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MULTILINGUALISM As A PELAXED AFFAIR
THE CASE OF THE WESTERN CANADIAN
HALFBREEDS

Patrick C. Douaud
LCh / WnIHE

1. liistorical Cutlook

In the present climate of linguistic militancy and
arguments about the merits and drawbacks of multilingual-
ism it may be refreshing to consider groups which make
litt .e fuss about language or languages. Such groups can
be found among the Canedian llalfbreeds or Metis of the
I'rairie provinces, The Metis are culturally and -- in
Alberta at least -- lepgally distinct from the Indians
and the Luro-Canadians. They used to be a frontier people,
born from the interaction between predominantly Frenct
Europeans and predominantly Algonquian Indians in the
Great Lakes repion during the 17th and 18th centuries
{(Douaud, 1985, pp. 31ffF).

Acknowledped as cultural brokers by whites and Indians
alike, they moved west with the frontiei, providing the
pemmican neccessary for the fur trade and guiding the first
vhite cxplorers into the Canadian Morthwest. when the
frontier eventually vanished in the second half of the 19th
century, they were forced to settle down and eke out a
living on a land to which they had no right of ownership.
Today they have joined the Indians in those endless land
claims which aim at amending older treaties or establish-
ing new ones.

The !l.2tis are thus genetic and cultural halfbreeds
straddling two antaponistic worlds : the materialistic
world of the White man and the contemplative world of the
Indian. Their cultural flexibility is nowhere more obvious
than in their multilingualism, usually expressed through
the triad vr>»/*rench/English. Three mental sets are
therefore irvolved : Algonquian, <(omance, and Germanic.

. r
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The resulting composite worldview can be sumned up in a flew

words -- resourcefulness, self-reliance, and an unbounded
love for the bush (Cree sakaw, French les bois). settled
as they may be, they still manare to lead a semi-nomadic
l1ife, surviving mostly on trapping, “ishing, hunting, and
seasonal employment ; and they comnunicate actively with

2ll neighbouring ethnic grouys.

2. Areal tultilincuglism
The Metis are multilingual because they have to be --

for both historical and peopraphical reasons. fhey peneral-
1y live in close contact with a Cree-speaking Indian reserv-
ation and a French Canadian settlenent, and are of conrse
exposed to the Anpslo world whose influence hes spread far
and wide since .orld var 1,

For thew langnase is not a “problem™. Nor is it o
cultural item to which one ecives conscious thoupht @ it is
rather an essential conponent of the bushman’s panoply, and
like cvervthinge else in this panoply it has to be towh,
reliable, and unobtrusive. [vpically, the .etis attitude
towards lanpuarse is, "1 you speak cree | speak Cree, s
French, 1 speak French ;3 same for english". I'hhis statewent
is not as circular as it may sound @ rather, it emphasizes
the {fact that tie crucial determinant of lanpuare choice
is not ideolo;y, but simply the triprer-utterance in a
particnlar situation,

[his explains why the Canadian *etis 1s rather confused
as regards the status of any one of his lanpuapes. shen
asked which of them he prefers, he often answers : “Cree,
becausr it was my wother's language” 3 then he will contra-
dict this expression of loyalty by adding:, "but I like
French just as well". tnly Enelish is sonrewhat left in the
shade in terms of emotional commitment, as it entered the
Metis!' linicuistic economy only a few pencrations apo. ilow-
cver, its prestipe is unanimously acknowledred @ it is the
lan~ua-e of the media, of the "American states" south of
the border 3 and worce importantly perhaps, it is the tongue
the younrer pencrations need to know in order to find jobs.

Lot surprisingly, the retis have no stylistic rejerteire as
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such, labov (1963) found the same situation on Martha's
Vineyard, and related this fact to the absence of extremes
of wealth and poverty on the islawd. The Canadian dMetis

can also be said to be classless, but one can argue as well
that they wield languapes instead of styles because the
presence of a stylistic repertoire in three languages would
constitute a non-adaptive cerebral overload ; a similar
situation seems to obtain among the cuarani of l'araguay
(Trudpill, 1974, p. 125).

It is clear that we have here a case of areal multi-
linrualism, contrasting with the political multilingualism
characteristic of Canada as a nation and of countries such
as Ireland. 'olitical asultilingualism is often aberrant
from a peopraphical point of view : speakers of languape X
may live in the cast, speakers of lancuapge Y in the west,
and there often is very little overlap between the two
linpuistic areas. A stiff dose of diglossia normally
accompranies such enforced maltilinpualism, as one variety
is always wore prestipious aor maore versatile than the
other(s) 3 but the lower variety, artificially boosted by
renerous handouts, can be piven temporary prestige bv
certain se:ments of society that wish to use it as a social
foil (this is the case with the upper-middle class in
Canada and Ireland with I'rench and Gaelic respectively).

"olitical multilingualism arises from conflicts and
creates more conflicts. Like dipglossia it provides only
social, not individual, competence ; but unlike diplossia
it is socially dysfunctional for many speakers, becausc the
lower variety is associnted with particulsar proups instend
of ayplying throughout the speech community. Areal mulvi-
linpualism, on the other nand, originates in a natural
situation of contact, and is of necessity socially functional.

3. The Role of Interference

Cultural overlap does not o without a certain amount
of linpuistic overlap. when a number of languapes are in
everyday use, a delicate balance must be struck between
linpuistic case (converpence) and linguistic effort (compart-

mentalization). In the absence of sociolinpuistic stipgmatiz-



ation among the Metis, stylistic levellinp operates in all
three lanpuages : although the speakers are exposed to
various styles of Cree, French, and English, they produce
only the vernacular register in each of tl se languages i
they do not for example have any active competence in lli+h
Cree (the ceremonial register), in educated French (the
lingua franca of Catholic missionaries), or in the educated
Enpglish they hear on radio and TV.

The cement of this stvle-free triad is a pervasive
interference of two kinds -- prammatical and situational.
A few examples of each will be jiven below.

(i) Gragmmaticgl in rence., There is a clear pattern
of interference from Cree at all rrammatical levels. This
pattern is so striking that many aspects of it are used o0s
stereotynes of :Jetis speech by #hite neighbours trying to
typify them. Most conspicuous of all is an intonation
contour characteristic of Cree which distorts the prosondies
of French and Enpglish, making them it into its own pattern
of stress, »itch, and length. tut very simply, in Crec
stress (which is phonemic) is accompanied by hiph piteh,
while the contisuous vowels are somewvhat lenpthened @

__:/__'/
[ntaj&n w1j%%] "1 have some meat”

This suprasegmental pattern is added to the intonation
contour of both French and English, putting a distinctly

netis mark on them (sce Douaud, 1983, for further analysis).

For example

"tn connait connment
les tirer”

-7 f et
2 et 1r qjxrk]

Irench [% kon

- / -
Enpglish [aj drsjv maj trkk] "1 drive my truck"

Ihere are several examples of sepgmental phonetic inter-
fercence as well, involving, mainly palatalization and vowel
raising, and diagnostic of an attraction of French and En;:lish
into a seneral Native linpuistic areca characterized by allo-

phonic raising (Douaud, 1935, ppe 11GL10) .
At the next level of analysis we find an obvious morpho-
syntactic influence from Cree. Cree has no genders, but a

. . + . N T .on [T - ‘: -
distinction {_ anlmate] L oI S wi jas meat” 18 [ anlnnre]

o re .
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(it is dead flesh), while moswa "moose" is E+ animate] .
Thus pronominal distinctions in terms of t masd forms
are simply not relevant to a speaker ol Cree. The Metis
extend this feature to il/glle in French, and he/she/it in
Lnplish, and exhibit a total disrepard for pgender : "Ma
femme i1 parlait Cree", "My prandfather ghe died when she
was a hundred and five", etc, This confusion of pronouns
is common amon?, speakers of pender-marked lanpuages who
have a penderless lanpuare (e.p., !lunparian or tersian) as
their native tonpue ; but here no effort is made to fipht
this interference, and the confusion is so consistent as
to deserve teinp called systematic. This mav well be one
of the few examples of genuine free variation -- a concept.
otherwise abhorrent to socially oriented linjuists...

The last example of prammatical interference presented
here will concern word order and the expreossion of possession,
In Cree, posscssion is expressed as follows ¢ if the possessor
is royresented by a nmorpheme with the function of possessive
ad jective, we have the same word order as in Enplish or in

French, via., Ew{jﬁ- objoct] v as in o-masinghikan "his

book" . Howecver, if the possessor is represented by a noun
(freceded or not by an adicctive), the pattern becomos
I:(ndj),.1 + nouni] + [adjj + objoct] v as in kKi-kKosis o-masina-

hikan "your son's book" (lit.: "your son his book" ). Agcain,

this model has been superimposed by ! otis spreakers on the
Frerch and znelish repnlar word orders, and we can hear
sentences thus construed @ " v sister, his boy he's in Fort
Moturray" . Althoush such a constriction can bo heard occasion-
ally in fariliar Enplish or French, older Setis sy-cakers use
it so consistently that it may be said to represent the
rerular rossessive construction in their sprecch,

(i1i) situational interfcrence. This type of interference

involves automatic code-switching and code-mixin,. Code-
switching, characterizes whole sentences, whereas code-nixing
characterizes morphemes and leoxemes (labov, 1071, p. 457
Surperz, 1971, p. 317). DLoth are tied to the situation

{(who you are speakinp to, and where) and to the content of
discourse : while talking to me in Cree and French about inb



opportunitics in his renion, an nlder retis cradually 1a;soed
into Enplish -- simply because it is the lanpuapge of employ-
ment, Also, when part of the discourse cannot be readily
expressed because of » lexical sap in onec languape, one
switehes to another lanpuare without anv pause or hesitation
(a seeminely common phenomenon asong, illiterate ov little-
educated multilinpuals).

If the two conditions are present =-- a lexical rar and
a particular lanpuaye connotation -- and if moreover the
interlocutor is known or felt to be maltilinpual, one often
observes copious code-switching, and spectacular code-mixinpg
involving both morphemes and lexemes, of the type :

"tn stakait des claims, 13, la nuit",
or "11 voulatit climber un trec”.

In thesc exam)»les [stejk] andl [ghlajm] lose their character-
istically un-Cree diphthony [e3] and consonantal aspiration,
and becowme [stgk][k1ajm] while receiving French suffixes
and becomine oxytones. There are of course many ojportunities
for Cree to ret invalved more directly in code-switehing
and mixinp.

These phenomena secm to be directly oroportional tc
the deoree of emotional involvement in the discourse.
Topether with prammatical interference, they point to a
cohesive linguistic system vhere separate lanpuares are
treated as related varieties of the same lansuape. ! erha s
it is this fundamental unity of specch and culture which
is expressed in the Metis' aost often heard statement about
their linsuistic economy ¢ “lt's all the same to me -~ ¢ll

mixed”.

4, Modern Trends

Unfortunately, the linguistic versatility described
so far applies almost exclusively to the older (5(+)
generation @ o Metis culture is now payinn for its relaxed
attitude towards lanpuare. Like the Louisiana Cajuns (.old,
1979), detis elders have acted as passive repositories of
traditional lore and have failed to foster defensive
militancy among the younger penerations. As a result, therc
has been in the last twenty yecars a steady linpuistic and
cultural attrition of the following type :

Q -G
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are 5( i 3¢T
subsistence trapping, (ishing, steady employment
activities huntiny, seastonal

empl ryment
~roup Metis music and Rock and Country
activities dances, Church music, no Church
linpuistic active competence i active competence :
cconomy Cree/French/English  English

As part of their liberal attitude towards modernity
the “etis show a great deal of respect for education -- an
instirurent both of acculturation and of preservation, Even
thouh hooks are not seen amony, the normal household items --
a leature shared with most Indian communities (see e.g.,
‘Mlips, 1975, p. 373) -- children are dutifully sent to
school. But the old missionary schools where French and Cree
were spoken or at least tolerated have closed down ; they
have beon replaced by a centralized school system that gathers
children from all ethnic backrrounds and educates them
throurh the sole mediuwr of Gnrlish., I'he future is bleak, then,
csiecially since the fluidity that characterizes historical
and contemj orary Yetis structures has caused them to be over-
looked in the school curriculum @ whereas there are many
Indian rescrvation schools that teach Native languages and
treditional lifeways, there is no such thing for the tetis,
exce U in some arces of Manitoba.

1f it is difficult to preserve the Metis linguistic
cconony, at least a rsreat deal can be accomplished for the
cthnic identity and self-imaje of Metis children by putting
rreator emjhasis on literacy. That literacy has played only
a minor role in the traditional Catholic schooling of the
Canadian 'ctis is obvious from the fact that they have
nroduced very few priests, brothers, or nuns in some 15 years
nf close association with the missions. This holds true for
the Trdians as well (ilanagan, 1979, p. 6) ; apparently the
roal of the Church in MNorth America was simply to save
sava:;e souls from damnation : the spiritual steadfastness
of the aborisinal population was penerally not deemed fit
to he trusted with the proselytrizing of other peaple.

It is now time for literacy to be conveyed seriously to

hetis children in order to replace those triditional activities

.



which the elders do not teach any more, Literacy should

be rresented as a collentive, rather than solitary, activity,
and should concern itselfl with local materials such as
customs, [amily names, _enealosies, and traditional narratives.
Althoush a recent study (Cronin, 199C) has shown that the
Indion and *etis ;upils of a centralized school system are
acculturated enoush to recall stories with conventional
European structure better than stories with traditional (ree
structure, it should be nossible to use the Cree structure

in Enslish se as to fawiliarize Indian and Metis children
with the cultnre they are in danper of losing (see Cronie,
1092, far further elaberation). In this way cultural
continuity could be nreserved within the dowinant sccioty
this, after all, is the poal of what has been called the

"i'.CHrth _.Crld" of min()r"lti(.‘b'.

Q -8~
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CHRISTINE HéLOT: LANGUAGE CENTRE, ST. PATRICK'S COLLEGE, MAYNOOTH.

TITLE: TESTING A GROUP OF BILINGUAL CHILDREN WITH THE
BILINGUAL SYNTAX MEASURE.

INTRODUCTION:

This paper proposes to discuss the problems involved in assessing the
language proficiency of young bilinguals. The definitions of several
notions associated with descriptions of bilingualism will be reviewed
such as: assessment, discrete point test, integrative and pragmatic
tests, proficiency, dominance and balanced bilingualism.

In a second part, the paper will report on the use of the Bilingual Syntax
Measure (I and II) as elicitaticn procedure and measure of proficiency, with
eleven children (of two different age groups) being brought up bilingually
in English and French in Ireland.

The translation of the Spanish version of the BSM (I and II) into French
was used after having been tested on 3 French children in France. The
language productions of the bilingual subjects are compared to the language
productions of 2 control groups of monolingual children of the same sex,
age and socio-ecoromic background, one -living in Ireland and the other
living in France.

The BSM (1 and I1) scoring system was calculated for all subjects tested
(monolingual and bilinguals) and the reliability and validity of scores

are discussed in the light of background information about the bilingual
children such as the nationality of parents, language(s) spoken at home

and in school and attitudes towards French and English.

While scores obtained by the use of an instrument such as the BSM must be
interpreted as being to some extent a reflection of the instrument as well
as of the linguistic reality under investigation, the scores obtained by
the subjects in this study indicate that a considerable amount of French is

Q 18 .o




or has been acquired by the bilingual children and this at no expense to
their English.

It should be stressed though that the BSM only measures structural profic-
iency and does not describe the real language behaviour of the bilingual
children. To have any real validity language productions elicited with
the BSM should be compared to free speech samples. Yet the BSHK was found
easy to use with children from 4 to 8 years old who were not very familiar
with the interviewer and it was quite productive as an elicitation
procedure,

DEGREE AND FUNCTION IN BILINGUALISM:

When describing bilingualism one must distinguish as W. Mackey (1968) points
out between degree and function. While func*ion refers to when, where and
why and with whom a person uses the two languages, degree refers to the
competency an individual can demonstrate in two languages, to the skills

and abilities of the bilingual person in using each language, to proficiency
and performance,

Tove Skutnabb-Kangas (1981, p.194-217) also points to the same distinction
she writes
"There arve 2 different measures of bilingualism:

reported linguistic behaviour and observed linguistic
behaviowr. "

Reported linguistic behaviour is usually provided by interviews and
questionnaires and the first part of my research project was an analysis of
two language background questionnaires (LBQ) which provided a lot of
information concerning the functional bilingualism of 54 children ranging
from 1 to 16 and being brought up bilingually in French and English in
Ireland.

The second part of the research project concerns degree of bilingualism or

observed linguistic behaviour., It concerns language assessment and how
language proficiency can be measured.

-11~ l ’;
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LANGUAGE ASSESSMENT:

There are many approaches to language assessment and more resear 4 needs to
be done, particularly on the nature of language proficiency (see Ch. Rivera
1983 and J. Cummins 1984, p.142-144). What should the main aims of Tanguage
assessment be?

Language Assessment should determine certain facts about language use and
enable the rating of bilingual proficiency; it should give valid informatior
about what languaye or languages the child speaks and understands and how
well, and language assessment should also show to what purposes the child
can use both languages. The most common way of getting a measurement of
bilingualism by objective observation is by means of tests.

Different kinds of tests have been ysed to v2asure bilingual language
proficiency, tests which were developed by linguistis, psychologists,
sociologists, educationalists and which mr asure different aspects such as
interference, speed and automatic functions, in what situations the
bilinguals use their two languages and the size of the repertoire in both
languages.

Most tests for bilinguals use methods of measurement which test each of the
bilinguals' two languages separately with monolingual proficiency as the
norm. Such tests are based on the dual code theory which assumes that
bilinguals have two separate linguistic rule systems. The dual code theory
is challenged in particular by Jim Cummins (1984) who proposes the one-
code theory and a very interesting model of bilingual proficiency (Cummins,
1984. p.138).

DOMINANCL :

The dual code theory has also led to the notion of dominance in bilingualism.
In many tests the balance between two languages has heen uysed as a measure-
ment of bilingualism. The assumption is that the more equal the balance
between the languages the more bilingual the speaker is an. the language

~12-



receiving the highest score is said to be the dominant one. Since 1968
Fishman has been criticising the use of balance between languages as a
measure of bilingualism on the grounds that this detines balanced
bilingualism as the ideal. Balanced bilinguals are very rare: Fishman
(1968) writes:
"Bilingual socteties do not produce bilinguals whose
languages are in balance. Bilingual sceicties produce
those kinds of bilinguals whose one language 18
dominant in one area and whose other language is

dominant in another. A method of measurement with
balance as the ideal is unrealistie.”

Fishman goes on to say that bilingual dominance varies from domaia to
domain and this must be taken into account when deciding on the selection
of content used in a test to measure bilingual proficiency.

Another aspect to the notion of dominance is discussed by Burt Dulay and
Hernandez (1976) who write:

"The parameters that comprise language dominance are
as follows: lealeon, structural proficiency, phonolog-
teal control, fluency, cormoicative exills. Dominance
D one parameter does not Iaply dominancee in the
others. "

Shuy (1977) criticizes Dulay Burt and Hernandez's definition of dominance
because dominance tests only address themselves to a spoken competence in
specific areas of language but say nothing of one's ability to communicate
effectively. The problem of measuring a bilingual's ability to communicate
raises other theoretical considerations concerning the elaboration of tests.

DISCRETE POINT TESTS AND INTEGRATIVE TESTS:

When looking at language tests one must distinguish between discrete point
testing and integrative or pragmatic testing.

Discrete point tests generally means that each point of language is tested
separately, whereas integrative tests look at language as a whole and
focus on the total communicative effect of an utterance. The main advocate of

ad
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pragmatic testing is J.W. Oller. He writes in "Focus on the Learner"
(1973) (edited by 01ler and Richards):

"Tests which aim at specific points of granmar are
less effective than tests that require the
integration of skills, Integrative tests more
closely parallel, the commnicative use of language."

The debate between the two approaches goes on and both kinds of approaches
are interdependant and necessary (see E, Ingram, 1978)

There are many theoretical issues which have important implications for

the techniques of language testing and which are being discussed today.
see Shuy, in "Focus on the Learner", 1973), but all this research interest
has produced very little up to now:

"lesplte all this research intercst , disappotntingly
ltitle has happened. Finding a test or elaborating
a test is a very serious problem,'

(T. Skutnab-Kangas, 1381, p.210)

Apart from books and articles reporting on the use of tests for bilinguals
three volumes of published tests were consulted: Synes (1975) describes
and analyses nine tests for the bilingual child. The Northwest Regional
Educational Laboratory in Los Angeles published one volume in 1976 where
24 different tests are described. The tests purports to assess oral
language skills but none of the 24 tests are rated above fair in a 3 point
scale of good to poor in terms of validity or technical excellence,

T2 second volume published in 1978 is a descriptive catalogue of 342 oral
and written tests,

THE BILINGUAL SYNTAX MEASURE (BSM) :

For various reasons such as the age of the subjects, the attractiveness
of its drawings and ease of administration, the Bilingu.l Syntax Measure
(1975) was chosen for this project.

There are two BSMs, the BSM I to be used with children from age 4 to 7 or
eight and the BSM IT to be used with children age 7, 8 and older. The
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BSM consists of two colourful booklets of cartoon style pictures without
any text. The aim of the authors were to design an instrument to measure
children's oral proficiency in English or Spanish grammatical structures,
by using natural speech as a basis for making judgments.

The BSM encourages children to express thet: thoughts
and opintons freely. The syntactic structures that
the children use to express their thoughts are the
inportant factors of structural proficiency. If both
fglish and Spanish are used 7t can be used as an
indicator of language dominance with respect to bagice
syntactic structures.”

Burt Dulay Hernandez (1975)

The BSM is based on discrete point theory and on the notion of dominance.
It's administration is very simple: an examiner asks specific questions
written out in a student booklet and writes down exactly in the booklet

the answers given by the child. The answers are scored later. The questions
are formulated to elicit obligatory uses of the grammatical forms wanted and
the test in one language lasts from 10 to 15 minutes per child. The BSM I
and the BSM Il each contain twenty five questions which are designed to test
syntax, not vocabulary, pronunciation or functional use of language.

The BSM has been used and assessed by many researchers since its publication,
such as Boyd (1975), Cohen (1976), Gil (1976), Harrison (1976), Helmer

(1977) etc. The strongest and most interesting criticism of the BSM are to
be read in 0ller (1979), Skutnab Kangas (1981) and in a very good review of
the BSM by Ellen Rosanski (1979}. Rosanski (1979, p.116-139) seriously
questions the reliability and validity of the BSM.

HOW THE BSM WAS USED IN THIS PROJECT:

The Spanish version of BSM I and II were translated into French and tested
on three French monolingual children of age 5, 8 and 10 1iving in france.
A list of the French structures elicited was drawn up and analysed.

See Table 1.
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TABLE 1

Structures elicitées par la BSM 11 Frangais

1. Futur immédiat 15. subj. présent (id)
SN pluriel & Ind présent
(vh regulier ou irrégulier)
3. Passé Composé & place
pronom direct pluriel 16. Futur immédiat
4, Ct de nom- 17, avoir faim
du - de la SN sing
5.  Question directe 18. Cond61 présent
SN sing
6. ComlOl asse avoir
. P ¢ ave el .
SN sing. &tre 19. Cond ™~ passé
7. parce que + SN + SV 20. question directe
ou indirecte
8. Subjonctif ou
donner un ordre 22, passé composé
demander de faire q.chose avoir SN pluriel
Q. Cel présent SN pluriel 23. passé composé
sing avoir ou étre

SN pluriel
10. présent ind

SN sing 24, passé composé
avoir ou étre
Il. question directe ou SN sing

indirecte

9 . el

25, Cond™ passé

14, article + nom masc/tem reg ou irrégulier
ind.

While the BSM was developed as a test as culturally fair as possible the
author of the translation being of French nationality but having lived

in Ireland for 10 years, didn't notice any element that might be unknown
to children living in France. Yet the younger subjects didn't recognize
the picture of sandwiches which do not have the shape or colour of French
sandwiches and which in France, would only be eaten in a picnic situation.
Another example of cultural differences between the French subjects and
the bilingual and Irish subjects was expressed in answers to the following
question: "Why were the rabbit and frog so scared?" Only the French
children answered that the animals were afraid to be cooked and eaten'

.
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SUBJECTS:

18 subjects were tested with the BSM I and 15 with the BSM I1l. The first
group of subjects consisted of 6 bilingual children (5 boys and 1 girl)
ranging in age from 4.6 to 5.8 and 2 control groups consisting of 6
monolingual French subjects 1living in France (age from 4.7 to 3.7) and

6 monolingual English speaking children 1iving in Ireland (age from 4.11
to 6.)

The second group of subjects consisted of 5 bilingual children (3 girls
and 2 boys) ranging in age from 7.8 to 8.9 and 2 control groups consisting
of 5 monolingual French children living in France (age from 7.10 to 8.10)
and 5 monolingual English speaking children living in Ireland (age from
7.11 to 8.10)

The bilingual subjects were selected among 54 bilingual children whose
mother and father completed extensive language background questionnaires.
The control groups were chosen to match the sex, age and socio-economic
status(SES) of the bilingual children. Profession and level of education
of both parents were asked as an indicator of S.E.S.

Testing:

Three examiners were involved: two in Ireland who are bilinguals themselves
and raising their children bilingually (though the subjects were not their
own children) and one examiner in France who is a monolingual French speaker
and works as a child librarian,

Usual problems with testing young children were encountered such as shyness,
tiredness, colds and cough as testing took place in Winter. Testing the
older group was much easier, though some children were shy and some parents
were reticent. However, when the BSM was shown to parents and when they
realised how little time it would take, parents were reassured and happy

to cooperate,

While monolingual children were given either the English version of the BSM
or the translation into French, bilingual children were given the BSM first

-7~ G e
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in French, then in English. One child only (in the younger aye group)
couldn’t answer the examiner in English after having answered her first
in French. He continued answering in French despite her asking the
questions in English. The test was discontinued and redone a few days
later with the child's father who is of Irish nationality. All questions
were answered in English,

The whole test was tape recorded for all subjects and transcribed, since
the aim of the research ic to obtain samples of French and English rather
than just scores indicating dominance.

Scoring:

Scoring according to the guidelines laid down in the technical handbooks
by the authors was also calculated and found to be easily and quickly done
in most cases. The scoring recommended for the BSM 1 will place the

child at a level of proficiency going from level 1 to level 5 and from
level 1 to level 6 for the BSM II.

TABLE 2

BSM 1 BSM level of proficiency

level 1 : Children are at the beginning of the
process of learning a language.

level 2 describes receptive language only.

level 3 : survival level ability.

level 4 : intermediate level for children aged 7,8.
proficient and comparable to N§ for
children aged 4,5,6.

level 5 : proficient ~ NS,

BSM 11

level 1,2, : same as BSM 1

level 4 : intecrmediate level - errors often made.

level 5 high degree of proficiency approaching native
speakers for younger children (7,8)

level 6 : fully proficient - NS.
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Some of the answers though were difficult to score since the children
didn't always produce the expected grammatical forms. In several cases
the children simplified.

Example:
Question :  Comment la famille a retrouvé ia
nourriture?
’
Expected answer ¢ les oiseaux 1'ont rapportese
answer given by 2 : gr%ce aux oiseaux.
children

The authors of the BSM recommend that 1 point should be scored for each
answer which is grammatically correct and appropriate. The simplified
answer given by the two children should then be scored as correct but it
certainly does not show that they are able to produce a “passé compose”
with a plural subject and a direct pronoun properly placed.

Analysis of scores obtained by the SS in this project:

It should be stressed at this point that results obtained by the use of
an instrument such as the BSM must be interpreted as being to some extent
a reflection of the instrument as well as of the linguistic reality under
investigation.

The scores in Table 3 and 4 are only an indication of the children's
structural proficiency in English and/or French in relation to speech they
produced, answering the questions of the BSM,

(%

-19-




TABLE 3: BSM 1

Ss Sex B B B B B G
6 Age 6 5.9 5.2 5.1 4,11 5
Mono
English Score E 5 5 5 5 5 4
6 Age s | s B | an® | 4a0® | se® | 46
Bilingual
French/ Score E 5 4 ] 3 4 4
English
Score F 4 2 1 2 4 4
6 Age 5.7 5.0 4,10 4,10 4.5 4.7
Mono
French Score F 5 5 3 3 4 5
- S
E; English. F:  French,
Nationality Lang af Scores
Ss | Mother| Father School Language(s) at home French | English
A F 1 F Mother speaks Freuch, Father 1] 5
speaks English.
B F I ¥ Mother speaks French all the time | 2 4
Child refuses French.
C F 1 ' F Mother no lorzer speaks French 1 I
|
T
D 1 1 E Mother speaks French all the time.| 2 3
: Child refuse= French,
T
K r 1 ¥ Mother speaks French, Father & 4
speaks Engplish.
F ¥ 1 E Mother speaks French, rather 4 4
speaks English,
&y
Q L) . -0
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TABLE 4: BSM Il
RESULTS

Ss Sex G G B G B

5 Age 8.10 8.7 8.4 7.11 7.11

Mono

English Score E 6 ) ) 6 )

5 Age 8.9 d | 8. 7.9 g.oP | 7.8F
Bilingual
French/ Score E 6 6 6 5 6
English - -
Score F 5 6 2 5 )
s Age 8.10 8.7 8.2 8.2 7.10

Mono

French Score F 6 6 6 & 6

Bil Nationality [ Lang at Language(s) at home Scores

Ss Mother| Father | School French {English

A E E F English and French 5 6
B ¥ 1 E Mother speaks French all 6 6

the time,

C F 1 E English mostly. 2 6
D E ¥ F English mostly 5 5
|

E F 1 E Mother speaks French all the 6 6

time.
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The scores go from 1 to 5 for the BSM I and from 1 to 6 for the BSM Il and
correspond respectively to 5 and 6 levels of proficiency. (see Table 2)

BSM I: SUBJECTS AND RESULTS

The six bilingual subjects were chosen according to the information given in
the LBQ and *o enable comparisonss S children have mothers of French
nationality and fathers of Irish nationality whose first language is English
or Irish.

SUBJECTS D AND B:

One child (subject D) has two Irish parents but his mother speaks French to
him all the time. (She was a teacher of French before she had children). He
achieved a score of 2 on the BSM I in French and the language he produced
was compared to the productions in French of subject B, who also scored 2.
Subject D produced more French than subject B and indeed produced whole
sentences (short) whereas subject B only produced words and one short
sentence,

Examples:
Subject D : i1 a enlevé les chaussures
il est un roi
il a mangé
il mange
il mange tout
Subject B : manger

a mangé
donner tout ca

While the two boys agreed to ook at the BSM book 2t and answer the examiner
in French (up to a certain point) both are reported by their mother to refuse
to speak French. Both have been on holidays in France which could have given
them negative feelings towards France. Subject D was lonely in France and
while he used to speak French to his mother before th- holidays, rcfused to
do so on his return to Ireland,

Subject B (according to his mother) has always refused to produce any
sentences in French, he only produces words. His holidays in France were
also disturbed by a 1ot of family confrontations but his parents hope that

29



his next holiday in France will have a positive effect since the child will
be with cousins of his own age.

The scores in English for subjects B and D differ substantially. Subject

B has a high score in English (4) whereas subject D has a low score (2).

It is interesting to note that the BSM E gave this low score for it seems
to confirm what the child's parents were told by the primary school teacher
when the child entered school, i.e. that his level of English was lower
than other children (monolingual English-speaking) of the same age and
living in the same area.

SUBJECT C:

Subject C is a boy aged 4.11 at the time of testingswhose mother is French
and whose father is Irish. His mother spoke French to him all the time
when he was a baby but stopped when she heard from another French mother
that her child could be refused entry into an Irish primary school if the
child didn't speak English. She now speaks French only occasionally
having lost the habit of addressing him in French all the time.

This example shows the problems facing parents wanting to speak a language
other than the majority language to their children, and how lack of proper
information can lead to abandonning such an endeavour. It should also be
pointed out that children in Ireland start primary school at age 4 which
is a crucial period for language development.

SUBJECTS A E F

Subjects A and E are boys and subject F is a girl. As well as sharing
high scores in English and French they also share other characteristics.
The three children have French mothers and Irish fathers and in the three
families the strategy of person is used with the mother addressing the
chiidren in French all the time. The difference between these children is
that subject A and E have been attending the French School in Dublin for
several months but subject F attends an English-speaking school. While
the scores for the three children are the same in French, subject A has

a higher score in English which is probably due to his age. He is a year

3
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and two months older than subject E and F.

A more detailed linguistic analysis of the children's production in French

will be carried out later on.

RESULTS OF THE BSM [I:

The scores obtained by the children after answering the questions of the
BSM IT in French and in English are more uniform than scores of the BSM I.

SUBJECTS B & E and A & C:

The interesting differences are between subjects B and £ and A and C.
Subjects B and £ (a girl aged 8.7 and a boy aged 7.8 at the time of testing)
both go to an English-speaking school and spesk French at home with their
mother all the time. Subjects A and D (two girls aged 8.9 and 8.0) have
both been attending the French School since age 4. In the case of subject
A, both parents are of English nationality but fluent speakers of French
and they speak French and English with their children. Subject D has a
French father and an English mother and very little French is spoken at
home.

The scores achieved by the two children speaking French at home with their
mothers are higher than the scores of the two children attending the French
School. it would seem to indicate that children (of 71 and 8} years old)
tested with the 8SM 11 achieve a higher level of structural proficiency
than children of the same age being educated in French. It would be inter-
esting to repeat such a study on children one or two years older or, on the
same subjects in a year or two and check whether children speaking French
at home only still achieved higher scores than children in French schools,
on tests of oral structural proficiency.

Obviously as mentioned before the BSM only tests structural proficiency and

reading and writing should also be tested to give a more integrated view of
the language achievements of the children under study.

Jv L
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Subject C:

Subject C is a boy aged 7.9 at the time of testing, the third child in a
family of three children and his mother (of French nationality) speaks
mastly English at home (the father is Irish and knows 1ittle French)., The
boy certainly understood the questions in French but had great difficulty
answering in French, He is reported by his mother to manage quite well
when he goes to France on holidays.

Some differences in the language productions 1n French of the bilingual

children and the monolingual French children:

On the lexical level, French children used words such as "picorer" (present
in textbooks used in France) and familiar words like "la bonne femme" and
“piquer" instead of "voler".

On the morphosyntactic level, the bilingual children do not always produce
the obligatory liaison as in for example:

"i1 les a enlevees."
On the syntactic level, the place of direct and indirect pronouns is also a
difficulty for bilingual children and on the cultural level it was amusing

to note that French children thought the bad family was going to catch the
rabbit or the frog in order to eat them!

There were also some similarities in the errors (developmental) of bilingual
and monolingual French children, for example:

"i1s croirent" instead of "ils croient”

was produced by two French children and two bilingual children.

Comparisons of scores in English and French (BSM I1):

If one looks at the scores obtained by subjects B, D and £, they are equiv-
alent in Enqglish and French. VYet more detailed analysis of the language
productions shows that the three bilingual children (subjects B, D, E)
produced a greater number of correct sentences in English than in French.
In one case the speed of answering was much quicker in English than in
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French but this could be due to the fact that the questions were the same
(as far as content) in English and in French.

If the BSM gives an indication of achievement in French on the Structural

level it is not a refined enough instrument if one only takes into account the
scores. While the scores in English confirm that the children's English is

the same as monolingual native speakers of English, the scores in French do
not account for differences between monolingual native speakers of French in
France and the French produced by the bilingual children growing up in Ireland.

CONCLUSTON:

The scores obtained by the children in this study are very encouraging for
parents speaking French to th-:. children at home. The samples of French
elicited with the BSM 11 (by the subjects in the older age group) show tnat
some French, indeed quite a lot of French, is being acquired by the child-
ren who communicate only in French with their mother (and also by the child-
ren who attend the French School). But again, what the BSM gives is an
indication of structural proficiency in French and English but it does not
describe the real language behaviour of the children. One example of this
is that the language elicited by subjects in the second age group shows no
language mixing and very little interference, This does not reflect the real
language behaviour of the children but the design of the test (the children
were asked to answer questions in French first and then in English). Subject
B for example, did not mix English and French in her answers but often does
SO in conversation with the interviewer.

Perhaps the most interesting aspect to the results obtained with the BSM in
this project is that children who spend most of the day in an English-speaking
environment but speak French to their mother at home (all the time), achieve
equal or higher scores than children going to a French-speaking school (and
speaking some French at home ).

Further linguistic analysis of the French samples elicited with the BSM 1]
in French by monolingual French speakers 1iving in France and by the
bilingual children in this study will be carried out.
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Miire Owens
Trinity College, Dublin

MYEARSCN:ASAWIEOFMJI‘HERCHILDINI’ERPCPICNINASFXXND
LANGUAGE,

0___ INTRODUCTION

The tape (and transcript) on which this paper is based is a sample
of Irish produced by myself and my daughcer Eithne during a
conversation we had in November 1984, She was then 5 years and 5 mths,
old. It is my intention to use it as an example of what can be achieved
informally in terms of second language acquisition, comment on some of
the constraints imposed on interaction between mother and child by use
of a second language and indicate scme features which reveal the
Processes by which one small child is learing to camunicate in a
secord lamuage.

1 BACKGROUND

Until Eithne was 3, no-one had ever spoken Systematically to her in
Irish, she may have recognised some sounds; we speak some Irish at
hame, mainly in connection with school (her older brother and sister
and since last September Eithne herself attend an all-Irish school); we
have Irish-speaking friends, go to Irish functions and spend some of
our holidays in the Gaeltacht. Aged 3 Years and 3 months she began
atterding a Nafonra, where as one of a group of 10 children the
stifrthSir spoke only lrish to her and this was reinforced to scme
extent at hame. I began to take a specific interest in her lanquage
development just over a year ago, developing a policy of using Irish
with the children in anything connected with school and sperding on
average, one hour per week with Eithne, reading to her in Irish and
encouraging her to speak in Irish.

The recording was made two years into her exposure to Irish. It is
worth commenting on the fact that after one year in the Nafonra, while
she showed evidence of oprehension, her production was limited to a
series of context~boungd utterarces, most of which had been selectively

'R

~-20- [



O

ERIC

Aruitoxt provided by Eic:

encauraged and practised there,
eg Dia dmit, a bhean!
Is liomsa &.
Ba mhaith liom briosca/bainne/pg€int deary/leabhar,
It was only in the second year that she began to show signs of refining

and developing systems for herself in ways that did not reflect divectly
the input of the Najonra.

2 ATTIIUDES

Since her mother turned into a would-be limguist, Eithne finds
herself encauraged, cadjoled and sometimes threatened into maintaining
use of 1Irish in the contexts of school, church and lrish-speaking
friends and beyond. 0Of the tI < methods, neither threats nor
surprisingly encouragement. are rea “"active. Threats, because being
of independent mind, she simply r 2 cooperate, resorts to tears
or stops talking.

Parental encouragement is often cited as a prime motivating factor
in the learning of Irish in school. But Eithne frequently declines to
follow me in speaking Irish, protests that she doesn't want to,
produces a few words and asks "Can we not talk English now." At this
stage she is reasonably fluent and is skilled at borrowing, so lack of
ability is not the problem. She visits a lot with an Irish-speaking
friend and takes for granted the fact that she must speak Irish to the
adults there. In fact, before she goes, she practises phrases she might
need, like how to say what time she has to come howe at. Last
Christmas, in the company of her non-lrish-speaking Granny and an
lrish-speaking stranger, she cawbarked on a complicated explanation, in
Irish, of a card game they were playing, with no hint that she felt
inadequate for the task. [t is not that she is unaware of the
limitations of her campetence in  Irish; initially she was very
reluctant to attempt to say anything she felt unsure of, kut her
confidence has increased with her competance throughout the last year,
given an interlocutor she accepts,

A clue to her attitude is revealed in a comment she passed to a
friend recently. Mary-Amne, who is also Emglish-speaking but encouraged
to usec the Irish she has picked up at school, was visiting and thanked
me for something saying "Go raibh maith agat!"  Bithne immedliately

rourkied on her with "You don't have to speik lrish here; this isn't an
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Irish house"!

It seems then that Eitk 2 thaugh now a fairly campetent speaker,
has her own-found objections to casual language switching. She is not
willing to substitute one language for another without good reason. Her
criterion may be that the interlocutor consistently use one lanquage
with her although all the Irish-speakers she meets do sometimes resort
to Emglish if she has difficulty understanding or there are
English~only-speakers present. Equally it might be that she imitates me
ard speaks Irish with people with whom she observes me speaking Irish;
exceptions to this would be other children with whom she almost always
speaks English. Even in the contexts of church and school where my use
of 1rish is fairly consistent, st: tends to limit herself to short
transaccions and quickly resorts to English. On occasions she
Negotiates a limited period during which she is prepared to humour me
on condition that we shift back to English afterwards. This tendency
was less marked while she attended the Nafonra and may even only be a
passing phase. It does however indicate the existence of constraints,
tied up with the whole mother-child relationship and the movement away
from familiar circumstances into a new world where so0 mach is different
that the child is inclined to cling to what she is used to.

It is because I have undertaken a longitudinal study of Eithne's
language development that many of these factors have become apparent. 1
have had to find ways of recording material and getting her to respond
to my prompting. This is where the cadjoling method comes in, by which
1 mean going out of my way to coax her to respond, inventing contexts
in which she can safely cooperate, being prepared to shift from reality
into a dinension of play and fantasy. After a year of my "linquistics",
she knows all about the tape-recorder and ig thoraughly bored with it.
Initially she was persuaded by the novelty of hearing herself on tape;
now that novelty has won off, it has become increasingly difficult to
get her to perform at my convenience. Of the half-hour sessions scme
stand @t as being particularly productive in terms of her
participation in the interaction and in the range of expression she
uses. A good example is the one here reproduced in transcript fomm,
dated 23/11/1984,
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3 TRANSCRIPT

To outline briefly what is happening - Eisthne came in to where 1
was reading the paper in the kitchen and agreed to speak on the tape.
She elected to tell a story and faurd an anmal "™winkle" and proceeded
to cutline several of the stories there.tnot reproduced) 1 tried to
persuade her to talk about what had happencd that day, ending up with
her in tears when asked about an incident in school. She much preferred
the impersonal exercise of $torg-velling. {T57~83)

i then sent her upstairs Lo get Miffy, a favourite toy rabbit,
which she did switching irmediately into a niich more cooperative mood,
singing and laughing. We played a Red-riding-hood and the welf game
where [ asked about Miffy's big eyes, ears, mouth and legs, to which
she responded innovat:ively (T162), illustrating her answers (T170). she
then directed the conversation to another toy, Mrs. Tittlemuse and
went off to find her. (T188) She invented a story about her,
reintroduced the carrot (T238) and sct about providing food for both
Loys, with commentary.

My attompts Lo bring the conversation back to reality were given
scant attention (T276), she was much more interested in her own game.
Her atlention was attracted to some extent when she invented an lrish
version of Shepherds' Pie - Aoirf Tarta - and began thirking of
oatlandish replies to my <uerles about what. she has for dinner
(ridiculous queries anyway because 1'm the one who provides the dinners
and must know what's in them.} This wquickly led to her growing bored
with the whole affair and demanding an end o it.

The tape shows clearly then, evidence of the constraints 1 have
spoken of -~ willingness Lo cooperate for a limited period, for the
roward of hearina hersell speak on the tape and also to please me. She
rejects personal camunication with ner nother about an incident at
school, 1nere 1s a complete switch in the nature of the interaction
when 1t develops into a yame and return to lack of interest as the game
poters aat, Her interest is sustained as long as her Lerms are acdhered
to. While there are same grammatical inacaracies, she always
comunicates. She has to resort to English for 1cal items but there
is only one complete code-switch Quring the gam: (T<50) and that in

facl constitutes a demand autside the game which she ickly corrects.

3.



The lanquage she uses though, in the game section, is spontaneous
and in her role as Miffy or Mrs. Tittlemouse she is conducting everyday
transactions. The running commentary she gives on her actions is
urugual for her; this sort of natural monologue I had only ever heard
from her in Emglish before. She enters fully into the context of the
game, carryirng over appropriate language behaviour amd showing a
remarkable flow of Irish with only minor hesitation,

4  ANALYSIS OF LANGUAGE USED

There are many aspects of the content of this transcript worth
examining - her noun morphology, use of prepositions, code switching,
complex sentences. I intend to concentrate on one - her developing verb

morphology and in particular her responses to questions,

Over the last year, I have observed her progress from a point where
she loaded a single word, usually a noun, with enough intonation to
convey the meaning of a camplete sentence or assembled unanalysed
chunks into an approximation of her meaning, from that to the point of
this transcript and beyond. Evidence of this progress is clearly
visible in the transcript, One example: is her alternation between
Future and Present Continuous forms of the verb "bheith" in an effort
to find the reqired Pres. Cont., a form non-existent in English., I
camnot say with any certainty whether her use of the Future fom is
based on a formal or a semantic Similarity; I have noticed that she
generally acquired Future fomms before Present and used  them,
apparently indiscriminately for both tenses. She shows here (T72, 138,
168, 229, 300) that she is awarc of a distinction, can veply
appropriately and in one or two instances find the correct form for
herself. A further example of her developing competence is to be found
at T252. lacking an alternative, she uses the most salient form she
knows of the verb without adding an appropriate ending but with enough
markers to make it an unmistakeable interrogative -"An oscail td m&?"
There is only a limited range of verbs used in this text but the extent
to which she has refined her use of the past tense can be seen in her
ability to prefix the rogired d' to "ith", a new element in her

prochuction. (T296)
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Given the conditions under which she is operating, I find it
difficult to understand the compulsion which forces these efforts, her
continied search for the exact form to suit the occasion. It is in part
the compulsion to achieve accurate cammnication hut it seems also to
have a mamentum of its own.

Of particular relevance in this context is her whole approach to
the answering of questions. When I reviewed the first recordings I made
with her, I was worried by the inordinate number of questions that
formed my sha.e of the discourse, while her contribution was limited to
answering, often in only one word. Many of the studies of child
language pay special attention to the child's development of question
forms but gave me no material with which to compare the answers Eithne
was producing, I was afraid, not only that the type of language I had
taped was unnatural, bat also that her development of Irish would be
affected by this one-sided interaction.

In fact, studies of mother-child discourse show this predaminance
of questioning by the mother to be quite normal in first lanquage
development, (Olsen-Fulero and Contorti, 1983) The questions serve a
wide range of functions and according to the authors

"play a critical role in child development".

As well as enabling her to participate in an interaction while
possessing only a nunimum of vocabulary and  syntax, this
question-answer structure can be seen to have played an important role
in Eithne's development of the verbal system of Irish. I have nc
information as to whether this also applies to Irish acquired as a
first lamguage,

Irish is a language without positive or negative answering
particles -- there is no yes or no. Questions are answered by echoing
the verb of the question. Micheal O Siadhail has examined the system in
Erid 24 (0 Siadhail 1973) where he notes that native speakers in
variaus ways have adopted yes/no amivalents under the influence of the
system of English.

When 1 first kegan to take an interest in Eithne's @uguistic
development a year ago, it scemed that she, and the other children in
the Nafonra were using "t8" and "n{l" as yes/no substitutes. These are

possibly the most salient positive/noyative elements in the data
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presented to children by speakers who resist borrowing yes/no frem
English or using any of the Gaeltacht substitutes, (Certainly in the
present transcript, appropriate forms of the substantive verb "hheith"
were by far the mst predominant.)

From the data presented to her, one might wonder how Eithne ever
discovered the declarative form at all, mich more so what motivat. 5 her
relentless progression ‘towards accuracy. From the t&/nfl stage 1
mentioned above, it has been possible to observe a steady development.
The first indication was a growing awareness of tense which is quite
clear in her a. wr to the follewing question dated 10/2/84

M: Ar thiinig Santa chuig Eithne? E: T4
M: T8? E: Bhi
ic same conversation goes on to show the beginnings of an answer ingg

systom
M: Bh ... cad a thug s&? E: Sindy
M: Thug sé Sindy duit? Ar thug
s Sindy do RSisin? E: NI thug
M: Nifor thug - ar thug sé Sindy
do Cormac? B: Ni(r) thug

This led to errors in the case of the irreqular verbs, where she
tended, and still occasionally does so, to return the dependent. form of
the question. lier answering of "raibh" to the question "An raibh" is
perhaps the most notable example. It is curious that it persists
despite the fact that she now ocatrolls the past tense of this verb and
uses it froquently,

1 was wuprised by Lithne's ability to utilise this type of formal
strategy in a highly profitable way. It not only revealed her grasp of
the concept of an echo-stategy but also the depth of her comittment to
the VSO word order of Irish. The echo strategy is simple in that she
necded only to isolate the salient verb and return it, but camplex in
that she did in fact distinguish a whole rarge of sentence initial
particles - cad, c&, c& leis, c§ héit, conas. She also dist.inguished
copula + adj. forms which are similar in surface structure to questions
involving verbs -

<y ar mhaith leat?

an {&idir leat

1;
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Initially she had some difficulty in distinguishing botween "ar® and
“an® in these constructions, answering both "ar mhaith leat” and "an
maith leat" (would you like and do you like) with “"ba mhaith licm”
{Iwould like) but as can be seen T146-149, this is no longer a problem.
she is attentive to changes in meaning caused by these initial
particles. This process seemad to be occurring at the same time as she
was sorting out questions involving verbs.

1 have no examples of her confusing forms like "an maith" with a
verb form and answering *"mhaith”, omitting the copula. She kept the
two Systems separate until the period reflected in this transcript -
7307, 365-367, 376 vhere she beqins overgeneralising, taking forms
appropriate to comla +adj, constructions over into verbal
constructions, on what basis it is difficult to say. "Is thaitin" is
perhaps  semantically similar to "Is maith" and even formally, both
require use of a preposition to express the agent, but "thaitin" is a
vorb a-d is used with a subject in the question "Ar thaitin sé leat?"
“ls bhfaca" is a verb to which she has ofton. replied in the form
"phfaca®. .xe has not yet correctly sorted out its past tense,
confusion arising because its dependent form, used in the question "An
bhfaca?" is completely dissimilar from the declarative “chonaic". To
that extent it is a candidate for experinentation hut the same cannot
be said for "Is bhfaigheann', It seems counterproductive here to have
chosen to transcend the sy tem but there may be a positive benefit in
that il shows 1ncreased awarencss of the copula. Fram the beginning she
usext copula + adj. constructions freely at recently she has bequn to
oxtond iLs usage, being able to ask

"An & sin mo cheannsa’"”
Whothor she will ever meke it beyond the stage of saying*"ré& sé wo chara"
romiing to be seen,

Along with tlie echoung strategy, she also acquaired the ability to
know when 1t couald be used appropriately and when one might reformulate
the answer with no or sca, or as in T255

M: Ar &irigh leat? E: Is féidir

Ab1lity to answer yes/no (uestions may not sean such a huge

achicvaument, but 1t is samething that many learners of Irish never

accamplish, It also played a crucial role for Eithne in that it seems
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as though verbal forms first appear used in answering posicion and
after that in independent usage, very much as in the process she can be
seen to be developing here for the Pres. Cont. "bfonn",

There are other aspects of her control of syntax which did not
appear overnight hut which give evidence of dedicated attention to
detail -

eg Ar nmhaith leat m& chloisint ar an tép?

Is féidir liom tumbles a dh&anamh

Caithfidh tfi iasc a piocadh suas

T4 s€ in am dinnfar a fhiil
Again one is faced with an imponderable - why when she already
controlls one lanquage system, is she prepared to invest so nuch time
and trouble in another which she can only perceive as being of limited
use?

I have no ready explanation to account for it, hut I feel it is a
phencmenon well worth exploiting. The nost obvious characteristic of
her methods is a functional one - gt ignores vast tracts of grammar
and syntax, concentrating on what is required immediately for accurate
commnication of her message. Despite constraints, she is willing and
eager to progress towards competence in a second language.

At the time this tape was made, the imput had been largely from
the Najonra with same back-up from home. The result is, 1 thirk,
impressive, not as an example of individual brilliance, but as an
example of what can be achieved informally by children of this age.

P
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M Inis dom anois, inis don tép cé raibh tusa anois

dfreach sula dtdinig td isteach.

E Bhf mé ag Macdonalds innid. (T59)
M An bhfaigheann t@ Pizza istigh i Macdonalds?

E Nfor bhfaighcann td Pizza.

M Cad a fhaigheann td istigh i Macdonalds?

E T4 s& cogar.

M Bhuel cogar. Gaeilge le do thoil.

E I don't want to. Nfor mhaith liom a thuilleadh.
M Piosa beag eile.

E Ba mhaith liom sc&al a 1&amh,

M Ach inis rudaf a dhein td innid. Ba mhaith leis

an t8p a chlos - cloisint faoi na rudaf go 1&ir a
dheineann cailin beag.

gach 182
{T70)
E Beidh mi - bf muid ag canadh.
M Bfonn sibh ag canadh?
E Sea
M Aon rud eile?
E No - agus ag scriobh
M An mbfonn sibh d&na?
E Nf bhionn
M DEirt Cormac go raibh tusa déna innid.

starts to cry,

=~
3

E ...l8igh m& an sc8al seo. LA anhdin bhi cat(
agus bh{ madra beag. Cat beag ajqus madra beag.
Aqus bhi siad ~ ni raibh - bhi siad ag imirt

chin~chin agus bh{ an cat ag rith suas an crann

aqus bhi an muc ag rith suas an crann. Sin an méid.

M Rith suas staighre agus faigh Miffy go bhfeice
m& an bhfuil aon Ghaeilqge ag Miffy.

{E goes upstairs singing)

E Dia dhuit! (190

M Dia dhuit Miffy. Cad & sin atf a rd agat?
Cheap mé go raibh tusa ag caint as Gaeilge, an
raibh?

Bhf (laughing)

An bhfuil Gaeilge agatsa?

T4

C4 hait a d'fhoghlamm tid an Ghaellge?

TEEXM

Cad a dhBanann t ar scoil

Tusa an cailin crosta. T80

Tell me now, tell

the tape where you
were just now before
you came in.

I was in Ms today.

Do you get Pizza in Ms?
you don't get Piaza.
what do you get in Ms?
Its a whisper.

well whisper, 1rish
please.

1 don't want any more.
A little bit more.

1 want to read a story.
But tell things you did
today. The tape wants
to hear about the
things a little girl
does. What do you do
in school every day?
We will - we sing.

You sing?

Yes

Anything else?

No -~ ard write

Are you bold?

No

Cormac said you were
bold today.

throws over her chair and runs away.)

You're the cross girl.
I1'11 read this story.
One day there was a
cat and there was a
little dog. A little
cat and a little dog.
And they were - they -
they were playing chin-
chin and the cat was
running up the tree and
the pig was running up
the tree. That's all.
Run upstairs and get ™
till I see has M any
lrish.

Hello

Hello M. What's that
you're saying? I thought
you were talking Irish,
were you?

I was

Do you speak Irish?

Yes

Where did you learn 1.
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E Cogar.
M Cogar? C&n 4it & sin? Abair le Eithne ci hdit
a d'fhoghlaim td do chuid Ghaeilge,

E T3 s& cogar. I Eirinn. (T100)
M In Eirinn. An bhfuil s& deacair Gaeilge a
fhoghlaim?

E Nil.
M Nil.
E 7T4.
M CE& mh8ad?

5 Céad.

M C&ad cad &?

E Gaeilge.

M Cad Gaeilge? Agus abair liam rud &igin eile
go bhfeice m%& - b'fhéidir nach bhfuil agat ach
cfpla focal. (T110)

An bhfuil mSr&n Gaeilge agat?

E (ar) mhaith leat - ar mhaith leat m® - eh -
chloisint ar an t&p?

M Ba mhaith liom i gcionn tamaill ach ba mhaith
liom cfipla focal eile. Sin deich focal a chuala
m2, Nior chuala m® cBad focal uait. Seas suas,
ni £8idir liom tif a chlos. Cad as duit? An as
an Fhrainc duitse?

E Nil. Neo.
M Cad as duit?
c&n dith atd ort?

Cir rugadh td? Aqgus inis dom,

(T120)

E Bn.

M Aan bhfvil td cinnter
E TA&.

M Cad a tharle duit?
Cad a tharla duit?

T4 td rud beayg liath.

E Nf1 fhios agam.

M Conas a d'éirigh t4 liath?

E Bhi m8 just - nil fhios agam. {(T130)
M Sin an mfid Gaeilge atd agat, an ea?

E No.

M An bhfuil nios m% Gaeilge ag Eithne n& mar atd
agatsa?

E Mise.

M Bhucl, inis dom - inis dom cad a dh€anann td

an 18 ar fad, thuas ansin sa seomra leapa?

E BImé ag léamh leab - scfal i godir Racoon
aqus b md ag léamh an piipBar. (laughing)

M Ar 18igh td aon rmud suimidil ins an phdip8ar
innig? (T140)

-39- .
4.

A whisper

Whisper? where's that?
Tell E where you learnt
your Iraisi.

It's a secret. In Irelard.
In Ireland. Is it hard
to learn Irish?

No.

No. Have you much Irish?
Yes.

How nuch?

A hundred.

A hurdred what?

Irish,

A hurdred Irish? Say
something else till 1
see - maybe you only
have a few words.

Wauld you like to hear
me on the tape?

I would in a while hut
I'd like a few more
words. That's 10 words

I heard fram you. I
didn't hear 100 words.
Stand up, I can't hear
yau. Where are you from?
Are you fram France?

No.

Where are you from?
where were you born?

And tell me, what
colaur are you?

white.

Are you sure?

Yes.

what happened you? you're
a little bit grey. What
happened you?

I don't know.

How did you get grey?

I was just - I don't know.
That's all your Irish,is it

Has E more Ivish than
yaur have?

Me,

Well tell me - tell me
what you do all day, up
there in the bedroom.

1 read boo - stories for
R and I read the paper.
Did you read anything
interesting in the paper
today?
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E Nyea - nyea.

M N& inn&?

Aqus inis dom cad a dhanann td ag an deireadh
seachtaine.

E Beidh m8 ag snimh.

M O - an maith leat dul ag sndmh?

E 1Is maith.

M An féidir leat snimh go maith?

E 1s féidir.

M (Inis dom cén f&th a bhfuil cluasa chowh)fada
sin ort. (T150)
E Cloisin daoine

M Cloiseann tusa ha daoine nd cloiseann na daoine
tusa?

E Cloiseann mise na daoine.

M Tuigim, agus t& siile ana-mh8y ort freisin.
Cén f&th & sin?

E T4 fhios agam. Feiceann daoine,

M Tuigim, agus t& b8al cufosach mdr ort freisin.

Cén {4th & sin? (1160)
E I gobir ithe cairéidi mdra.

M An & sin an rud is fearr leat, cairéidl?

E Sea. sea, ba mhaith liom cairdid.

M Cheobhaidh tf ceann nuair a bheidh td
criochnaithe,

Inis dom - t4 cosa mbra ort -

E T& fhios agam

M Ccad a dhdanann th leis na cosa mbra sin?

E Beidh m® ag 1&im

M Tuigim, agus cad eile? (T170)

E Beidh mé ag rith. Agus f&idir liom - eh - ch -
tumbles a dhdanamh, (with actions)

M O - t4 t0 ana-mhaith.

I T4 fhios agam.

M Ach an cireaball atd ort - L4 sé sin ana-bheag,
nach bhfuil?

E T4 fhios agam

M Cén f&th nach bhiuil circaball nfos md ort?

k- Nil fhios agam

M An bhfuil slile mdra ar Eithne?
FoTa

M Cén f&th & sin?

E N1l thios agam

M An cuimhin leat an scéal f{aoi Peter Rabbit,
peter Coinin?

B Sea

{1180)

Or yesterday?

And tell me what you do
at the week-erd.

I1'11 be swinming.

Do you like going
swimming?

Yes.

Can you swim well?
Yes.

Tell me why you have
such big ears.

To hear people

You hear people or
people hear you?

1 hear people.

I see, and you have very
big eyes too. Why's that?
I know. To see people.
1 see, and you have a
fairly big mouth too.
why's that.

For eating big carrots,
1s that what you like
best, carrots?

Yes, yes, 1'd like a
carrot.

Yau'll get one when
you're finished.

Tell me - you've big
feet -

I know

What do you do with
those big feet?

1'1] be jumping.

1 see, and what else?
1'11 be jumping. And
1 can do tumbles,

Oh - you're very good.
1T know.

But your tail, that's
very small, isn't it?
I know

why haven't you got a
bigger tail?

I don't know

Has E got big eyes?
Yes

why's that?

1 don't know

Do you remenber the
story about Peter R.?
Yes

R, -



M Inis don t&p faoin sc€al sin. Nior mhaith

leat - nf maith leat an scéal sin?
£ O _ is maith. L& amhdin bhi Mrs Tiddlemouse
- t4 Mrs Tiddlemouse mo chara - t& scéal agam &

Gheobhaidh m& an leabhar faoi (f) - faoi Mrs
Tiddlemouse (r190)

{Goes to get the book and comes back with a toy mouse

one she went to find)

E Dia dmit!

M Dia dhit Mrs Tittlemouse!
gur sin an t-~ainm ati ortsa.
chénaf?

E Isteach sa - leaba Roisin
M Tuigim, aqus t4 scal agat, an bhfuil?

N{ raibh fhios agam
C& mbifonn tusa i do

E T4
M Bhuel, inis & facin sc€al ati agat.

(T200)
E Cad & ~ t4 st an leabhar seo - nil an page sin -
no - bhf mé ag dul amach agus 18 amhdin bhf tusa -
let's see
M Gabh mo leithscBal. Sin leabhar aisteach. Cad
a dhBanann td leis an leabhar sin?

E O bmel - t8d s&é - t4 fuinneog istigh anseco.

M Agus cad t8 taobh titiar den fhuinneog?

0 - &an ndr!

E Agus 18 amh8in bhf giant agus bhf mé - bhi s&
ag seasamh orm,

M An raibh? Nach eisean a bhi dna. {T210)
E Agus bhf Ban agus bhi sé ag fhidil mé 1 gcOir a
dhinnBar aqus bhi m® sa jungle agus bhi sssss
snakes

M Nathair nimhe?
E Agus bhi md sa jungle agus bhi piggy-back agam

M Conas a ndeachaigh 1 1steach sa jungle?

E Caithfidh td4 &l go dtY America - bhi mé 1
Meiricea

M An ndeachaigh t§ ar an mb&d?

E Sea agus

M Chuaigh mise go Meiricea ar an eitleén (T220)
E Agus chuaigh mé go dtf New York ar an mbad.
Sin an méid.

4r'.
{

Tell the tape about

that story. You don't
want to - you don't

like that story?

oh - I do. One day, Mrs T
- Mrs T is my friend.

I have a story about -
1'11 get the book about
(her) about Mrs T

and a bock, not the

l{ello!

Hello Mrs T! 1 didn't
know that was your name.
where do you live?

In the ~ Roisin's bed.

I see, and you have a
story, have you?

Yes

Well, tell me about your
story.

what - it's this bock -
not this page - I was
going out and one day
you were

Excuse me. That's a
funny book., What do ymu
& with that book?

Oh well - it's - there's
a window in here.

And what's behind the
window? Oh = a big bird.
And one day there was a
giant and I was - he was
standing on me.

Was he? Wasn't he bold.
And there was a bird and
he was getting me for
his dinner and 1 was in
the jungle and there
were Sssss

Snakes?

ard I was in the jugle
and I had a piggy-back.
How did you get to the
jurgle?

You have Lo go to A.

1 was in A.

Did you go on the boat?
Yes and -

1 went to A by plane.
And I went to NY on the
boat. That's all.
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M Sin an mid. Bhuel Mrs Tig - Tittlemouse t4
mile lufochas ag gabh&il duit. Go raibh mile
maith agat.

E Fdilte ramhat.

M An maith leatsa Miffy ansin?

E Is maith. T4 s& no chara.

M An ea? An mbionn sibh ag sdgradh le chéile?

Bionn
C#n saghas cluichf a imrfonn sibh? (230)

m Xm

Mamais agus Dadafs - em - cats in the corner -~
sin cluiche le - em - iascannal - caithfidh a1
iasc a piocadh suas le - em - hook, fishing rod

M An maith le Miffy iasc a ithe?

E Is maith.

M Cinnte? Nfor chuala mise faoi cointn ag ithe
&isc riamh?

E Nach maith leat? Is maith. Ba mhaith licm
cair&ad.

M Bhuel cuir ceist ar Eithne aqus b'fh8idir go
bhfaighfidh sise cairfad duit. (240)

E hqgus plosa cdis duitse.

M Nior clmala m&. Ar iarr Miffy ort go deas
b&asach cairfad a fh&il d67 Cad o ddirt s&?

E Sea. Ba mhaith liom cairfad.
M Abair & sin 8s 4rd.
E Ba mhaith le Mrs Tittlamuse pfosa cdis.

M OK Faigh tusa d6ibh ¢.

E C4& bhfuil na cair8idf? Istigh ansin. Sea.
lstigh ansin. Mammy will you open this knot?

M Nior chuala m& thq. (250)
E An oscail t m# an knot sco?

Nfor chuala m& sin.

0O - tf s& all right.

Ar Eirigh leat & a oscairlt?

Is fé€idir. An ceann sco, no, an cean sco.

) féidir leatsa ...?

An bhfuil sé gl&n>

Nil.

Ar chfir duit & a nf?

E Sea. $in ! ({washing the carrot) (260)
M Ceapaim gur maith le Miffy cairéidf. T4 s ag
tndth leis. Brostaigh ort Eithne, brostaigh ort
Eithne.

E Now ith an ... agus beidh an pfosa cdis agat
i gceann nSimBid. (Ba mhaith liom ) scian.

ZEmXT~OXOX

That's all. Well Mrs T
we're very grateful to
you. Thank you very much.
You're welcame,

Do you like Miffy there?
Yes. He's my friend.

Is he? Do you play
together?

Yes.

What sort of games do
you play?

that's a game with fish -
you have to pick up a
fish with a hook,

Does M like eating fish?
Yes

Sure? 1 never heard of a
rabbit eating fish.

Don't you? Yes. 1'd like
a carrot.

Well ask E and maybe
she'll get a carrot for
yau.

And a piece of cheese for
you.

I didn't hear. Did M ask
you nice and politeiy to
get. him a carrot? what
did he say?

Yes. 1'd like a carrot.
Say that out loud.

Mrs T would like a piece
of cheese.

You get it for thom.
Where are the carrots?

In there, Yes. In there.
1 didn't hear you,

Will you open mc this
knot ?

1 didn't hear that.

Oh it's all right.

Were you able to open it?
1 can. This one, no, this
one, Can you .,.?

Is it clean?

No

Shauld you wash it?

Yes. That's it.

I think M likes carrots.
She can't wait for it.
Hurry up E, hurry up E.
Now eat the ... and you'll
have the piece of cheese

ERIC 4:
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(goes to get a knife)

M B! clramach leis an scian sin!

E O - beidh m& c@ramach.

Mrs Tittlemouse Blarmey.
M An maith?
E

Blarney - is maith le
(280)

Is maith - t& s8 a cdis favouritesa,

Abhair & sin arfis.

M
E T8 s& a cfis favourite leat.
M

Is fearr liomsa Brie

Favaurite cheese,
nd an cdis sin Blarney.

Cén cdis is fearr leatsa Eithne?

Ko

An d8igh leat

Brie.

XM

Dhi piosa i goBir ...
Is fearr le Roisin Brie?

Blarney agus Cheshire.
... ¢8n clis is fearr le Roisfn?

(280)
Agus cad faoi Cormac?

E Is maith le & Blarney.
M NIl aon rud ar an radio agus nfl aon teleffs

againn.

E N1l fhios agam.
M Beidh orainn leabhar
E Seo, seo dhuit! Now

M T& m& ag f8achaint.
181 an m&id sin cfis a i
ansin, nach bhfuil? Bei
sf tinn m& itheann st

Nil m8 tinn, nfl ms.
Bhuel beidh td.
Cabbage away

EdoRcdo]

Ith - d'ith.

an m&id sin ciis.

Cad a dh&anfaimid anocht.

a léamh.
~ nyum, nyum! F8ach Mamaf!

NI déigh liom qur f&idir
the. T& an iomarca agat
dh Mrs Tittlemouse, beidh
(290)

(preparing a leaf of cabbage for
Agus ar ith se‘sean an cairfad mSr sin?

E
M Aqus an bhfuil sibh sista anois, an beirt

agaibh?
E T4.

M Ta. cCad a bhfonn aga
E Beidh cairad ag Mrs

bionn clis ag Miffy,

M Coinin ag ithe cfise?
E laughs
M Cad a bhionn ag Eithn

RIC
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ibh de gn&th don dinngar?

Tittlemouse agus beidh -
(300)
(laughing)

e de gnith don dinnfiar?

-43~

in a mimite. I want a
knife,

Be careful with that
knife!

Oh - I will be careful.
Blarney - Mrs T likes B.
Does she?

Yes - it's her ravourite
cheese,

Say that again.

It's her cheese ...

I prefer Brie to that
Blarmey cheese. Which
cheese do you prefer E?

Do you think ... which
cheese does RoisIn like
best.?

Two pieces for ...
Roisin likes Brie best?
And what about Cormac?
He likes Blarney.
There's nothing on the
radio and we've no 1TV
What will we do tonight?
I don't know.

We'll have to read a bock.
Here, here you re!

Look Manmy!

I'm locking. I don't
think she can eat that
much cheese. You've too
much there, haven't you?
Mrs T, she'll be sick

if she eats that much
cheese,

I'm not sick, 1'm not.
Well you will be,

Miffy)

And did he eat that

big carrot?

Yes.,

And are you satisfied
now, the two of you?

Yes

Yes. What do you usually
have for dinner?

Mrs T will have a carrot
anrd M will - has cheese.

A rabbit cating cheese?

What does E usually
have for dinner?
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E NIl rhios agam

M Nach bhfaigheann tusa aon dinndar?

E Is bhfaigheann

M Cad a fhaigheann tG?

E Eh - Mrs Tittlemouses - nil fhios agam.

M Cad a fhaigheann tusa don dinnfar? (310)

E Shepherds' Pie

M Faigheann t@ Shepherds' Pie. An bhfaigheann
td aon rud eile?

E Aoirf Tarta, Aoiri Tarta.

M Cén saghas tarta & sin?

Shepherds' Pie, aoirt Tarta.

M An ceart agat, Tarta Acirf. Agus nach bhfaigheann

14 aon rud cile seachas Tarta Aoirf?

E beoch.
M An bhraigheann - nach bhfaigheann Wi tarta dll
don dinnéar? (320)

E Sea, sea.
M Aguc nach bhfaigheann td stéic agus scealldga?

£ Sea, soa.

M Bhuel cad faoi, nach bhiuil aon rud eile qo
bhiaigheann tad?

£ Sicin, scealléga, tae, mince madt.

M CBn dinndar s fearr leal?

E Mubles.
M Fh - don dinnbar? T4 t0 ag magadh m.  (330)

£ No - ¢h - ispini agus sceall&ga.

Mammy | don't want Lo speak any more. Ba mhaith
l1om 8ist le mo yhldr,

M Cén fAth:  Inis dom cén 1&th qur mharth leat
61steacht leat féin!
t

Nior mhaith liom thuilleadh. T4 me oL,

M Cén rath? 1A td twrseach?
. sea
M Ar mhaith leat dul a chodiadh?

1 Nfor mhaith (tries to switch ott tape)  (340)
M Gabh mo lerthsc8al, Just 14g é clpla ndimGad
~o1le.  Inis cad t3 t0 o1 dul a dhdanaah amfirach,

£ Dul ar scorl
MOOTS LG ao cdul ar seorl amdrach?

£ONTL, t8 08 ag dul o dtT aureann. ) awirach

Domhnach?

r
J
wdile

I don't know

don't you get any dinner?
Yes, 1 do

what & you get?

Eh - Mrs Ts -~ 1 don't
know

What do you get for
dinner?

You get. Shepherds 'Pie.

Do you get anything else?
Shepherds!' Pie.

What sort of pie is that?

You're right, Shepherds'
rie. And do you not get
anything besides SP

A drink.

Do you - do you not get
apple tart for dinner?
Yes, yes.

And do yau not get steak
and chips?

Yes, yes.

well what about, is there
nothing else you get?
Chicken, chips, tea,
mincemeat.

what dinner do you like
best?

For yawrdinner? yYou're
making fun of me.

No - sausages and chips.
i'd like to listen to
my voice,

why? Tell ne why you want
to listen to yoursell.

1 don't want (any) more
I'm..,

why? You're tired

Yes

Waeld you like to go to
bed?

NO

Excuse me. JJust leave it
for a few more minutes.
Tell what you're going
to do tamorrew.

Co to school.

You're going to school
tomorrow?

No, 1'm going Lo Mass.
() tomorrow Sunday?



M Nf hea. Amfrach an Sathairn, No. Tomorrow is Saturday.

E Beidh mé ag dul go dt{ an Top Shop. I711 be going to the TS

M Cad a bhfaighfidh td ins an Top Shop? What will you get in the
Top Shop?

E Milsefin. (350) Sweets.

M C8& thabharfaidh na milsefin duit? Who'll give you the sweets?

E An siopadSir. The shopkeeper.

M Cad a dhfarfaidh td leis an siopadfir? What will you say to the
shopkeeper ?

E  Ba mhaith liom milsefin. I want some sweets.

M Cén sbrt milsefin? What sort of sweets?

E NIl fhios agam c@n cinn a bhfuil sin. I don't know what sort
there are.

M Inis dom - cuir ceist ar Miffy, ar mhaith leis Tell me - ask M does he

dul suas go dtf an leaba? want to go to bed,

Os &rd. out loud.

E Miffy, ar mhaith leat dul go dtf n leaba? M, do you want to go to
bed?

M Abair leis an bhfuil tuirse air. {360) Ask him is he tired.

5 Nil. No, he's not.

CQuir ceist air ar thaitin an cair8ad leis. Ask him did he like the

carrot.

E Is thaitin. He did.

M Aqus abair leis an bhfaca s& Mrs Tittlemouse And say to him did he see

aon &it. Mrs T anywhere,

E

M Nior - ach afl cead agat bheith ag caint as vYou're not allowed to be

Bearla, Abair & as Gaeilqe. {370) soeaking in English.

Say it in Irish,
E Mrs Tittlemouse ..

M Miffy, An bhfaca td Mrs Tittlemouse aon 8it? M, did you see Mrs T
anywhere?

An bhfaca? Did you?

E Is bhfaca, Taobh thiar. I did. Behind.

M T& sI ansin. Ceapaim go bhfuil sf tuirseach She's there. I think she's

T4 s& in an df sidd dul a luf. tired. It's time for her
to go to bed.

- Yo

W o, o oy P

E T4 s in am dinn&ar a fhail, It's time to get dinner.

M Tar €is an m8id sin c&is a ithe. Beidh td tinn. After eating all that

T4 t tinn cheana f&in. Feicim. Féach an boleg cheese, Yau'll be sick.

ort. 0O Mrs Tittlemouse, mo nfire thi! You're sick already. 1

see, Look at your tummy.
Oh Mrs T, shame on you.

E Féach ar seo Miffy. Look at this, Miffy.
M OK An bhfuil tusa ag dul a Iluf? Are you going to bed.
E T8 na daoine sco ag dul a luf. These people are going
to bed.
M An michfaidh mé an t4p? Will 1 turn off the tape?
L Sea. Banhaith liom & a chloisint. Yes. 1 want to listen to
ait.
r' 1,
Q -45- 9 1
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Note

In so {ar as Eithne's utterances were intelligible, I have
transcribed them into starndard lrish, with occasicnal English
where there was cbviocus code-switching. () indicate an element,
which was not clearly audible, may or may not have been present.
Major hesitation is marked - em -

The translation is intended as a guide only; it reflects Eithne's

production as understood by me. Some of her utterances could well
be interpreted in other ways.
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SCHOOLTNG THROUGH L, = 1TsS EFFECT ON COGNITIVE AND
ACADEMIC DEVELOPMENT

,. - P
Geardid O Ciarain

Trinity College, Dublin

Tntroduction

The phenemenon of bilingualism as it occurs in modern
industrialized societies has been the subject of a great deal of
scrutiny by investigators for a number of decades now. Language
contact in pre-literate societies more typically produced varietics
of pidgins and creoles which tend to be regarded as unacceptable
in societies which place a high emphasis on literacy. Increasingly
there is a tacit acceptance that a bilinpual refers to a person who
has competence to generate, in unplanned situations, novel utterances
in either of two languapes. The utterances in either lanpuage are
expected to be intelligible to monolingual speakers of that language,
and should be widely acceptable as heing well=-formed. Schools have
frequently been given responsibility for producing such bilinguals
and second/foreipn language ipmersion programmes have cemerged as a
significant modus operandi ~ sometimes out of necessity but frequently
out of choice. The present paper addresses itsclf to one such
propramme, Trish language medium primary schooling in the Dihlin area,
and asks if it can be as successful as Fnglish language medium
schooling in fostering the cognitive and academic development of its

pupils.

Background

The effectiveness of schooling through the iearner's weaker
language has for decades been a contentious issue among psychelopists,
educationalists and administrators. Darcv (1953), in a review of
the literature on the effects of bilingualism on intelligence, found
a considerable body of evidence to support each of the three possible

outcomes = positive effects, negative effects and no effects, No

O ‘ -47- =~
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clear distinction is made in his review between studies which involved
bilingualism as a naturally occurring societal phehomenon ard those
which involved various forms of bilingual scheoting, A decade later
(Darcy 1963) the major trends in the rescarch questions of the
intervening years and the findings {rom empirical research had not
changed substantiallv, It was gpenecrally accepted that biitinpuatiam
and bilingual schooling haa no influentce on a child's ltevel of non-
verbal reasoning ability but a waiority suggested that it hindered
the development of verbal reasoning., A more egalitarian approach to
thie provision of educational vpportunity emerped during the sixties
and with it a profusion of bilinpual eduration programmes, Oune alsd
detects a greater acceptahce of diversity in cultural identity at
this time and this tso led to the emergence of bilinpual schooling
or schooline through a weaker lanpuapge, as a means of providing
socteties with preater mmbers of batanced bilinguals., Bilingual
vducation has by now two separate connotations based on two
diametrically opposed assumptions, one associated with what has becn
termed 'folk bilingualism®' and the other ‘elitist bilinpgualism'
(Gaarder 1472),  The former is based on the belief that the most
effective means of educating a child is through the wmedium of his
mother tonpue even though he belonps to a minority !anpuage group
vhich, 1t is hoped, will eventually become aunexed to the dominant
culture (United States Commission on Civil Ripghts 197%). Elitist
bilingual schoals are so called beecause thewr pupils are generaltly
members of the dominant linpuistic prouping who have accepted the
legitimacy ot other tinguistic groups and have chosen to become
integrated with them as o neans of vxpnnding their own cultures

rather than having them subsumed.

Many of the more revent reports of rescarch on the cognitive
and academic developm: nt of children in bilingual sroprammes give
inadequate descriptions of the languape patterns of the groups being
investigated. As in previous decades the resutlts of these
investigations likewise do not creace a clear pattern. n the
nepative snde Skutnabb-Kangas and Toukomaa (1970) report what has

been tevmed 'semi-lingualism® (Hansepava 1968) amony Finnish migrant

o
R
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children attending Swedish comprehensive schools. While the concept
of semilingualism is difficult to pin down precisely, it reters
getterally to a less than normal competence in each ot two languages
with resultant communicative, intellectual and emotional problems.
Myres and Goldstein (1979) report lower than normal leveis of verbal
reasoning ability among lower c¢lass English-Spanish Puerto-Rican
school children. Japanese-English bilingual children in grades &

and 5 were reported to be inferior to a monolingual control group in
terms of verbal and academic skills (Tsushima, Hogan 19/5). Similar
inferiority among bilinguals has becn reported in the case of
divergent thinking (Torrance, Gowan, Wu and Aliotti 1970), vocabulary
scores (Ben Zeev 1977), general academic performance (Macnamara 1966),
arithmetic prohlem solving ability (Macnamara 1969). On the positive
side the following features are reported: increased cognitive
flexibility, creativity and divergent thought (Lambert and Macnamara
1969; Ianco-Worrall 1972); gareater metalinguistic awvareness (Cummins
1978; Cummins and Mulcahy 1978); hivsher levels of arithmetic and
computational skills (Tucker, Lambert and d'Anglejan 1973) and
increased performance levels in tests of Ly skills (Swain 1975;

Geneese 1976)

The explanations for these apparently contradictory findings
fall into four maln categories based on the following criteria:

1. lLinguistic factors. Included here are

(a) The 'balance effect’ hypothesis which claims that the
acquisition of proficiency in L, 1s associated with

retardation in the developwment of Ly skills (Macnamara 1966).

(b) The 'mismatch' hypothesig which claims that academic
retardation results from home/school language switch

(Cardentas and Cardenas 1972; Downing 1974).

3

Socto=-cultaral factors (Brent-Palmer 1978).

3. School related factors (Bowen 1977),

4. Interactions between fac rs 1, 2 and 3 (Cunmins 1979).

49— w
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The present study 1s based on an interactional paradigm,
This suggests that in certain Ssocio-cultural situations the language
medium of the school : a1y have positive effects on the cognitive and
academic development of pupils while in others the effects may be
negative. One explanation tor this position 1s based on Cummins’
twin hypotheses — 'the threshold hypothesis' and 'the developmen 11
interdependence hypothesis'. These claim that a high level of
proficiency in a second language is more likely to be achieved if
the learner has already a high level of what 1s termed 'cognitive
and academic language proficiency' (CALP) before being introduced
to Lo, CALP refers to those aspects of language proficiency which
are associated with verbal reasoning ability and other aspects of
academic achievement. It is claimed that unless onc has a certain
minimum threshold tevel of CALP in L1 before being introduced to I,
then the bilingual experience is likely to hinder the devi’opment
of both languages. A high level ot CALY in Ly will transfer to 1,
atlowing Lilinguaiism to become an enriching experience. Socio-
economic status (SES) and non-verbal reasoning ability are important
determinants of CALP. One may therefore expect, on the basis of the
hypotheses, that for working class childven who have a tow level ot
non-verbal reasoning ability, a second language immersion programme
may lead to retardation 1n academic development, while the
achievement ot middle class children with high non~verbal reasoning
ability will be enhanced. Non-verbal reasoning ability i1s considered
to be an independent variable since no previous study ha-~ found that
either bilingualism ¢~ immersion proprammes influence it (Macnamara

1970).

The Sample

The sample was composed of an 'experimental' group (N=73)
drawn from three Dublin Trish languape medium primary schools and a
control group (N=hAR) drasm from English medium schools situated in
the immediate locality of the Trish medium schoots. All subjects
were in Sth standard. The experimental group was divided into

'working class' (N=130) and 'middle class' (N=43) on the basis of

| ot :--50—
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their father's occupations using the 'Hall-Jones occupational scale
for males'. Each socio~economic grouping was further sub-~divided into
three units corresponding to high (H), medium (M) and low (L) levels
of non-verbal reasoning ability for purposes of statistical analysis,
This gave a total of six cells each of which was matched to similar
cells drawvn from English medium schools (EMSc). A language background
questionnaire completed by children trom Trish medium schools (TMSc)
revealed that Fnglish was the dominant language used in 90% of their

homes,

The Tests
1. Raven's Progressive Matrices
2. Drumcondra Verbal Reasoning Test
3. Drumcondra Attainment Tests, Level 111, Form A
. . English Comprehension
(b) English Vocabulary
(c) Mathematics = Computation
() Mathematics - Probiem Solving

(e) Irish Comprehension

( {d) was translated into Irish and the translation standardized using,
a group of chiluren from Irish medium schools (N=33) who were not
participating in the main study.  IMSc children took the Irish form

of this test),

Results and Discu-~sion

1t was found that the Tanguage bacsground of MSc children
did not significantly influence scores derived from each of the tests

administeved when SES and non-verbal reasoning ability were controlled,
The two-way analysis of variance technique used, revealed that the
most dramatic difference found between school types is in the scoves
obtained from the 1rish comprehension test, The full extent ol the
influence of school type 1s most Iikely underestimated in the present
analysis siuce very many members of the IMSe sample reached the test

ceilinpg, A similnrly unambiguous vesult was found in the case of
scores devived from the verbal reasoning test,
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The language medium of the school was not a significant determinant

of scores for either the WC or the MC sample,

A great deal of caution needs to be exercised when mterpreting
the remaining results if some of tne apparent inconsistencies are tn
be explained, The MC sample in IMSc appears superior in mathematical
ability but this superior-ty does not hotd for the WC sample. A
likely explanation for this result is that the MC sample from the
EMSc had lower scores than might be predictable for such a group.
Because the scores for the WC sample from FMSc are closer to what
might be expected for this arcup the between school differences
disappear, One may reasonably conclude, therefore, that the language
medium of the school did not exert an independent infiuence on the

mathematics scores.

Table 2 shows the significance of the independent influence
of SES on scores as calculated by an analysis of covariance technique.
The values obtained 1n the case of EMSc 'English Comprehension' and
"Problem Arithmetic' were pot from a test of the homogeneity of the
rearession lines of the WC and MC samples.  These values show that
the independent influence of SES was sipnificant only for those with

lower levels of non-verbal reasoning ability,

Table 2

The Independent Influence of SES

Sumary of Tests of Significance

F-Ratio
TMSc¢ THSe
Verbal Reasoning 6.91% o, 71t
. . . . I .
Fnglish Comprehension 2.26 6.8%" (interaction)
English Vocabulary 2.8 7.74"
Mechanical Arithmetie 1.55% 0
Probhiem Arithmetic 4o® 10,93* (interaction)
Trish Comprehension 2.6 4,75%
*Qgnifieant at 0| tevel
=
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SFES exercised a strong independent influence on all but one
set of scores derived from the EMSc sample. A similar influence
was not found in the case of the academic achievement scores of the
IMSc sample, suggesting that the WC section of this sample is not
subject to the depressing influence of SES that exists in the case
of their counterparts in EMSc, It 18 ctear, for example, that the
superiority of the IMSc WC sample in English vocabulary and
comprehension is due to the failure of SES to depress their scovres.
One cannot pive a definitive explanation for this occurrence but it
seems especially unlikely that the lanpuage medium of the school
could be responsible. The trend does not hotd in the case of verbal
reasoning ability scores which could be expected to be more
independent of teaching techniques and the conscious control of
parents than would be tne case for scores from tests of academic
achievement, This leads one to tentatively suggest that it 1s these
latter factors, rather than the lanpuape medium of the school, that

are responsible for the trend.

Conciusion

Trish language medium primary schools samplea ip this study
were particularly successful in giving their pupils a high proficiency
in Trish language comprehension. A similar level was not reached by
Fnglish language medium schools which spent at least one hour per day
teaching Trish as a separate subject. Fvidence from the study
supgests that pupils in IMSc did not have to sutfer a lowering of
their potential academic standards in order to achieve high I,
proficiencv, t.c. results did not support the 'balance effect!'
hypothesis. While pupils from IMSc were superior to their counterparts
from EMSc in a number of areas the cvidence does not supggest that
this superiority could be attributed specifically to the language

medium of the school.
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THE POTENTIAL FOR IRISH-ENGLISH DUAL~MEDIUM INSTRUCTION IN THE
PRIMARY SCHOOL

Lian Mac Mathina
Colaiste Phadraig, Baile Atha Cliath

1.0 The enthusiastic establishment of so-called 'all-Irigh' primary schools
outside the Gaeltacht during the past fifteen years has come to contrast
markedly with what has often been perceived to be the general decline of the
Irish language as a school subject over the same period (e.g. Andrews, 1978).
The study by Harris (1984) provides evidence of the considerable Aifference in
achievenent by pupils of both types of school (cf. pp. 7-8): 12 of the 16
speaking and listening objectives of the Nuachilrsai Conversation courses
measurea by Béaltriail Ghaeilge I.T.E. - IV were mastered by less than 50% of
bupils, but the rate for those attending 'All-Irish' schools was 97%. The

recent growth in 'all-Irish® schooling has not been paralleled by any such
-esurgence in bilingual schooling, despite the fact that the survey of §
Riagéin and 0 Gliasdin (1984) reports five times as much support for bilingual
as for 'All-Irish’ instruction, 21% as oppose! to 4%. Harris (1984, p. 144)
Was moveu to suggest that there would be considerable support for bilingual
prograsmes bridgirkg the poles of the ‘all~-Irish' approach, in which the
language of instruction and the school in general is Irish, and the
restricting of Irish to subject lesson pericxis, anc he s igested that specific
programres might be more successful than ‘encouraging lirated T. ish~medium
instruction in a more generalised way as happens....now'. A similar *concern
has proupted this paper, which sketches very briefly the history of
dual-medium education in Irelard, examines its Present extent and state arxi
nakes some suggestions as to the type of institutional framework which would
be necessary if bilingual schools are to offer a vibrant alternative to both
their English and Irish single-nediuni counter-parts.

2.0 Constraints of time and space clearly preclude a detailed survey of the
fortunes of the Irish language within the National School system established
in 1831. However, a brief outline of the major stages in the integration of
the Irish language into the systen may help not only to trace the changes in
its relative yosition but also the perception interested parties had of the
importance being accorded to it.
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The National School syster as set up in Ireland in 1831 had no place for the
Irigh language, either as an object of study or as a mediun of instruction.
This was the case despite the fact that the proportion of children born in the
32 counties in the decade 1831-1841 which Fitzgerald (1984, p. 127 and map 7)

has estimated as Irish-speaking was 28%,

This all-English educational system established by the Lonklon-centred State
reflected on the one harxi the language chenge from Irish to English which had
already taken place in much of the country and was in facc even then gathering
momentum in the Irish-speaking areas of the South and West, and on the other
hand of course it facilitated the language changeover by giving it added
impetus. However, it needs to be borne in mind that the uniformity of usage
of English as a mediun of instruction throughout the National School systen to
some extent masked two quite different linguistic settings: (1) In those areas
where the language switch to English had already taken place the pupils were
being taught through the nedium of their native or home languagei (ii) In
those areas where lrish was still the vernacular a massive programme of total
immersion in the second language was being undertaken. In the vast majority
of cases this second approach had the active support of parents, who often
reinforcea the school stance with what may Seem to us toxdiay to have been a

brutal disciplinarianism. (cf. 6 Murchii, n.d., pp. 20-21).

1f there were irish people who doubted the wisdom of the language practice of
the National School systen, few braved to pierce the Great Silence, as Sehn de
Fréine (1978) has so aptly Gescribed the public atmosphere in which the
language change took place. Thomas Davis did so in The Nation in 1843, as cid
the redoubtable Archbishop of Tuam, John Mac Hale - the 'lion of the West'.
Sir Patrick Reenan, Inspector of schools and later a Commissioner of
Education, tellingly showed up the deficienceis of this system in Co. Donegal
in his General Reports of 1855 and 16856. But it was not until 1879 that Irish
was admittea to the Primary Curriculum as an optional extra subject. This
acvance was due to the vigorous lobbying of the Society for the Preservation
of the Irish Language, founded in 1876. The Commissioners of Fducation
adopted a resolution in 1878 stating that they were 'prepared to grant
Results' fees for proficiency in the Irish Language, on the same conditions as
are applicable to Greek, Latin and French.' From 1883 Irish could be used as
a meuium of instruction in Irish-speaking areas ‘'as an aid to the elucidation
of English' (Coolahan, 1981, p- 21). Whereas the Society for the Preservation
of the lrish Language had been concerned 'To promote that the Irish Language
shall be tauglit in the Schocls of Ireland, especially in the 1rish-speaking
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districts' The Gaelic League, founded in 1893, saught that 'the national
language shall be the medium of instruction in the National Schools in those
districts where it is the home language of the people, and that greater
facilities than at present be afforded for its teaching in the National and
Intermediate Schools in all parts of the country.' (Leabharlann NAisitnta na
hireann, 1981).

After overcoiming sone tenporary difficulties the Gaelic League secured the
position of Irish as an optional subject within the ordinary National School
programme from 1901 and further succeeded in obtaining The Bilingual Programne
of 1904. In accordance with this Prograrze the whole school work in Irish-
speaking and bilingual districts could be coxluctei on bilingual lines.
Patrick Pearse, influenced by his experiences of wales ang Belgium was writing
a month later (24.9.1904):

Though it seews paradoxical, it is a profound truth that it is easier
to teach two larguages than to teach one. 1f we had the dirc..ion of
education in this country we should make all education bilingual, ani
should require the teaching of at least two languages to every child
in every school in the country..... 1t would be as easy to work the
Commnissioners' Bilingual Programme in a Dublin or Belfast school as
it is to work the present unilingual programne (0 Buachalla, 190,
p.53).

As was his custon Pearse backed up his theoretical contention with the
Practical example of a school, namely St. Enda’s School for Boys, which he
established in 1908 anc was described by hii as being 'bilingual in method’.
A Prospectus of the following year tells us:

In the general curriculum the tirst place is accorded to the 1rish
Language, which is tawht as a spoken and literary tongue to every
pupil.....1lrish is establishel] as the official language of the
School, anct is, as far as possible, the ordinary medium of
communication between teachers and pupils.

All teachirg other than language teaching is bilingual - that is to
sday each subject is tawght Ixoth in Irish and English. (ibid., 1.317).

We are also infornei:

As regards procedure, occasionally a lesson is given in irish only or
in Erglish only; but the rule is, whether the subject be Christian
Doctrine or Algebra, Nature-5twly or Latin, to teach the lesson first
in Irish and then repeat it i1, English, or vice versa. 1In such
subjects as Dancing and Physical Drill English can practically be
dispenseu with. As a general redium of communication between masters
and pupils in the schoolroom Irish is the rore comronly used of the
two vernaculars. (ibid., p. 325)

Public Notice No. 4 issued by the Ministry of bducation of the Irish
Provisional Government on st February 1922 decreed: ‘Concerning the Teaching
of Irish Language in the National Sclicols' that frow 17th March 1922:

- "y
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(1) The Irish Language shall be taught or used as a medium of

instruction, for not less than one full hour each cay in all national

sctiools where there is a teacher conpetent to teach it. (Hannigan,

1984, p. 72)
This decision followe: on the adoption of a report at a conference convenei by
the 1.NM.T.0. in 1921, It included the atatement that 'the work of the infant
schiool is to be entirely in Irish'. A later conference in 1926 allowed
English to be used before 10.30 a.m. and after 2.00 p-m. Various changes
increasing and decreasing the amount of time spent teaching through Irish
occurred be*wwun the twenties and the sixties. The statistics for all-Irish
Primary Schicwis over the same years offer a good indication of the way the
wind first blew strongly, then slackened, before virtually dying away in the
sixties. In 1931 there were 228 all-I1rish Prirary schools, in 1939 there were
704 and 1951 the number was 523 (cf. Coolahan 1981, pp- 40-43).

3.0 The distinction nentioned already between *all-Irish' schools and those
teaching Irish as a subject only is rot as clear-cut as it may seem.

Firstly, in theory at least, the latter would appear not to exist at all., The
latest edition of Rules for National Sclicols (An Roinn Oideachais, 1965)

allows individual teachers of infant classes to transfer the emphasis fromn
teaching through Irish to the teaching of Irish Conversation but teaching
throuwgh Irish is regarded as the norm., Furthermore, ‘A teacher who is able to
teach Irish, but is unable toO use irish as the sole medium of instruction, is
required to teach Irish as a subject and to use it as much as possible as the
medium of instruction and as the school language.' (p. 39) Similarly the
Teacher's Handbook (An Roinn Oideachais, 1970, Part 1, pp. 55.6) states (in

translation): 'The teacher and the pupils should not be bound by the amount
of Irish in the lessons, nor by the amount of time which is spent on the
formal teaching of lrish. Irish should be generally used inside the school
and outside it — when the children are working arxl when they are at play: it
is in Irish that the normal directions of the school will be given, that the
normal conversation of the class, words of praise anxi correction and the
normal greetings will be.' 'As the curriculum is a unit in which the various
activities are integrated, lrish will be in use to a greater or lesser extent
during all activities. Its use will be extended as the knowledge and ability
of the pupils in Irish develops. The extent of its use will depeni on the age
and the maturity of the pupils. The simple normal prayers ani the normal
greetinygs could be saiu in Irish. The conversation lessons will be joined to
the other curriculum activities ' The Handbook then proceexs to outline
briefly how Irish coula be linked to Physical Education, Music, Environmental

Studies and Projects on various aspects of the curriculum. And then seconily,
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while the actual practice falls very far short of these official guidelines,
sane instructional use is made of Irish outside the fornal language classes in
a minority of schools, in approximately 36% of them according to the
Departnent of Education's Statistical Report for 1981-82, which incidently is
the latest published and only became available in December of 1984 (An Roinn
Oideachais). The mediun of instruction in the Republic's primary schools is

there set out as follows (Ta" le 20, p. 31, in translation):

(1) Schools in which all classes are taught campletely through Irigh
In the Gaeltacht.........e...... R R K ) |
Outside theGaeltachtu-.----........-......-....-.u....-.--....-..31
(ii) Schools in which some Classes are taught completely through Irish.....,15
(iii) Schools in which at least one class group are tauwght some of the
subjects (activities) through Irish -~ at jeast one subject apart
fron Irish..........................................................1,161
(iv) other SANOOLS ittt iv et a i i nnennnns, R IV 1.1

The oryanisation Gaelscoileanna informs me that the number of gchools in the
all-Irish (i) category is currently 42, inclwiing one in Belfast. An Irish
language stream such as falls into category (ii) exists in Derry. A request
to the Department for the location of the 15 schools of category (ii) yielded
a list of 23 such sqiools for 1982-83, distributed as follows:

Dublin city 3

Rest of Leinster 6

Munster 10

(Cork 3, Kerry 4, of which 3 are in Tralee, which also has an all-Irish
school )

Connacht 2

Ulster (3 counties) 2

However, for the purpose of this paper we may turn our attention to category
(iii), that is those schools reported as using Irish as a secord medium of
instruction as pProposed in the Teacher's Handbook.

My first source of information on the use of Irish in the various subject
areas is 0 Douhnallain ang O Gliaséin (1976) whose respondents were teaching
standards V or/and VI. One should bear in mind that 6.1% of the schools in
qQuestion had Gaeltacht, Breac-Gaeltacht or all-Irish backgrounds. Only in the
case of Music can it be said that the official recommendations have found a
generally positive response, although substantial minorities report scme use
ot I.ish in the teaching of Physical Education ard Art/Crafts (ibid., Table
16).

67
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Tahle 16

Languuge wsed n the toaching of varicws oubjec:s ¢
th B e . o @
sumdards ¥ orjand VI ’ *

s '_
_FPerceptege of schaols teaching that sybreet .
subgect Entirely | More Eoth Lieas tnearely | Total
through Tvish than langueges| Irisn than) throug: | respondents
Irish English equally Englisn Englisy
et
selagion 2.0% 0.2% 0.c% 2.0% 65.5% LLX]
Matheastics 2.9% o, 9% 1.48 3.6% 91.7% [1RY
Art/Crafts 1,19 0.9% 6. L% 1513 79.5% 425
Eavironmental
atudies 2.8% 0.1% 4,0% 11.4% 81,24 (S ¥]
History 2.7% 0.7% 1.8% ©.1% 8.7 Ww?
livics 2.6% 0,58 .68 5,68 57.3% 389
Ceography 2.9% 0.0% Z.5% 12.9% 8c. 94 LL2
Music L, 6% u, k% YRS 12.0% 32.5% P
Prysical Ed. 3.9% 0.3% §.08 ROYS T 62.2% 38k
Tadble 17

Time per Jesk Sevoted ¢ teaching sudjects other
thar Iriak through Iriek

TiZe Eiven per week ta teaching subyects other thar Ruxber Percentage

Irish through Irish
No rubject (except Irish) 1s taught through Irian 159 36.33
Le.s than 2 hours per veek 225 51,48
Betveen 2 and & Wours per veek kd 6.9%
Belwveel. « an¢ b hours per veek 3 0.1%8
Batveen & and & hours per veek 5 1.1%
Betveen 8 und 10 hours per vees 0 .08
betveer iC aad IO hours per veek 3 0.7%
| Lvery subject “except Rnglish) 1% teught tnrough Irish 13 .05

Totsl respoidents st L3k 100%

Table 17 of the same Rejort dispels any illusion remaining about the
realisation of the commitment to Irish as a second medium of instruction in
the standards in the study. Only in 6.9% of general schools does the tine
given to Irish-medium instruction exceed 2 hours per week, and in these it
does not exceed 4 hours - out of approximately a 25 hour week. The other
corner-stone of the Department's envisaged back-up for the audio-visual
Conversation Course, nanely the use of lrish as a medium of communication
outside the formal teaching situations is 'Seldon/never' adhered to in 45.3%
of cases, with 39.3% reporting 'half amd haltf' adherence and a not
insignificant minority of 15.4% reporting its rate of compliance as ‘'Always/
frequently' (ibid., Table 21).
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Table 21

Vse of Irish a8 a mecium of rorrmeiiogrion Petuver
teachers and pipd s outdiae Jermal 1oning 0Ylwrttond
by chtldhowd homy lLangun w 0oF injoranits

Childnozd [ Lnglish [¥nre Rotr, Mors trish | AL

Fregquency hone Sty inglisn LAnjuBges | trizntranl only Jinf-roants
or use for caneuege thon irisyy  egui, .y PR

coazuntcation i

Alvays/freguent.y 11.9% 18.+% ie, 3% Wtk ib.0% 15.u%
"Half and nale” 1.4 e TR LR w.th R 9. 1%
Seldoa/never 5¢.7% e NS i s €.08 wy. 3%

Totnl respondents =¥ <bt « 16 . 23 . 06 34 s 4L3 }

The second source cf information on the extent of the use of Irish .5 a medium
of instruction has just recently become available, 0 Dubhghaill (1964). It
relates to Fourth standard in the Linerick region. Its results are parallel
to those of O Porhnalldin and O Gliasdin (1976) but show lower percentagas of

teacher use of lrish as a teaching nelium for rpst subject areas.

3.1, Janes F. Lindsey (1975) umxlertook a survey of teacher perceptions of
Irish language teaching in structured interviews with a samjle of 125 primary
teachers. He reported majority attitwlinal support for optional Irish-redium
streams in large Erxjlish~speaking schools and a substantial minority approving
the teaching of subjects through Irish, although the ranking of subjects
considered appropriate for this contrasts somewhat oddly with the actual
position ontlined alreauy. We may qguote Lindsey (1975, p. 102).

A suggested alternative to all-Irish schools has been the provision of
I-ish-mediun streams in large English-speaking schools. A plurality of
49% support : while 46% opf0sed the proposal. Qpposition to streaming on
principle was voiced by souwe teachers, while others felt it was organiz-
ationally impractical, Many of those favourirng the lrish-meiun stream
concept emphasizec: that their approval was based on the provision of a
genuine option,

Annther proposal often heard is that one or more subjects be tawght
through Irish. S&ixty~five percent rejected this idea while 34% approved
it, Those in favour were asked which subject{s) they would recommend.
Most freguently mentionedi were lrish, History and Geography (62%), .music
and art (24%) and physical education (14%).
With regaru to the somewhat vexed question of the competence in Irish of
College of Education graduates, it may be noted that in nost instances the
B.Ed. fdoaree has a component deening successful stuuents to have acquired the

same starxaru of lrish as obtained on the two-year diplona course which was

O
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replaced after 1974. This latter standard was deemed to test one's corpetence
in teachirny through Irish., It can scarcely be doubted that a large minority
of today's giaduates would not feel at home in such a situation, for unlike
their diploma predecessors they theuwselves receive virtually no instruction
outside Irish itself (language and methodology) through Irish. At best they
are preached to by the Irish departments on the value of integrating th
language with other subjects and activities but receive little encouray sent
arxt almost no direction elsewhere.

3.2, Table 15 of 0 Kiaghin and 0 Gliasdin (1984, p. 25) records how much
Irish respomients considered suitable in the educational programmes of most

children cexiay:
TABLE 15 : SCHOOL PROGRAMME PREFERRED FOR MIST CHILDREN

mary | Post-Primary
Awount of Irish in Programme F" T vy st T L

. A} Er2'1sh {with no Irish taugrt) i'
. Irish tiught a5 a sub)ect only ' 72 12
I

|
2
3. Ali-1rish (with English as o subject only) 4 4
4. Bitwingual with (1) more subjects through '
English than through Irish . & 4
(i1) about 50/50 | 16 1%
(111) more subjects through [rish|
than through English . 1
; T00 0o l

As the authors note, uie 25% minority who would like some use of Irish as a
wedium of instruction is substantially larger than the proportion of children
currently receiving such education (ibig., p. 26), for they also state (ibid.,
p- 21): ‘'Such inforration as we have to hand suggests that the under-30 group
have receivei very little bilingual education (i.e. 6% in primary school; 4%
in post-primary school).' The attitude to Irish-medium education expressed in
response to a question on all-Irish schooling was even nore favourable: 24%
said they would sendd (or would have sent) their children to an all-Irish
school if one were available in their locality (ibid., p. 26). This of course

contrasts with the 5% of their Table 15 above who expressed such a preference.
P

3.3. It mignt be useful at this point to try to bring the different strands
together before proceeding to have a quick glace at bilimgual education abroad
and makirgy sone suggestions that night aid its extension here in lreland.

The Department of Eaucation officially exhorts schools to employ Irish in
general conversation as the language of the school and to extend its use as a
nediun of instruction as the Lupils' mastery of it improves. But the
Department would appear to set more store by the informal incidental general
use Of Irish than by its more formal use in instruction - perhaps a
consequence of doubts raised by Macnamara (1966) and not yet dispelled in
officialdom by later studies such as Cunmins (1977). Althoush a majority of
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teachers report substantial use of Irish as a general means of conmunination
in schiool, instructional use of lrish is confined to a significant ninerity,
who however use it for the most part for less than 2 hours rer week. Thisg
rather low level of functjional use of Irish in the primary school system
obtains despite the existence of substantial minorities of both parents and
teachers who state that they would be in favour of bilingual programmes. The
weakness of the present position of Irish as a mediun of instruction outside
the ‘all- Irish' schools nay well stem from the random distribution of these
minorities of parents ayi teachers throughout the country ang the lack of
appropriately cohesive central planning and administration. There is a
tendency for native scholars o exaggerate the 'uniqueness' of the Irish
linguistic condition (see for example Harris, 1982, . 19-20), but while it
is undoubtedly a truism that no two national language situations are precisely
similar, one suspects that any ‘unique’ Quality in the Irish language
situation is to be sowght rather in the half-hearted nature of policy
resolution than in the ygeneral features of the situation itself,
Consideration of the bilingual education experience of other countries heed
not therefore be irrelevant. On the other had, any attempt to transplant
srograrwes which have proved successful elsewhere without due regard to the
pPosition of 1rish here would be unwise. Fishman (1976, pp. 52, 73)
demonstrates that Ireland's prootion of a second medium of instruction is
paralleled throughout the world., He estimates that there may have been as
many as 2,300 bilingual secondary schools programmes in operation in 110
countries in 1972-73, and possibly 20 tines as many such prograrmes in
operation at primary level - perhaps 50,000 prograrmes - we are no. alone.
Arxi there is no difficulty in identifying our allegedly 'unique’ situation
with the first of his two categories of programme types (ibid., p. 76):

For some educational Systems ..... bilingual education is an alternative
option equivalent to vernacularization or self-recognition, an educational
trend which began with the madern period of history and which has not yet
run its course,

For other educational systems, bilingual education is an alternative
option equivalent to ipt ationalization or other-recognition, an
educational trend whiq, to¥an in the earliest forms of elitist education. -

The simple theoretical distinction drawn between ‘marked’ and ‘unmarked
languages' in the same work (pp. 99-100) also helps us to understand the role
of Irish:

That language is marked in a bilingual education setting which would nost
likely not be useu _in~st_nx:tiox_\allz were it not for bilingual educat iua,
i.e. to say, it is precisely bilingual education that ths brought it into
the classroom. Conversely, that language is unmarked in a bilingual
education setting which would most likely (continle to) be used
instructionally, even in the absence of bilingual education.

1 65— .
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Cohen (1975) reviews the international literature on the cutcome of bilingual
education programmes and shows (p. 22) that the results are mixed: programmes
in Canada and South Africa have been deened successful while others in Ireland
(Macnamara, 1906), Mexico arxl the Philippines have been deered unsuccessful.
We may follow Cohen (ibid., p. 2) in quoting from an earlier study"

cimunan ana Lovas (1970) state that most existing bilingual programs have
not utilized recent insights into societal bilingualism in their progran
designs. Staff personnel offer educational, psychological, or linguistic

reasons for project characteristics, but igrore the language situation

existing in the cowmunity involved.
Therefore the success or otherwise of bilimgual exiucation prograrimes cannot be
divorced from the interaction of the two languages in the society in question,
nor from that society's attitwde toward them. Even the small number of
practical noxlels outlined by Cohen (ibid., p- 18) brimgs into sharp relief the
contrasting haziness of the model officially expounxded in Ireland: (i) a
lesson in one language in the morning followed by the sane lesson in the
secona language in the afternoon, (ii) a aifferent medium of instruction on
alternate days, (iii) use of simultanecus translation, (iv) functional
specialization - certain subjects being taught in each language, and (v) one

language predominating at first, with shift to the other langyuage.

Cohien (ibid., p. 19) swuarises Mackey (1972) on the approaches adoptet by
teachers in the J.F.K. School (secondary) in Berlin, which drew 50% of its
pupils from German fanilies, 40% from Anmerican families arxl the other 10% from
‘the international community'. Continual alternating is prevalent at the
Berlin school, with teachers alternating considerably between languages within
the same lesson. Teachers there adopted at least five approaches: (i) they
gave part of a lesson in one language, another part in the other language,
(ii) they presented all material in one language with repetition of the same
material in the other language, (iii) they presented all material in one
language amnd gave a sunrnary in the other language, (iv) they enployed
continual alternation of one language and the other, (v) they spoke to soue
persons in one language, to others in the other lamiuage. Fishman (1976, pp-.
94-~107) anxt Mackey (1972, pp. 145-171) offer couplex typologies of bilingual
educational models but I suspect that the example of this single Gerwan school
ghoud be enough to pronpt us to analyse arxi describe our oWn bilinguai

Prograti.es

It would seen too that foreign exjerience can offer reassurance as well.
Given that the principal seciocultural conditions that define Immersion can be
swmarized as: ‘(1) lmuersion programs are intended for children who speak the

majority-group language, which in the case of North Anerica is English.... (2)

~66-

7e



Educational, teaching, anu aduninistrative personnel working in Inmersion
programs value and supyort, directly or indirectly, the children's hore
language arxi culture. (3) The participating children and their parents
similarly value their hame language and culture and o not wish to forsake
either. (4) Acquisition of the seconxi language is regarded by the chilaren
ard tneir parents as a positive adiition to the children's repertoire of
skills' (Genesse, 1943, p. 4), Genessee {ibid., p. 40) conclwles that the
benefit of such Irmersion prograrues is not confinal to advantaged pupils:

Majority-language stwients with characteristics that custawarily limit
their achieverent in conventional school programs with English instruction
have been shawn to attain the sane levels of achieveunent in basic acadenic
subjects in Immersion prograns as do comparable students in regular
native-language school prograns. At the sane tine, tnese types of
"ulsaavantagexd” students iichieve much higher levels of secorxi-language
proficiency tiian they woula were they receiving core secona-lamjuage
instruction.

Another conclusion of Genessee is relevant to the Irish context, nanely the

question of the iiyortance of the geographical setting of the school:

+.ses8ince their inception Irnersion programs have been instituted outside
Quebec and are now available in couauunities where there is no large local
sopulation of taryet-lanyuage s;«akers, such as French lmmersion in
Vancouver or Toronto.....the exi ting research findinys irklicate that
students in comunities or settings that do not have large nw.bers of
target-language speakers anc/or that .o not officially recognize the
target language can benefit fron participation in an Impersion program,
rerhaps even to the sane extent as lunersion students living in bilingual
camunities. (ibid., pig.. 32-3).
5.0 An awareness of Lilingual education prograrses in otier countries amd of
the state of international research on such progranmes woula widen the range
of experience available to project planners ana practitioners here in
Ireland. But they should couplement stiklies of our own experience - not act
as substitutes for our owm investijation anu reflection. Any ill-consideredd
attempt to graft what apjears to have been successful elsewhere onto an
inadequately researched howe situation would be folly. We must note what we
have, gauge its strengths and weaknesses, and! on the basis of this study

devise ana inplenent. coherent projects which are reviewed regularly.

Thus, for exanjle, any reconsiceration of the role of Irish as a secorkt Redium
of instruction in the priuary school shoula begin with those schools which are
already raking some effort in this direction. It woulri seek to harness the
active co-operation of tihwose suwstantial ninorities of jarents and teachers
who favour dual-pedium instruction. In fact it is interesting to sce tnat the
practice in one of the very few schools which explicitly organizes itself
bilingually is clearly an intensification of the bilingual apg.roach operating

weakly in over a thousand other schools. In Scoil NAisily .a Réalt na hara,
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Skerries, for instance, the staff speak Irish anong thenmselves, use Irish as
far as possible as the languag.e for ordering school affairs ana this use of
Irish in informal situations firxs a logical extension into Physical Education
and Art, which also provide a setting for the reinforcement of subject matter
introduced via the Conversation Courses in the language. The school is the
snallest unit likely to be in a position to pursue a coherent bilingual
progranne over a number of years. To operate such a programue successfully
the school would need the active participation and co-operation of suitably
qualified and motivated teachers and principal and at least the passive
co~cperation arxl support of parents. It is hard t> envisage long-term success
for the more usual position obtaining in schools t.xay, where the decision as
to the choice and proportion of instructional nedi m rests with the individual
teacher, a conscyuence of circular 11/60 (cf. An Roinn Oiueachais, 19065, p.
119). For such «n individualised and fraquentexi apt.roach to bear fruit one
inagines that thore would need to be some general guidance given to teachers
wishing to use lrish as a second medium of instruction. They could be advised
to teach certain subjects/activities through Irish - Music, Physical Education
ark] Art, for instance, or trey could be advised to use English 1 the morning
and to use Irish both as a teachirng mediun and for general purjoses after
lunch, or to use Irish between 11,00 a.m. and 12.00 noon, or whatever. But
some such guidelines shou.d be provided to end the isolation of the teacher
using Irish as a medium, :0 facilitate continuity within the school amd to
pronote cohesion in the primary system. The individual teacher could be
further assistea by pre—service and in-service courses designed for
dual-nedium instruction. Schools should get the active encouragenent atxi
assistance of Department of Lducation inspectors and administrators. A new
classification of the various types of Irish-nedium prinary schools,
incorporating the features of post=primary school classification might well
help to concentrate the nminds of all concernext with the well-being and
efficiency of lrish-language teaching in the primary school. A supporti- e
framework could also be set up, facilitating contact between the schools
enploying Irish actively as a medium of communication and proviaing a type of
liaison service with connunity badies both within and outside the Gaeltacht

which use Irish.

1 wish to preface my conclusion with a nunber of gquotations. The first is in
fact a quote of a quote; it is taken from Cohen {1975, p. 26L) arxl stresses
the nex] for attitwlinal change:

As Rodriguez (1969) so eloguently put it, "What is not spelled out in any
... ..recomuerxiations, however, is the imperative need for arastic
attitwlinal change both within the dominant cultural group and withir the
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Mexican Anerican Camnunity. And the attitixiinal change must be the
primary concern of the public school. Every person in the school dealing
with a student must becoue culturally cognizant of the significance of
recoynizing the enriching values of cultural heritage. It must permeate
their very being that the person with a bilingual, bicultural asset is
‘Advantaged’ arxt from that position can be a vital factor in the enrich-
ment of the school, the community, all of society.”

Mackey and Anderson (1977, p. 331) offer a general guiding principle:

In any social system where there jis a various widespread desire or need
for a bilingual or multilingual citizenry, then priority for early
schooling should be given to the language or languages least likely to be
otherwise develoved or wost likely to be neglected.
Fishuan (1970, p. 43) stresses the interdependence of bilingual schooling and
the overall sociolinyuistic sett.: J:

Bilingual edaucation in which tne languages taught are related to real,
live counities, on the ¢,.e hand, arxl are utilizedl as media of
instruction amnxt real, live comaunication, on the other hand, is
understaniably a truly natural way to teach and learn languages
effectively.
Of course in the case of lrish one has tl ~ adde! dimension of aligning the
school experience to outside efforts to exterx! the role ant use of the
language., It was because this aliynment was seen not to have been achieved
tnat the sixties witnessed a retreat from extended prograrmes for Irish in the
sclicols to core programmes. It was evidently hoped that the audio-visual
nethouology subsequently intraduceu would allow the sane standard of Irish to
ke attained in approxipately half the time. Harris (1984) iniicates clearly
enough that this does not seel to have happened (direct comparisons are of
course not possible). The cnoice facing us now is tf refore either to reduce
our ex,ectations of what core teaching of Irish .- ‘ieve or to revert to
extende: progradwes of lrish. It has been the .tion of this paper that
the establishment of a range of bilingual prograwwes on an optional hasis is
feasible in the context of our jresent language situation, anc can count on
the support of substantial rinorities of parents and teachers. The challenge
is therefore twofolu - there is need for a policy initiative ani there is need
for co-ordination of effort. The establishment by the Department of Education
of a conprehensive audnistrative framework which was flexibly operated might
well act as a catalyst to proncie dual-rmeiium erucation and thereby take a
significant stey. in reversing the decline of the language in the primary

school .
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Digcourse analysis and language acquisition

Michael F McTear

University of Ulster

The study of child language acquisition has moved through several
phases during the past few decades. In the 1960s the main interest
was in the acquisition of syntactic structures, while in the 1970s
semantic and ceognitive approaches predominanted. More recently,
greater attention has been paid to advances in discourse analysis,
conversation analysis and pragmatics (broadly speaking, the study

of the use language in context), and this focus has been reflected
in child language studies, Tw~ separate strands can be discerned

in this more functional and interactive approach:

{1) the explanation of lanquage acquisition with reference to
interactional contexts {input studies);
(ii) the acquisition of separate skills invelvinag Lhe use of

lanaquage,

1t is with the second of these themes that the present paper is

concerned,

some aspects of discourse analvsis

Tt miaht be helpful te briefly roview some of the main issues
which have been discuased during the past few vears in the area

of discourse analysis, These include the follawina:

1. The form v function relatrjionshk o

Briefly, this involves a distinction hetween the lingquistic form of

an utterance and the func' n it might serve in a particular discourse
vontoext so, for oxample . sentence such as "it's cold in here”

has declarative form and an obwvious literal meaning, yet it could
function on a given occasion »f utterance as a request Lo close the
door, This non-literal meaning cannot be derived from an inspection

of the sentence alone,
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2 The role of context in utterance interpretation

One of the aims of discourse thoory is to specify the contextual
features which have a bearing on how an utterance is interpreted,
In the example quoted above, reference might be made to knowledge
shared by the speaker and the hearer, for example, that the door is
open, that open deours cause draughts, that draughts cause rooms to
be cold, that cold rooms are undesirable,....Such knowledge would

e necessary for the hearer to arrive at a suitable interpretation

~of the .tterance.

3 Appropriacy as ovposed to grammaticality

Traditionally linquistics deals with the description of rules for

well-formed seruences. However, there are also rules for the
appropriate use of language. The clearest cases involve rules of
porliteness, %o, for ecxample, it would be considered inappropriate

te use a direct requesting form such as "close the door" to another

adult (though probably not to a child),

3, Discourse structure

This involves the structural relationsnips between utterances,
The clearest example would be question-answer sequences, although
there are many more complex structures in everyday conversation,

5., Discourse content

In discourse .nalys:s one important topic has been the way in which
information is handled within a text. For cxample, once an object
or verson has been mentioned, it can be treated as old information
and referred to with pronouns or definite expressions, A further
aspect of content conceras the notion of relevance, for example, in
determining the extent to which a particular utterance is relevant

or not to the preceding discourse,

6, Interactional aspects of discoursoe

It has become clear that, as far as conversation is concernced, an
approach which focures on the analysis of utterances in isolation

is unsatisfactory, Basic aspects of conversation, such as turn-
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taking, ave accomplished in 2 collaborative manner and cannot be
treated &#s the outcome of any one individual’s contribution,
It has also been argued that other aspects of discourse, such as

the negotiation of meaning, are achieved interactively.

7. FPeatures of spoken discourse

Finally, it should be mentioned that most work in discourse analysis
has paid attention to the finer aspects of specch production,
including in transcriptions items such as false starts, hesitations
and other dysfluencies which are nomrally disregarded in the more
jidealized citation forms discussed in traditional linguistics.

This is not just because of an insistence on accuracy; indeed, it

Las been demonstrated that these features of spoken discourse
exempli® many of the complex processes involved in the collaborative

product:on of a conversation

It should be emphasised that this is a necessarily brief account which
has disregarded many important theoretical distinctions in the
literature. The term "discourse analysis" is being used here
generically. it is also used to refer to a particular analyti
approach developed at the University of Birmingham to describe
teacher~pupil interaction (¢inclair and Coultharad, 1979). A

@i fferent approach, which developed out of cthnome thodoloqy, is
referred to as "conversation analysis" (sec, for example, Cacks,
schegloff and Jeffersor, 1974) ., Other terms include "text
linguistics”, which refers mainly to a Furopean tradition of text
analysis, and more generaily, other terms used include intcraction
analysis, face-to-face interaction, and interpersonal communication
For further detatls, the interested reader is referred Lo texts

such as Brown and Yule (1783, levinson (1783) and Stubbs (1983),

Developmental discourse

Most nf the above necty of discourse have also been studied
developmentally. In particular, there have heen studies of the
development in children of turn-takina, requestindg, narratineg,

. raferring, as well as the use of devices for initiating and
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sustaining coherent dialogue, Reviews of this work and accounts

of further empirvical resecarch can be found in Garvey (19€4) and
McTear (1985). The present paper will cxamine a further aspect

of discourse ~ the use and development of conversatijonal repair

Put simply, repair refers to the devices used to sustain conversalion
in the face of actual or poteptial communicative breakdown. This
can include simvle cases Hf non-hearings and misunderstandings,
checks for confirmation and elaboration as well as self-corrections
Repairs can be initiated by either the current speaker whose utterance
occasioned the repair, or by the other participant. Similarty,
once repairs have been initiated, theoy can be carried out by either
the current speaker or the other participant. By usina the term
self" for the spoaker of the repairable utterance and "other" for

the listener, we can isolate four types of ropair in conversation:

! self-initiated self-repair
2. other~initiated self-reparr
1. Self-initiated other-repaijr

4. other-initiated other-ropairv

In this papoer only the firet lwe types will be cxamined. For a
detailed account of conversational repair, see Schealetf, Jefforson
and Sacks (1177), The firvst tvpe, abbireviated for convenience to
"solt~repair”, refers to caven where the speaker solf-corrects without
anv promptine {rom the other conversational partner, The second
lype, nsually referred to as "clariticatrion requent, occurs when the
lstener regqueats some clarificatjon which is then proferred by the
speaker of the uttorance which occasioned the request, These will

be discussed firat,

Clarification requests
Clarmification requests can bhe clm:afied across tuwo divcensjons

Firstly, they can be elassificd an terms of whether or not they
Yo Y Y

address a specific part of the jepairable ot tor nee. in this sense,

requents can be non-speci fic, The second dimension refers to the

Lypoe of response expected - repetition, confirmation er abecification,
-—I“.’)— ) -:—



The following exanples (based on work by Garvey, 1977 might help):

1. WNon-specific¢ request for repetition
A: Do you like his big brother?

B: What?

A: Do you like his big brother?

2, Speci..c request for rapetition

A: Do you liks his bLig brother?
B: His what?
A:  His bag trother

A: Do you like his big brother?
B: His tig brother?
L1 Yes

1. fpecitic regquest for speq;ficiﬁﬂQ\

A: Do you like hi big brother?
R:  whieh one?
The one with the curly aair

>

Types 1 and 2 differ in that, 0thi-gn thwe s borh request repetition,
type 2 requests repetition only of a specific part of the utterance,
This difference may be ca.cied by intonation alene, with a rising

vone on “what™ indicating type 1 and a fallina tone indicating type 2.
while 'he response to type 1 requires only simple repetition, type 2

requests require their recipient to isolate tho appropriate item

{in the above example, the object noun phrase). In this way type 4
is also more complex. Tt occurs in the environment of insufficient

information, when for example, the speaker has made false assumptions
about what the listener knows, This is often described as

communicative eqocentrism in the case of youneg children, In this

request type the listener has to specify which aspect of the utterance

is unsat isfactory, while the speaker has to supply the appropriate
requesied specification, e ability to make and respond to specific
roquests for specification requires a considerable degree of interactional

and linrsuistic compoe.ence,

Ac tar s che totaisitics of elanincat.en requests s oconcerned,
Carvoy {(I477), an a4 stade of 3 0 Llen aged L3I0 to ;7 in dyadic

poct s iteraction, fennd cFat chidren wore able te respond appropriately
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to requests For clarification, with the older children making

f~wer null respenses (i.+ fajlure to respond at all) Non-
specific requests vore the most frequent, but all typ % were
represented an the data for both younger and older age groups,

suy jesting that even young preschool children acquire early the
ability to request and give clarification in averydayv conversation.
This conflicts somowhat with resnlts of experimental studies which
suagest that younu children are unable to take account of listener
indications of misunderstan ling (for eXxample, Peterson, Lanner and
Flavell, 197y, although this could be explained partially in terms
of the hivaer comuitive demands placed on children in many experimental

comerunication tguk.

Adetarled analysis of children's clarifijcation requests can yield
useful informatior avout the,r linguistic abilities. A comparison
of utterance 1 in the senuence {the repairable) and utterance 3

the crarification) can <how the child's ability to segment surface

strings and oroduce = mancrcally,  tunctijonally or formally cquivalent

vhyanes, Children rarely orve an exact repetition fotlowing a "what"
reaquest , Phonolearcally there can be a reduction in tempo, more

careful arviculation, widening of pitch range, and the use of

cont raast ive ctress As far as the grammatical form ot the utterance
17 oconcerned, aften only essential contoent is repeated or che utterance
may b exponded by addina toarther relevant materia For example,

in the following sequemnce, the connective "sure", which orcurs in
Ulster Engtish before a justification 1n the domain of a prior

revi esed polarity utteranee (i.e, "yoo" in contrasr Lo "1 didn't"),

tsoomtted i the yopoated eltterance:

(1 Heather: | didn't
Siobnan Yos
Heather: T didn't
sure  I'wvi o got 1t on me there
tobhan: What
Heather: 1've aot it on me there

Other connectives and 1toms. such as "1 think” wore similarly omitted
1in such caseow, andicat ing that the children wore paying spocific

stention to the selection of the particular elements in the ulterance

~
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vhich required repetition and were able to distinguish these from
other items which served a discourse function only in respect of the
specific position in the sequence in which they occurred ‘The
interaction with linguistic ability is also to be seen in responses
to requests for specification, as in this example:

(2) Siobha. : 1 see shells on that lorry

Heather: What lorry?
Siobhan: That one that's hlue

Hore Siobhan has to specify which lorry she is referring to, This
invelves in this case the use of a restrictive relative clause as
well as the substitution of the pronoun from "one" for the noun
"lorry", It is possible that exposure to such sequences forces the
child to become aware of the need to make uytterances specific to the
requiremncnts of particular listeners Tt may also be the case that
arammatical structures such as relative clauses emerge as the child
bocomes aware of their communicative functions, Hlowever, wuch more
empirical research is required before this hypothesis can be

substantiated

Ieading on from this, it is possible vo point to the possible
cducative function of clarification requests, that they force
children to test their current hypothescs about the form and usc
of their language, for example, by trying alternative forms instead
of repeating, In the following example, the child corrects the

arammatical form of ber utterance fell ana a clarification request:

(Y 1 oh, she ate me
somebody else wants te e ates
N What?
Cs Faten

In some sases, the "corroction” ~an rasult in an angrameatical
utterance:
(4} ¢+ I'm gonna let one Adry out

A lHuh?

C: I'm gonna et one....

' gonna (et one drics out
A:r Oh

El{lC . 8 ; 78—
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Children's developing lir 'uistic systems are qenerally unstable
with the result that their production of wcll-formed utterances is
variable, It wonld be interesting to investigate the potential
educative role of such self-corrections of grammatical forms in the
domain of c¢larification refuests,

Qs - i
Sclf-repair

Self-repairs ! v reccived bt le attention in the developmental
literature, possibly because they are unconscionsly edited out at
the transcription itage and simply not noticed. Indeed, 1t requires
repeated listening with narticonlar attentjon to repair phenc sena
such as cut-offe and hesitat{ons in order to avoid this - ing out,
Il is also possible that the significance of ropair phen~awena is not
appreciated and that they are dismissed as purely “performance
featureas™, Cortainly, solf-repairs can be cecasioned by a variety
ot factors, includinag specech planning and production processes,
emotional state, memory lapsos and other degeneracics of performance
These have been studied particularly by psycholoaists, However,
sclf-repairs can also reveal aspects of a sreaker's Jinauistic and
interactional comprtonce, as will be seen in the followinag analysis

of grammatical -el fereparr:

The followina are some vxamples of selferepaies ro arammar taken from

A study of pre-school ol l-dpeon (MeTear, 1934y,
(%) Siobhan: Do $ou want more so. tooks now, oo more hock s

(O) Heathery: Well 1 oourt e
T hurt pyseld

(7)) Jioabhan: and theye !t aotho the baagest gar don

In %) Srebhan hav prot lems with he ordering of prerodifving ftems
in nown phrases and frror produses the ordering of  wmantificr "more"
followed v determner "aome™ b fors correcting to 'some more",
In ) Heatber corvects the prenoan "me", replaciug it with the

rofiles Ymesel T Wb chovs o rermpiredd gn 0 e TEatactic enviranmont

~TO~ e~
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of "I hurt X/X= I, Finally, example (7) is a case of syntactic
relations, where the choice of a superlative form "biggest" requires
the prior use of the definite article. Siobhan begins the noun
phrase with the indefinite article "a", which is usually required
after "there", but replaces with "the" in anticipation of the
superlative form, The repetition of "the" is a further indication

of 'trouhle' at this precise point

As well as straightforward self-corrections, children may often

produce a different grammatical structure as in the following example:

(15) J1obhan: and this is jus  the table thatr you. like that table
ovey thore

In this case thore §s a change from a projected relative clause "the
tahle that you " to a comparative cvonstructicn, "“his may have
been «imply brcause Siobhan changed her mind abwut what she was about
to 3ay. However, a further possibility is that she encountered
difficultiecs with the projected relative clause and chanced to a

more mahageable stracture. This is also a cominon phenomenon in
adult speech, where speakers cut off a problematic structure and
replace it (Ochs, 1979), in some cases a lexical problem may by

resolved by using a different grammatical structure:

{7 Heather: so your na- so your name hasn't aqot, um
SO your
50 . 50 ven aren't a qgirdl, you're a hoy

Hore Heather 1s having trouble findinag a suitable cbhiject noun phrase
to express the idea that the adaressee is male, instead of supplying
this missing loxical item, she restructures the idea with different

syntax.,

Self-repairs also inaicate the chiitd's awarchnss of constituent
structure Many of the children's repairs involved a cur-off in
pedes Lenee after tr osubject —auxiliarvy or vert, resulting in a

recycl ng or Lestractarningg which involved a full clause structnre:

A



(1Q) Heather: I was going to r-
1 was going to run down to your house

I'n cases where the trouble occurred in a subordinate clause, then

usually only the suhordinate clause was recycled:

(11) Siobhan: you can't do it in the care because my house isn’t very em
my house isn't very far

Where the trouble occurred towards the end of the sentence in the
rFrepositional phrase, then only this part was recycled:

(1M H: where's the old witeh in this. .on this book

In sum, 1t would secem from evidence such as thig that young children's

self-repairs demonstrate their awareness of constituent structure in

aqrammarx

Concluding remarks

This brief illustration of some recent work in developmental discourse
has shown the interact ional and linguistic skills rossessed by young
preschoo!l c¢hi tdren, Most of the empnasis has been on describing the
discourse skills of conversational repair, although the relationship
between these skille and he children's linquistic abilities has also
heen vutlined. Yuture rescarch will need (o address further the
interesting reiationship betwoen linquistic and interactional
copetence, Functional explanations cf lanqguage development suggest
that grammar emeyges because of co wnicatjve reguirements, A
detailed examinavion of children's linquistic and interactional

develepment could shed light on this important theorctical issue.

ST
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PRE~PRIMARY EDUCATION THROUGH THE MEDIUM OF LESSER USED LANGUAGES

Helen O Murchi,
T.C.D,

This paper reports briefly on a Survey carried out during 1983-4 at

the request of the Commission of the European Communities. The

bossiers on which the Final Report/Synthesis is basced were established

as a specific activ'ty of the European Bureau for Lesser Used Languages
which was subvented by the Commission, on behalf of minority languages

and cultures within the Commmmity. (For a fuller account of the Bureau

PP ! L2
see O Riagdin or O Murchid™).

METHODOLOGY
The directions given 7~ . relation to this specific activity referred to

"the establishmeat of dossiers regarding the trends,

provisions and problems in the ficld of pre-primary

education including the participetion of parents, which

could serve as the basis for o future Conference at

European loevel "
In accerdance with these dircctives, Guidelines were prepared and amended
in discussion with the Commission, These Guidelines covered 5 areas -
history/motivation behind curreat ferms of pre~primary provision,
essential statistics, linguistic and vducational agpects of provision,
future deveiopment — which the recinient was asked to treat In discursive
form in his reply. These Guidelines {in four languages) were then sent
to individuals and ovganisations in 6 of the 10 member states, inviting
them to participate. (Accounts of statuvtory provision in countries of
the Community were tairle readily avatlable). This preliminary list was
determined on the basis of the participants being known to be actively
involved in prometing pre=primary provision in a lesser u-cd language,
either to *he compiler of the Synthesis or to constituent members of the
Europedan Bureau. Tt was not an ervhaustive list, nor did it contain sume
groups o, wvhile not currently having any form of pre-primary ~ion
in a minority language, would wish to be invelved in a planning cxer ise
towards future prevision and therctfore to have their views recorded in
a Svoathesis of this kind, Within the constraints of tipe and funding it
was hoped te present a reasonably ropresent-tive account arrent

"trends, provisions and preblems” as directed, to include .my suitable

o ~83- )
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materials , rovided from other sources, and to try to ensure that the
information gathered would be later disseminated as widely as possible,
and in that process refined, updated, and perhaps provide the basis

for pointers towards possible policy. The Table below shows by under-
lining the eventual numbers of participants from a possible total

drawn from Stephons.3

TABLE 1.
EEC MINORITY LANGUAGES_PROJECT
1. IRELAND (1)

2, UNITED KINGDOM (4)
Irish, Welsh, Giidhlig, Cornish
3, FRQNCE (7 + 1)

N. Basque, N, Catalan, Breton, Occitan (@ 2), Flemish,

Corsican
Alsace lorraine
&, ITALY (5)

Slovene, Sudtiroi, Ladin, Friulan, Val d'’Aosta

Sards, Piedmontese, Occitans, Romagnols, Greeks, Croats,
Albanians
5, NETHERLAND: (1)
Frisian
o. LUXEMBOURG (1)
Letzeburgisch
7. DENMARK (1)

Cerman (N. Schleswig)

Greenlanders, Varoese
8. GERMANY

banish (S. Schleswig), N. @ E. Frisian, Platt-Deutsch
9, BELGIUM

Flemish, Walloons, Germans (E. Cantons)
10. GREFECE

Turks, Albanians, Romanians

Q -84-
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Of 22 invited to participate initially or at a later stage, there
were 15 positive responses (not in all cases through the actual
contact made), with the addition of 6 participants who provided
information of their own accord as they became aware of the Survey
through members of the Bureau. This ensured a total of 21 out of 27,
with two reperts {rom one region (voluntary agency and mainstream
system) counted here as 1. Given wne difficulties associated with
voluntary agencies often witbout a fixed address, whose honorary
vfficers may change annually, the size of the survey area involved
and inevitable delays witb the necessity for translation, this
response was considered satisfactory. Of those responding, there
states, contact was either made with or received from 9, Greece

being the exception,
14

In the Guidelines sent to participants, suggestions were made as to
how the data sought under the various drceas in the Guidelines might
be obtained, i.e. essential statistics from existing primary sources,
or information based on sample questions in Guidelines by mean of
oral interview or mail-questionnaire. Different methods or gather-
ing the relevant information were used by the various contributors.
In some instances an expert researcher was retained, in others the
dossier wis compiled by individuals within the organisations themselves,
1t can probably be assumed that, in some cases, a degree of sympathy
at least, and possible of subjectivity, informed arcas of giver data.
This in no way detracts from the whole exercise, which was basically
one of gathering information not only on what various groups are
doing in the field of minority language medium pre-primary provision,
but on how thev perceive themselves and their work and others'
perceptions o, ther. Indeed, one of the more valuable off~shoots

ot establishing o dossier rav well have been the opportunity it

at forded proups te examine their own situation and attempt to

exnlain it te others, and in so doing to deepen and broaden their

own knowledge of 1t

E l{lC -85
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TERMINOLOGY

As is already apparent, there exist problems of terminology
(i) with regard to the areas of educational provision under
survey and

(ii) with regard to the participant groups involved.

Point 3.0 of Guidelines uses the term pre-primary and, for purposes
of this work, defines it as "pre-vompulsory primary schooling”. In

the same spirit, "provision/services are defined as any efforts,
whether statutory or voluntary, at education qutside the home setting,

through the medium of the lesser used language."

For a fuller
discussion of the possible connotations attendant on choice of
terminology in this area of education, the reader is referred to the
Introduction of Publication No.l12 in the Fducation Series of the
Commission of the European Communities.é
Rather more emotive are possible pejorative nuances of the
term "minority" whether in reference to a community or a language.
It may also be innacurate as a term, since a numerical minority
within a particular state may well be
(i) a numerical majority in a region of that state, (a fact
which assumes ever greater importance if the region is an
autonomous region);
(1i) speak a language which is the majority language of another
state, as in some Italian border regions for example, or
(ii1) as in the case of the Republic of lreiand and Luxembourg,
the language may in fact be the first official language of

the state or national language respectively.

Other considerations «<hich had teo be taken into account
pertained

(1) to the perceived links between ethnic groups, language

and cultural identitv as well as

(11) questions of nationality, citizenship and their being

co-terminous with difterent language-speaking groups.
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All this then influenced the choice of the qualifier “lesser used”
in relation to the linguistic groups involved., It also led to the
use of the terms "indigenous" te doscribe a linguistic group such

“extra~territorial” to describe a

as the Welsh in Britain and

linguistic group such as the Slovenes of present-day Trieste.
The problems of immigrant groups were not considered to

come within the current definition of the work of the European

Bureau for lLesser Used Languages.,

RESFARCH 1N EARLY CHILDHOOD EDUCATION

Recognition ot the possible advantages of carly intervention
as a compensatory mechanism in the education of socially or economic-
ally deprived groups together with a growing awareness of the crucial
importance of the ecarly formative years tor all facets of the child's
development has led in the past twenty vears to research and report
programmes all over t ¢ world. Many of these have focussed on
language and the poss.»le determining effects of language variely
on life chances, and h e, in some instances, for a time at least,
in{luenced public policv.

Psycholinguistic studies have provided studies of child
language acquisition, including specific examples of bilingual
children. Studices ave also available of bilingual educattonal systews.

In Furope, bodies such as the Counci! of Eurepe, UNESCO, the
Furopean Commission and the Centre f{er Educational Research and
Innovation of the OFCT “Lave set resedrch in train and published
several signi[icdnt"r(purts" for ¢x. In the areas of early child-
hood cducation for inmigrant children. Very littte, however, is
available on such a scale in the ficld ot pre=primary provision
fer Tinpuistic groups of the tvpe described above, although all-
usions te education tor Pinguistic diversity can be found throughout
the major reports on varly childhood cducation, Goutard (1979)4

. . 5
and boadhead (19817 however, do tead to treat societal plural ism

and bi-cultural cducation for the voung in g context that includes
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native, as well as immigrant, cultural minorities., The Summary
Report6(198&), of the Van Leer Foundation Seminar in Granada, Spain,
also mentions, in the discussion on bi-lingual and bi-cultural
education in the classroom, the particular problems of the EEC's
lesser used languages, the levelling effects of mass media, the
importance of the minority language having a role in domains other
than education, to support the work of the classroom, as well as

“"minimal and disjointed provision" (p. 18),

the disadvantages of
(These remarks are confined to reports from European bodies. The

work of, for cxample, the UK Mother Tongue Project’ is not included).

PROBLEMS OF SYNTHESIS

Provision of « cle~r Synthesis on comparative lines implies
an ordering of material according to selected criteria. There were
several choices that could have been made as to what constituted
a suitable framework. lnitially, when the Guidelines were prepared,
with the purpose of making comparative work more manageable across
a range of contributions, it was felt that the five main areas would
prove useful starting points. The dossiers, however, provided such
a wealth of information from differing situations that this approach
proved ultimately less feasible., Description and analysis by country
would not have done full justice either to the similarities between
countries nor to the differences rithin them. While the whole
question of language was central to the work, the psycholinguistic
and sociolinguistic (and indeed socioeconomic) implications of this
approach could only be adequately dealt with within a broader frame-
work, Since all the dussiers were concerned with the issue of pre-
school provision as an important mechanism in the maintenance of
minority languages and cultures and their transmission to the next
generation with the attendant problems such a stance imposes,
concerned with statutory supp-rt or the lack of it, and voluntary
cfforts to fil1l the void, it was eventually decided to order
material in the Final Roport basically on whether the educational

provision in the different regions was (i) voluntary, (ii) statutory
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or (iii) a combination of both, as Table below indicates.

TABLE I1
PRZ-PRIMARY PROVISION

1. STATUTORY ONLY
Luxembourg (1)
1taly (5)
2. VOLUNTARY ONLY

Giidhlig, UK (1)
Cornish, UK 1)

3. BOTH STATUTORY AND VOLUNTARY (not necessarily all} cases)
Irish ¢))
Frisian (1)
France 6)
Welsh, UK (GD)
Irish, UK )

Ger.an, North Schleswig, Denmark (1)
5. NowE

Flemish, France (1)

The German minority in Denmark has private education which is state
funded. It is the level of recognition and funding it receives that
distinguishes it from the type of private educational provision

deseribed here as voluntary.

ETHNOLINGUISTIC VITALITY

A paper of this length precludes the possiblity of providing a
comprehensive overview of the 21 situations on v ich information

was provided or of discussing fully the many inter-related variables
involved. The following framework, however, drawn from Saint*BlancaL'sB
discussion of minority group vitaliiy, which she bases on Giles et

9 . 10 , . .
al.” and Tajfel 7, may provide an introduction to the general
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cuaclusions. Saint-Blancat suggests thay the ability of a minority to
survive derives not only from the objective conditions of the socio-
structural context but also from social-psychological processes that
have to do with ethnolinguistic identity and the minority's subjective
perception of its own vitality. It is the interaction thus produced
that determines the type and strength of the strategies used by the

minov .y in its efforts at self-maintenance,

ETHNOLINGUISTIC VITALITY

determined by
SOCIO-STRUCTURAL CONTEXT

f

economic
political + PRESTIGE

1. STATUS variables

L linguistic

2. DEMOGRAPHIC factors | numbers

birth rate

| geographical concentration
mixed marriages

in-migration

out-migration

mass-media
educat ion + RECOGNITION
goverument + REPRESENTATION

3. 1Institutional SUPPORT

factors

——— e —

industry
religion

culture

HIGH VITALITY = UIGH ABILITY TO SURVIVE AS COLLECTIVE, RESIST
ASSIMILATION

RUT ALSO SOCIAL-PSYCHOLOGICAL PROCESSES -
ETRNOLINGUISTIC IDENTITY




1. SOCIAL CATEGORISATION 2. SQCIAL IDENTITY
3. SOCIAL COMPARISON 4. PSYCHOLOGICAL DISTINCTIVERESS

NEED : POSTTIVE DISTINCTIVENESS

ACTUAL LEVEL OF VITALITY + minority's PFRCEPTION of that wvitality affect

SALIENCE OF ETUNOLINGUISTIC IDENTITY (+, -) and therefore ABILITY FORGL
SURVIVAL STRATEGIES

STRATEGIES TOWARDS MORE POSITIVE SELF~CONCEPT

1. INDIVIDUAL MOBILITY (assimilation, dominant group)
2. SOCIAL CREATIVITY (redefine/reverse re~interpret negatively valued
elements)

3. SQCIAL COMPETITION (divect contlict)

GENERAL CONCLUSTONS

Leaving aside in this paper discussion of the eriteria by which a minority
mayv be defined, it is certainly pessible to desceribe as heterogencus
those commmities that are commonly inc luded in the minoritics of Furope.
In numbers, f{or evxample, thev range from under 1,000 with the Germans of
Sauris in Northern Italy to the 71 million Oceitans in the southern halt
of France. Regions in the border dreas may date annexation from as fay
back as 1659 (Northern Catalans and Basgques), or 1860 as Val d'Aosta.

In the case of the Slovenes of Trieste, 1t was not until 1975 that the
present Htato=Yuposlav border was ratificd. They may be citizens of one
coantry but regard themselves as nationals of another, or of part of
another (France, for example, is . nsidered to contain a § of the Basque
nationd . They mav have odo share In pover ment, or be an autonomous region

created by special statute,
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In spite of this heterogeneity, hewever, many of the linguistic
groupings discussed above reveal certain common characteristies
they are communities on the margin both of their own states and of
Europe. They are peripheral geographically, economically and cultur=-
ally, currently in a state of transitional societal bilingualism.
They have endured out-migration of their own newvers and in-migration
of o kind that led to economic and linguistiec imbalance. The traditional
values of their cultures are being eroded in the face of a changing
social eavironment with a rapidity that leaves little room for
adaptation. The critical mass of community sjeakers necessary for
their survival is decreasing at a vate that could soon reach the

point of no return, The birth rate is falling. Intergenerational

transmission of the language is not occurring as it should.

They have in common olso, howvever, a rvealization of their
awn precarious state and a determination to take preventative
stabilizing action, To take any action at all, however, requires
power and resources, both either scarce or lacking., There exists
a growing demand for the right to self{-determination, to take
responsibility fov their own future.

"Political autonemy, while not itself a solution, is

clearly considered a pre-requisite for the maintenance

and development of regional languages and cul tures”

(Riccardo Petrella, public lecture, Dublin 1981311
Local needs are best met by locally determined solutions.

The school as an agency which transmits the language and values
of the communtiy, which has the possihility of ensuring a viable
conmunity of speakervs, is probably the most imp-ortant domain in which
to have .ommuntiy control., Language is central to education, so
cducation must be central to the languape communitv's field of power.
The very young are central to the future, s the linguistic education
2! the very young is of paramount importance,

Bilingualism is not the issue, but the type of bilingualism and
the route towards it. Stable bilingualism is a real possibility, but
it can only occur by positive discrimination that favours the status

of the minority language, by {ts extension, or restoration, into as
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many domains of use as possible, public and private. Monolingual
vernacular education of the very young then has been found one
solution by ma y minerities; others, by reason of existing statutes
have settled for bilingual pre-primary education, There are
difficulties with defining this monolingual education as mother
tongue education:

(i) because of the mixed linguistic characteristics of communities
and families;

(i1) because it is also widely taken up, particularly the voluntary
variety, by majority speakers, for either ideoi>gical or educational
Teasons,

The monoliagual variety appears to have effects wider than solely
linguistic. on a population wider than the school population itself,
It tends te influence attitudes

(i) in th. minority language community itself, leading to a new
perception of the importance of the native language aid culture and
so increased language loyalty. This in turn has meant some impact
on linguistic behaviour in the family and a greater acceptance of
policies leading to increased public status for the minority language.

(ii) In the wider community, leading in some instances to
hostility/resentment, but in general to an awareness of others'
linguistic rights, paving the way for possible statutory policy
initiatives. Because the linguistic objectives of monolingual minority
language education is clear, those itnvolved in it tend to be convinced
in their approach, Such education, even by those who cannot provide
it (the Ladi.s Jue example), is generally considered the best
solution to the present dilemma, leading to some degree of equality
between the language for the individual, and hope for the future
for the community,

Rilingual education, especially at the pre-primary level,
suffers seseral drawvbacks. Since the linguistis outcomes expected
are diffirult to state unequivocally, the advantage tends to lie
with the majority language, which tends to dominate, even though
~ or indeed because -~ it is dominating anyway. lt is difficult for

the minority language to win this .equal battle, especially within
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current sociolinguistic conditions. The effect on staff, for example,
may tend to be one of ambivalence. The economic arguments in favour
of majority language masterv are naturally highly regarded by ooth
parents and teachers. This may lead to no more than transitional
bilingualisw for the individual and the community, reinforce existing
transitionalism, or be merely assimilationalist.

The numbers of children involved ia voluntary pre-primary
minority language education are very much smaller than those in
the statutory variety, in Europe. Paradoxically, however, the
linguistic and attitudinal effects of the former miy be of greater
importance, both now and in the future.

1f community viability depends on increasing the number of
speakers and/or on plamning and implementing a situation of stable
diglossia, the role of the minority language in the domain of
education would appear to have to be a dominant one, which may mean
mono!ingual particularly at the pre-primary level. "Not to learn
the language, but to learn through the language" was a recurring
theme in the Dossiers.

Wwhatever the choice, monolinguality or bilinguality, the
range of pioblems described tends to similar, having their base
in the 1 nguistically mixed classroom that confronts the teacher
in both vwpes of provision, although the urgency to find solutions
will, of course, depend largely ¢n commitment and aims, For some
indigenous minority languages, there stili exist areas of corpus
planning that need completion, although most now have institutions
established for this purpose. There is still, despite an increase
in children's publishing a dearth of suitable (culturally,
linguistically and pedagogically) learning materials. There is not
sufficient research into the processes and products of differing
systems to offer objective guidance on language approach (although
those that exist are encouraging, c.f. Ireland and Wales). There is,
above all, no suitable training for teachers to operate efficiently
in such conditions, although by v w there exists a large pool of
collective wisdom. There remain some attitudinal problems (among
staff and parents) that may more 2asily lend themselves to solution

if the lacunae already enumerated were filled. (Doubts about



majority language monolingual education, even for non-majority speakersy,
are rarely e. ressed). There are also some problems of credibility due
to the perceived sweep of demands in relation to the relatively small
size of some communities,

These very diffi~ulties are not, however, without their
compensations. The freedow of not having easily accessible models has
led to experimentation and innovation in education that might not have
been otherwise possible.

Linguistico~educational considerations receive high prominenc :
the cultural identity of children; the benefits of carly exposure to
more than one language; bilingualism of necessity and bilingualism of
choice, effects on minority and majority childrent a complex of
attitudes, beliefs, values relating to education for bilingual results,
differently held by different groups, within both minority and majority
communit ies.

In this situation, parunts have new roles and new needs. Most
have, and they want to have, a more powerful and decisive role in all
aspects of their children's education, In some instances they work
clowely with schcol personne!l rowards the ful filment of the educational
objactives, (In some extra-territorial minority arcas, the tcachers
seel this liaison towards the common goal), Majority language parents
may «e helpful and encouraged inte the minor.ty language community and
educa,ion, This is particularly the case wtere, for differing reasons,
they hive chosen minority language medium education for their chitdren,
The fact that, in some areas at any rate, their numbers are still small,
and that the perceatage of the pre=school age cohort recceiving this
largelv private education is not highly significant, i Jue more to
lack of resources, especially tinancial, than to any lack of determinaticen,
The demand for such provision, whether private or statutory, is so
vonstant across the minorities of Furope (hat it must be taken very
scriously as a phenomenon that will not easily burn itselt oat. The
dccompany < mands that voluntary minority-language medium cducat ion
be integrated into the statutory systew while lTeaving a depree of
control to parents/ votuntary organisations/ communitly require

tmaginative solutions.
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The question of language and languages is central to the
question of Europe. Document PE 86 480 (04/11/1983), Projet de
Rapport sur La diffusion des languages dans la Communauté
(Rapporteur: Luc Beyer de Ryke), of the European Parliament and
Commission states clearly the political choice made with regard to
language(s) by the signatories to the creation of the European
Community.

"refus d'imposer une ou deux langues dominants mais

également mise & 1'écart du gaélique et de toutes

langues régionales ou minoritaires".
It goes on to point out, as did the Arfe Report 1,2 that

"a diversité culturelle de 1'Europe ne peut &tre

considérde comme ure richesse que si elle est

partagée."

Ironically, it would appear that it is the minorities of Europe
that are the real Europeans, for it is they who, not always of

their choice perhaps, share most in the cultural diversity

of Europe. All they appear to be asking now is to bde allowed to
.continue to do so0.

"rhe compatibility of regionalism and European integration
is possible, Tt will depgnd on the will of Europeans'.
(Petrella, Dublin, 1981;
The jimplications of current trend- in minority language maintenance
in Europe (and indeed elsewhere) appear to he socic-political,

linguistic and educational, in that order.
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Bilingualism and the Genesis of Hiberno-~English Syntax
Jeffrey L. Kallen
Trinity College Dublin

Introduction

It is commonly accepted by specialist and non-special-
ist alike that at least some of the distinctive qualities
of the English language in Ireland arise from contact with
Irish. The precise mechanism by which the contact between
trish and English has led to apparent restructurings of
English grammar has not, however, been discussed in any
detail, either with respeet to the social environment of
language contact or with regard to particular linguistic
slructures.,

The following paper addresses two points in the social
and linguistic history of Hiberno-English. 'The first
point concerns the structure of population distribution
and possible patterns of communicative activity, particu-
larly in the formative years of the 17th century. 1 sug-
gest that the towns of the 17th century, consisting of
populations with large numbers of both English and Irish
speakers, may have assumed a role in the spread of English
in the 18th and 19th centuries that was greater than the
numbers of people living in the towns would imply. The
second point concerns some of the linguistic structures
usually associated with Hiberno-English, notably the
co~occurrence of do+be. Concentrating on English do, 1
suggest that 'standard' English periphrastic do may have
had a greater effect than is commonly realised, duc to
the ro-interpretation of do into two sceparate lexical
entries.

In the absence of a comprehensive theoretical model
in which to study Hiberno-English, the discussion in this
paper is more suggestive than conclusive. The issues which

it raises, however, are intended to provide a background
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both for continued development of a theoretical model for
Hiberno-English, and for further research into the history
of it,

Population and language distribution

The legal, administrative, and anecdotal evidence by
which the changing distribution of English and Irish can
be established is well documented by Hogan (1927), 6'Cufb
(1951), Yenry (1957), Bliss (1977a,b; 1979), and others;
it will not be repeated here. Several legal documents,
though, stand out in suggesting the naturce and significance
of bilingual contact surrounding the towns in various
periods. 1Ia the Statutes of Kilkenny (1366), for example,
it was forbidden for any 'Irish minstrels, that is to say,
tympanours, pipers, story tellers, babblers, rhyvers,
harpers, or any other Irish minstrels' to 'come amongst
the English,’ or for any English people to 'recieve them
or make gift to them.' (Berry 1907, p. 447.) Nole as well
the complaint of the Irish Parliament of 1431 that 'Irish
encmies of our lord the King raise and hold amongst them
different fairs and markets, and sundry merchants, English
lieges, go and repair to th. said fairs and markets,’
sometimes with the help oi 'their servants or people called
"laxmen” ., ' Since this practice was said to benefit the
native Irish population, it was prohibited, (Berry 1910,
p. 43.) TFinally, consider the Dublin Muntcipal Council
petition of 1657 which noted that

whereas by the lawes all persons ol this land ought

to speake and use the English tongue and habitt,

contraric whereunto, and in open contempte whereof,

there is Irish commonlice and usually spoken, and

the Irish habitt worne not onlie in the streetes,

and by such as live in the countrie and come to

this cittic on market dayes, but also hy and in

severall families in this cittie
and called on the aldermen of the town to 'reade and

consider of all lawes and ordinances which are most

1ne

-89



O

ERIC

Aruitoxt provided by Eic:

material) against the thinges complained of in the said
peticion' (Gilbert 1894, pp. 118-119).

In all of the above cases, a signific.nt degree of
socral and individual bilingualism may be inferred: Irish
minstrels would hardly have been entertained by the English
community had the possibility of mutual comprehension not
existed, and the trade proscribed in 1431 must have required
a stock of bilingual individuals for it to take place. 1
interpret the resolution of 1657 to suggest that it was
expected that Irish would be brought into Dublin by com-
merce with the surrounding countryside, and that it was the
public use of Irish by city resiuents which threatened the
petitioners. What this resolution omits is the very real
possibility that such incursions of Irish were equally in-
cursions of English into the Irish-speaking community:
rural traders must have come into contact with English, and
it would not be surprising i{ Irisli-speakers in Dublin also
had at least some command of English,

Such bilingualism need not have been pervasive, nor
would it need to require a large proportion of the popula-
tton to be proficient in English and Irish, in order for
bilingualism to bhave had an effect on the development of
Hiberno-English, Diebold's (1961) study of Ruave speakers
in Oaxaca, Mexico, for example, found that traditional
definitions of bilingualism only in terms of the 'ability
of the speaker to "produce comrlete meaningful utterances

in the other language’ obscured the 'question of minimal

proficiency, ' for which Diebold reserved the term

"incipient bilingualism.' (Diebold 1961, p. 99. Quoting

Einar Haugen.) By administering a lexicostatistical test

to his Huave-speaking informante, Diebold (1961) noted that,
whereas co-ordinate bilinguals were able to give Spanish
cquivalents for Huave words in 97% of casces, while subor-
dinate bilinguals offered equivalents 89% of the time, even

those e¢lassed as monolingual Huave-speakers gave



appropriate responses at a mean level of 37%, exhibiting
a range from 11 to 68 per cent. (Diehold 1961, pp. 110-111.)

From this evidence, Diebuld (1961, p. 111) argued
that 'if incipient bilingualism is excluded from the
investigation, we further conceal the initial learning
stages; yet it is here that many of the interlingual
identificarions are set up which profoundly affect the
shape of subsequent interference.' Following Diebold,
then, I suggest that the minimal bilingualism which way
have accompanied the English-speaking communities in the
towns of 17th century Ireland, and which may have gone
unnoticed in contemporary accounts, could have provided
exactly the environment for the restructuring of English
grammar that resulted in modern Hiberno-English.

To illustrate the distribution of language groups in
the middie ot the 17th century, consider the results of
the Census of Ireland from 1659, This census is surrounded
by some doubt as to its authors and origins, but it appears
to have been executed by workers under Sir William Petty
between 1655 and 1859 (Pender 1939, pp. i-ii)., The Census
divided the population into 'English,' 'Scots,' and 'Irish,’
making a reference as well to the '0Old English’ in Bargy,
Co. Wexford. Though Pender (1939, p. xiit fn,) points out
the possible ambiguity of these classifications, and notes
Eoin MacNeill's suspicion of their validity or completeness,
he ultimataely convludes (p. xviii) ithat the classifications
reflect language use rather than eirhnic desicent.,

With the above limitations in mind, the census can be
analysed to yield a rough picture of the linguistic group-
ings of the period. The pattern which consistently emerges
is that of a rural countryside which is overwhelmingly,
though not exclusively, 'Irish,' interspersed with towns
consisting of an urban 'English’' corce surrounded by suburbs
and liberties which are largely Irish, Some of the data

from the Census are summarised in the following table,
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adapted from Pender (1939 passim.). Regrettably, the
relevant information is not available for such major
towns as Galway and Drngheda,

TABLE 1
Urban Suburban Area

Town Dwellers (%) Dwellers (%) Totals (%)
Cork? 38 - Irish 72 - Irish 67 - Irish
(N=4826) G2 - English 28 - English 33 - English
Kinsale 57 - Irish 72 ~ lrish 62 - Irish
(N=2197) 13 -« English 28 - English 38 - English
Carlow 52 - Irish 87 - Irish 74 -~ Irish
(N=1517) 48 - English 13 -~ English 26 - English
Limerick 47 - Irish 94 - Irish 74 - Irish
(N=31056) 53 - English 06 - English 26 - English
Dublin 26 - Irish 75 - Irish 55 - Irish
(N=21,827) 74 ~ Englash 25 - English 45 - English
Kilkenny 61 - Irish 87 - Irish 75 - Irish
(N=1722) 39 - English 13 - English 25 - gnglish
bundalk 71 - Irish 93 - Irish 87 - Irish
(N=2536) 29 - English 07 - English 13 - English
¥exford 56 - Irish 82 -~ Irish 62 - Irish
(N=902) 44 - English 18 - English 38 - English
Ath]onob 60 - Irish 86 - Irish 44 - Irish
(N=948) 40 - English l4 - English 56 - English
Sligo 73 - Irish 91 - Irish 85 -~ Irish
(N=1388) 27 -~ English 09 - English 15 - English

Nneludes 7% soldiers; 7% Irish, 939 English
bIncludvs 387 soldiers: 179 Irvish, 837 English

Table I1 sees the towns of Table | (omitting Athlone,
for which the nuvcessary data are lacking) in comparison
with the population of the countievs in which they are found.
(From Pender 1939, passim.) Column I lists the por
centage of the total county population found in the town

and surrounding arca, Column 11 lists the per centage of
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the total county population represented by the English
population of the area, and Column ITI shows the per centage
of the English population of the county as a whole that is
found in the particular area. Table II thus shows the
extent to which the urban population is overshadowed by

that living in rural areas, and to which the English popu-

lation is concentrated in towns,

TABLE 11

Town I 11 .
Cork 12 04 25
Kinsale 05 02 13
Carlow 28 07 52
Limerick 12 03 41
Dublin 100 45 109
Kilkenny 09 02 30
Dundalk 26 03 18
Wexford 07 02 21
Sligo 20 03 39

The pattern of settlemont suggested by the above
Tables, in particular that of the urban inner core of
English speakers surrnunded by increasingly Irish districts,
is seen in the following maps of County Dublin, basecd on
Pender (1939) and the Civil Survey of 1654-1656 (Simington
1945). Though it has proved impossible to represent the
different parishes found on these maps in clear proportion
to each other, they can be interpreted with the census data
in Pender (1939) and the land ownership information of
Simington (1945) to suggest the population distribution much
more clearly than is possible with the anecdotal evidence
generally citod.l (Note that it has also been impossible
to represent the discontinuous Barony of Uppercross on

these maps; sco Simington (1045) for details,)

1ne
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Language input and language change

Using the preceding section as abase, it is possible
to sketch the development of a fragment of Hiberno-English
grammar by considering the linguistic structures which
were available to learners of English in the 17th
century. These surface structures are not models to be
imitated directly, but raw cata from which language learners,
whether learning a language as a first or a second language,
must intuit a grammar. It is in the process of construct-
ing grammars from output data that language change may
occur, given that the structural interpretations made by
learners may not be isomorphic with the underlying struc-
tures in the grammars of native adult speakers, (For a dis-
cussion of this issue see Andersen 1973.) 1In illustrating
the type of research that can be done in this area, I con-
centrate here on the well-known Hiberno-English do+be con-
Struction, which I wish to consider not in relation to
Irish, as is usually done, but in relation to do forms in
early modern English, 1 suggest that Hiberno-English do+be
results from a re-interpretation of the periphrastic do of
earlier English, in which periphrastic do was divided into
two lexical entries. One of these, regular tense~marking
do, hecame obsolete in Hiberno-English, just as it did in
most other dialects; the other do, marking habituual, dura-
tive, o1 generic aspect, was brought into juxtaposition
with be and remained as a Hiberno-English aspectual marker.

In examining the English input data for the habitual
do, I do not examine the possible Irish-language sources
for do+be. I suggest that Irish may have provided the
conceptual basis on which bilingual speakers looked for a
habitual marker in English; since do+be cannot be seen as
a lexical translation of Irish hAspectual markings, it can
only have arisen through a more complicated process of
semantic association between the Irish aspectual category

and an English aspectual marker that had taken on similar

110
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functions for independent reasons. Such a hypothesis may
be supported by comparing the emergence of do+be construc-
tions with Hiberno-English after (1'm after breaking the

window). While the latter construction, which is much

more clearly related to Irish lexicul items with similar
function, makes its first appearance in print in 1681
bofore 1815, (Bliss 1972, pp. 80-81. Even the example
cited by Bliss can be questioned, as it is given not as an
example of actual speech, but as a grammatical gloss in an
Irish instruction book.) 1If it is the case that these two
constructions have clearly separate histories, then it
should not be surprising that they should have arisen by
different historical processes.

With this hypothesis in mind, consider the uscs of
periphrastic de oxemplified below.2 This structure, about
which Visser (1969, p. 1488) says that ‘there is havdly a
point of syntax on which there is a greater cleavage of

views,' is usually exemplified as below,

Periphrastic do1

(1) monkes and prestes deden messe singen.

(ca. 1300. Visser 1969, p. 1499
(2) They dyd let Tly theyr quarreclles,

(1523-25. Visser 1869, p. 1504,
(3) a braying ass bid sing most loud and clear.

(1783. Visser 1969, p. 1510.)
(4) how many poeckes every brewey dyd brew.

(1527. Gilbert 1889, p. 181.)

(5) We enjoyned him to forbear teaching; and I the
Chancellour did take a Recognizance of him.

(1615. O'Flaherty 1846, p. 215,

(6) notwithstanding all the caution and carc he and
those employed under him do or can take to prevent
persons from diverting the water ... the same is
frequently diverted.

(1750, Gilbert 1902 p. 352.)

11

~108-

)

)

)



O

ERIC

Aruitoxt provided by Eic:

Periphrastic do as cited above was often used to
denote states of affairs which were general or ongoing,
rather than tied to a specific moment of the past or

present. By the 16th century, a pattern starts to emerge

in which do is used in phrases which denote habitual or

generic actions. Such phrases often contain adverbs such

as 'usually,' 'regularly,’ etc. It is this do which I
suggest provided the model for do+be. The first three

examples below, of which (1) and (2) are British, illus-

trate general uses of periphrastic do,, while the remaining

examples show what I have termed periphrastic do,

Periphrastic d02

(1) and well she may be named a woman, for as much as
as she doth bear children with woe and pain, and
also she is subject to man.

(-542. Furnivall 1870, p. 68.)
(2) I flatter my self that I do from Day to Day contribute

something to the polishing of Men's Minds.

(1711. Visser 1969, p. 1508.)

(3) By my fait, Dear joy, I do let de Trooparr 1y wid my
wife in de bad, he does ly at de one side and myself
ly at de toder side, and my wife do lye in ie middle

side.
(1705, Bartley 1954, p. 111. See
also Bliss 1979, p. 145.)
(4) citizens of this cirtie ... do sondry and often refus
and gywe over ther said fredomis,
(1554, Gilbert 1889, p. 439.)
(5) dyvers and sundry persons ... doe in pryvy and secret

places usually and ordenarily shewe

(1612-13, Gilbert 1892, p. 31.)
(6) the said merchants did usually pay the said custome.
(1631, Gilbert 1892, p. 558.)

(7) and yet she doth continually extort on poor people

(1634, Gilbert 1892, pp. xxiii-

XXtiv.)

(8) the geese and ducks repaire into their Master's yard,

and the cockes and the hennes doe goe to roost for
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that time.

(1682. Horc 1862-63, b. 87.)
Conclusion

The foregoing discussion can only be secn as a
suggestion for further research, What is supgested here
is that the historical reconstruction of Hiberno-English
must make use of (a) historical records of population dis-
tribution in as detailed a fashion as possible, (b) theore-
tical models of societal hilingualism and language change,
and (3) a close analysis of the types of primary linguistic
data to which speakers may nave been exposed in the process
of grammar formation in various historical stages.

In regard to the first point, the data which I have
presented here are quite amenable to analysis in terms of
Trudgill's (1974) discussion of linguistic diffusion, in
which he notes, following W. Christaller, that 'diffusion
patterns are ... mediated through a system of urban centres

(central places ,.,) in an iven area ''where diffusion is
114

primarily dependent on individuals in one central place
communicating with those in another".’ (Trudgill 1974, pp.
223-224,) Here it may be suggested that the towns of
post—Cromwelliun Ireland played the role of 'central
places,’ providing conwentrated communities of English-
speakers, who, as administrators and entrepreneurs, shared
a common Cause. Though the diffusion of English out of
the towns throughout the country did not occur with force
until the 18th century and was not ultimately successful
until the 19th century, these towns may nevertheless have
been impor-ant in thie development of the Hiberno-English
which cventually came into being.

As regards the third point, therc is a great need to
collect further information on the cmergenct of linguistic
variables in Hiberno-English., 1f, as Bliss (1972) suggests,
do+be did not emerge until the 19th century, then its

emergence after the general obsolesence of periphrastic do
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(ggl) cannot be accounted for by reference to the peri-
phrastic do of 17th century British English, Rather, a
Hiberno-English do would have to be seen as based either

on & relic form of periphrastic do (such as the innovative
992) r on some other source. 1f, however, the form
0cc..red in the 18th or 17th centuries, then do+be may

be more directly related to periphrastic ggl. Investigating
detailed grammatical questions such as those raised by
Hiberno-English do+be, in conjunction with social-geograph-~
ical diffusion imodels, can contribute not only to the

study of Hiberno-English, but to the understanding of the
effects of language contact on change within a language

in general,

11 am indebted to Margaret Mannion for drawing the maps.

2In general, I have preserved the original spelling of
these examples, with the exception that I have modernised
the use of 'u' and ‘v,
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