither is entirely ideal. The Ministerio de Cultura’s report
provides information on about 34 indigenous groups (out of the more than
80 officially recognized ethnic minorities) that are defined as being “under
threat of disappearance” by Colombia’s Constitutional Court. Girdn (2010)
presents 14 linguistic self-diagnoses made by different minority language
communities; they overlap in 7 groups, and their conclusions are similar,
revealing literacy rates in Spanish of around 60-70% and in the native lan-
guage of around 40%. Overall, Girén’s data suggests that, of the 14 groups
he considered, around 67-85% of their populations claim oral competence
in their community’s language, though the Ministerio de Cultura’s report
suggests a rather lower level of oral competence, around 48%, in the popula-
tions they looked at. Both studies considered the relatively numerous (over
230,000 persons) Wayuu community,” in which there is a relatively high
proportion (85%) of persons claiming linguistic competence in the minority
language. Only the Ministerio de Cultura’s report included the Zend/Sinu
community, with a similarly large population (around 230,000), only 13.4%
of whom (according to the Ministerio de Cultura) claim linguistic compe-
tence in their community’s language. This seems to give some indication of
the range of variation with regard to linguistic/communicative competences
that can exist within Colombia’s minority communities—though the fact that
“the surviving descendants of the Sind ... have no record of their original
languages” (Adelaar, Muysken 2004: 52), which the academic research literature
generally agrees became extinct several centuries ago in the post-Conquest
period, perhaps offers more reasons for skepticism regarding the quality
of the available data than it does to celebrate an unexpectedly sudden and
robust re-emergence of the lost Zend/Sint language.*

* The discrepancy of more than 35,000 persons between Girdn’s and the Ministerio de
Cultura’s respective reports represents a number of people considerably greater than most
other Colombian indigenous communities contain in total (Landaburu n.d.).

* The Ministerio de Cultura’s report itself goes on to observe (2010a: 313) that “el pueblo
indigena Zenu perdi6 su lengua, es monolingiie, habla el castellano” (“the indigenous Zent
people lost their language, are monolingual, speak Spanish”), which makes the accompanying
claim (p. 311) that 13.4% of the Zenu “habla la lengua de su pueblo” (“speak the language of
their people”) all the more baffling. It seems likely that there is a fundamental problem in the
way the data has been collected, in that some members of a given minority community may
consider an ethnic language to be “the language of their people”, while others may consider
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Nevertheless, despite a basic lack of either extensive or reliable data,
it seems likely that while the percentage of a given minority population pos-
sessing oral competence in the community’s language may vary considerably,
most of the indigenous and other minority populations are currently Spanish
monolinguals. Less than 2% of the Colombian population seem to be first-
-language users of languages other than Spanish. Moreover, it seems safe to
generalize that literacy in minority languages tends to be low-typically lower
than Spanish literacy in he same communities. In some cases, certain com-
munities have resisted the idea of written versions of their language; others
have embraced the idea more enthusiastically, though even in such cases it
is hard to detect any significant positive effects (yet) on effective literacy in
the minority languages.

The road to the 1991 Constitution

The point of departure for any study on the contemporary state of affairs
of indigenous sociolinguistics in Colombia is the establishment of the 1991
Constitution. This constitution was enacted after a democratic process that
included the participation of indigenous leaders, political parties, students
associations, and various ethnic and religious leaders (Correa 2006; Rodri-
guez, El Gazi 2007). Murillo (2003) has described the 1991 Constitution
as an attempt to correct many problems with Colombian democracy. He
argues that it “was widely seen as resulting from years of organized resis-
tance—armed and ‘legal’-to a very authoritarian, undemocratic system that
based its legitimacy on the veneer of a constitutional democracy” (p. 126)
and that its creation brought together participants who had been excluded
from the national debate for years.

The new constitution modified the centralist state, granting indigenous
groups the right to exercise their own legislative and judicial powers within
their territories, something that has been criticised on occasion by interna-
tional organizations that deem some of their practices inhumane (Jackson
2002). Although the 1991 Constitution gave indigenous groups more self-
determination rights, contemporary problems-such as the armed conflict,

Spanish itself to be “the language of their people”. The curious Zend statistic probably reflects
this methodological problem-which itself casts doubt on the reliability and validity of virtu-
ally all other statistics of this kind.
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illegal colonization, land tenure, private economic interests, and corruption
processes and their resolutions-still pose a threat to these rights.

The movement for more political participation and territorial rights was
part of a long struggle of the indigenous peoples with the Colombian estab-
lishment. In particular, the 1930s and 1940s saw a surge of armed opposition
started by the indigenous leader Quintin Lame in the Cauca region, it was
from this region that many later indigenous movements emerged, including
the development of CRIC (Consejo Regional Indigena del Cauca/Regional
Indigenous Council of Cauca) in the 1970s, and the ONIC (Organizacién
Nacional Indigena de Colombia/National Indigenous Organization of
Colombia) in the 1980s (Correa 2006; Espinosa Arango 2007; Gow, Rappa-
port 2002; Jackson 2002; Velasco 2011). Simultaneously with these indig-
enous movements, the commitment of university anthropology scholars to
the indigenous population contributed to increased criticism of the state’s
indigenism policy in the 1970s (Correa 2006).>

These processes are seen as having contributed to a process of “reindi-
genisation” (Chaves and Zambrano 2006) and a conception of all indigenous
peoples of Colombia as an “imagined community” (Anderson 2006; Jackson
2011). Such a concept of common indigenous identity represents a distinct
change from earlier constructions of ethnicity and identity, in which per-
sons often claimed membership in a specific ethnic group but resisted the
stigmatized term indio (“Indian”). This new, broader (and multi-layered)
conception of indigenous identity owed something to increased awareness
of other indigenous movements around the world but was also fuelled by
increasingly progressive state policy on indigenous land rights-and taking
advantage of this trend effectively required individuals or groups to present
a indigenous identity that could be recognized by the state authorities. Jack-
son (2011) has emphasized the role that an ability to demonstrate “culturally
distinct customary practices and traditions” played in validating claims to
such rights, a situation which also led not infrequently to wrangling with
the state—and, significantly, within indigenous communities themselves-
-over who was, or was not, “indigenous”. In the same sense, the emergent

* Indigenism is the term given to the instrumental use of indigenousness to justify
nationalistic perspectives. In the Colombian context, it is usually understood as the symbolic
appropriation of the indigenous past by white or mixed-ethnicity elites, rather than granting
more access, power, or voice to indigenous peoples themselves.
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common indigenous identity is not extended to the Afro-Colombian and
Romani minorities, though there is some recognition of a common cause
at least with regard to language rights (though perhaps not so much with
regard to land rights).

The climate of change in the 1960s and 1970s also found expression in
new views on indigenous educational policy, codified in Decree 1142 of 1978
(Presidente de la Republica Colombiana 1978). This law recognized the right
of indigenous Colombians to an education appropriate to their interests and
in the planning of which they should participate, additionally mandating that
teachers in indigenous communities should speak that community’s language
(as well as Spanish). Previously (ever since the sixteenth-century Spanish con-
quest), colonial and national authorities had been content to leave concerns
regarding education amongst indigenous peoples entirely within the hands of
the Catholic Church. This was an approach that had been formalized in not
only the constitution of 1886 but also an explicit contract between the state and
Church for this purpose in 1888 that included the promulgation of Spanish at
the expense of indigenous languages as a goal, either implicitly or explicitly
(Jackson 2011; Jiménez D. 1998; de Mejia 2004; Zuluaga 1996).

By the 1980s, indigenous leaders were beginning to make their voices
heard at national level, and figures such as Lorenzo Muelas (of the Guambiano
people) and Francisco Rojas Birri (of the Embera Katio) played fundamental
roles in the development of the 1991 Colombian Constitution, which (accord-
ing to Rodriguez, El Gazi 2007) modified the concept of the Colombian
state from a supposedly homogenous nation to that of a multi-ethnic and
multicultural nation. Indeed, the ratification of the new (and still current)
constitution (Asamblea Nacional Constituyente 1991) represented a water-
shed in the state’s stance towards the variety of ethnic groups within (and
sometimes across) its borders. Critically, the 1991 constitution (Asamblea
Nacional Constituyente 1991) addressed the obligation of the state to pro-
tect ethnic and cultural diversity (Article 7), and accorded “official” status
(alongside Spanish) to all the country’s minority languages within the ter-
ritories where they are spoken. It also modified national educational policy,
newly committing the government to linguistically, ethnically, and culturally
responsible education (Rodriguez, El Gazi 2007; Ross 2007), removing the
control of indigenous education from the hands of the Catholic Church and
declaring that education provided “in communities with their own linguis-
tic traditions” would be bilingual (Article 10), as well as that members of
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“ethnic groups” had the right to education that “respects and develops their
cultural identity” (Article 68).

Ethno-education and Bilingual Policy

There can be little doubt that the government’s recognition and sup-
port for minority languages, especially as reflected through state education
programs, have a significant impact on present uses and future fates of those
languages. In the wake of the 1991 constitution itself, the General Education
Law 115 of 1994 took a step further by establishing policies for ethno-education
(Spanish etnoeducacién)-that is, education for, by, and of the indigenous
groups themselves—and granting minority language communities a certain
degree of autonomy with regards to the content and conduct of education
within the community.

More recently, the Native Language Law 1381 (Ley de Lenguas) of 2010
(Congreso de Colombia 2010) and the establishment of the Consejo Nacional
Asesor de Lenguas Nativas (National Support Council for Native Languages)
in 2012 expanded on these earlier provisions, specifically granting extended
official recognition and support to Colombia’s indigenous and creole lan-
guages as well as Romani, rights to use indigenous and other ethnic minor-
ity languages in all public spaces and in all interactions with government
authorities. The Native Language Law was the result of a concerted effort
by the Ministry of Culture together with various academic institutions and
indigenous/minority communities, and it has gone further towards enabling
the actual implementation of the policies implied in its contents than many
other similar pieces of Colombian legislation. Its Article 20 mandates the
teaching of minority languages (alongside Spanish) within communities
that use them, as well as the creation of programs to train teachers of these
languages. The Language Law also paved the way towards a sociolinguistic
survey to determine the situation of linguistic minorities in Colombia (Bodnar
C. 2013), elements of which have actually been carried out (which is relatively
unusual for a state-sponsored program related to minority languages and
cultures in Colombia), although these results have not been widely publi-
cized and the future of the rest of the survey might be most optimistically
be described as “uncertain”,

Nevertheless — on paper at least — the last four decades have seen significant
improvements in the Colombian state’s stance towards minority languages and
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minority-language education (Liddicoat, Curnow 2007; de Mejia 2013; Mitchell
1996). It is also possible to point to some indigenous communities who, taking
advantage of this new stance, have been able to carry out impressive feats of
self-determined educational reform. For example, the Cofan people (or A1) of
south-western Colombia, moved from the first modern linguistic description
of their language (in a Master’s thesis developed by a member of their com-
munity in a Colombian university) in 1995 to, by 2009, developing a complete
primary and secondary school curriculum that teaches Cofan language (A’inge)
and culture alongside Spanish and the Colombian national curriculum, with
teachers trained and qualified in both tracks and an considerable selection of
specialized printed and digital materials (Ministerio de Educacion Nacional de
Colombia 2009; Quenamd Queta, Queta Quintero, Lucitante 2011; Quenama
Queta 2007, 2011). Yet successes such as that of the Cofan are very much the
exception rather than the rule and should not distract attention from the
considerable systemic problems that remain — among which are a shortage of
appropriately trained teachers and the simple fact that issues like curriculum
development are left largely in the hands of the individual communities. No
comprehensive information on how the communities view or address these
issues has been published or otherwise made available.

It also remains a significant problem that Colombian state education is, if
one accepts the testimony of the 2012 exam results from the Programme for
International Assessment (PISA) (OECD 2013) as a proxy, amongst the worst
in the world. Of course the majority of participants in this system are native
Spanish speakers, though few would suggest that state education is strongest
in regions containing minority language communities (which tend to be in
relatively remote, relatively poor regions of the country, while even those com-
munities found in urban centres tend not to be in well funded or equipped
parts of those centres). It is, however, seldom appreciated that Colombia faces
not merely a task of bringing education for minority-language speakers into
line with national standards, but bringing education for minority-language
speakers and everyone else up far beyond current national standards to some
level of international parity appropriate for the twenty-first century.

Lack of appreciation for this fact may be related to the significantly
different approaches to and understandings of education for minority
communities (ethno-education) and “bilingual” education for the majority
Spanish-speaking population. Hamel (2008) has remarked on how in Latin
America minority bilingualism (that is, the use of indigenous, creole, and in
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Colombia’s case the Romani language) is contrasted with “elite” bilingualism
(that is, the learning of international languages; nowadays particularly English).
This situation certainly pertains to Colombia (de Mejia 2011; Ordéiez 2008;
Usma Wilches 2009; Usma 2009; Valencia Giraldo 2005), where in 2004 the
Ministry of Education (MEN) launched a National Bilingual Program aimed
at improving use of English amongst Colombian citizens as a step towards
boosting national competitiveness within the global “knowledge economy”
(de Mejia 2011; Ministerio de Educaciéon Nacional de Colombia 2006; Usma
2009). This, while not necessarily a bad idea per se, illustrates the great gulf
that exists between ethno- and “mainstream” education in both execution
and conception. De Mejia (1996, 2004, 2011) has additionally noted that the
Spanish-speaking majority often view “elite” bilingualism (i.e. Spanish and,
usually, English) as socially acceptable and economically advantageous, while
still associating “minority” bilingualism with poverty and backwardness.
Such a conceptual division is neatly reflected in the official articulation of
Colombian educational policies, with “ethno-education” (aimed explicitly
at minority communities) and “bilingual education” (aimed implicitly at
the majority Spanish-speaking population) being administered by separate
departments within the Ministry of Education, and some responsibility for
ethno-education being shared with the Ministry of Culture (de Mejia, Ordoriez,
Fonseca 2006; de Mejia 1998, 2002, 2004, 2006, 2011, 2013). Moreover, the
historical use of education as a tool for acculturation has hardly been for-
gotten, contributing to the suspicion with which any kind of state-mediated
education, including ethno-education, is viewed by many ethnic minorities
(Kveerndal 2013; Ortiz Ricaurte 2004; Trillos Amaya 1996). The practical
effect is that Spanish dominates the classroom and literacy practices in the
educational contexts of most Colombian minority communities, with the
effect of further eroding their own languages.

The conceptual separation of “minority” and “mainstream” bi-/multilin-
gualism can also have a curious mirror image; one can readily find students
from minority communities who object that, by having learned Spanish
alongside their first language (a very common if not entirely universal achieve-
ment), they have already achieved the state of “bilingualism” demanded by the
educational system and should, therefore, be excused from any requirement to
learn English as well (Hamel 2006, 2008; de Mejia 2006). There are complicated
issues at work here - the system of credit hours in university systems may be
one of them - and it would be a mistake to assume a generalization of such
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attitudes, especially given the extremely wide variation of situations between
the many very different Colombian minority communities and indeed between
members of those communities. The example is, nevertheless, illustrative.

Thus, although idealistically phrased legal provisions have indeed been
put in place, and administrative responsibility has been transferred from
contracted missionaries to government agencies, it seems clear that “ethno-
education” is still understood as something other than “real” education
(however poorly the latter may be being implemented). One could be forgiven
for detecting an implicit understanding that education in respect to minority
language communities remains effectively “somebody else’s problem” for the
Colombian state — that the degree of autonomy that has been devolved to the
communities effectively absolves the state from further action. At the very least,
the good intentions that helped bring about the admittedly unprecedented
legislative support for minority languages in Colombia is not matched by an
equal amount of political will to implement them (Jackson 2011).

Thus, as has so often been found to be the case, if the will to take action
in support of minority languages and their communities is going to come
from anywhere, it must come from within the communities themselves.

Current Situation

Although the 1991 Constitution took a significant step forward by includ-
ing space for minority languages in policy development, it must be conceded
that very little has since been done beyond the general commitment to ethno-
-education and some particular initiatives, such as the 2000 Comunidad
programme that promoted the development of indigenous radio stations.
The following sections will present the recent state of minority language
media and ICTs to illuminate the role that these policies and developments
have had on the language landscape.

Media situation

Colombian radio broadcasting development, similar to the trend in Latin
America, has been predominantly commercial, and considerably extensive,
since there are a great number of radio stations licensed all over the country,
totalling more than 1500 in 2011 (Ministerio de Tecnologias de la Informacién
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y Comunicaciones 2012). Television, on the other hand, was a mixed system
of public ownership with slots given by auction to independent producers
until 1995 when regional and local channels were established and two private
channels were allowed to begin broadcasting, leading to the demise of the
previous model (Arango Forero et al. 2009).

Radio Law 1341 and Decree 2805 of 2008 provided the normative basis
for the use of the electromagnetic spectrum and the overall structure of radio
broadcasting, providing three possible avenues for radio stations (Ministerio
de Tecnologias de la Informaciéon y Comunicaciones 2010):

1. public interest radio, stations financed by governmental or traditional
authorities and that cannot derive revenue from advertisement, further
divided into three remits:

i. armed forces stations;
ii. territorial stations, which include indigenous traditional reservations
(cabildos, resguardos); and
iii. stations for educational institutions;
2. commercial radio; and
3. community radio.

Minority languages have been better represented in public interest radio
and community radio. There are smatterings of output in minority languages
in some local commercial stations (as is the case of La voz de las Islas in San
Andrés)® and in illegal and pirate radio broadcasting, but they are usually
incidental, in the former, and irregular, in the latter.

Television

In 1995, following the requirements of the 1991 Constitution, the CNTV
(Comision Nacional de Televisién/National Television Commission) was estab-
lished as a separate independent governmental body in charge of television policy
and commissioning of regional programmes. Simultaneously, the possibility
of new private national channels - as well as regional, local, and community
channels, both public and private — was enacted (Arango Forero et al. 2009).

As of 2013, there are four national public television channels (one of
which broadcasts commercial programming), two national private commer-

¢ This radio station was taken off the air in 2012, but some of the Creole content moved
to a Web-based broadcast in 2013.
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cial channels (RCN and Caracol), eight regional channels with commercial
and government-sponsored programmes, one local commercial channel
(City TV), 46 local not-for-profit channels, 718 community not-for-profit
closed-circuit channels, and 46 subscription-based channels (CNTV 2010).
In 2011 a senate proposal to dismantle CNTYV, following a row of scandals
and allegations concerning its finances and working practices, led to its
closure and the establishment in 2012 of the ANTV (Agencia Nacional de
Television/National Television Agency) with an almost identical remit, but
with a different composition.

Minority Language Media

From 2000-2006, radio stations sponsored by the Colombian Government
under the Comunidad programme of the Ministry of Communications and
the Ministry of Culture were granted to 26 indigenous communities, not all
of which still retain a traditional language (ONIC 2009; Rodriguez, El Gazi
2007; Uribe-Jongbloed, Pefla Sarmiento 2008). According to a report from
2009, there is a total of 29 indigenous radio stations, 21 of which broadcast
in indigenous languages, 3 of which broadcast solely in Spanish (despite the
target indigenous audience maintaining their own languages), and 5 of which
that belong to indigenous groups who have lost their indigenous languages
altogether (ONIC 2009). Aside from the slots of Creole-language television
programmes on the regional channel Teleislas and one weekly programme
on indigenous issues from the regional television channel Canal Capital,
there is no television output in minority languages.

Minority language media in Colombia are rare and dispersed. Although
the social and community value of indigenous radio stations is unques-
tionable, the amount of indigenous language output remains considerably
low: usually less than one hour a day (ONIC 2009; Uribe-Jongbloed, Peiia
Sarmiento 2008). Other radio stations, especially the pirate Christian radio
stations in San Andrés, have more ample broadcast content in their native
Creole language, but their scheduling is irregular and their illegal use of the
broadcast spectrum makes them difficult to study. Indigenous radio sta-
tions, just like community radio stations, are also targeted by participants
in the Colombian internal conflict; in some cases, the stations receive threats
regarding the language they use for broadcasting (see, for instance, the case
reported by Caracol TV, 2009). Radio remains the second most widespread
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medium in general use, with 68% of the population tuning in as of 2007
(Arango Forero et al. 2009), and it is clearly the main medium for minority
languages in Colombia, reaching over 78% of the indigenous population
(Rodriguez, El1 Gazi 2007), as well as some of the other minority groups.
As this radio output consolidates itself, more studies exploring the correla-
tion between media production and worldview (Cuesta Moreno 2012a), on
the one hand, and language, on the other, may provide an answer to, or at
least a perspective on, the way in which media can help maintain cultural,
linguistic and ethnic identities.

Television output is limited to few shows in Creole on the regional channel
Teleislas. Despite an incentive in 2009 by CNTV to encourage universities
and other institutions to develop projects with indigenous and other ethnic
minority groups to try to ensure that they gain access to the 5% of the total
broadcasting space already assigned to them in the public service channel
Senal Colombia, this has yet to result in more minority language content.

ICTs and education in ML

It has been widely recognized that, despite many challenges, emerging
information and communication technologies (ICTs) offer a range of tools that
can assist with endangered language revitalization efforts (Eisenlohr 2004;
Shetzer, Warschauer 2000; Ward, Genabith 2003; Ward 2004; Warschauer 1998;
Yang, Rau 2005).This is of course part of a wider global trend in search of ways to
integrate rapidly evolving (and so often still poorly understood) ICTs effectively
into their teaching and learning practices (Baylor, Ritchie 2002; Casal 2007;
Greenhow, Robelia, Hughes 2009; Liang et al. 2005; Redecker 2009; Reinders
2006; Vanderlinde, Van Braak, Tondeur 2010; Williams, Boone, Kingsley
2004), not least for the purposes of learning additional languages (Godwin-
Jones 2005; Rogerson-Revell 2007; Shetzer, Warschauer 2000). Colombia is
certainly participating in this trend (Alvarez, Cuesta 2012; Arias Soto 2012;
Cantor Barragan 2009; Clavijo Olarte, Hine, Quintero 2008; Cuesta Medina
2014; Cuesta, Wu 2013; Cuesta 2010; McDougald 2009, 2013; Prendes Espinosa,
Castafneda Quintero 2010; Quintero 2008) but, despite isolated examples such
as that of the Cofdn (Ministerio de Educacion Nacional de Colombia 2009;
Quenama Queta et al. 2011; Quenama Queta 2007, 2011), it is probably safe
to say that focus of Colombian work on the use of ICTs to support language
teaching and learning is focused on, or at least derived from, contexts of
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English-language learning. This is, of course, no bad thing in and of itself -
and, to be fair, the vast majority of global resources dedicated to furthering
processes of additional language-learning are probably dedicated (at present)
to English - but it also probably reflects the same lopsided approach found
in divergent state policies (and societal attitudes) that place “mainstream”
education and “elite” bilingualism on one side, with ethno-education and
“minority” bilingualism on the other (rather smaller side).

Perhaps the greatest problem here is that more of the lessons learned from
research on the use of ICTs for general education and English-teaching (especially
that which has been conducted in Colombia) are not being more widely applied
in cases where they might be relevant (and possible). Of course, the Colombian
Ministry of Education is still struggling to promote more effective use of ICTs
in its (also struggling) “mainstream” educational environments, and though
considerable efforts are being made, the separate administration (and fragmented
implementation) of ethno-education means there is no real coherent strategy or
training being undertaken. No one would deny that there are certainly signifi-
cant differences in terms of context (among other factors) between, say, an “elite
bilingual school” in the capital and minority community schools in remote (and
often neglected) regions of the country, but nor can it be denied that that many
tools and strategies that can be used to support the learning of one given language
could also be adapted to teach others. The fact that this is not happening may
be partially attributable to institutional (and societal) apathy (on more than one
side), though this itself reflects a further tragic disconnection between minority
language communities and the academic sphere that conducts the research and
(not infrequently) plays a major role in implementing new approaches.

Challenges and Recommendations

Colombia has seen tremendous positive advances with regard to legislation
and policy in support of minority languages during the last several decades, but
although these achievements should not be belittled, they should also not blind
us to the fact that there has been a disappointing lack of action or real change
accompanying them. To an extent, this should come as no surprise; the strength
of governments is often more in creating policy than implementing it.

Certainly, resolving the currently separate policies for, and implementa-
tion of, ethno- and “mainstream” education (with their respective language-
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-teaching policies) would be a welcome move, as would an improvement of
quality of all education in Colombia. Indeed, surely all Colombians (and others)
deserve education that “respects and develops their cultural identity”, regard-
less of the different individual cultural identities that they have. Likewise, all
Colombians deserve education that prepares them for effective participation
and action and the local, national, and international arenas.

Nevertheless, policy is only part of the picture; certainly with respect
to minority language communities, it is a truism worldwide that real results
language education and revitalization efforts are realizable only when the
community itself owns and drives the process. In many cases, Colombia’s
minority language communities remain too isolated, fragmented, and poorly
equipped with the knowledge the need to navigate the increasingly complex
realities they face. Elsewhere, globally, successful partnerships between mino-
rity language communities and academia have contributed to at least qualified
successes in language support and revitalization efforts (Hinton 2011; McAlpin
2008; McCarty 2008a, 2008b, 2010, 2013; Weinberg, De Korne, Depaul 2013).
Academia can play a “bridging” role between the state and minority language
communities, offering knowledge, services, and training that can assist the
communities with their implementation of legislative policies. While it is com-
monly understood that that minority language communities bring local- and
self-knowledge to such partnerships, the critical role played in such cases by
members of minority communities who have entered into, participate in, and
serve as mediators with “mainstream” academia is not always appreciated; in
Colombia, the apparent success of the Céfan project surely owes something
to exactly this phenomenon. Thus, new state policies (and sources of funding)
should be developed with the aim of bringing more members of minority
communities into academia, giving them greater opportunities to learn how
to shape and use knowledge drawn from global experience more effectively
for their communities. This would also help reduce or eliminate the atti-
tude of suspicion many (though, it must be emphasized, not all) Colombian
minority communities hold towards “mainstream” academia (which may be
seen as simply another surely exploitative arm of “mainstream” culture and
society). Meanwhile, ICTs have a role to play not simply in leveraging more
from existing educational resources, but in connecting members of (often
dispersed) communities with each other (via ICT platforms localized for the
communities’ languages), to connect whole minority communities with other
minority communities (to share experiences and knowledge), and to connect
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communities and their members with potentially useful external actors (the
state, and perhaps particularly academia). Similarly, media programmes have
been moderately successful in bringing indigenous languages into new domains,
with mixed results stemming mostly from the lack of overall governmental
support. The efforts of the Wayuu and Nasa media outlets have shown the
need for standardization of the languages, as well as the difficulties in the dual
requirement of the media to be a space for the use of the minority language
at the same time as a place where intercultural and multilingual negotiations
take place, to cater for both indigenous language monolinguals and indigenous
people who have shifted to the majority language. Media were not developed
to maintain languages, but rather to open opportunities for communication
and expansions of the public sphere, so this new role does not become evident
unless media policies are specifically designed with that purpose in mind
(Cormack 2007). They also require constant governmental support, because
the geographic and economic conditions of minority language media demand
funding which cannot be obtained otherwise (Cuesta Moreno 2012b).

It should, perhaps, be no surprise that two of the perhaps most power-
ful avenues to supporting minority languages in Colombia - and, indeed,
elsewhere — are communication and knowledge, themselves intimately
interrelated with language. Each actor involved - the communities, the state,
and academia - has its own strengths and weaknesses, and each as a poten-
tially valuable role to play if these strengths and weaknesses are mutually
understood and appropriately exploited. If recent years have seen a wealth of
good intentions and policies from the state, it is now up to the communities
and academics to take concrete actions in support of minority languages.
Otherwise, their futures may be all too brief.
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Indigenous and minority languages in Colombia:
The current situation

(Summary)

This paper discusses the current situation of indigenous and minority lan-
guages in Colombia, identifying advances made in recent years, as well as chal-
lenges—and opportunities-that remain. Although minority languages obtained
legal recognition in Colombia’s 1991 Constitution, and the 1994 Education Law
recognised particular educational rights for ethnic communities, more proactive
legislation defining avenues for development of indigenous language education,
access to media, and other relevant provisions only appeared in the 2010 Lan-
guage Law. This paper examines to what extent different language communities
have been able to make use of the provisions of the Language Law, paying special
attention to how ICTs have been used to try to encourage language acquisition
and visibility. We also examine the policy challenges that remain, especially the
artificial separation of “ethno-education” for minority communities from policies
of “bilingual education” for Colombia’s educational mainstream, as well as the
need for greater communication and cooperation amongst the various categories
of actors-governmental, academic, and the communities themselves—if Colombia’s
linguistic and cultural diversity is to be genuinely strengthened in an ever more
interconnected 21st-century world.
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Developing an orthography of an endangered language:
a proposal for Miyako-Ryukyuan

Background and purpose of the study

Miyako-Ryukyuan (also Miyako or Miyakoan) is an endangered Japonic
language traditionally spoken on the Miyako Island group on the southern-
most periphery of Japan. The majority of the ethnic Miyakoan population
has shifted to the dominant language, Japanese, in the course of the past
century, with a rapid acceleration of the shifting processes observed after
the end of World War II. The remaining fluent speakers of the language,
whose number may only be roughly and optimistically estimated at about
10,000, are thought to almost exclusively represent the generation born in
the 1950s and earlier. As expected, Japanese is, and for decades has always
been, the sole language of school instruction, administration and in all
public domains, so the situation that seems to emerge is basically that of
only a handful of elderly people able to speak Miyakoan to one another in
private settings, while all of them, just like the rest of the community, are
fully bilingual in Japanese.

Due to a multitude of reasons which will not be covered in this paper
in detail - most importantly the language policy of Japan refusing to
acknowledge Miyakoan and other Ryukyuan ethnolects the status of
a language rather than a “Japanese dialect (however unintelligible to the
mainlanders)”, and the consequent inadequacy of dialectological frame-
works used when attempting to describe the language especially before
the year 2000 — Miyakoan is not yet a sufficiently documented language'.

! This view is supported by Bairon et al. 2009, who assign this level of documentation
quality to all Ryukyuan languages. However, there are reasons to postulate that Ryukyuan
ethnolects have not been evenly documented: North Ryukyuan languages in general tend to



In a six-grade (0-5) scale of language documentation quality provided by
UNESCO (UNESCO 2003), Miyakoan should be given at best the rank 2,
which is fragmentary. So far?, no comprehensive dictionary of the language
has been published, and lexicographic documentation of particular varieties
has not proved to be much better”.

Miyakoan has never been standardized and no orthography has been
developed for everyday usage of the language, a fact which unambiguously
reveals that until very recently no serious thought has been given to trans-
form Miyakoan into a written language®. Thus, in a similarly six-grade
UNESCO scale assessing the ‘availability of materials for language educa-
tion and literacy’ (UNESCO 2003: 12), it regretfully needs to be stated that
Miyakoan scores the rank 0, which stands for “no orthography is available
to community”.

There are many ways in which literacy in Miyakoan could save the lan-
guage. In the long run it would obviously facilitate the acquisition of Miyakoan
as L2 in younger generations, making it possible to prepare textbooks and

be better documented than South Ryukyuan, and of South Ryukyuan languages Miyakoan
seems to be the least documented one. For a lexicographic justification of this statement, refer
to Alfred Majewicz’s introduction to Nevskiy 2013.

* This author actually works on her Ph.D. dissertation project on the editing as well
as the retrieval of descriptively relevant grammatical and lexical information from an about
6,000-entry dictionary draft compiled in 1920s by Russian Nikolay A. Nevskiy, a source which
is unique and priceless given the state of documentation of Miyako-Ryukyuan rapidly head-
ing for extinction; hopefully this project will lead someday to the publishing of a complete
edition of Nevskiy’s dictionary.

* In December 2013 an extensive and extremely valuable dictionary was published of the
Irabu-Nakachi variety of over 17,300 entries, authored by a native speaker of the said variety,
Sadayoshi Tomihama (source: http://www.7netshopping.jp/books/detail/-/accd/1106374462/,
accessed April 30,2014). As of yet, this author has not had the chance to confirm the content of
the dictionary, but it is certain this is the most extensive existing lexicographic source mate-
rial of any regional variant of Miyako-Ryukyuan, which, combined with the very detailed
grammar (Shimoji 2008) virtually moves the Irabu variety on the UNESCO documentation
quality scale up to rank 3, Fair. As for the lexicographic coverage of other Miyakoan varieties,
there is a non-linguistic, kana-syllabary (thus hardly adequate) dictionary Yonaha 2003, and
wordlists of Ogami and Nishihara published in installments in academic journals, therefore
not easily accessible to a general public; all of these have been briefly discussed in Majwicz’s
introduction to Nevskiy 2013.

* Which is hardly surprising - if Miyakoan is but a dialect of Japanese, then why should it
require any separate orthography to be elaborated, on condition that for any reason anyone should
even write something in the dialect in first place? Should Japanese syllabaries not suffice perfectly?
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other teaching materials in the language; it would also bring the language
out of the private domains of a scarce number of people’s lives into new and
promising settings (school, public events, perhaps development of media:
radio broadcasts, newspapers, the internet). It would also help it adapt to the
contemporary extra-linguistic world and get it back on track to match the pace
of the community’s life, allowing for at least some degree of language plan-
ning (coining new words, language spread). But the first and most immediate
need for developing a Miyakoan orthography is connected to the insufficient
documentation of the language and has to do more with the recording kind of
language rescue rather than with the revitalizing kind. When an endangered
language has not yet been recorded to a satisfying degree while there are still
too few field linguists specializing in the region to document the language
before it further deteriorates and finally dies, what better way to speed up the
documentation processes, along with increasing the quantity and ensuring
the authenticity of the results, than to provide the few speakers left with tools
to write down their own language and create their own language records?
Miyakoan has rich oral traditions, which include songs of numerous genres
(classified according to their functions, themes, and regions of origin; for
further information consult: Hokama, Shinzato 1972), legends and stories,
proverbs and riddles. Native speakers with their knowledge of these traditional
forms could thus make an immense contribution to the documentation and
revitalisation efforts concerning Miyako-Ryukyuan.

This paper is an attempt to suggest a user-friendly orthography based
on the Latin alphabetic script, developed in such a way that is perceived by
this author as the most convenient compromise among the multiple and
sometimes mutually excluding factors which influence the merit of a language
notation system. An important notification has to be made first, however, that
no fieldwork concerning the development of Miyakoan orthography has ever
been conducted (yet) by this author, so all observations presented below for
now necessarily remain a theoretical prelude towards an actual attempt to
develop a working orthography for Miyakoan, and they unfortunately do not
reflect the key factor which is the community’s attitude towards the proposed
system and even the invention of any writing system for Miyakoan as such.

Development of an orthography in any given language is said (Wede-
kind, Wedekind 1997: 28) to consist essentially of three stages: graphisation
(the very process of assigning graphemic representations to the spoken
language forms), standardisation and modernisation. This paper aims to
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provide suggestions and insights for the stage one of orthography devel-
opment, the graphisation, while trying to avoid even theoretic remarks
on the very complex and controversial question which is the orthography
standardisation.

Problems to address when designing Miyakoan orthography

The dominant language of the islands traditionally inhabited by Miyakoan
speakers is Japanese. With over 122 million L1 speakers worldwide, Japanese
has been a powerful communication tool for centuries. Its literary traditions
range back to the seventh century CE’ at the latest. Around fourth century
CE, literacy was introduced to Japan via the Korean Peninsula from China
along with Chinese texts, textual conventions and, most importantly, the
writing system: thousands of syllabic characters, a definite majority of them
used also semantically alongside their phonemic value, usually maintaining
a clear-cut relation of one syllable: one morpheme: one character®. For writing
modern Japanese, a rather elaborate mixture of three sub-systems is in use:
characters of Chinese origins known as the kanji, again interpreted both
phonemically (although not always simply syllabically, which makes them
essentially different from the source Chinese characters) and semantically,
are generally applied to denote content words or their roots, while suffixes,
clitics, function words and other bound morphemes are mostly represented
by one 46-character (without the compound characters and diacritics) syl-
labary called hiragana, and loanwords or emotive expressions are usually
written in another syllabary of the exact same inventory size and value as

® The earliest preserved text whose exact date is known is a Semmya (the emperor’s edict)
from 697, included in the late eight-century chronicle Shoku Nihongi. A number of Japanese
expressions have also been identified on wooden tablets called the mokkan from the seventh
and eighth century, which served as the media for practicing character writing, an indica-
tion of the fact that by the eighth century literacy in Japanese must already have been quite
widespread. For details see Frellesvig 2010: 23, 24.

¢ A wide range of labels have been used in the literature to refer to the nature of Chinese
script, among them most popular being ideographic, logographic or lexicographic. They are
rather misleading in that they imply that the basic unit of the Chinese writing system is
an idea, a word or a lexeme, with no reference to the phonemic form of the denoted mean-
ing. Therefore it is believed that such terms should be avoided altogether. (Cp. DeFrancis
1984, 1989).
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the previous one, called katakana. The syllabaries are collectively referred
to as the kana.

Even though a large proportion of Chinese-origin, often homophonous
vocabulary, as well as the users’ apparent attachment to over a thousand-
year-old tradition have resulted in the present-day shape of Japanese script,
which is very complex, thus imposing a heavy burden upon the learner’s
memory and taking many years to master, one cannot help having the
impression that Japanese is the kind of language which would do perfectly
well with just one of its syllabaries. The language has an almost exclusive
(C)V syllable structure, with no consonant clusters, and the only consonant
which may appear syllable-finally, the moraic uvular nasal /N/, takes just
one additional symbol to the otherwise utterly syllabic inventory. For syl-
lables which display a voiced-voiceless onset opposition, the voiceless ones
are basic, and their voiced counterparts are derived by adding a diacritic
called the nigori - two small strokes in the upper right corner of the character
(so if /so/ is Z, /zo/ is ¥ ). There also functions, however, a trial opposition
in the h-row of syllables: with the nigori the consonant is interpreted as /b/,
and with a small circle in the upper right corner, the maru, the consonant is
interpreted as /p/ (hence if /he/ is *\, then /be/ is “\ and /pe/ is “\)”. Long
vowels are indicated by supplementing the character representing the vowel
in question (thus if /ka/ is 7> and /a/ is &, then /ka:/ is 1'3), and geminates
by a lower index symbol for the syllable /tsu/, which in this shape is used
specifically for that purpose (hence D indicates /tsu/, but > indicates
/k:a/); syllables with palatalised consonants are expressed by combining the
character from the i-series containing the relevant consonant with a lower
index symbol for /ja/, /ju/ or /jo/, depending on the target vowel (thus if /i/
is U and /ja/ is *?, then /ea/ is L %). A few more devices have been elabo-
rated specifically for katakana to meet the needs of reproducing in Japanese
source syllables inherently absent from the Japanese inventory, such as /fo/
or /ti/. And thus, basically by combining two diacritic marks and lower

7 This systemic exception has a historical explanation: in Old Japanese, when the invention
of the kana syllabaries began, the present day h-row was really the p-row before it transitioned
to the f-row (the evolution pathway was exactly /p/ < /¢/ < /hw/ < /h/). The voiced diacritic
nigori was only introduced a few centuries later, but apparently it was still interpreted as the
voiced counterpart of the original consonant, so /p/ vs. /b/. As time went by, the original con-
sonant changed its values to /¢/ and then to /h/, and a need arose to indicate a reintroduced
word-medial /p/; thus the notation with the maru diacritic came to be.
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index symbols, 46 characters of kana syllabaries are perfectly enough to
write down the 512 native Japanese syllables, as well as some more syllables
imported to Japanese via loanwords.

It is also obviously the kana syllabaries that are taken into account when
attempting to write down any ethnolect, the proper Japanese dialects included,
which differs lexically and / or phonemically from standard Japanese (the
Tokyo-variety based hyojungo ‘standard language’) — any attempts to use the
semantically-loaded kanji for writing such an ethnolect would unnecessarily
obscure the phonemic shape of written words, not to mention the time and
efforts it would require to set up the lexical readings in the given ethnolect
to the hundreds of available kanji characters.

Although Miyakoan is a rather close relative of Japanese (the Japonic
protolanguage is believed to have split by the seventh century CE), the lan-
guages display a number of significant differences in terms of the features
relevant when applying a writing system to a language. These differences
can be largely summarized in the two points below, which should explain
why the kana syllabaries, while serving so well for the purpose of writing
Japanese, would be ill-suited for Miyakoan.

1) Unlike Japanese, Miyakoan is not a straightforward (C)V-structured
language. Quite a few Miyakoan consonants may close a syllable, as well as
form a cluster in the syllable onset; it has moraic and syllabic consonants;
it even allows for lexical items with no vowels whatsoever on the phonemic
level. Compare the following pairs of Miyako-Japanese cognates: pstu for
hito ‘a man’, kss for ki-* ‘to come’, ftsi for kuchi ‘mouth’.

2) Japanese may be called a generic agglutinative language, with mostly
clear-cut syllabic boundaries between lexical stems and affixes (which is why
the language permits a rather productive usage of the semantic graphemes
kanji in first place). The situation is different for Miyakoan, where mergers of
stems and certain suffixes (especially those with the initial palatal approximant
/jl) are often observed. The usage of a syllabic script would thus obscure the
sameness of lexical morphemes inflected for different grammatical meanings,
and therefore deviate from the morpho-phonemicity which is called for in
a user-friendly orthography (Wedekind, Wedekind 1997: 23-24).

® Miyakoan verbs are usually comparable with Japanese infinitive verbal stems and not
with the finite verbal forms as such.
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It is therefore believed that linguistically an alphabetic rather than a syl-
labic script would be preferable under the specific Miyakoan circumstances.
The choice of (Latin) script, however, does not yet resolve two other basic
questions: which variation of the script should be applied (i.e. what alphabet
should be used, meaning the set of basic graphemes along with their basic
sound values), and on which regional variety of the language the written
language should be based.

Choice of alphabet

Essentially, there are three different variants of Latin alphabetic script
which could be considered a candidate for Miyakoan orthography ‘moth-
erboard’.

1) Morpho-phonemically adapted version of a simplified IPA notation,
meaning the kind of transcription that is applied in the newer studies of the
language (as in Shimoji 2008, Pellard 2009, Pellard 2010, Hayashi 2010). Such
orthography would be economic, linguistically accurate and easily legible
to non-Miyako speaking readers familiar with the IPA basics. However, the
fact that such a notation so far has only been used in linguistic studies and
therefore would be completely foreign to an average user of the orthography
does not make this notation a viable choice.

2) An orthography based on the kunreishiki (‘government-order style’)
transliteration of Japanese, since 1954 officially prescribed by the Japanese
government as the correct way to spell Japanese words using the Latin
alphabet. This is the variant of Latin script a prospective learner of Miyakoan
orthography is most likely to be familiar and feel comfortable with. Adapt-
ing the kunreishiki transliteration for the purpose of designing a Miyakoan
orthography would lead to a welcome two-way transfer: by retaining the same
graphemes and sound values as in the transliteration of the dominant language
the Miyakoan orthography acquisition process would be enhanced, and by
mastering the kunreishiki-based Miyakoan orthography the competence in
the transliteration system of the dominant language would be reinforced.
But this solution also has a major setback: some symbols are ambiguous or
functionally overloaded (for example, <z> in <za>, <zu>, <zo> indicates
the alveolar fricative /z/, but in <zi>, <zya>, <zyu>, <zyo> it indicates the
alveolo-palatal affricate /dz/; for more details and examples see later in this
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paper), and while it leads to no consequences in Japanese (there are no such
strings as /zi/, /zja/ etc.), it would cause decipherment problems in Miyakoan
(where one has both /zi/ and /zi/).

3) An orthography based on the Hepburn-style transliteration of Japa-
nese. This is the transliteration system recognized internationally and used as
a default outside Japan (not only in Japanese studies, but also when transliterat-
ing Japanese proper or place names). It is also used for transliterating Japanese
place names in train stations, or road signs and maps as postulated by the
governmental Geographical Survey Institute. It appears therefore that in spite
of its mostly unofficial status in Japan, this transliteration system is familiar to
many Japanese speakers, possibly including the prospective readers and writ-
ers in Miyakoan (but for lack of relevant test data this is not a proven fact). The
main asset of a Hepburn-based orthography would be the linguistic accuracy
it displays, applicable also in the Miyakoan phonemic environment: unlike the
kunreishiki, no phoneme would be under-represented (so that in terms of the
above example Miyakoan /zi/ would be represented simply as <zi>, and /zi/ as
<ji>). One of the system’s drawback is its usage of diacritics (using the macron
symbol for long vowels, as in <> for /u:/), however this is easily avoidable.
A more serious problem would be the introduction of a Latin system different
from the one officially and prescriptively used for Japanese, which would not
foster any transfer from the local into dominant language.

Comparing the pros and cons of the three proposals given, one can at
this point already eliminate the IPA-based notation. Still, the kunreishiki
and Hepburn transliterations are a close tie, one which is difficult to resolve
within the scope of this paper. For this reason this author decided to first
provide an orthography based on the Hepburn transliteration (since it can
be more readily used from the linguistic perspective), and then an alternative
proposal which uses the kunreishiki system.

Choice of the model variety

As alanguage, Miyakoan displays a large degree of internal diversification,
to the extent that even the language borders are sometimes not uniformly
agreed upon (see for instance the discussion of the linguistic affiliation of the
Tarama ethnolect in Karimata 2000). The Miyako island group traditionally
featured the following seven inhabited islands: Miyako main island, Irabu,
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Ikema, Ogami, Kurima, Tarama and Minna’. Not only does each of these
islands have its own distinct variety (this author prefers the term variety
to dialect when referring to local variants of non-standardized languages
such as Miyakoan), but also quite remarkable differences may be found
among ethnolects of the same island, or even of neighboring settlements.
In terms of their phonemic systems, which should be the ultimate base for
devising Miyakoan orthography, it means that each of about thirty distinct
local ethnolects of the Miyakos may and often do differ in terms of their
phonemic inventory, phoneme distribution or phonotactic rules.
According to Thomas Pellard’s classification (Pellard 2009: 294-295),
the two main regional branches of Miyakoan are Miyako proper vs. the
Tarama-Minna branch. Miyako proper is then further divided into central
Miyakoan and Ikema-Irabu varieties (the latter obviously including the distinct
ethnolects of the two islands in question). An ethnolect which has embraced
the largest area and population is the Hirara variety, which represents the
central Miyakoan sub-branch. It is also the variety which historically has
had the strongest position and prestige, in the pre-Japanese times serving
as the lingua franca of the whole island cluster. Also, because the historical
region of Hirara (as late as until the 2005 administrative reform forming
a separate municipal unit called Hirara-shi, or ‘the city of Hirara’) has still
comparatively the largest population in the whole Miyakos and chances are
that this translates to the largest population of speakers and passive bilin-
guals'’, for now it is considered reasonable to base the proposed Miyakoan

° Out of these, unfortunately, Minna can have been completely depopulated by now, and
the same fate will be most probably shared by Ogami in the course of a generation.

' Note that ‘chances are’ is very different from ‘it certainly does’. To this author’s best
knowledge, no demographic study of Miyakoan speakers in the Hirara area is available,
and the ‘proportional assumptions’ applied here might turn out problematic. The fact that
in smaller communities which do possess relevant sociolinguistic data (such as Ikema - cp.
Hayashi 2010, Irabu - cp. Shimoji 2008) an average speaker is in their sixties at the youngest
may or may not be reflected also in Hirara. It may possibly turn out that in the case of Hirara
the youngest speakers are actually somewhat younger due to the fact that in a traditionally
large Miyako-speaking community the language attrition processes progressed slower — but it
unfortunately occurs as even more likely that because of the more dynamic modernization and
urbanization processes which involved the Hirara region, the community shifted to Japanese
earlier and more thoroughly than in the remote islands and rural areas. All in all, one should
keep in mind that all the sociolinguistic premises in this paper are hypothetical and may have
to be abandoned once confronted with the community reality.
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orthography precisely on the Hirara variety — without getting into details on
the preferable processes and manner of standardization of written Miyakoan,
or on how to reconcile the regional differences of the ethnolects in question
so that the orthography unifies and strengthens the language rather than
further endangering the ‘non-standard’ varieties.

Hirara-Miyakoan phonemic system

According to this author’s research based on Nikolay Nevskiy’s Materi-
als for the study of the Miyako islands language, maximalistically speaking
(i.e. counting palatalized consonants, long vowels and long consonants
as separate phonemes), Hirara variety has an inventory of 53 phonemes.
They include:

- three short and five long vowels (no short mid-close vowels);

- consonants both short and long (geminated) with the following places
of articulation: labial, labio-dental, alveolar, alveolo-palatal, palatal,
velar, glottal, and the following manners of articulation: stop, fricative,
affricate, nasal, flap, approximant;

- aseries of palatalized consonants (some may also be long).

Figure 1. Hirara-Miyakoan vowels

il fi:/ / hu/

le:/ fo:/

fal la:/
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Table 2. Hirara-Miyakoan consonants

o labio-
bilabial dental alveolar | palatal velar glottal
Ip/ b/ 1tl/d/ X/ Ig/
stop /pjl 1bj/ /tj/ 1dj/ 1kjl Igjl
/e /d:/ /k:/
5|
fricative 1] v/ — /h/
il lel Iz/
le:l 1z:]
178/ 178/
affricate
Itel Ite/
nasal /m/ /mj/ /n/ /nj/
/m:/ /mij:/ /m:/ [nj:/
nla v
P /tjl
approxi- 8/ Jil
mant ’ )

Proposed Hepburn-based grapheme inventory

and justification of the choices

With the grapheme inventory supplied by the Hepburn transliteration,
the following graphemes for representing Miyakoan speech have been chosen
(a total of 22 basic - or single - letters, i.e. excluding digraphs). Together with
the grapheme inventory, phonemes representing the basic sound value of the

given grapheme are also provided.

Vowels: a /a/, e (only as a digraph), i /i/, o (only as a digraph), u /u/
Consonants: p /p/,b /b/, t /t/, d /d/, k I/, g Ig), £ It],v Iv[*, s Isl, z 121, 121,

h /h/, m /m/, n/n/, x Ie/, w IR/, y i/

11

<v> is a letter included in the so-called revised Hepburn transliteration to enable
transliteration of modern loanwords or foreign proper names expressed first in katakana.
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Digraphs: ee /e:/, 0o /o:/, sh /e/, ts /ts/, ch /te/, py /pj/, by /bj/, ty /tj/, dy /djl,
ky /Kkj/, gy /gjl, vy Ivjl, my /mj/, ny /nj/, ry /rj/ + long counterparts of short
vowels and consonants (see below).

Trigraphs: long counterparts of short consonants represented by digraphs
(see Length marking).

Length marking: length is indicated by doubling the basic grapheme, so uu
for /u:/, kk for /k:/ etc. In case of consonant digraphs, only the first letter of the
digraph is doubled, constituting a trigraph'? (as in <ssh> sshi /g:i/ ‘after, behind’,
<cch> maccha /mate:a/ “a shop’).

Special remarks: Miyakoan has a special realization of the vowel /i/,
which is the so-called ‘apical vowel’ [1]. It only occurs after sibilants, which
in this case are never palatalized. Hepburn transliteration does not predict
such sound sequences, because in Japanese sibilants followed by /i/ are always
palatalized. This conflict can however be easily resolved by introducing new
grapheme sequences as presented in Table 3 below.

Table 3. Grapheme sequences with ‘plain’ front close vowel and the ‘apical vowel’

phonemicstring | LRI o notation.
[eil <shi> <shi>
/si/ NA <si>
/zi/ (Japanese /dzi/) <ji> <ji>
/zi/ NA <zi>
Itei/ <chi> <chi>
[tsi/ NA <tsi>

Inherently, the labio-dental fricative /v/ has been absent from Japanese phonemic inventory,
but it is a frequently occurring phoneme in all regional varieties of Miyakoan.

> According to Hepburn transliteration rules for Japanese, the long /te:/ sound is writ-
ten as <tch>and not <cch>. This rule has obviously been influenced by the Japanese syllabary
order, where the grapheme for <chi>, B, appears in the same row as syllables with an initial
/t/. (This in turn has historical reasons, as Old Japanese value of the character © was actually
/ti/.) It has been decided that in the proposed Miyakoan orthography, which has nothing to
do with the kana syllabaries, representing /te:/ as <tch> would be an unjustified exception to
the general rule of doubling the first letter only.
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The above choices have been made with reference to the five principles of
orthography design (Wedekind, Wedekind 1997: 18, 20-22). Out of these, the
principle of maximum motivation of potential users of the script obviously could
not be addressed for now, while for the same reasons the principle of maximum
ease of learning could not yet be tested. The principle of maximum means of
reproduction is reflected in the lack of diacritics and special signs, so that no
keyboard or printing press should produce problems in writing the language.

The author tried to meet the principle of maximum transfer by applying
as the alphabet basis a transliteration of the national language with which at
least some potential speakers are expected to be familiar; however, it needs to
be stated firmly that the ease of transfer to the dominant language is not the
greatest merit of the proposed alphabet and in this respect it is inferior to a kun-
reishiki-transliteration based alphabet, and especially to a kana-based syllabary.
Nevertheless, as it has been mentioned before, a Hepburn-based alphabet wins
against these two other orthographic possibilities in that it displays the greatest
linguistic accuracy and is the best suited to represent Miyakoan speech; that is,
it complies best with the principle of maximum representation.

The above alphabet has been devised so that to a maximum extent it satisfies
the rule of ‘one character per one sound, one sound per one character’. In this
respect, the attempt has been successful on condition one considers a slightly
broader version of this rule, i.e. ‘one grapheme per one sound, one sound per
one grapheme’. Taking a closer look at the grapheme inventory, one finds that
for 53 phonemes only 20 are represented by a single letter, while the remaining
phonemes are represented by digraphs. The reasons for this deviation from the
narrow ‘one character — one sound’ rule are explained below.

- With vowel and consonant length being a relevant phonemic feature,
and one heavily loaded functionally, the notation could not be done
without marking the length. The same applies to the palatalized series
of consonants; for instance, length and palatalization play a key role in
noun inflection paradigms.

- Consequently, there are 23 phonemes unmodified for length or palatal-
ization, compared to 22 phonemes which are either long or palatalized,
or both. There is no way this total (53) number of phonemes could be
represented by the basic letters of the Latin alphabet alone, and if an
additional grapheme is to be introduced, a digraph of existing Latin
letters is preferred to introducing extra letters or diacritics.
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- Therefore, doubling the character has been chosen for indicating the
phoneme length, as in aagu /a:gu/ ‘a song’ or vva /v:a/ ‘you, rather
than using a diacritic, which is a rule for long vowels in the Hepburn
transliteration (as in jizdo /dzu:do:/ ‘judo’).

- For palatalized consonants in Japanese, Hepburn transliteration uses digraphs
with the basic consonant plus <y>, as in tokyo /to:kjo:/ “Tokyo’, and the same
strategy has been borrowed here for the Miyakoan palatalized series, as in
byuu /bju:/ ‘to be drunk, to be intoxicated” or mmya /mj:a/ ‘now, already’.

- There are three remaining digraphs which indicate neither long nor
palatalized sounds: <sh> for /e/, <ts> for /ts/ and <ch> for /te/. This
author decided to keep them in order to maintain the sound-symbol
transfer from the Hepburn transliteration as faithfully as possible. What
is more, apart from /ts/, which happens to be represented in a few Latin-
based alphabets as <c> (including this author’s mother tongue), it would
be difficult to find such unigraphs for these sounds that would unam-
biguously indicate them and be intuitively perceived by the users of the
orthography as the symbols for these very sounds. Thus, maintaining
consistency with the Hepburn transliteration turned out preferable to
strictly obeying the ‘one sound - one character’ rule.

Alternative proposal - the kunreishiki
transliteration-based inventory

The kunreishiki transliteration is language-specific, on some occasions
using ambiguous or counter-intuitive symbol sequences with the assumption
that within the Japanese sound distribution system only one interpretation of
a given grapheme sequence is possible. Therefore, when one wishes to model
Miyakoan orthography on the kunreishiki transliteration, much more elabo-
ration than in the Hepburn case is required. Moreover, as these reservations
involve distribution of sounds and graphemes which represent them, most
of this elaboration will only be visible in grapheme sequences and digraphs
(at times even trigraphs or quadrigraphs), and not in single graphemes.

The majority of graphemic inventory remains identical with the Hepburn-
based version; those graphemes which are different (i.e. having a form different
from graphemes with the same sound value in Hepburn) have been put in boldface.
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Vowels: a /a/, e (only as a digraph), i /i/, o (only as a digraph), u /u/

Consonants: p /p/, b /b/, t /t/, d /d/, k [k/, g Igl, £ /£, v INI*3, s Isl, z [z],
h/h/;m /m/,n/n/, x /e, w B,y /i

Digraphs: ee /e:/, 00 /0:/, sy /e/, zy /z/, ts /ts/, py /pj/, by /bjl, ty /tj/, dy /djl,
ky /Kkj/, gy /gjl, vy Ivjl, my /mj/, ny /nj/, ry /rj/ + long counterparts of short
vowels and consonants (see below).

Trigraphs: tsy /te/, long counterparts of digraph consonants.

Quadrigraphs: ttsy /te:/.

Length marking: as in Hepburn-based alphabet.

Special remarks: the following grapheme sequences recommended for
Japanese by the kunreishiki system would result in a serious underrepresen-
tation of Miyakoan phonemes, and therefore the presented differentiation
techniques (new graphemes and different sound representations assigned to
existing grapheme sequences) have been applied to adjust the kunreishiki to
Miyakoan sound system.

Sequence <si> indicates Japanese /ci/. In Miyakoan, apart from /ei/ there
is also a syllable /si/. To avoid underrepresentation, <si> in Miyakoan should
indicate /si/, and a new digraph <sy> should indicate /¢/. In other words, the
alveolo-palatal /¢/ undergoes a graphemic representation which is parallel
to palatalized consonants (<py> for /pj/, <by> for /bj/ etc.).

Sequences <sya>, <syu>, <syo> indicate Japanese /ea/, /eu/, /eo/. In Miya-
koan they should be retained for the same values. This notation is also consistent
with the new digraph <sy> indicating /e/. A sequence <syi> should indicate
the consonant in question followed by the front close vowel, i.e. /gi/.

Sequence <zi> indicates Japanese /dzi/. In Miyakoan, apart from /zi/**
there is also a syllable /zi/. To avoid underrepresentation, <zi> in Miyakoan
should indicate /zi/, and a new digraph <zy> should indicate /z/. In other
words, the alveolo-palatal /z/ also undergoes a graphemic representation
parallel to palatalized consonants.

Sequences <zya>, <zyu>, <zyo> indicate Japanese /dza/, /dzu/, /dzol.
In Miyakoan they should be retained for the same values. This notation

'* This letter is not included in the official kunreishiki graphemic inventory, therefore it
has been borrowed from the Hepburn inventory.

** The main allophone of this sound in Miyakoan is the alveolo-palatal fricative [z],
while in Japanese it is the affricate [dz], hence such discrepancies in the phonemic notation
of these parallel sounds.
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is also consistent with the new digraph <zy> indicating /z/. A sequence
<zyi> should indicate the consonant in question followed by the front
close vowel, i.e. /zi/.

Sequence <tu> indicates Japanese /tsu/. In Miyakoan, there exists the syl-
lable /tu/ along with /tsu/, and besides, unlike Japanese, the consonant /ts/ may
be followed by a variety of vowels, not just /u/. To avoid underrepresentation,
<tu> in Miyakoan should indicate /tu/, and a digraph <ts> also used in the
Hepburn transliteration should represent the alveolar affricate /ts/.

Sequence <ti> indicates Japanese /t¢i/. In Miyakoan, there exists the syllable
/ti/ along with /tei/. To avoid underrepresentation, <ti> in Miyakoan should
indicate /ti/, and a specially developed trigraph <tsy> should indicate /te/.
By borrowing the representation for the alveolar affricate /ts/ as a component
and combining it with the palatalization-marking graph <y>, one can keep
the notation consistent with representations of previously discussed alveolo-
palatal fricatives derived from their alveolar counterparts (<s> + <y> = <sy>
lel, <z> + <y> = <zy> [zi/, <ts> + <y> = <tsy> /te/).

Sequences <tya>, <tyu>, <tyo> indicate Japanese /tea/, /teu/, /teo/. How-
ever, Miyakoan has syllable sequences with both palatalized alveolar stop: /tja/,
/tjul, /tjo:/ as well as the alveolo-palatal affricate: /tea/, /teu/, /teo:/. To avoid
underrepresentation, Miyakoan /tja/, /tju/, /tjo:/ should be written with the
“regular” <tya>, <tyu>, <tyoo>, while /tea/, /teu/, /teo:/ should apply the new
trigraph: <tsya>, <tsyu>, <tsyoo>.

Considering the five principles of orthography design (Wedekind, Wede-
kind 1997: 18, 20-22) and comparing the kunreishiki-based orthography with
the one based on Hepburn, one can observe that the principle of maximum
representation is slightly compromised because of the more extensive use
of compound graphemes (more digraphs and even one trigraph for short
phonemes), but still the proportion of one grapheme per one phoneme and
the reverse has been maintained without resorting to the usage of diacritics.
Also, the compound graphemes in the kunreishiki version are actually more
systemic, based on general internal rules of “how to represent a palatalized
or palatal sound” relevant to all palatalized, alveolo-palatal and palatal
consonants; this should increase the ease of mastering the orthography
and is essentially different from the Hepburn transliteration, which in first
place was devised by an English native speaker so that non-Japanese native
speakers assumed to know English could intuitively decipher the Hepburn
transliterations (hence Hepburn <sh> /g/, <ts> /ts/ and <ch> /te/, as well
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as the <j> for /dz/). As kunreishiki is the official, government-supported
transliteration of Japanese in Japan, a kunreishiki-based orthography can
be expected to facilitate the realization of the maximum transfer principle.
This, however, might be somewhat tricky because of rather extensive usage
of Japanese graphemic forms for non-Japanese sound sequences (so that for
example a beginner reader with knowledge of the Japanese kunreishiki trans-
literation system, seeing a notation of <usi> /usi/ ‘a cow” may be compelled
to read the word in Japanese way, so /uei/).

Conclusions

From the above attempt to design a Miyako-Ryukyuan orthography using
as the basis two dominant language, i.e. Japanese transliteration systems, the
following points can be highlighted.

1) Itisnotan easy task to reconcile the principles of orthography design
(cp. sections Proposed Hepburn-based grapheme inventory and Alternative
proposal - the kunreishiki transliteration-based inventory of this paper), or
even to actually find a satisfying compromise among them. Two principles
which could be addressed to the greatest degree in this paper have been the
principles of maximum representation and maximum transfer; as it turned
out, in Hepburn-based orthography the representation rules (avoiding
digraphs wherever a single symbol can be used) have been compromised for
the sake of the transfer (using <ts> instead of <c> for representing the pho-
neme /ts/ because that is the way this phoneme is indicated in the Hepburn
transliteration). On the other hand, in the kunreishiki-based orthography
the accuracy of linguistic representation (i.e. avoiding underrepresentation
of certain phonemes and phoneme sequences) has been chosen over the
transfer merits (and thus certain grapheme sequences, such as <si>, <zi>
or <tya>, have a different sound value in the proposed orthography than in
the original transliteration). One can only imagine how much more com-
plicated the orthography designing process may get when the community’s
opinions, reflecting the principles of maximum motivation and maximum
ease of learning, enter the picture. The alternations influenced by the actual
community in question may even go as far as to change the chosen writing
system, preferring a kana syllabary over a Latin script, in which case not even
the perceived linguistic inadequacy of a syllabic writing system to represent
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a language such as Miyakoan would diminish the most important merit any
given orthography could ever have - that is, being an orthography that the
speakers of the language actually want to use and learn.

2) To repeat an explanation from the beginning of this paper, Miyakoan
and Japanese are quite different in their phonemic systems. Attempts to devise
orthographies based on alphabetic Japanese transliteration systems revealed that
the most elaboration necessary in mapping alphabetic Japanese representation
(especially the kunreishiki one) to a representation of Miyakoan stemmed not
from different phonemic inventories and not from the very different syllable
structures, but from different distributional rules in both languages, and most
notably from the fact that Miyakoan allows for sequences of non-palatalized
sibilants followed by /i/, while Japanese does not.

Further linguistic research tasks aimed at a more complete and coherent
system of writing the Miyako-Ryukyuan language involve a more detailed
survey of morphophonemic preliminaries of the proposed alphabets (such
as resolving the questions of treatment the close vowel devoicing, which
in Miyakoan is rather extensive, or the consonant voicing on morpheme
boundaries), an aspect which has not even been touched upon in this paper.
Most importantly, however, a community review of the proposed alphabets
will be crucial to validate them as a tool that may in any way contribute to
the preservation of Miyako-Ryukyuan.
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Developing an orthography of an endangered language:
a proposal for Miyako-Ryukyuan

(Summary)

It is difficult to imagine efficient revitalization methods without developing
an orthography for the language in question. Reading materials, such as textbooks,
dictionaries or collections of literature (poetry, songs, stories), can be more easily
remembered by the learners of the language than when the same content is being
transmitted only orally. Furthermore, a practical writing system enables the native
speakers of the language, what few remain, to write down their own language content
and thus contribute to the documentation and development of the language without
the necessity of becoming trained linguists.

In this paper the author will provide her own proposal of a ‘civil’ (usable by
speakers, as opposed to IPA-based transcriptions used by linguists) notation of
Miyako-Ryukyuan, a severely endangered Japonic language spoken in the southern
part of Ryukyu Archipelago, Japan. Two main aspects will be accordingly taken into
consideration. The aspect of maximum representation (Wedekind, Wedekind 1997)
concerns maintaining a minimal grapheme inventory while keeping a maximal
efficacy of the system, which involves a rule of ‘one phoneme per one grapheme’
and the reverse, avoiding overrepresentations, underrepresentations and diacritics.
The maximum transfer aspect assumes that literacy in minority language should
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facilitate a user’s fluency in the dominant language and the reverse; therefore, for
example, a notation based on one Japanese transliteration into the Latin alphabet
would presumably be preferred by Japanese-born, Japanese-educated, Japanese-
speaking ethnic Miyakoans to an unfamiliar IPA-inspired alphabet. Consequently,
Miyakoan orthography in two variants, one derived from the Hepburn and the other
from the kunreishiki transliteration of Japanese, will be suggested. Advantages and
disadvantages of both proposals with respect to the rules of orthography develop-
ment will be covered, with a special emphasis on which Miyakoan phonemes are
most difficult to represent, and which systemic features of Miyakoan appear most
divergent from Japanese in terms of inventing an orthography.
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language endangerment
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1. Introduction

1.1. General information

Vilamovicean - or Wymysioery$ [vimise.ric], as it is denominated by its
users - is a Germanic language spoken in the town of Wilamowice in Malopolska
(Lesser Poland), near the border with Gérny Slask (Upper Silesia) in the south
of Poland (Ritchie 2012: 10)."! Although the precise dialectal classification of
this language still remains an open question, according to the most plausible
and most widely accepted theory, Vilamovicean constitutes a colonial German
variety, which together with other Silesian dialects belongs to the East Central
German (Ostmitteldeutsch) branch (cf. Besch et al. 1983, Wicherkiewicz 2003
and especially Ritchie 2012: 7-9; see also Kleczkowski 1920 and 1921, Ryckeboer
1984, Morciniec 1984, 1995 and Lasatowicz 1992).

Today, Vilamovicean is probably the most endangered Germanic language
in the world. The website www.ethnologue.com classifies it as being severely
endangered, i.e. on the verge of total extinction. To be exact, it is positioned at

' Although the Wymysioerys Academy has proposed the term ‘Wilamowicean’, we
maintain the name ‘Vilamovicean’ (which was introduced by Andrason in 2006 during his
seminars at the University of Manchester, Cambridge and London (SOAS)) because, in our
view, it is phonetically more accurate. The Vilamovicean and Polish denominations of the
language (Wymysidery$ and wilamowski, respectively) are derived from the names of the town,
i.e. Wymysoii and Wilamowice. In both cases, the letter w stands for the consonant [v] and not
[w] as the proposed English spelling might suggest. The spelling with <v> has also been used
by Kleczkowski (1920, 1921) and Mojmir (1930-1936). Of course, the term ‘Wilamowicean’
is also fully legitimate, as it may relate the name of the ethnolect to the ethymological and
toponymic context. The spelling with <w> was also employed by Biesik.



level 8.b (in the EGID? scale of 10), viz. in the class of ‘dying’ or nearly extinct
languages. The likely disappearance of this vernacular stems from two main
reasons: the scarcity and old age of its speakers. In respect to the number of its
speakers, the most optimistic numbers estimate it as reaching no more than
two hundred. However, the fully proficient ones amount to less than fifty. With
regard to age, nearly all the users of this vernacular were born before 1930, which
means that they are now more than 80 years old. The younger generations,
especially the Vilamovicean youth — with a noticeable exception of Tymoteusz
Krol (cf. Krol 2011) - are generally unfamiliar with the language.?

1.2. The sociolinguistic environment of Vilamovicean

Given the geographic position of the town where Vilamovicean has been
spoken and its sociopolitical history, the language and its users have suffered
the influence of two - gigantic when compared to Vilamovicean - linguistic
and cultural spheres: Polish or Slavonic and German or Germanic. To be exact,
Vilamovicean has coexisted with Standard Polish, Polish dialectal variations
spoken in Matopolska, Standard High German, and East Central German
dialects. Of course, the influence of these external® linguistic systems on
Vilamovicean has been distinct at different periods. It has always been related
to socio-political situations surrounding the speakers of the Vilamovicean
language, especially in the historic context of changing national borders,
fluctuations in the ethnic structure of the local and neighboring population,
and to the political circumstances determined by the states in the territory
of which Wilamowice happened to belong. Let us explain in more detail
this historical background of Vilamovicean and show how the German (or
Germanic) and Polish (or Slavic) zones of influences have been meeting,
intermingling and colliding in the westernmost region of Malopolska.

As far as the Germanic influence is concerned, it should be observed that
the relationship of Vilamovicean with Standard German and East German
dialects was relatively palpable until the end of the Second World War in 1945.

> EGID stands for the Expanded Graded Intergenerational Disruption Scale.

* One should, however, note that since 2012, Tymoteusz Krol and the Association
‘Wilamowianie’ (‘Vilamoviceans’) have been teaching the Vilamovicean language to the
children inhabitants of the town.

* Certainly, the degree of this ‘external-ness’ is different in Polish and its dialects, on the
one hand, and in Standard German and East Central dialects, on the other.
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First of all, one should note that until the end of the war, the Vilamovicean
language did not constitute a Germanic island within the predominantly Slavic
territory - as it does nowadays — but existed in the company of a number of
other German vernaculars spoken in the area, such as Alznerisch (Aljznerisch),
an idiom used in the village of Halcnéw (Alzen or Alca). Another German
variety was employed in Bielsko and in neighboring Silesian various colonial
East German dialects were in an everyday use (cf. Bock 1916a [1935], 1916b
[1935]; Wurbs 1981; Olma 1983). It is also important to note that after the
partition of Poland in the 18" century, Wilamowice, for a long time, remained
under the dominion of the Austrian and, later, Austro-Hungarian empires,
where Standard German (in its Austrian version) was the official language,
common both in education and administration. Even though, especially in
the late 19" and early 20" century, the Polish language was not particularly
persecuted and the Germanization of the Polish territory incorporated into the
Austrian or Austro-Hungarian empire, to which Wilamowice belonged, was
much less intense under the Prussian rule (cf. the situation in the neighbor-
ing Silesia), the German language did penetrate the everyday life of Galicia
and its inhabitants. This prolonged German-oriented Austrian and Austro-
Hungarian rule certainly had an influence on the Vilamovicean language and
its speakers, especially because the Vilamoviceans had quite important trade
relations with Vienna. The cultural and linguistic impact of German was rela-
tively reduced after Poland regained its independence in 1918 as Wilamowice
became a part of the young Polish state. Nevertheless, although less intense,
the German influence was still quite palpable. As already mentioned, other
East German dialects continued to flourish in neighboring regions and,
due to the proximity of the Polish-German border, Standard German was
widely spoken in adjacent areas. The influence of German again increased
after the German invasion of Poland in 1939. Since Germans considered all
the speakers of German varieties in Poland not as Slavs but as a category of
Germans (e.g. Volksdeutsche), they forced Vilamoviceans to attend the Ger-
man school, where German was the language of instruction. This obviously
led to a relative Germanization of Vilamovicean during the Second World
War. The effects of this Germanization may be observed even today. Namely,
the Vilamovicean language used by the speakers who went to the German
school during the Second World War exhibits the strongest German traits.
The relationship with the German language or culture and, hence, its influ-
ence abruptly ceased after the Second World War in 1945.
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As far as the Polish influence is concerned, it must be emphasized that
Wilamowice belongs to a territory where the German(ic) culture has always
coexisted with the Polish one. As already explained, Wilamowice is located in
the westernmost part of Matopolska some hundred kilometers from Krakow.
It is natural that, having for a long time coexisted with local Polish dialects of
Malopolska, which are even nowadays in relative use in this region — and which
must have been predominant in this area in the 19" and early 20" century -
Vilamovicean was exposed to their influence. On the other hand, even though
the town is situated not far from Upper Silesia, the influence of Polish Silesian
dialects on this language has been very limited. This mainly stems from the
fact that the state border separated Wilamowice from Silesia until 1918 and
that, even when forming part of the Polish state, Wilamowice belonged to the
administrative province of Malopolska and not Silesia. Certainly, the influence of
the Standard Polish language must also have been long-lasting. Krakow was the
Polish cultural center in the 19" century and the role of its famous Jagiellonian
University very important in the partitioned Polish territory. This pressure of
Standard Polish greatly intensified after the Second World War. To be exact,
as the Communist regime was hostile to any German element that existed
in the new Polish territory, the use of Vilamovicean was officially banned in
1946. Since Vilamoviceans — due to their ethnic and linguistic German(ic)
character — were viewed as supporters of the Nazi invaders and their language
perceived as identical to German, any expression of the Vilamovicean culture
was prohibited. Later, especially in the seventies and eighties of the last century,
when the Communist regime was less oppressive, the ban on the Vilamovicean
language and culture became less strict. Gradually, both started to reappear
more openly, although it was not before the fall of Communism in 1989 that
Vilamoviceans began to use their Germanic mother tongue more freely and
with less fear. In the last decade of the 20" century and, in particular, recently
in the 21* century, the language again began to flourish relatively.

This post-war period of the Polonization of Wilamowice drastically changed
the context of the Vilamovicean language. Apart from the said prohibition,
any German influence - be it standard or dialectal — was erased. It should be
noted that the entire area became ‘purely’ Polish: the Germans were deported,
almost all the local German dialects vanished (see however Alznerisch and its
residual use in Halcnéw) and the Polish-German border moved many hun-
dreds kilometers to the West. The cultural and linguistic link with German
was completely lost and, at least at the beginning of Communism, categorically
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banned. Inversely, this led to a profoundly Polish linguistic domination: since
1945, the Polish language has clearly dominated in Wilamowice and the whole
region. In fact, at the present time, even in Wilamowice itself, Vilamovicean
is very rarely used, being confined to a group of the oldest persons and infor-
mal situations. Currently, the Vilamovicean language is a marginal linguis-
tic island immersed in a prevailing Slavic linguistic territory. At the same
time, the influence of the Polish dialects of Malopolska have also weakened.
Presently, in Wilamowice, the local population typically uses a variant that
strongly resembles (or is undistinguishable from) Standard Polish. In fact,
the young population employs Standard Polish as their only mother tongue
(for a detailed discussion of the history of Vilamovicean, see Wicherkiewicz
2003; cf. also Mtynek 1907; Latosinski 1909 [1990]; Bock 1916a [1935], 1916b
[1935]; Kleczkowski 1920, 1921; Wurbs 1981; Olma 1983).

1.3. Research question and research strategy

This complex sociolinguistic environment, in which the language has been
developing, can nowadays be recognized by the fact that, when speaking Vilamov-
icean, it is possible to incorporate elements typical of the aforementioned two
non-Vilamovicean linguistic systems: Polish (standard and dialectal) and German
(again, standard and dialectal; cf. Kleczkowski 1920, 1921; Mojmir 1930-1936;
see also Gara 2003).” The commonness of such imports creates some practical
difficulties to working on the documentation, preservation and revitalization
of the language. During our work on the Vilamovicean grammar, dictionary
and manual (cf. Andrason 2010, 2013, 2014a, 2014b; Andrason, Krol 2013), we
faced the difficult task of determining the limits of the realistic Vilamovicean
language.® For example, which words should be included in the dictionary?
Should we only include the ‘pure’ Vilamovicean ones or also Polish ones? And
if Polish lexemes are allowed, which ones and how many should there be?
Similarly, in respect to the grammar, which elements should be incorporated
in the grammatical description of the language, only those that are ‘genuinely’
Vilamovicean and Germanic in essence or also those that are typical to Polish

® Of course, if the Polish and German systems are treated in more fine-grained way,
where standard and dialectal variants are distinguished and analysed separately, one could
posit four systems.

¢ The term ‘realistic’ Vilamovicean refers to the Vilamovicean language as it is spoken
on concrete occasions by native speakers.
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but have deeply penetrated the vernacular? In general, which Polish or German
(standard and dialectal) elements present in Vilamovicean conversations should
be treated as characteristic of the realistic Vilamovicean language and should,
thus, be reflected in the revitalisation process of the vernacular, especially in
teaching it to the Vilamovicean younger generation?

This paper — based on an extensive original empirical study - explores
the intensity and character of such multilingual features of Vilamovicean
conversations and the extent to which an idiom employed by the native
speakers on concrete occasions can actually be denominated ‘the Vilamov-
icean language’. To be exact, the article aims at answering the two following
question: what is the realistic language the Vilamovicean native speakers
use when they converse and how can this realistic Vilamovicean language
be defined as a holistic and coherent phenomenon?

In order to solve these problems, the article will be organized in the follow-
ing manner. In section 2, situations - related to the use of Vilamovicean, Polish
(Slavic) and German (Germanic) elements — that can be identified in conversa-
tions among Vilamovicean speakers will be discussed in detail and illustrated by
examples. Next, in section 3, the state of affairs that emerges from this empirical
study will be explained by using insights from complexity theory and fuzzy logic.
To be precise, the authors will propose that the situations available in Wilamo-
wice can be modeled as a continuum cline of five prototypical attitudes (based
on three prototypical linguistic systems: Vilamovicean, Polish and Germanic)
which fuzzily ‘transform’ into one another, thereby increasing or decreasing their
degrees of ‘Vilamovicean-ness’, ‘Polish-ness’ and ‘German-ness’. This will enable
us to provide a consistent and inclusive definition of the realistic Vilamovicean
language that accounts for its use in Wilamowice. Lastly, in section 4, the main
conclusions will be drawn and lines of future research designed.

2. Conversational situations of Vilamovicean

As mentioned, Vilamovicean communications are extremely flexible and
can include Polish and/or German elements. In order to show this flexibility, in
this part of the article, we will present five main situations - emerging from our

database’ - in which native Vilamovicean speakers employ their mother tongue.

7 This database has been compiled since 2004.
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2.1. Pure Vilamovicean

Native speakers — especially the thirty-two persons, who were born before
1927, did not go to the German school during World War II and employ, from
a grammatical point of view, an ‘uncorrupted’ version of the language (see the
list in the Appendix) — can use conversational chunks of pure Vilamovicean,
i.e. the Vilamovicean variety with no Polish and, especially, German imports.
In such utterances, the informants employ what is believed to be a genuine -
perhaps original — language, free from any Polish and German influence:

(1) a. Cywos kymt der men¢ uf dy welt, wi azu mii’a Starwa
‘Why does a man come to the world, if he must die?’
b. S’j ny nejtlik, zyster! Yh kom mih d6 ny ofrasa
‘It’s not necessary, [my] sister in law! I haven’t come here to eat until
bursting’

Although fragments of pure Vilamovicean can be heard and appear in
our recordings, pure Vilamovicean cannot solely be viewed as synonymous
with the realistic Vilamovicean language as it does not exhaust the entire
lexical and grammatical richness of the vernacular and does not represent the
totality of the realistic conversations. In fact, if the vernacular were limited
to pure Vilamovicean, it would become an entirely artificial linguistic phe-
nomenon, misrepresenting the real state of affairs. Pure Vilamovicean does
not exist as a realistic phenomenon. It is safe to say that one regularly finds
some (at least minimal) non-Vilamovicean elements in any larger fragments,
even in those that are otherwise mostly produced in pure Vilamovicean:

(2) Kroiitdzjamka. Dos wide zjyr giit, dos wide ogymaht myt $pyrkja, $makt

dos giit, no® oder...f1a$ wide kas ny, nohta ziip &n kroiit &n s'wide...,
smytagasa wide fjetik. No wi wide fretag, wiin inda klejzta. Oba awys myt
pjyckja, ot wide fretag. Hefa wiod awys gykoht.
‘Krotitdzjamka. That was very good, it had pork scratching, it tasted very
good, well but... there was no meat, then a soup and cabbage and it was..,
the dinner was ready. Well, when it was Friday, then there always was
dumplings. Or peas with champignons were also on Fridays. One cooked
alot of peas’

® Ifthe external elements derive from one language only (either Polish or German, and both
standard and dialectal), they will be marked in bold. However, if they derive from two linguistic
sources, Polish imports will be marked in bold while the German ones will additionally be underlined.
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2.2. Vilamovicean with Polish (standard/dialectal) adjusted
or non-adjusted loans

A highly common conversational type includes situations where the Vilamov-
icean variety used by speakers exhibits imports from Polish. It should be noted
that even the most proficient informants, including those born before 1927,
commonly employ a number of Polish loans and grammatical features. De facto,
the Polish component constitutes a relevant part of the Vilamovicean system, far
more important than traditionally thought (cf. Andrason forthcoming, 2014a).’

Among Polish imports, there are a vast number of fully adjusted enti-
ties. This means that although such forms are originally Polish, they have
deeply penetrated Vilamovicean and nowadays constitute typical features
of the realistic language: they have been adjusted to the Germanic character
of the vernacular, are shared by the majority of the speakers (especially, by
the most proficient ones) and fail to be idiolectal ad hoc borrowings from
Polish into Vilamovicean. Due to the limitations in space, we cannot discuss
all the cases of such assimilations in detail, but will limit ourselves to the
presentation of those that are, in our view, the most exemplary (for a more
comprehensive description, see Andrason 2014a). Vilamovicean includes
more than 500 nominal, adjectival and verbal lexemes that, albeit originally
borrowed from Polish, are well-integrated into the Vilamovicean morphology
and phonetics: they follow the Germanic rules of nominal declension and
verbal conjugation; use the derivational affixes typical to the Vilamovicean
language; and substitute consonants and vowel specific to Polish by their
closest Germanic equivalents. The first type of adjustment (i.e. the incorpo-
ration of the Vilamovicean declensional or conjugational endings) can be
illustrated by the substantive biirok ‘beetroot’ (from Polish burak), which
derives its plural by adding the regular Vilamovicean ending a, biiroka,
or by kowut ‘mare’ (from Polish kobyta), which forms the plural by using the
vowel n, kéwuin. In the realm of verbs, various originally Polish verbs, which
in Vilamovicean appear as the dn verbs, are conjugated by employing the
regular Vilamovicean endings. For instance, the verb pytdn ‘ask’ (from Polish

° Although scholars recognize the Polish influence in Vilamovicean (cf. Wicherkiewicz
2003), they regularly study the ethnolect in the frame of German(ic) linguistics, using the model
of Germanic genetic filiation. For an alternative treatment of Vilamovicean in the frame of
language contact and mixed languages, see Andrason (2014a).
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pytac) is conjugated in the Present tense following the regular Vilamovicean
pattern, i.e. in the singular pytd, pytdst, pytdt and in the plural pytan, pytdt,
and pytan. The second class of modifications (i.e. the adjustment to the
morphological patterns available in Vilamovicean) can be represented by
feminine nouns that in Polish end in a, but that lose this vowel when adapted
to the Vilamovicean language: jedlin ‘young fir forest’ (from Polish jedlina).
This has its roots in the fact that, in Vilamovicean feminine nouns in the
singular do not end in a but in a consonant, while the ending a is employed
in order to derive their plural: singular cdjt - plural cdjta ‘time’. This type
of assimilation of Polish lexemes to the Vilamovicean grammar can also be
detected in cases where Polish verbal bases are accompanied - and, thus,
the original Polish prefixes replaced - by genuine Vilamovicean prefixes:
cySjekan ‘cut oft’ (from Polish posieka() and ferkiddn or cykiddan ‘spill’ (from
dialectal Polish roz/za/skida¢). The third class of adaptation corresponds
to the phonetic adjustment. This type of assimilation is extremely frequent
and typically involves the reduction of complex consonant clusters of Polish
(commonly involving the loss of r: bos¢ ‘beetroot soup’ from Polish barszcz
or gancoz ‘potter’ from Polish garncarz ‘potter’) or the introduction of an
additional epenthetic, ‘helping’ vowel (s¢jybto ‘straw’ from Polish Zdzbto).*°

(3) a. Biirokabo$¢ maht ma fun ajgyzotiwyta biirokastykla
“You make a beetroot-soup from pieces of sour beetroot’
b. Dy kyndyn bawjan zih gan myter bol
“The children enjoy playing with a ball’

Apart from the use of Polish adjusted loan forms, Vilamovicean speak-
ers can also employ non-adjusted Polish elements - identical to their Polish
sources — in conversations, which otherwise are mainly produced in the pure
Vilamovicean language. Although direct and unassimilated to the Vilamov-
icean system — neither phonetically nor morphologically — some such Polish

1% The adjustment of Polish elements to Vilamovicean not only consists of cases where
a Polish lexeme has been adjusted to the Vilamovicean system, but also includes instances
where a Polish suffix has been extended to Vilamovicean words. See, for example, the suffix
Ze, borrowed from the Polish intensifying particle Ze (especially common in Lesser Poland),
which is extensively employed in polite requests (gejZe ‘go!” or kuze ‘talk!’). The Polish influence
can also reach syntax being recognized in the free word-order, negative concord or double
negation, as well as in the lack of the rule Consecutio Temporum, which all are common and
typical characteristics of the Vilamovicean language (Andrason 2014a).
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entities have entered into customary usage, being shared by all the speakers. For
example, despite the above-mentioned assimilation tendency, some common
feminine nouns preserve the original a [a]: kdlina ‘viburnum’ (homophonous
with Polish kalina), kdsa ‘grouts’ (homophonous with Polish dialectal kasa [kaea]
and similar to Standard Polish kasza [kasa]/[kasa]) or njedZjela ‘Sunday (used
only as a nickname of the Danek family; homophonous with Polish niedziela).
The direct - but still constant — Polish elements in Vilamovicean can perfectly
be illustrated by the class of adverbs. This category includes numerous lexemes
that reflect Polish adverbs in -nie: njespodZjanje ‘unexpectedly’ (homophonous
with Polish niespodzianie) or raptownje ‘suddenly’ (homophonous with Polish
raptownie). Probably the most evident direct Polish imports are ‘small” words
such as the conjunctions bo ‘because’ and no bo ‘then; so then; therefore’ and
the entity o ‘(so) then’, which is extensively used in Vilamovicean as a linker
between the conditional protasis and the apodosis.

(4) a. A ej njespodzjanje yn ham kuma gyfiden
‘He has unexpectedly come home’
b. Diejwerbot zy $un, no bo wos kon dy miiter fjy s’kynd?
‘She already excused her; how can the mother be guilty for the child?’

It should be observed that some such imports - either adjusted or unad-
justed — are dialectal. For example, Vilamovicean substantives in -0z, -ok
and -on (cegloz ‘brickmaker’, biirok ‘beetroot’ or kaston ‘chestnut’) derive not
from Standard Polish (where the vowel a [a] is used and the respective end-
ings appear as -arz, -ak and -an) but rather reflect forms found in the dialect
of Malopolska (cf. the phenomenon of ‘pochylenie’ whereby the vowel o [0] is
found instead of Standard Polish a). Another example of dialectal imports are
Vilamovicean nouns such as kfop ‘man’ or kses¢janjin ‘Christian’, which, just
like in various Matopolska dialects, exhibit the stop constant k [k], instead
of the fricative ch [x], characteristic to Standard Polish (cf. Matecki, Nitsch
1934; Kucharzyk 2006; Pawlowski 1966, 1975).

(5) M3j klop hot & gancy flo$ brantwéjn ufgylopyt
‘My husband has already drunk a whole bottle of vodka’

The imports described above are common and typical to all the speak-
ers and can be viewed as stabilized in the realistic Vilamovicean language.
However, since Vilamovicean speakers can always include any Polish - unad-
justed or adjusted — word in a given conversation, the Polish influence can
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also be an idiolectal and/or ad hoc phenomenon (cf. example 6). This signifies
that, even though the list of stabilized (non-idiolectal) imports can be made
relatively complete, the review of all possible Polish imports is virtually open
and unlimited (cf. Andrason 2014a).

6) Dar maszynista ej di6t
“The train-driver is there’

2.3. Vilamovicean with German (standard/dialectal) integrated
or non-integrated loans

Apart from introducing Polish elements to their speech — which is
a common phenomenon characterising even the most proficient speakers
born before 1927 - Vilamoviceans can also impregnate their language by
adjusted or direct German imports. These German elements, especially the
adjusted ones, are usually more characteristic to speakers who were born
after 1927 and went to the German school during the Second World War.
However, some elder informants also show German imports, both adjusted
and unadjusted.

The most evident examples of the use of adjusted German elements can
probably be found in the evidence provided by Lasatowicz (1992). In her
description of Vilamovicean, Lasatowicz analyzes a variety — probably based
upon one informant — that presents an unmistakable German character.
Among the most manifest adjusted German imports, one may quote multiple
forms of the verb zdjn ‘be’, hon ‘have’ and wan/wada ‘become, be’ as well as
certain tenses constructed by imitating the Standard German usage. As far as
the verb zdjn is concerned, the forms of the Preterite singular var, varst, var
(instead of wide, widest, wide) and plural vern, vert, vern (instead of widen,
widet and widen), the 1 person singular of the Subjunctive ver (instead of
wje) are all evident Germanisms. Another example of German import is the
1** person singular of the Present of the verb wada “become, be’, i.e. verda
(instead of wd, wa or wad) and the 3" person singular of the Preterite of the
same verb, i.e. varda (instead of wii(d) or wiod).

According to our own empirical research, German imports — especially
the direct and unadjusted ones - seem to be less frequent than the Polish
imports. However, they do exist and can be employed. The majority of the
adjusted imports are purely lexical and typically involve nouns (for instance
wiytsoft ‘commerce; farm’ from German Wirtschaft) and adjectives or adverbs
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(for instance gyferlih “dangerous’ from German gefihrlich; see examples
7.a-b, below). An interesting example of adaptation is the expression mit
der Stecke ‘with a stick’, which comes from mit den Stecken in German.
Probably, due to the fact that the most common Vilamovicean word for
a stick is the feminine noun dy koiit, the original masculine substantive der
Stecken appears in this expression as feminine (cf. 7.c). As far as the gram-
matical German influence is concerned, these types of adjusted imports
can be illustrated by the use of the demonstrative pronouns dar, dos and di
in the function of relative pronouns (instead of the genuine Vilamovicean
relative pronoun wu) and the use of the genitive forms of the possessive
pronouns (instead of prepositional circumlocutions regularly found in the
language;'" see examples 7.d-e).

(7) a. Didt ej dy wejz; diot ys’s gyferlih

“The grassland is there; it is dangerous there’

b. Zej krigt dy wjyrtsoft
‘She got the farm’

c. Yhy bej $un old, yhy mii $un gejn mit der Stecke
‘Tm old; I need to walk with a stick’

d. Dimajsta dojcza di hojt grenn...
‘Most Germans who cry today...’

e. Dy $it méjner foter
‘My father’s shoe’

Unadjusted German imports can be relatively common and usually
involve the lexicon, especially nouns (for example Zwilling ‘twin’ in 8.a),
adjectives and/or adverbs (wirklich ‘really’ in 8.b), and certain more fixed
idiomatic expressions (zu mir allein ‘to myself” in 8.c). On some occasions,
speakers can also use the German numerals instead of the Vilamovicean ones
(cf. 8.d). Various unadjusted forms are idiolectal and/or ad hoc phenomena.

(8) a. S$’Niiska, maj §waster, wjyr zajn zwilling
‘Anna, my sister, we are twins’
b. Yh wje mih fjeta, wirklich
‘T would be really scared’
c. Yhykuz zu mir allein
T speak to myself’

! Please note that in Vilamovicean (or pure Vilamovicean) genitive forms of possessive
pronouns have been lost.
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d. Yh bej gybiin neunzehnhundert einunddreisig
‘Twas born in 1930’

Sometimes, adjusted (9.a) or unadjusted (9.b) German elements are
embedded in the Vilamovicean variety coloured by stabilised Polish imports
such as the noun smok ‘dragon’ (9.a) or the proper name in its diminutive
form Jasii (9.b).

(9) a. A smok dar hot lojt gyfrasa
‘A dragon that ate people’
b. Ma3j Jasii, maj Jasii, wos host gymaht bo yh dy gancy naht ny ho
geschlaft
‘My Jonny, my Jonny, what have you done? I haven’t slept all night?’

2.4. Conversations close to an interlanguage and
conversations with code switching

The introduction of Polish or German elements can be so intense that
a realistic conversation almost takes the shape of an interlanguage where
it is impossible to decide which language constitutes the basis of the com-
munication and which can be viewed as an import. In these situations,
speakers — usually, in an ad hoc manner and/or idiolectically - combine the
Vilamovicean component with Polish and German in one sentence or utter-
ance, producing Polish-Vilamovicean (see 10.a-b) or (albeit less commonly)
German-Vilamovicean (10.c-d) mixed ‘grammatical systems’. Sometimes,
the three languages are simultaneously mixed (cf. 10.e-f). In contrast to the
varieties described in sections 2.1, 2.2 and 2.3, such amalgamated systems
are perceived by the most experienced native speakers as linguistic hybrids
clearly distinct from the ‘correct’ Vilamovicean.

(10) a. Wen... wajhe...wen der cug d6 wyl fiden, to dar, dar maszynista, wo
dist ej by dam, wajche przeklada do yta ej do $nej, ny? A wen’s zih ny
wyt gan ciitkuma, kon’d moze wykolei¢
‘When... the lever...when the train is going to leave, then the driver,
who is there, he moves the lever, and there is snow. And when it [the
train] won’t be able to pass through, it can derail’
b. No ana gingja, na zortownie, do lagru

‘Well, some people went to a sorting department at the camp’
c. Fjyrunahcik jiir wer yh hon

‘T will be 84 years old’
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d. Wen bej dyham, do ho’h & fernseher, di6t yh fernsehe
‘When I am at home, I have a TV, I watch TV there’

e. Co jo sie obroce Troimt’s mjyr von djyr
‘Wherever I look, I see you (literally: All the time I turn around, I dream
about you)’

f. Der general zos di6t ym... zoh’a dos olys cii, &n wjyr gingja rym &na
bitte schén, no ny bitte schon, midehysmét haraszo,'” prosze bardzo,
mylisz sie, kuzty bitte schon
“The general sat there... he looked at everything, and we were walking
and please, don’t... please, sometimes well, please, you are wrong, you
say please’

In addition to the conversational type described above, there are other
types of situations where speakers mix, in a relatively equal proportion, Polish
or German elements and properties with the Vilamovicean ones. Namely, it
is not uncommon that speakers alternate larger sections of pure Vilamov-
icean (or Vilamovicean impregnated by Polish and/or German elements)
with fragments produced entirely in Polish and, although less frequently,
in German. The cases of such code-switching can frequently be found when
Vilamoviceans converse with interlocutors that are not native speakers of
their language. The choice of the language which alternates with Vilamov-
icean usually depends on the mother tongue or the vehicular language of
the interlocutor. However, even when talking to each other, Vilamovicean
speakers can introduce entirely Polish or German utterances.

(11) a. Aner ging cygrund by Doii¢tand, der ander ging cygrund by Riisland. Wo
ny ym krig, ok roiisgyfiit. Bo burzuj, ksztalcony. To fyrym hota zy’a ny
der... der. Polacy, czemuscie go nie obronili? Jak on byl nauczycielem
w Ketach, Baska méwi. I u nas we Wilamowicach go Polacy... przeciez
Wilamowian go tam nie dol. A to bylo powiedziane, zy zideta, do
der Linkii$ hot zy gan ys lager. An der Linkii$ miist’s zih zoiiwer wjen,
bo‘a wide byn strzelca, &n har hot nohta n6 ... ksiegarnie. Wo dy konst
dy bihla oiis... oliswal¢a. Har wide by dam. A grusy ksiegarnia wide,
a hefa bihta zyty, zyty trijole, co Polska na tym... zeby wiedziec ile
bylo Polakéw dobrych i prawdziwych i zwyciezyli

> Although it can sometimes be used in informal Colloquial Polish for expressive
purposes, the word haraszo is in fact a loanword from Russian. The use of this word in the
quoted fragment most probably stems from the fact that the text narrates a story about Rus-
sians in Wilamowice.
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‘One man died during the time of the German occupation, the other died
under the Russian occupation. They weren’t sent away in the war, because
he was learned. Why have they... haven’t you protected him, Poles? As
he was a teacher in Kety, says Baska. And in our Wilamowice, the Poles
have... no Vilamovian man has sent him there [i.e. to the camp]. And it
was said, they said, that Linkus$ had sent him to the camp. And Linku$
had to protect himself, because he was in the organization “Strzelcy”,
and he later owned a bookshop. You could change books there. He was
there. It was a big bookshop, with many books, Polish books, how can
one know how many Poles were good and genuine; and they won’

b. Gingja zy... wjyr ky... wjyr krigta zih di6t ny, diét gingja etder loiit,
an wjyr mista gejn ufa cug, ata, $tan fjyn, na tory. Bo kladli szerokie
tory. Bo Ruski przyjechali
“They went, we... we couldn’t go there, only older people went there, and
we had to go to the train, to work, and to carry stones to the railway.
Because they built a wide railway, because Russians came’

c. Dy Pota wulda yns cynistmaha, es wor tragedisch nach dem krieg
“The Poles wanted to destroy us; it was a tragedy after the War’

2.5. Polish / German slots impregnated with Vilamovicean,
adjusted or non-adjusted, loans

The last class of situations consists of conversations where Vilamovicean
native speakers — who are all also native speakers of the Polish language and,
hence, invariably bilingual - use Polish as the main idiom of the discussion.
In such cases, i.e. when speaking Polish, it is not uncommon that they would
also introduce some Vilamovicean imports. These imports are typically left
unadjusted to the Polish grammatical and phonological system, although
they may also be adapted to the Polish morphology (they can be declined
or conjugated following Polish rules) or phonetics (some Germanic vowels
may be replaced by their closest Polish equivalents).

(12) Ufum miedza" chodzita twoja mama z wozkiem
“Your mother walked with a prambulator on the field’

Additionally, one should note that the majority of Vilamoviceans are
also fluent in German so that they can impregnate their conversations based

'* It should be noted that this word is uninflected, contrary to its equivalent usage in
Polish na/po miedzy.
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on the German language with Vilamovicean elements. This, however, occurs
less frequently than the previously mentioned case of Polish because German-
based situations - in contrast to Polish-based ones — virtually take place only
when German speaking visitors converse with the natives.

(13) Ich bin dir frajnd
‘Tam your friend’

Lastly, a discourse that is an example of Polish-German switch-code (or
an interlanguage) can additionally include some minor Vilamovicean elements
delivering a complex Polish-German-Vilamovicean hybrid, as illustrated by
the following written fragment that was recited by a native speaker:

(14) Ciagle mi si¢ zdaje, ze$ ty bei mir
Sq ludzie na $wiecie und iiberall
co cie obmawiaja fynf tausend mal
Nie patrz ty na ludzi, ich bin dir troii
Wiec dzi$ ci §lubuje, méj herz ys dajs
‘Tm thinking all the time that you are close to me
There are people in the world and everywhere
They speak about you five thousand times
Don’t look at the[se] people, you can trust me
So, today, I swear to you, my heart is yours’

3. Modelling

One should note that the five types of situations analyzed in the previous
part can appear within one conversation. Consequently, even though we have
described them as separate and clearly distinguishable, they frequently mix
so that a given realistic conversation can include fragments that represent
all the types presented above." In fact, if the scope of analysis is sufficiently
broad, all the recordings exhibit traces of the five situations. Furthermore,
despite the fact that the five types have been treated as discreet, it can be
sometimes difficult to classify a given utterance or a larger slot of discourse
as belonging to a determined class. For example, one sentence can simultane-
ously include various Vilamovicean and Polish elements to the degree that

4 Even one sentence can consist of both Polish and German - dialectal and standard,
adjusted and unadjusted - elements.
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determining whether one is dealing with Vilamovicean-based conversation
impregnated by Polish elements or with Polish-based conversation impreg-
nated with Vilamovicean traits becomes problematic.

In light of the provided evidence and the characteristics of Vilamovicean
conversations, an important question arises: what is the realistic Vilamovicean
language, i.e. the Vilamovicean idiom that is used by the native speakers in
everyday situations? As explained, pure Vilamovicean cannot be regarded
as the realistic Vilamovicean language. On the contrary, due to their com-
monness, Polish and/or German elements should be viewed as parts of
the Vilamovicean language system. However, the extent of this inclusion
and the character of such originally external elements included into the
Vilamovicean language are difficult to precisely determine. Should realistic
Vilamovicean tolerate 10%, 20% or even 50% of originally non-Vilamovicean
entities and/or characteristics? Should they invariably be adjusted to the
Vilamovicean morphology and phonetics? In general, how can we define the
realistic Vilamovicean language without reducing it to an abstract, naive and
unworkable pure Vilamovicean, but — by incorporating, to a degree, Polish
and German elements — account in a holistic way for the entire grammatical
and lexical richness of the vernacular used in the town, still keeping it distinct
from the phenomena of code-switching, interlanguage or from Polish and
German. To put it simply, where does the realistic Vilamovicean language
begin and where does it end?

In this part of the article, we will demonstrate that realistic Vilamovicean
can be represented holistically and inclusively if one resorts to the modelling
offered by fuzzy logic, a technique commonly employed by the theory of complex
systems. It is evident that before showing how insights from fuzziology can
be implemented to model the situations available in Wilamowice, one must
properly comprehend the idea of fuzziness and, related to it, the concept of
prototypicality, on which the proposed explanation will be based.

3.1. Fuzziness

Reality is inherently complex: all real-world systems — be they physical,
chemical, biological, economical, sociological, cultural or linguistic — are
complex, by providing properties such as openness, situatedness, dynam-
ics, high cardinality, non-linearity, emergence, self-organization, chaoticity
and, last but not least, fuzziness (Cilliers 1998; Schlindwein, Ison 2007: 232;
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Hooker 2011b: 20-21, 40; Bishop 2011: 112; Cilliers et al. 2013: 2-4; Massip-
-Bonet 2013; Munné 2013; Mufwene 2013; Andrason 2014c¢).

Fuzziness — which is an inseparable facet of the realistic universe - means
that in real-world systems, sharp discrete boundaries do not exist. Discrete-
ness, if it is posited, is nothing but artificial. Dichotomization which regards
objects as either being or as non-being members of a given class, drastically
falsifies the real state of affairs to a degree where genuine aspects of reality
disappear. However, it is not polar oppositions or the states of a total com-
pliance with a membership ideal but the intermediate stages that are typi-
cal to nature. Since fuzziness is characteristic to the realistic universe, the
maintenance of fuzziness in models — instead of artificial rigidness — enables
scholars to perceive, understand and explain reality in a more adequate man-
ner. Accordingly, models where fuzziness is overtly acknowledged are more
satisfactory. They emphasize the inter-zones or transition phases, which, as
mentioned, are representative of real-world complex systems (Zadeh 1973;
Dimitrov 2002: 10, 12, 16, 18-19; Dimitrov, Wilson 2002: 47; Dimitrov, Hodge
2002: 37; Sigian 2003: 38-45).

Fuzzy logic - understood as the logic of fuzzy sets - is a method that
enables scholars to treat fuzziness scientifically. Fuzzy sets are sets with
unsharp class boundaries and, thus, with fuzzy transition phases from
the state of membership to the state of non-membership. To be exact, the
belongingness is understood as a function of membership whose values
are intervals between 1 (i.e. 100% or total belongingness) and 0 (i.e. 0% or
total non-belongingness). Thus, in fuzzy logic everything is a question of
degree. Fuzzy logic differs both from classical and multivalent logic. Whereas
bivalent logic posits two values (0 or 1) and multivalent logic proposes
a limited number of crisp values (for example, 0, 0.25, 0.5, 0.75, 1), fuzzy
logic acknowledges the infinite number of values, from 0 (0%) to 1 (100%).
Thus, instead of one crisp boundary - or a number of granular intermediate
stages — between the sets a or b, fuzzy logic designs a smooth transitional
cline from one set to another. In contrast to the bivalent logic of dichotomy
and multivalent logic of discontinuity, fuzzy logic is a logic of continuity
where Boolean (and also multivalent) logic constitutes an exceptional state
(Zadeh 1973; Zalewski 1988; Dimitrov, Korotkich 2002; Siagian 2003: 39;
Munné 2013: 181).

Fuzziness of nature can be maintained in theoretical models of language
by correlating categorizations with degrees of prototypicality. Various
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concepts related to language can be considered as belonging to a given
type not because their essence perfectly corresponds to the category in
question, but because they satisfy a determined degree of sufficient condi-
tions. In other words, an entity resembles the class prototype to a certain
extent, which can range from 0 (i.e. 0%) to 1 (i.e. 100%), thus forming
an infinitely gradual cline of intermediate states. In the array of such
conceivable states, it is possible to distinguish more prototypical and less
prototypical ones. As a result, a class - if it is aimed at incorporating all
realistic possibilities - is formed by members characterized by different
grades of prototypicality: more prototypical members closely comply with
the posited prototype, whereas less prototypical (or more non-prototypical)
ones fail to exhibit certain features assumed for the prototype. As the
degree of prototypicality is related to the extent of resemblance to the
prototype, the compatibility with this idealized prototype can vary from
total resemblance to total non-resemblance. In accordance with fuzzy logic,
the total match and total dis-match constitute only two extreme options,
while the cline of increasing or decreasing prototypicality accounts for all
the situations available in a language envisaged realistically. Even though
the prototypicality poles are important for the determination of the cline
and may actually be encountered (there may be entities that comply with
the absolute degree of prototypicality), intermediate phases are signifi-
cantly more common. What is important is that the transition between
such poles of prototypicality is invariably fuzzy (Jackendoft 1983; Cruse
2004: 130-131; cf. Wittgenstein 1972).

As soon as the idea of prototypicality and its relation to fuzziness are
recognized, the task of determining the exact line where objects stop belong-
ing to a certain class and belong to a different type becomes impossible.
This borderline is inevitably arbitrary and will depend on the explainer and
his or her model. Since in the realistic universe the transition is smooth
and borderless, the answer to the question of where the exact line separa-
ting two classes is, does not reside in nature or language but only in the eye
of the explainer. In fact, from the fuzzy logic’s perspective, such a question
stops being pertinent and can be removed as unworthy of treating. What is
interesting in the model is not the crisp borderline, but the coherent whole
of fuzzy transition phases (Wittgenstein 1972; Labov 1973; Jackendoft 1983;
Lakoff 1987; Rosch, Mervis 1975: 575; Langacker 1987, 1991: 266; Taylor 1989;
Heine, Claudi, Hinnemeyer 1991: 227; Cruse 2004: 131-132).
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3.2. A fuzzy model of the Vilamovicean conversations and the
realistic Vilamovicean language

By using insights from fuzzy logic — which is characteristic of real-world
complex systems, including languages — one may model the multifarious
linguistic situation available in Wilamowice as a continuum cline of the
conversational types specified in section 2, which, by mixing, in different
proportions, three idealized linguistic systems (namely, Vilamovicean,
Polish (standard and dialect) and German (standard and dialect)), fuzzily
transform into one another.

The situation of pure Vilamovicean (cf. section 2.1) can be imagined as
a state where the language used on a given occasion exhibits 100% (or logical 1)
of Vilamovicean traits. Since as explained, the realistic usage typically exhibits
some Polish and/or German traits, this situation - in its most prototypical
form - can be viewed as an idealization, a type of an attractor to which the
realistic language aims, but which it rarely reaches. This prototype or attractor
could, thus, be imagined as being located at the end of the posited cline, i.e.
to the complete right (cf. Figure 1, below). Certainly, larger slots in which the
presence of non-Vilamovicean elements is minimal could also be viewed as
belonging to this class of conversations. Accordingly, pure Vilamovicean could
span sections close to the final attractor, albeit yet less advanced ones. The
situations where Vilamovicean includes Polish (standard or dialectal) imports
can be defined as intermediate stages between pure Vilamovicean (logical 1
of Vilamovicean-ness) and a prototypical Vilamovicean-Polish interlanguage
and/or code-switching (logical 0.5 of Vilamovicean properties, see below in
this paragraph). The point of prototypicality of this broad transitional phase
could be posited as being composed of 75% of the Vilamovicean essence
(logical 0.75) and 25% of the Polish element (logical 0.25), being thus located
on the left of the cline further from the attractor. Within this zone, cases of
adjustment can be hypothesised as being located closer to the Vilamovicean
prototype while instances of non-adjustment closer to the Polish prototype
and, hence, to the situation of code-switching. The prototypicality pole of
interlanguage and code-switching may be located further to the left, in the
middle of the entire cline, i.e. in the zone where the Polish and Vilamovicean
traits would ideally mix in equal proportions (50% for each component, which
equals logical 0.5), being either separated (code-switching) or intermingled
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(interlanguage). Again, the fifty-fifty split of the Polish and Vilamovicean
elements is an unrealistic abstraction. Realistic situations mix the two prop-
erties in various approximate degrees. Thus, the situations of interlanguage
and code-switching would correspond to a larger zone located on both sides
of the proposed point of the fifty-fifty prototypicality. Finally, the situations
where Polish is coloured by Vilamovicean imports or the instances of pure
Polish conversations can be represented as being located furthest to the left
on the cline. They would be the most distant from the Vilamovicean attrac-
tor — drifting towards 0% of Vilamovicean traits (logical 0) - but, on the
contrary, the closest to the prototypical pole of pure Polish.

It should be emphasized that the line that could separate all these situ-
ations cannot be precisely defined and the transition from one to another is
invariably fuzzy. What can be precisely (albeit, in a way, arbitrarily) posited
are the idealized poles of the prototypicality at which Vilamovicean and Polish
or German properties are mixed in different proportions: pure Vilamovicean
(1 of Vilamovicean and 0 of Polish), Vilamovicean with Polish elements (0.75
of Vilamovicean and 0.25 of Polish), interlanguage and/or code-switching
(0.5 of Vilamovicean and 0.5 of Polish), Polish with Vilamovicean elements
(0.25 of Vilamovicean and 0.75 of Polish) and finally, pure Polish (0 of
Vilamovicean and 1 of Polish). All the conversational situations available
in Wilamowice - in which Vilamovicean and Polish components are pres-
ent - can be located somewhere in the fuzzy spheres that are spread around
these idealized poles of prototypicality. An analogical representation (in the
sense of the model but not in the sense of its realistic equivalence) can be
proposed to model the relation of Vilamovicean to German.

The fuzzy model also bestows us with the possibility of providing a holistic
and inclusive representation of the realistic Vilamovicean language. Namely,
one may hypothesize that Vilamovicean, understood as an authentic social
phenomenon, emerges as a portion of the cline ranging from the idealized
attractor of pure Vilamovicean to the stage of Polish and German adjusted
and/or non-adjusted loans (both standard and dialectal), without reaching
the stage of interlanguage and code-switching (cf. a dashed surface in the
figure below). This definition accounts for the fact that, albeit based upon the
genuine Vilamovicean grammatical core, the language is full of Polish and (to
a lesser degree) German integrated loans and greatly tolerates non-adjusted
imports and larger chunks, directly introduced from Polish or German.
Again, it is impossible to design an exact boundary at which Vilamovicean
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ceases to be realistic Vilamovicean but becomes a code-switching or inter-
language, on the one hand, and an excessively cleaned-up, unrealistically
pure ideal, on the other.

Figure 1: The fuzzy map of conversational situations in Wilamowice and
the realistic Vilamovicean language'®

. Vilamovicean- . .
German with Vilamovicean

. . -German code- . pure

pure German Vilamovicean o with German . .
. switching or . Vilamovicean

imports . imports
interlanguage

e N

1-0 (0.75-0.25) (0.5-0.5) (0.25-10.75) 0-1)

G N GY > G-V |> e N \%

P > pY > P-V  |> pY > \4
1-0 (0.75-0.25) (0.5-0.5) (0.25-10.75) 0-1)
(N J
. . Vilamovicean- . .
Polish with . Vilamovicean
. . . -Polish code- . . pure
pure Polish Vilamovicean . with Polish . .
. switching or . Vilamovicean
imports . imports
interlanguage

4. Conclusion

Our paper has shown that Vilamovicean speakers can engage in a com-
plex pattern of conversations where not only one (i.e. Vilamovicean) but
three (i.e. Vilamovicean, Polish and German) grammatical cores are com-
monly and extensively employed. All the conversational types available in
Wilamowice can be related and represented as forming a continuum that
ranges from pure Polish or German to pure Vilamovicean. Although five

5V stands for Vilamovicean (i.e. the Vilamovicean character or ‘Vilamovicean-ness’),
G for German (i.e. the German character or ‘German-ness’) and P for Polish (i.e. the Polish
character or ‘Polish-ness’). The superscripted V, G or P stand for Vilamovicean, German or
Polish imports in a situation dominated by the languages specified by the capital letter. The
second digit always indicates the intensity (a logical value ranging from 1 to 0) of the Vilamov-
icean traits, while the first digit corresponds to the German or Polish character.
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discreet points of prototypicality have been identified on this cline (pure
Vilamovicean, Vilamovicean with Polish elements, interlanguage and/or
code-switching, Polish with Vilamovicean elements and pure Polish; ana-
logical cline links Vilamovicean with German), the transition from one to
another is not granular but fuzzy.

It has furthermore been argued that by making a regular use of Pol-
ish and German (adjusted and unadjusted as well standard and dialectal)
elements, the realistic Vilamovicean language cannot be equaled with pure
Vilamovicean. Since, on the one hand, the incorporation of Polish and (less
so) German properties is very intense, but, on the other, code-switching and
Polish-Vilamovicean or (again, less so) German-Vilamovicean interlanguages
constitute linguistic systems distinguishable from what the speakers classity
themselves as correct Vilamovicean, realistic Vilamovicean has been modeled
as a portion of the cline that spans from the prototype of pure Vilamovicean
(logical 1 of Vilamovicean-ness) to the zone where Vilamovicean coloured
by Polish (or German) traits gradually transmutes into the situation of
code-switching or interlanguage. The borderline of this transition is fuzzy.
Accordingly, realistic Vilamovicean has been confined within two limits:
pure Vilamovicean and code/switching or interlanguage. The prototypical-
ity pole (in a way, arbitrary, because imposed by the model) of this realistic
vernacular has been located in the sphere of 0.75 of Vilamovicean-ness and
0.25 of Polish-ness or German-ness.

The results of this study suggest that Polish and (possibly, to a lesser
degree) German elements be included in Vilamovicean dictionaries, grammars
and learning manuals. They should be fully recognized in the revitalisation
materials as components of the realistic Vilamovicean language. However,
still emphasizing the flexibility of the importation of Polish and German
elements — and acknowledging the possibility of introducing even idiolec-
tal novelties — we suggest that only stabilised and non-idiolectal imports
be present in grammatical descriptions and teaching materials. This could
contribute to the normalisation of the language and render its assimilation
by new speakers easier. As a result, the revitalisation process itself would be
more effective.
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Appendix

The list of the people who participated in the study: Franciszka Bilczewska
fum Frycki (1913-2012), Kazimierz Grygierczyk fum Bieriinjok (1913-2010), Anna
Danek fum Pejtela (born 1916), Zofia Danek fum Stan¢u (1917-2012), Franciszek
Mosler fum Mozter (1918-2011), Helena Danek fum Kwaka (1919-2012) Jan Biba fum
Tiima-Jaski (1920-2011), Anna Sznajder fum Pejter (1920-2012), Elzbieta Mynarska
fum Siceba (born 1921), Helena Biba fum Pta¢nik (born 1922), Elzbieta Babiuch fum
Potikner (1923-2010), Anna Foks fum Prorok (1923-2011), Elzbieta Kacorzyk fum
Piitrok (born 1923), Elzbieta Sznajder fum Pejter (born 1923), Anna Zejma fum Lift
(1923-2010), Elzbieta Matysiak fum Hala-Mockia (born 1924), Anna Danek fum
Kipsela (born 1924), Helena Gasidto fum Biezniok (born 1924), Waleria Brzezina
fum Cepok (1925-2013), Rozalia Kowalik fum Potiermin (born 1925), Jan Formas
(born 1925), Katarzyna Balcarczyk fum Karol (1925-2013), Stanistaw Foks fum Luift
(born 1926), Elzbieta Formas fum Mozler (born 1926), Stanistaw Rak (1926-2014),
Katarzyna Nowak fum Toby$ (1926-2010), Rozalia Hanusz fum Linka$ (1926-2009),
Anna Korczyk fum Kolodzej (born 1927), Anna Janosz fum Hala-Frana-Jaskja (born
1927), Elzbieta Gasiorek fum Anta (born 1927), Elzbieta Figwer fum Boba (born
1927), Anna Foks fum Liift (born 1927), Kazimierz Sznajder fum Pejter (1927-2011),
Ingeborg Matzner-Danek (born 1928), Helena Nowak fum Holec¢kla (born 1928), Jan
Balcarczyk fum Sideba (1928-2013), Bronistawa Pyka (born 1928), Helena Rozner
fum Boba-Lojzkia (born 1928), Emilia Biesik fum Raczek (1929), Jozef Gara fum
Toter (1929-2013), Elzbieta Merta fum Hala-Frana-Jaskja (born 1929), Katarzyna
Nowak fum Pejtela (born 1929), Elzbieta Nycz fum Slezok (1929-2007), Helena
Dobroczynska fum Osie¢on (1929-2012), Elzbieta Gandor fum Baranta (born 1930),
Zofia Koziel fum Siibert (born 1930), Anna Biba-fum Kii¢tik (1930-2009), Anna
Kowalczyk fum Toby$ (born 1930), Hilda Kasperczyk fum Cide (1930-2005), Eugenia
Foks fum Bréda (born 1930), Rozalia Danek fum Mjyra-Winca (born 1931), Elzbieta
Nikiel fum Linkii$ (born 1931), Rozalia Wegrodzka fum Gadta (born 1931), Stanistaw
Zejma (born 1931), Stefania Kuczmierczyk fum Jonkla (born 1932), Anna Nowak
fum Hala-Mockja (1932-2011), Emilia Danek fum Bi6ezniok (born 1933), Kazimierz
Foks-fum Baranta (born 1934), Anna Kuczmierczyk fum Zelbst (born 1934), Anna
Sznajder fum Pejter (born 1934), Barbara Tomanek (born 1935), Elzbieta Sznajder
fum Freslik (born 1938), Stanistaw Merta fum Hala-Frana-Jaskia-Hala (1955-2011),
Janusz Brzezina fum Urbon (born 1956).
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A fuzzy model of the Vilamovicean language

(Summary)

This paper explores the intensity and character of multi-linguistic features of
Vilamovicean conversations and the extent to which an idiom employed by native
speakers on concrete occasions can be denominated ‘the Vilamovicean language’.
The evidence indicates that the following situations, available within one conversa-
tional unit, are possible: speakers employ pure Vilamovicean; Vilamovicean with
Polish (standard/dialectal) integrated or non-integrated loans; Vilamovicean with
German (standard/dialectal) integrated or non-integrated loans; conversations with
code switching (Vilamovicean versus Polish/German); and essentially Polish/Ger-
man slots (either pure or impregnated with Vilamovicean, adjusted or non-adjusted,
loans). By using insights from cognitive linguistics, complexity theory and fuzziology,
the authors propose that the situations available in Wilamowice can be modelled
as a continuum cline of prototypical attitudes where Polish and German linguistic
systems fuzzily ‘transform’ into one another.

Keywords: Germanic languages, minority languages, Vilamovicean, language
contact, fuzziness
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The Issue of Cornish(es)

Cornish (Kernewek in the Standard Written Form') is a P-Celtic language®
which died out in the 19" century but was revived in the following century by
Henry Jenner. As of 27" March 2001, Cornish became a language protected
by the European Charter for Regional or Minority Languages. According
to the 2011 UK Census, over 500 people consider Cornish to be their ‘main
language™. The Cornish people themselves have been recognized as a national
minority within the UK on the 23rd of April 2014 - a culmination of a long
political movement for the recognition of Cornwall’s separateness inspired,
no less, by the Cornish language movement which began at the beginning
of the 20™ century (Berresford Ellis 1974: 165).

The aim of this article is twofold. Firstly, it will describe the history of the
Cornish language with a focus on the various literary and non-literary texts
written in the different periods of its history. These works are of immense
importance to the second part of this paper - the discussion of present-day
Cornish, a revived language spoken throughout the 20" century which was
split between three main, five in total, varieties (or forms, or versions) in the
1980s and 1990s. Resulting from a dissatisfaction with the language system
used so far (Sayers 2012: 100; Mills 1999a), the split ultimately divided not
only the Cornish language but also the language movement itself. It can be
safely assumed that since the mid 1980s, Cornish language activism was
a conflicting mixture of heated academic debate (Williams 1996, 2006a, 2006b,
2007; George 1996; Mills 1999b), personal animosities, production of (rival)

! More on the different varieties of Cornish further in the article.

* The Celtic languages can be divided into two groups: Q-Celtic (Goidelic) or P-Celtic
(Brythonic). Irish, Scottish Gaelic and Manx are Q-Celtic languages whereas Welsh, Breton and
Cornish belong to the P-Celtic group. The distinction originated from the divergent development
of the proto-Celtic phoneme *k" — becoming /k/ in Goidelic and /p/ in Brythonic languages.

* http://www.ons.gov.uk/ons/dcpl71776_302179.pdf



learning materials and, later on, a dire need of reconciliation and consensus
regarding one, standard version of the Cornish language (Sayers 2012: 108).

The Cornish language - past

Given the scarcity of evidence, it is speculated that Cornish, initially
a dialect of Brythonic, developed into a language around 600 AD after
the Anglo-Saxons had cut oftf Cornwall from Wales (George 2009: 488).
The following two hundred years of its existence are labelled as Primitive
Cornish, a period in which no written material is found. Old Cornish was
spoken between 800 AD and 1200 AD. Its corpus comprises mainly the
Vocabularium Cornicum glossary and a portion of onomastic evidence.

Although Cornwall was cut off from Wales, it maintained trade relations
with Brittany and both the Breton and Cornish peoples inhabited each other’s
territories which may point to some degree of intelligibility between the two
languages. During the time between the 13 and the end of the 16" century
Middle Cornish is a period when the Cornish language is spoken not only by
the peasantry but, to some extent, also by the nobility. This (perhaps symbolic)
usage is visible in family mottoes of the aristocracy - for example, the Tonkin
family were Frank ha leal ettoga (Free and Loyal Forever) while the Polwheles
employed Kerenza whleas kerenza (Love Worketh Love) (Berresford Ellis 1974: 33).

Middle Cornish texts constitute the majority of sources of traditional
(i.e. not reconstructed) Cornish. George (2009: 488) estimates that as
much as 75% of the whole body of traditional Cornish can be dated to the
second half of the Middle Cornish period. Most of these texts are of reli-
gious nature - which is only natural given the importance of the collegiate
church at Glasney as both a centre of learning and a centre of religious
life (Berresford Ellis 1974: 34). The totality of Cornish literature survives
only in poems, homilies and, most extensively, miracle plays, known in
Cornish as plen a gwary (George 2009: 493; Berresford Ellis 1974: 38-45).
One example of Middle Cornish poetry is Pascon agan Arluth written about
1400 - “The Passion Poem’ or ‘Mount Calvary’, which describes the Passion
of Christ. Homilies such as Tregear Homilies or The Sacrament of the Altar
were written consecutively in 1555 and 1576. Both were translated from
English; nonetheless, the Tregear Homilies are known to be longest piece of
written Cornish in the corpus. Miracle plays are one of the surviving genres
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of the corpus of Middle Cornish. Indeed, plays such as these would attract
large numbers of people. The audience would attend the play organized
in an amphitheatre and would not only be entertained but also expand
their religious knowledge in the process. The Ordinalia, a cycle of three (or
four (George 2009: 494)) plays, consist of Origo Mundi, Passio Christi and
Resurrectio Domini which related the events connected with the creation
of the world, the passion of Christ as well as his death and resurrection.
One could also list Bewnans Ke (c. 1550) and Beunans Mariasek (1504),
the lives of Saint Ke and Saint Mariasek. What is interesting, Bewnans Ke
was discovered as recently as 2000, a fact which suggests that there yet may
be more unearthed evidence of written Cornish scattered throughout the
country. The Creacon of the World written in 1611 can also be assigned to
the Middle Cornish period given its linguistic features.

Late Cornish is estimated to begin around 1575 and end by the year
1800 or the late 1800s. It is a period of a major political and religious turn
for the Cornish people. The Tudor dynasty brought about a more centralised
government, and the Reformation along with it. When Perkin Warbeck
claimed to be the rightful ruler of England, Richard of York and, thus, gained
Scotland’s support, England had to react. An invasion was planned and a new
tax was levied. The Cornishmen under the leadership of Michael ‘An Gof’
(The Smith) Joseph and Thomas Flamank decided to rise against this new
tax to sponsor a war which did not affect Cornwall in the slightest. The An
Gof Rebellion of 1497 was thwarted the same year it began although it did
manage to directly threaten London. Another rebellion took place in 1549 -
a consequence of the introduction of the Book of Common Prayer as well as
the English language as the sole language of liturgy. One of the points in the
insurgents’ petition was as follows: ““we, the Cornish men, whereof certain
of us understand no English, utterly refuse this new English™ (Berresford
Ellis 1974: 61). Although it was Latin that was mainly used during the Mass,
some Cornish was employed in these areas where many monoglot Cornish-
men still lived and the insurgents felt that the Reformation would take this
away. The rebellion was quickly thwarted; according to Mills (2010: 199),
20% of young Cornishmen living at that time in Cornwall died as a result
of the King’s military intervention. The estimate is quite high and, perhaps,
unreliable. Nonetheless, in some Cornish nationalist circles, the bloody
end of the rebellion is known as the ‘Cornish holocaust’ (Harasta 2013: 34).
The Reformation brought one more important change: the traditional Cornish
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miracle plays were suppressed and the main centre of Cornish literature and
religion, Glasney College, was destroyed (Payton 2004: 126).

Figure 1. The westward retreat of the Cornish language (from George 2009:
490). The figure itself is speculative but it is a helpful graphic representation of
the decline of the Cornish language
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Without any place where original literature would be written, with the
numbers of speakers declining, the period of Late Cornish owes its corpus mainly
to scholars and researchers. Persons such as William Scawen, Nicholas Boson,
John Keigwin of Mousehole, William Rowe of Hendra, and William Gwavas of
Paul wrote about Cornish. They collected and translated folklore, folk songs and
religious materials from and to Cornish. The loss of other materials from that
period, notably those of professor Richard Angwyn’s, who was a well renowned
and respected scholar and speaker of Cornish, but whose manuscripts were
torn up by his relative after his death, made their work even more important.
Inspired by William Scawen, these antiquarians also wrote letters to each other
in Cornish hoping to learn and teach themselves the language. The research
done by Edward Lhuyd after 1701 provided us with much information on the
late stages of the Cornish language — as well as with the only existing phonology
of traditional Cornish (Berresford Ellis 1974: 85-94).

Allegedly, the last monolingual speaker of Cornish died in 1777, a lady
known by the name of Dorothy Pentreath of Mousehole. Having learned some
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rudimentary English only in her twenties, she was to continue speaking only
Cornish during the last years of her life. There is, however, only one account
of Dolly Pentraeth, one written by Daines Barrington (Berresford Ellis 1974:
115-121). The last native speaker of Cornish was probably John Davey of
Boswednack in Zennor who died in 1891. Jenner (1904: 23) mentions the work
of Hobson Matthews and his History of St. Ives, Lelant, Towednack and Zennor
in which he says John Davey had been able to converse in Cornish to a very
limited extent and had known the meanings of place names of his region.
The period between 1777 and 1891 saw many similar speakers of Cornish.
They retained a rudimentary knowledge of the language: numerals, the Lord’s
Prayer, names of fish, fragments of songs or sayings. Nonetheless, it is quite
clear that throughout the 18" and 19" centuries, Cornish was nearly extinct
as it stopped serving a communicative purpose. Henry Jenner’s publication
of his Handbook of the Cornish Language paved the way for neo-Cornish.

The Cornish language - present

With a grammar book in the movement’s hands, the Cowethas Kelto-
Kernuak (the Celto-Cornish Society) could develop the Cornish language
using one set of grammar rules based on both Middle and Late Cornish
sources. Apart from Jenner, E. G. R. Hooper and Robert Norton Nance could be
counted among the most esteemed revivalists of that period. The first decade
of the 20" century was spent not only on the documentation of the Cornish
language but also on writing original works - plays and poems. The idea
of further research of place-names whose meanings and etymologies had
become, by then, mostly forgotten and needed to be re-discovered, was also
suggested. By 1920, a new society replaced the Cowethas Kelto-Kernuak - the
Old Cornwall Society. The association grew quickly with over 34 branches
by 1924, enough to form a Federation and to publish a semiannual journal,
Old Cornwall, which was printed from 1925 to 1997. Henry Jenner, Robert
Nance, Ernest G. R. Hooper, William D. Watson, Ralph St. Vincent Allin-
Collins and Richard Hall were the leading members of the revival and con-
tinued to work for the cause in the following decades. They published articles,
short stories and course books. They gave classes not only in Cornwall but
also in London. The creation of the Cornish Gorsedd, a bardic organization
promoting the Cornish language by organizing annual competitions in prose
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and poetry, as was the case in Brittany and Wales, helped to develop a system
of language examinations. To become a bard, one was required to pass three
language tests within a minimum period of two years.

Nonetheless, one of the issues that the growing numbers of Cornish activists
found troubling was the number of spellings each word could have, depending
on the source in which it had been found. That is why Robert Nance published
a unified spelling system, known as Unified Cornish, in his 1929 Cornish for
All course book. The system was mostly based on the religious plays and
poems of the Middle Cornish period. Soon afterwards, a dictionary followed.
The movement rose in strength with such prolific writers as A. S. D. Smith
and Edwin Chirgwin joining the cause, the first a prose-writer, and later also
a poet. All-Cornish magazines such as Kernow and An Lef (renamed later to
An Lef Kernewek, i.e. the Cornish Voice) published literary works, as well as
translations of articles from trending English-language magazines. Before his
death in 1959, Nance said that “one generation set Cornish on its feet. It is now
for another to make it walk” (Berresford Ellis 1974: 160-176).

The movement was largely self-funded. Nance’s dictionary was published
as a joint financial effort by all members of the Old Cornish Society. It was not
until 1972 that the Institute of Cornish Studies was created at the University
of Exeter with Prof. Charles Thomas as its acting first director. The Institute’s
interest in Cornwall was broad and multidisciplinary although much aca-
demic attention was paid to the language question. Unified Cornish began to
be criticised: firstly, by the revivalists themselves who felt the literary works
created within Unified Spelling system drew too much inspiration from its
sources, namely religious plays. Indeed, many plays and much poetry were
themed around religion, nature and folklore. A newer, fresher literature needed
to be created if Cornish were to survive. Secondly, the academia criticized
the methodology of UC, the obvious lack of clear principles on which the
system was based as well as the pronunciation of neo-speakers which might
have been inaccurate (Berresford Ellis 1974: 194). The criticisms led to the
creation of two spelling systems in the following decade.

The first was Kernewek Kemmyn (Common Cornish, KK) in 1986,
created by Ken George. He conducted a computer-assisted analysis of Middle
Cornish texts which helped him reconstruct a phonological system. Based
on it, he proposed a rather non-traditional, phonemic spelling system which
was to ease learning. The second was Richard Gendall’s Modern Cornish,
also known as Late Cornish. Gendall returned somewhat to Henry Jenner’s
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ideology of spelling, pointing to the richness of the Late Cornish sources both
in terms of its quantity and quality. It was, however, George’s system that
was adopted by the Cornish Language Board by a vote of 14:1 (McKinnon
2000: 12) although it continued to respect UC in the language examinations
they offered. This decision was in the following years opposed and KK heavily
criticised (Williams 1996; Mills 1999) with Prof. Nicholas Williams being
one of the most ardent academic critics of the system who listed as many
as 29 errors and inadequacies of KK. Williams proposed changes to UC,
dubbing his new spelling system as Unified Cornish Revised (UCR). With
UC, UCR, LC and KK existing on par, the language movement became split
on grounds of orthography and pronunciation although all of the varieties
remained mutually intelligible (McKinnon 2000: 15). External sponsors,
however, did not want to fuel the arguments by providing funds to any
particular group (Sayers 2012: 104).

After the European Charter for Regional or Minority Languages had
been ratified by the UK in 2001, Cornish fell under its protection. Soon, the
Strategy for the Cornish Language was drafted and it was clearly suggested
that the groups need to reach a consensus regarding a common spelling
system. The activists were very well aware of this (Sayers 2012: 106f). Govern-
mental funding made it possible for the Cornish Language Partnership to be
created, a publicly-financed official body responsible for the promotion and
teaching of the Cornish language. Its capacity to do so was somewhat limited
by the fact that the organization had to remain a disinterested party in the
language version struggles and use all four existing varieties to conduct its
business. In 2007 the process of forming the SWF (Standard Written Form,
initially Single Written Form) began. An independent Cornish Language
Commission was set up to negotiate and discuss the issue with different
Cornish language organisations. Two more spelling