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Abstract
The first part of this paper examines measures for promoting minority languages applicable
to creole language speaking communities. It is found that there is no language which is
superior because of structural features but that most creole speaking communities continue
to struggle with the prejudice that their language is “bad” or “broken” English, French,
Spanish or Portuguese to such an extent that auto-odi has become part of the linguistic
identity. Hence the importance of valorization campaigns to precede and accompany status
and corpus planning measures. Language promotion is vital to these communities as it
constitutes an opportunity for approximating sociocultural –and hence socio-economic–
stability. The focus of the discussion lies on the specific characteristics of creole speaking
communities, e.g. continuum situations, and on the educational domain. In the second part
of the paper, the language promotion measures undertaken in the educational domain by
specific communities speaking creole languages based on Spanish, Portuguese, French,
English, and African languages are discussed. The third and final section attempts an
evaluation of the preceding discussion with the Chabacano community of the Philippines in
mind.
Key words: minority and creole languages, language planning and promotion, education.

Resumo
Na primeira parte do artigo examinamos algunhas medidas para a promoción das linguas
minoritarias aplicables ás comunidades que falan linguas crioulas. Atopamos que non hai
linguas superiores a outras por mor dos seus trazos estructurais, pero aínda moitas
comunidades que falan crioulos teñen que seguir a loitar contra os prexuízos de que a súa
lingua é unha versión ‘mala’ ou ‘rompida’ do inglés, francés, español ou portugués, ata tal
punto que o auto-odi forma xa parte da súa identidade lingüística. De aí a importancia das
campañas de revalorización que precedan e acompañen as actuacións de planificación do
corpus e mais do status. A promoción lingüística é vital para estas comunidades xa que
constitúe unha oportunidade para se aproximaren á estabilidade socio-cultural –e xa que
logo socio-económica. O núcleo da discusión céntrase nas características específicas das
comunidades que falan crioulo, é dicir, nas situacións de continuum e tamén no ámbito
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educativo. Na segunda parte do artigo consideramos distintas actuacións de promoción
lingüística realizadas no ámbito educativo por parte de certas comunidades que falan linguas
crioulas baseadas no español, no portugués, no francés, no inglés e en linguas africanas. A
terceira e derradeira sección do artigo ten como obxectivo avaliar a discusión precedente
tendo en conta a situación da comunidade chabacana de Filipinas.
Palabras clave: linguas crioulas, linguas minoritarias, planificación lingüística, educación.

1. Introduction
“A creole is inferior to its corresponding standard language only in social
status”. (DeCamp, 1971: 16). This affirmation, a well-known quote from the
Proceedings of the Second Creolists Conference held at the University of West Indies
in Mona, Jamaica, in 1968, one of the major events which initiated the era of modern
Creolistics, has retained its validity in both senses I choose to attribute to it:
significant advances in our knowledge of the languages of the world over the past few
decades have only consolidated the conviction linguists have had for a while already
that there is no such a thing as a language which is superior because of some
structural features it possesses1. Languages which are nowadays widely spoken are
basically just varieties at some point diffused by nations with powerful armies and /
or commercial fleet.
On the other hand, most creole-speaking communities continue to struggle with
the prejudice which dates from creole genesis and which regards creoles as merely
degenerate forms of the corresponding lexifier language without a grammatically
coherent structure, bad or broken English, French, Spanish or Portuguese to the ears
of the European masters who defined the terms of language acquisition in the
plantation colonies which constituted the typical historical context for the genesis of
the creole languages and communities under survey here.
This has lead to a deplorable situation which Kremnitz (1983) describes in terms
of the Occitan sociolinguistic school as auto-odi: creole speakers have been
inculcated to such an extent with the disdain for their mother tongue that it has
actually become part of their language identity. In most creole-speaking
communities, diglossia with the former lexifier language is the predominant power
relationship which determines language choice in each given situation. Reports of the
following type of situations abound from creole-speaking communities and could fit
a description of almost any of them: parents claim to stop speaking creole to their
children from a certain age onwards in order to assure that their off-spring isn’t
hampered in their acquisition of the prestige language, necessary for social mobility
1 However, languages differ in the degree of the economy of expression, an issue which has received

little attention so far.
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(and sometimes relapse into creole once the researcher has turned her back) and
decidedly do not favor attempts at introducing creole into the school curriculum; a
marriage proposal, quite recently still most likely to be successful if executed in the
form of a letter written by a scribe, had to be made in the European prestige language;
returned migrants from the colonial metropolis may feel they have acquired so much
culture they couldn’t possibly be expected to understand, let alone speak creole. On
the other hand, in intellectual circles, the opposite phenomenon may be observed:
persons who had limited proficiency in creole at their departure because they
belonged to the elite of their community may actually acquire and restart cultivating
the creole language in the metropolis as a symbol of being part of a cultural
movement which at least in the case of French-based Caribbean creoles has been
called négritude or, more recently, antillanité and créolité.
Therefore, it is not hard to understand that the first hurdle pro-creole language
policy has to take are the attitudes of the speakers themselves. It is futile and even
impossible to impose the creole against the collective will of the speech community.
On the other hand, the institutionalization of a creole language constitutes an
important opportunity for establishing or at least approximating the sociocultural
–and hence socioeconomic– stability creole and other post- and neo-colonial
societies have been notorious to lack. By consequence, a great deal of delicacy is
required in the initial stages of the valorization of a creole language which precedes
the bulk of both status and corpus planning of the same.
Status planning is a cover term for all the cultural and legal actions which can
be taken to promote a language in order to become the medium of many if not all
linguistic functions of a language community. It usually lies in the hands of
politicians, administrators and educators2. Corpus planning, on the other hand,
involves all practical work necessary to develop a language from a vernacular to a
written standard language. This work is done by linguists. While both status and
corpus planning are needed, frequently they are not well coordinated. This results in
the language promotion process being slowed down in a significant manner.
Among the corpus planning measures, the first and perhaps both the most
important and the most difficult step is constituted by the creation of an orthography.
Doubtlessly individuals have experimented with writing creole in most creole

2 As opposed to this top-to-bottom status planning, there are also cases of bottom-to-top planning where
individuals, organizations or NGOs make a meaningful contribution to language policy. Under the new
South African language policy, parents may choose the medium of instruction for their children and thus
contribute to language planning. Another example is the Cape Verdean educational language policy
which stipulates it must be marked by democratization and community participation (Bamgbose, 2000:
114).
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communities3. Usually those attempts at writing a formerly oral creole language
orient themselves quite closely by the orthography of the lexifier / prestige language.
Would these efforts lead to a coherent orthography, we would be dealing with an
etymologizing orthography. Present-day linguists, however, usually advocate a
phonematic orthography which in the case of creole languages would have the
advantage of clearly demonstrating that they are not merely degenerate dialects of the
corresponding European language. Interestingly enough, near-phonematic
orthographies –as well as pro-creole language policies in general– are frequently
promoted by socialist governments. Conservative governments, on the other hand,
may downplay the role of pro-creole language policy altogether 4.
In most cases, a compromise solution is sought for more than one reason. First
of all, literacy in creole is often seen as a first step towards literacy in the
corresponding lexifier language, at least in those cases where the creole shares its
lexicon with the prestige language used in the community. The formerly commonly
held opinion that literacy in creole might interfere with the acquisition of literacy in
the standard language has been disproved by several case studies over the past few
decades. As a matter of fact, it has been shown that initial literacy in creole has a
positive effect on the scores in other school subjects like Maths as well (cf., e.g.,
Kephart, 1985, 1992, 1999, on English Creole in Carriacou, Grenada; Siegel, 1992,
1997, on Tok Pisin in the Ambunti district, Papua New Guinea; Ravel & Thomas,
1985, on Seselwa). At the same time, such studies disprove the “time-on-task
argument”, i.e., that the more time is spent on acquiring the standard / prestige
language, the better the results, and that time spent on studying creole is lost to
learning the standard / prestige language.
Second, the elites who usually play a fundamental role in the status planning
process might be alienated by a phonematic orthography –after all, they have already
acquired literacy in the standard language. It may take quite a while until an
agreement is reached on an orthography as can be seen from the case of Cape
Verdean Creole I will discuss in the second section of this paper.
Further corpus planning measures include the compilation of dictionaries,
grammars, teaching materials and the creation of a literary canon, a virtually
essential attribute of a standardized language. In the case of a recently alphabetized
community, post-literacy materials are essential for the community not to relapse into
illiteracy. Translations are a good means of adding to the literature available to neo3 Cf., e.g., Devonish (1996) for the use of Jamaican Creole in writing.
4 Consider also the pessimistic evaluation of Devonish (1996:110) who believes that due to mechanisms

of globalization, “the state in [Third World] countries has neither the moral authority, the political will,
nor the economic resources to involve itself in even modest language planning and langua ge reform”.
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literates as well as artistically less ambitious publications on issues of everyday life
such as health; this touches already upon another issue, i.e., that all people should
have the right to obtain information and be empowered to participate into the
political, social and economic life of the state they live in their L1. This includes
having access to the judiciary system in one’s L1, not being at disadvantage at the
ballots because of one’s L1, etc. (see below).
It is not difficult to understand that none of the further corpus planning measures
are truly worth while as long as no agreement upon a suitable orthography has been
reached. It is also these further corpus planning measures which used to require
considerable financial and human resources and which result in pro-creole language
policy being a luxury many creole-speaking communities cannot seem to afford.
However, modern computer technology makes it possible to compile for example
primary readers locally and at a much lower cost than before. By consequence, the
advances of technology have invalidated the cost argument to an extent where it can
be argued that the main cost producing factor in language standardization is
constituted by the human resources 5.
Among the status planning measures, the decision on which languages should
be used to what extent in the educational system is perhaps the most crucial issue
although the impact of the mass media upon the use of languages in the society at
large is also of fundamental importance. Language policies which have excluded
creole languages from the educational system have contributed to “elite closure”, i.e.,
the continuous reproduction of the elites. Probably the most notorious case is
constituted by Haiti where 80-85% of the population are monolingual creole speakers
but where creole has taken over as the medium of instruction only in recent years. In
such cases, making creole not only a school subject but the actual medium of
instruction constitutes the only opportunity to democratize the distribution of
knowledge and, by consequence, political and economic power6.
In many creole-speaking communities, the language policy to be adopted in
education is not as obvious as in the case of Haiti. Every situation is unique and has
to be carefully analyzed before any serious recommendations can be made (cf.
Hornberger, 1998: 449).
As I said, most creoles coexist with the prestige language they share the bulk of
their lexicon with. The standardization of the creole language and its introduction
into the educational system has proved particularly difficult in those situations where
there exists a continuum of intermediate lects between the most basilectal variety of
5 But note that the continuity, i.e., stability of all resources is vital to the success of a language

promotion campaign (cf. Hornberger, 1998: 452).
6 But cf. Gerbault (1994: 83) who considers the converse to be more realistic, i.e., that socio-economic
changes may bring about the need to master the written language skills.

31

ANGELA BARTENS

the creole and the standard language. This is the case of Jamaican and most other
English-based Caribbean creoles. While it would make sense to select the most
basilectal, i.e. the most divergent variety of creole as the basis for the standardization
process, this is usually met with heavy resistance from the community part of whom
do not even speak the basilect and all of whom aspire at speaking the most acrolectal
variety they possibly can. In cases like Haiti where there is no continuum spanning
without breaks from the most basilectal variety to the standard variety the task
language standardizers have to face is somewhat easier although even in this case
opinions diverge on whether the standard should be based on rural basilectal creole
or urban, more acrolectal and more prestigious varieties. While linguists used to
advocate the selection of basilectal varieties for the standardization of creole
languages, some of them have started listening to the communities in question and
now advocate the selection of an urban variant as the basis for the standard language,
for example Samarin (1980: 217) for Sango and Romaine (1994: 34) for Tok Pisin.
The contrasting and separating of standard and creole structures both by the
teachers and by the students greatly facilitates the acquisition of the standard (cf.
Winer, 1989 on Trinidad)7. In continuum situations, the application of this method
seems even more pertinent 8.
Also, the continuum situation in most of the formerly British Caribbean may call
rather for teaching Standard English as a second dialect than ESL or foreign language
teaching methodology as in the case of many other creole-speaking communities (cf.
Craig, 2000).
Those creoles which coexist with a prestige language different from their
original lexifier language are in the minority. They are certainly also “better off ” than
the majority of creoles which are in diglossia with their lexifiers. Undisputably
Papiamentu, the Spanish- and Portuguese-based creole of the Netherlands’ Antilles
has been developed to an extent attained by hardly any other creole language
precisely because neither Spanish nor Portuguese but Dutch was the official language
of the colony from the very beginning.
While the older generation of Sanandresanos lament the forced Hispanization of
San Andrés and, to a lesser degree, Old Providence, by the Colombian government
through most of the 20th century, the progressive elimination of Standard English has
certainly contributed to the incipient valorization of Creole.
7 Provided that the standard is also the creole’s lexifier language. In intensive language contact
situations, it may become relevant to include lexically unrelated languages. This is the case of San
Andrés and Old Providence Creole English where for example a contrastive grammar should include
Spanish besides Standard Caribbean English.
8 However, if both the creole and the standard language are to be mastered, this contrastive approach
must be extended from the study of language structure to the study of discourse (Winer, 1989).
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It is common knowledge of language acquisition studies that especially during
the first years of formal instruction, it is of primordial importance that this happen in
the child’s native or primary language. By consequence, receiving instruction in one’s
native language constitutes a linguistic human right (Skutnabb-Kangas & Phillipson,
1994; Hamel, 1995). However, the exact function exerted by the creole in the school
system depends on other factors such as the stage to which it has been standardized,
the structural distance to the lexifier language, etc.
Craig (1980) distinguishes between school monolingualism (in the standard /
prestige language) as well as transitional, monoliterate and partial bilingualism in the
educational systems of creole communities9. ‘Monoliterate bilingualism’ means that
the creole is used only as an oral medium, especially during the first years; in
‘transitional bilingualism’, the role of creole is even more reduced but the linguistic
background of the students is nevertheless acknowledged as different from the
standard language. Because of the scarce availability of resources in the majority of
creole communities, Craig advocates monoliterate bilingualism for most of them.
Another advantage is that the problem posed by different lects of the creole
continuum, e.g. urban vs. rural variants, does not have to be dealt with as creole is
used only orally. In ‘partial bilingualism’, literacy is acquired in both creole and the
standard language. This implies that the creole language has to be standardized first.
Again, it is during the first years that the creole language plays a very important role.
The only creole languages where Craig (1980) insists on partial bilingualism are the
French-based creoles of the Antilles, for the above-mentioned reasons Haiti to a still
greater extent than the ones of the French departments Martinique, Guadeloupe and
Guyana, as well as Papiamentu and Tok Pisin. In all other cases, Craig (1980)
advocates monoliterate bilingualism. It seems that most of the studies which reveal
the beneficial effect of initial literacy in creole have been executed after 1980 and, as
I indicated, Craig’s recommendations are also based on financial feasibility which
has changed due to the advances of technology since 1980.
Siegel (1999) presents a slightly different typology of educational programs: his
‘instrumental programs’correspond to Craig’s ‘partial bilingualism’in that the creole
or nonstandard variety is used as the medium of instruction and as the language of
initial literacy at least during the first years of formal education. In what he calls
‘accommodation programs’, the creole or nonstandard variety is tolerated in the
classroom in that the teacher will not correct students when they use it but neither
will the teacher use it as the medium of instruction as in Craig’s ‘monoliterate
bilingualism’. Finally, there are ‘awareness programs’ where the focus is on
familiarizing both native and non-native students as well as teachers and possibly
9 Full bilingualism and monolingualism in the students’home language are hardly at stake in a creolespeaking community (cf. Craig , 1980: 248, 252).
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other professional groups with aspects of the creole or other hitherto stigmatized
language and culture. Awareness programs exist in Australia, in Great Britain and in
the United States where the creole or other less prestigious languages are spoken by
minorities. The main goal of these programs is to avoid ghettoization, another
argument besides interference in the acquisition of the prestige language which is
above all cited in discussions of instrumental programs.
In informal, especially informal adult education the use of creoles (and
vernacular languages in general) is much more widespread and less controversial.
Apparently adults from a less privileged background acquiring literacy in a creole are
not felt to constitute a threat to entrenched power structures nor do they worry about
having less opportunities for acquiring literacy ‘only’ in creole as do the parents of
school-aged children. Siegel (1999: 516) reports that non-formal instrumental
programs are available to adults at least in Dominica, St. Lucia, in Mauritius and in
the United Kingdom in a French-based creole, and in Papua New Guinea and in the
Solomon Islands in an English-based creole. He also reports (ibid.) the existence of
non-formal instrumental programs for pre-school children in Mauritius and in Papua
New Guinea. To my knowledge, literacy is or has been taught to adults in creole at
least in Haiti, the Seychelles and in Guinea-Bissau.
The ‘ghettoization argument’mentioned above in passing does not only apply to
situations where the creole-speaking community constitutes a minority group within
a larger structure. It has also been a very powerful one when discussing whole creolespeaking nations like Guinea-Bissau or São Tomé e Príncipe. In a world which is
becoming smaller and smaller because communications are getting easier and faster
by the day, nobody seriously advocates that creole become the only official language
of a nation or territory. Instead, bilingualism is the goal of most pro-creole
movements. This is also reflected in their educational policies.

2. A review of attempts at introducing pidgins and creoles in education
I will now discuss cases where the introduction of a creole language into the
educational system has been attempted.
2.1. Spanish-based creoles
Papiamentu is a creole language which seems to have been both Spanish- and
Portuguese-based from its very genesis, perhaps due to the specific circumstances
under which it crystallized on Curaçao, a Dutch colony, during the second half of the
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17th century10. Today, it is spoken by approximately 250,000 people on the
Netherlands’Antilles Curaçao, Bonaire, and Aruba and in the diaspora, mainly in the
Netherlands11. Papiamentu is perhaps the creole language which has been most
thoroughly developed. This seems to be due to the fact that the language of the
colonial power was different from the lexifier languages of the creole and that the
Dutch practiced a linguistic apartheid which made them resort to the creole as the
language of inter-ethnic communication.
Nowadays, there is a clear difference between the language policies adopted on
Curaçao and Bonaire, the islands of the Federation of the Netherlands’Antilles where
Papiamentu is spoken, and Aruba which gained a status a parte in 1986. The creole
of the latter island is more heavily influenced by Spanish and consequently language
policies, orthographies, etc., tend to be much more conservative than on Curaçao and
Bonaire12. But Aruba has elevated Papiamentu to the status of co-official language
with Dutch while Dutch continues to be the only official language of Curaçao and
Bonaire. On the other hand, negotiations to introduce Papiamentu into the
educational system are more advanced on Curaçao and Bonaire than on Aruba.
Literary creation in Papiamentu goes back to a love letter written in 1775. The
first catechisms date from the first half of the 19th century. Papiamentu language
newspapers start appearing during the second half of last century. Literary production
starts around 1900 and intensifies in the 1940es.
Papiamentu was used in the Catholic mission schools, especially as a medium of
religious instruction, until 1936 when the Central Government of the Netherlands
ratified a law which made Dutch the only language of instruction. Dutch continues
to be the medium of instruction but in 1983, a daily half-hour of Papiamentu
instruction was introduced in the primary schools of Curaçao where the creole debate
gained impetus in the 1990es. In 1993 a plan was made public according to which
Papiamentu was to replace Dutch as the medium of instruction. A Government
committee is still preparing to begin shifting the Government-run schools to
Papiamentu, now scheduled to start in 2001. The change will be made one grade at a
time, over 12 years, and parents will be allowed to choose Dutch or bilingual
10 Papiamentu was transplanted to Bonaire around 1700 and to Aruba only at the end of the 18th

century.
11 This figure is given by Perry (2000). The figure 200,000, still widely quoted in the literature, seems

out-dated.
12 Between Curaçao and Bonaire, Curaçao has always had a much higher population (at present

approximately 144,000 inhabitants vs. 11,000 on Bonaire). Until quite recently, there were only a few
government plantations on Bonaire. By consequence, the social structure was much simpler than on
Curaçao. The groups responsible for cultural creation have been missing altogether and innovations
from Curaçao have been assimilated only slowly. Aruba presently has a population of approximately
61,000.
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schooling instead of monolingual instruction in Papiamentu, the mother tongue of the
overwhelming majority of the students. The teachers’ union is largely in favor of the
shift.
On the other hand, the private Catholic schools which continue to educate the
majority of the students remain lukewarm, quoting the high costs of shifting to
Papiamentu as the medium of instruction. They offer a compromise solution: they
would use Papiamentu as the medium of instruction during the first four years and
then shift to Dutch (Perry, 2000). They also favor the coexistence of all-Dutch and
bilingual schools. The Protestant school board supports only all-Dutch schools. The
public schools are in a minority and have not been able to maintain a clear language
policy over the years. The Kolegio Erasmo in Curaçao constitutes the only allPapiamentu school at present (Dijkhoff, 2000).
Palenquero or ‘lengua’, as the inhabitants of Palenque de San Basilio, Dpto.
Bolívar, call their creole language, constitutes an enigma: it is the only known fully
Spanish-based creole in the New World. The 1991 Constitution of Colombia as well
as educational legislation passed in 1994 have lead to the development of
ethnoeducation programs for and by different national minority groups. Palenqueros
are very much involved in this process but there is still much that can and must be
done for the promotion of this language which had previously only been used as an
oral language.
In the 1960es, Zamboangueño was used as a medium of instruction in grades 16 of schools located above all in Zamboanga City. Now it is used as an oral auxiliary
medium, especially in grades 1 and 2. In addition, it is extensively used in
broadcasting and recently also to some extent on local TV (personal communication
informants Oct. 2000; Lipski, 1987: 40; Reinecke et al., 1975: 210)13.
2.2. Portuguese-based creoles
Among the Portuguese-based creoles of the West African Coast, Kabuverdianu
has been the variety (or, actually, a cluster of varieties; cf. Bartens, 1999a, 2000) best
described. It has also always been the Portuguese-Creole-speaking community where
educational standards as well as language awareness and pride in the mother tongue
have been highest (cf. Valkhoff, 1975). This applies to the island community as well
as to the diaspora which conserves a strong sense of linguistic and cultural affinity to
the islands14. As a matter of fact, the promotion of Kabuverdianu has to a certain
13 When I accepted the generous invitation of the Instituto Cervantes to participate in this conference,

my most important motive was not to miss this opportunity to learn more about the Chabacano varieties
and their current sociolinguistic situation.
14 Due to adverse ecological and resulting economic conditions, almost two thirds of all Cape Verdeans
live outside the Archipelago, approximately half of them in the New England States of the US and the
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extent been pioneered by the emigrant community of the New England States of the
US, especially Massachusetts, which, by the way, host a community almost equaling
the permanent population of the Archipelago.
After independence from Portugal in 1975, the creole language was declared the
national, albeit not the official language of the Cape Verde Islands. This is an
important distinction made in the constitutions of several newly independent nations:
declaring a vernacular, e.g. creole, the official language of the state would oblige the
government to engage in its active promotion and standardization while making a
language a national language is above all a symbolic gesture which does not imply
any further action.
At a 1979 colloquium organized in Mindelo, the cultural capital of the Cape
Verde Islands, it was decided that the creole language should be progressively
introduced into the different spheres of public life. The dialect of the main island
Santiago was chosen as the basis for the standardization of the language.
This had different kinds of motives: from the political and demographic point of
view, it is the island where the capital Praia is located and where half of the resident
population of the Archipelago live. Until the coup d’état of 1980 in Guinea-Bissau, a
state union was planned with this other former Portuguese colony. Within the
dialectal continuum of the Cape Verde Islands, the variety of Santiago is historically
the oldest, structurally the most basilectal, i.e., it differs most from Standard
Portuguese as far as the Kabuverdianu cluster is concerned, and it is also the variety
most closely related to Guinea-Bissau Kriyòl. However, not only the political
developments in Guinea-Bissau but also within the Cape Verde Islands led to the
stagnation of pro-creole language policy. A phonematic orthography devised by the
linguist and politician Manuel Veiga upon the recommendations of the 1979
colloquium did not meet with the approval of the more conservative elites15. At some
point, all Kabuverdianu varieties were to be standardized separately, an option which
did not really exist for the high costs it would have implied then. In the diglossic
situation of the Cape Verde Islands, where approximately 40% speak Portuguese as a
second language and 70-80% have at least passive knowledge of it16, standardization
is necessary in order to counter the linguistic insecurity speakers have started feeling

rest dispersed in smaller communities in Portugal,several African countries such as Senegal, São Tomé
e Príncipe and Angola, the Netherlands, etc. At present, the Cape Verde Islands have a population of
405,000.
15 For example, the variety of the island of São Vicente where Mindelo is located and where many
creative artists come from, is much more acrolectal, i.e., closer to Standard Portuguese.
16 But cf. Baptista (1998) who considers the majority of the inhabitants of the Cape Verde Islands to be
monolingual and only a minority, the elite, to be bilingual in Kabuverdianu and Portuguese. It has been
very hard to come by reliable statistics on the language situation in the ar chipelago.
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after the euphoria of independence and demands to make Kabuverdianu not only the
national, but also the official language of the islands have waned.
During a long period of apparent inertia during the 1980es and 1990es, concrete
language promotion measures in the Cape Verde Islands included the founding of the
Comissão Nacional para a Língua Cabo-Verdiana and the Forum de Alfabetização
Bilingue in 1989 and of the Comissão Nacional para a Padronização do Alfabeto in
1993. The ALUPEC or Alfabeto Unificado para a Escrita do Crioulo, a compromise
between Veiga’s original phonematic orthography and more conservative writing
systems, was used in bilingual education programs in Massachusetts for several years
before finally being ratified by the Cape Verdean Parliament in 1998. The fact that
the communities of the diaspora should adopt pro-creole language policies more
eagerly than the mainstream society of the ancient colony is reflective of the mental
colonization of centuries.
During the 43rd session of the International Conference on Education which
took place in Geneva, Switzerland, in 1992, the delegation of the Cape Verde Islands
specified that the educational language policy of their country “will be marked by
democratization and community participation and that an essential aspect of the
philosophy of education in the country is the participation of citizens in fundamental
policy decision” (Bamgbose, 2000: 114). This is an example of bottom-to-top
language planning as opposed to the traditional top-to-bottom (status) planning.
Bilingualism is the goal the Cape Verdean community strives at (Veiga, 1995).
In the Archipelago, this means bilingualism in creole and Portuguese, in the US, it
means bilingualism in creole and English. But Baptista (1996) signals that bilingual
programs in Massachusetts are far from being efficient. This means that even after
being institutionalized, language promotion measures and programs have to be
constantly monitored and evaluated. In the Cape Verde Islands, some schools in Praia
experiment with the use of Kabuverdianu as the medium of instruction in some
courses or have introduced Kabuverdianu as a subject (Baptista, 1998).
The main hurdle the standardization of Kabuverdianu has had to grapple with is
the ethnolinguistic heterogeneity of the Archipelago. In Guinea-Bissau, another
former Portuguese colony on the opposite mainland of the West African coast, this
problem is virtually inexistent. Although historically related to Kabuverdianu,
especially the variety of Santiago, the local Kriyòl went through a major stage of
expansion only during the struggle for independence from Portugal in the 1960es and
early 1970es. It then became the only vehicular language understood by the majority
of the population of approximately 1 million which is otherwise linguistically very
fragmented. Since independence, in the case of Guinea-Bissau already in 1974,
Kriyòl has been acquiring native speakers especially in urban centers. Only an
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infinite fraction of the population speaks Portuguese17. The fact that adult
alphabetization has been carried out even in French speaks for itself18. At the
beginning of the 1990es, the atmosphere in Guinea-Bissau seemed quite favorable to
the standardization and officialization of the creole language, precisely for
constituting the only neutral vehicular language. Recent warfare, the progressive
diminution of resources and the petering off of enthusiasm make things look much
gloomier now. To my knowledge, Portuguese continues to be the only language of
instruction officially admitted in Guinean schools although the use of Kriyòl as the
medium of instruction during the first three years of formal education has been
discussed on several occasions. However, there have been adult literacy programs in
Kriyòl19.
In the small island state São Tomé e Príncipe, another former Portuguese colony
located in the Gulf of Guinea, three different Portugese-based creoles are spoken.
Forro or “the language of the Free [slaves]” is spoken by the majority of the
Sãotomenses but has such low prestige that even its existence is often denied in front
of strangers, a situation by no means unique to this creole community. There is a
small ethnolinguistically separate group of people who speak a creole they call
Angolar. Principense or luge iye, the “language of that island”, is menaced by
extinction since it is spoken fluently only by elderly people and the young generation
will probably not be able to pass it on to their children although some younger
speakers are taking interest in the language20.
The introduction of any of the creole languages spoken in São Tomé e Príncipe
into the curriculum has not been discussed at any point. As a matter of fact, the
Government emphasizes the role of Portuguese in the construction of the nation, in
combating illiteracy and as a language of international communication (Espírito
Santo, 1985).
Fa d’Ambu, Annobonese or the Portuguese-based creole of the geographically
close by located island Annobón, is worth mentioning in this context not because of
any plans to use the native language of the 4,000 islanders in education but as an
example of the gross violation of the linguistic human rights of this community
which, since independence from Spain in 1980, has been condemned to a clear policy
of extermination by the central Government of Ecuatorial Guinea precisely because
of its creole language.
17 According to Couto (1997), 2% at best somehow speak Portuguese.
18 Guinea-Bissau is under siege from the neo-colonial cultural and economic imperialism of France, a

temptation it will hardly be able to resist since it is located in a largely Francophone region of Africa
and Portugal has no economic, cultural or linguistic alternatives to offer.
19 Augel (2000: 7-8) reports an increase in the use of Kriyòl in the publications of the Catholic and the
Protestant Churches. A major obstacle is that no official orthography has been ratified yet.
20 Personal communication Philippe Maurer, 12.6.2000.
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2.3. French-based creoles
The French-based creoles spoken in the Départements d’Outre-Mer are in
diglossia with Standard French. Therefore, teachers who have struggled to introduce
them into the curriculum have met first of all with the opposition of the parents (cf.,
e.g., Kremnitz, 1983). However, during my short visit to Guadeloupe in 1996, I
witnessed a renewed concern for creole issues in the society at large and among
school teachers in particular. Engaged teachers were experimenting with French
Creole both as the medium of instruction and as a subject, especially in rural areas of
Guadeloupe. Durizot Jno-Baptiste (1996a, 1996b) summarizes some findings and
experiences from such private enterprises.
On May 7th, 1999, France finally signed the European Charter of Regional and
Minority Languages but subsequently did not ratify any articles which would have
lead to new language promotion measures. In confirming the status quo of French
linguistic policy the signing of the Charter merely constitutes a political gesture
(Moïse, 2000).
Although French Creole is retreating before non-standard Caribbean English on
St. Lucia and Dominica, it constitutes the L1 of children especially in rural areas and
therefore its use as a transitional oral medium in primary schools has been sanctioned
by local educational authorities (Roberts, 1994)21 . The complexity of the
sociolinguistic situation on these islands requires carefully researched pilot programs
to be conducted before the systematic implementation of bilingual-bidialectal
programs (cf. Simmons-McDonald, 1996 on St. Lucia)22.
In Mauritius, the French-based creole Morisiê constitutes the most important
vehicular language and the L1 of an important sector of the population. Under
socialist rule 1967-1982, the possibility of the introduction of creole into the
educational system seemed real and even imminent; after the demise of the socialists,
the role of English as the language of education has not been reconsidered (Foley,
1992).
There are two independent states where the majority of the population speaks a
French-based creole and where this creole language has been introduced into the
school system: Haiti and the Seychelles.
21 See above for creole medium adult education in St. Lucia and Dominica.
22 St. Lucian students’L1 which frequently coexist in a single classroom include: 1) French Creole; 2)

creolized English; and 3) Caribbean Standard English. Simmons-McDonald (1996: 138-140) proposes
using French Creole as the medium of instruction and teaching English as an L2 to group 1, bidialectal
methods for teaching group 2 and the exposure of group 3 students to both French Creole and creolized
English while using Standard English as the medium. The pooling of resources in central locations
seems necessary in order to keep the economic cost of implementing such tailored programs reasonable
(Simmons-McDonald, 1996: 140-142). This situation is paralleled in many classrooms on San Andrés,
Colombia, where teachers have to cater to speakers of English Creole and different varieties of Spanish
(competence in Standard English is on the decrease among the school-aged population).
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Haiti is one of the poorest countries in the world and 80-85% of the population
of 7,5 millions are monolingual creole speakers. The first proposal to introduce
Kreyòl into the school system dates from 1804, the year of independence. However,
the French-speaking elites managed to conserve French as the only language of
education until 1979, a clever way to avoid the democratization of information and
the subsequent empowerment of the people. Considering that more Haitians now
speak English than Standard French23, it had become clear that the situation was no
longer tenable and that the introduction of Kreyòl as the medium of instruction
constituted the only chance to make progress. So far, the results leave much to be
desired. For example, in 1993, 90% of the teachers were unfamiliar with the official
orthography adopted in 1980. This is due to the scarcity of both financial and human
resources (Dejean, 1993; Chaudenson & Vernet, 1983). The Haitian emigrant
community in the United States has struggled hard to establish bilingual education
programs in cities like New York and Miami and in spite of shortcomings the results
are encouraging (Zéphir, 1997, 1999).
The Seychelles constitute a small island state in the Indian Ocean. Revenues
from tourism result in a much higher gross national product than in the case of Haiti24.
The majority of the population speaks creole as their native language but French and
especially English are also spoken. In 1979, Seselwa (the French-based creole of the
Seychelles) was declared one of the three official languages of the young nation and
in 1981 the first official language before English and French. It has been used as a
medium of instruction in primary schools since 1982.
Part of the explanation why the results of promoting the creole language since
independence in 1977 have been much better in the Seychelles than in Haiti is that
the Seychelles dispose of much better financial and human resources. A further
crucial difference is constituted by the fact that the educational reforms were much
more profound in the Seychelles than in Haiti. In the Seychelles, the school has been
integrated into the socialist concept of the nation. The use of creole as a medium of
instruction receives support from its use in the media, as a language of a literary
production which is important considering the size of the nation, etc. (Bollée, 1993;
Chaudenson & Vernet, 1983).
Ravel & Thomas (1985) confirm that the replacement of English as the medium
of instruction by Seselwa has had a positive impact not only on the acquisition of
literacy but also on the results obtained in other school subjects such as English and
Mathematics.
23 This is a result of emigration to North America. Kreyòl was admitted as an administrative language

in 1964 and gained co-official status with French in 1987.
24 At present, the Seychelles have a population of approximately 78,000 inhabitants. In 1997,the GNPs

of Haiti and the Seychelles were US$ 380 and 6910, respectively.
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2.4. English-based creoles
The standardization and officialization of English-based Caribbean creoles is
hampered by the existence of a continuum which spans from the most basilectal
variety to (Caribbean) Standard English. On the other hand, the British educational
system is still strongly entrenched for example in Jamaica25. By consequence, it
would be very difficult to make a case for starting to use Creole as the principal
medium of instruction, even in primary education.
However, with the overall change in attitudes towards Creole English on the one
hand (cf., e.g., Beckford Wassink, 1999) and the recognition of the failure of the
Caribbean educational systems26, it is also increasingly being accepted as an oral
medium of instruction of transitional or complementary nature and it has found its
way into the syllabuses in literature as well as in children’s creative writing for
example in Trinidad and Tobago (Winer, 1990). For example, the 1992 educational
language policy of Jamaica states that “pupils entering school are usually fluent
Creole speakers moving to English as a target language. The resources of both
languages must be utilized in the learning process”. (Government of Jamaica / World
Bank IV, 1992: 16, quoted in McCourtie, 1998: 123-124).
In the large diaspora of Caribbean Creole English speakers in Great Britain and
in the USA there have been a few highly successful awareness programs addressing
themselves to creole-speaking students, their classmates from other linguistic
backgrounds and their teachers alike27.
Unlike in other British colonies in Africa, even the first years of primary school
were taught in English medium during colonial times in Sierra Leone. A pilot project
using three African languages originally began in 1979; Krio was added in 1985 and
taught as a subject in ten schools. In 1993, it was introduced as a core subject at the
junior secondary level. Although English remains the only official medium of
instruction, Krio is often used orally in the classroom (Shrimpton, 1995; Ehret,
1997).
The other West African English-based pidgins and creoles have not received
even this much recognition in the school system of the country they are spoken in.
25 Mervyn Alleyne, personal communication, May 1999.
26 In 1982, 53% of the 12-year-old students enrolled in Jamaican school were unable to read and write

and lacked problem-solving skills (McCourtie, 1998: 123). At the university level, Dyche (1996)
demonstrates that writing proficiency in (Standard) English has an impact on the academic performance
of Jamaican students.
27 I am refer ring to various programs in the Greater London area, most important, however, the adult
education program by the Inner London Education Authority (Siegel, 1999: 518), as well as to the
Caribbean Academic Program in the Evanston Township High School near Chicago (cf. Menacker,
1998).
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Especially Nigerian Pidgin is very widely used in Southern Nigeria and it is now
increasingly being spoken as L1 by young urban dwellers. However, it continues to
be severely stigmatized. The Nigerian language policy stipulates that children should
be taught in their mother tongue during the first three years at primary school. In
urban areas, mixed classrooms frequently make teachers resort to Nigerian Pidgin,
which is probably unofficially used as an oral medium even beyond grade 3.
Nigerian Pidgin has also been used in adult education projects as the medium of
teaching literacy. However, it is currently not used as a written medium in formal
education and it seems unlikely that this should happen in the near future (cf. Elugbe
& Omamor, 1991; Elugbe, 1995; Bamgbose, 2000: 69).
Tok Pisin, the English-based pidgin / creole of Papua New Guinea, was
developed by Catholic missionaries in the 1920es in order to serve as the medium of
instruction and literacy. In the 1930es, the Protestant missionaries also introduced
Tok Pisin into their schools. However, in the 1950es the Australian Government
decreed an English-only policy. In the years 1972-1974, i.e., just before
independence in 1975, the Department of Education conceded that Tok Pisin –or any
other vernacular language– could be used “to help the children understand” if this
was considered necessary by the community (Samarin, 1980: 227). However, the
English-only policy was basically maintained in the educational system of Papua
New Guinea even after independence. Church-run primary schools and adult
education programs constituted an exception to the exclusive use of Standard
English.
In 1988-1989, a change in policy came about for the first time since
independence. It sanctioned inter alia pre-primary classes or schools set up by
communities since 1980 where literacy is acquired in a local language (Tok Ples),
frequently Tok Pisin. At present, Tok Pisin is used among innumerous Tok Pleses as
the medium of instruction during the first three years of formal education. However,
Tok Pisin is not likely to oust English from any further domains of public life. The
widening gap between urban and rural varieties of Tok Pisin contributes to the
ambivalence of the status of Tok Pisin in Papua New Guinea (Romaine, 1994).
In the Solomon Islands and in Vanuatu where other varieties of Melanesian
Pidgin English are spoken (called Pijin and Bislama, respectively), their use is openly
recognized only in non-formal adult education. Especially in Vanuatu, Bislama is also
used as an unofficial oral medium in primary education (Siegel, 1996).
Since the formulation of Australian language policy in 1987, the Australian
Government has committed funds to the maintenance of indigenous languages. Over
twenty Aboriginal language centers have been set up. In the Katherine Regional
Aboriginal Language Center, work is now also in progress on Kriol (Eades & Siegel,
1999: 268). In the 1990es, a lot has been done to promote public awareness of Kriol,
Torres Strait Creole, and Aboriginal English by education departments in a number
of states as well as on the federal level in Australia. These awareness programs are
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primarily aimed at teachers and (in most cases indirectly) their students but also at
members of other professional groups (Siegel, 1999: 512-514; Eades & Siegel, 1999:
269-272). There are two instrumental programs for children. Since mid-1995, an
instrumental program has been offered at the Injinoo Campus of the Bamanga State
School on Cape York Peninsula. In preschool and in grade 1 of the primary, Torres
Strait Creole is used as the medium of instruction. Teachers are working with Creole
stories recorded from the children and literacy is taught in both Creole and English.
Initial evaluation by the teachers has been very positive (Eades & Siegel, 1999: 266267).
In Barunga, Kriol is used as the medium of instruction in grades 1-5 of the
primary. The Barunga bilingual program was found to improve the students’
proficiency in both Kriol and Standard English, largely because emphasis was laid
throughout the program on the separation of the two languages (Murtagh, 1982: 30).
Various accommodation programs with (non-creolized) Aboriginal English exist
where Standard English is taught as a second dialect. A recent approach based on an
Aboriginal concept is “two way” or “both ways” education which aims at
biculturalism, not just bilingual or bidialectal education (Siegel, 1999: 515, 517).
In Hawaii, the Pidgin –as the English-based creole is locally called– is largely
blamed for inferior results in education when compared to the rest of the U.S.
Attitudes towards Hawaii Creole English (HCE) have started becoming more
favorable only in the recent past. However, already before the change in attitudes
towards HCE in society it was considered an emblem of local identity on the
individual level.
Until 1960, the educational system of Hawaii was segregated. After
desegregation, English remained the only medium of instruction although the
Department of Education acknowledged in subsequent years that HCE constitutes a
language in its own right. After a long and heated public debate about the role of HCE
in education and in society in general, the Department of Education issued a policy
in 1987 which basically only sanctioned the practice of Hawaiian schools by once
again giving high priority to Standard English. According to the new policy, the use
of ‘oral English’ was to be fostered by comprehensive and effective instruction and
to be encouraged in all school-related settings (Watson-Gegeo, 1994: 105-109;
Romaine, 1999: 296).
In 1989, the Department of Education successfully applied for bilingual
education funds from the Federal Government. The result was the Project Akamai
(‘Smart’) which ran over the period 1989-1993. It was targeted at 600 HCE speakers
in grades 9, 10, and 11 but it seems that the selection of participants was made on the
basis of ethnicity and geographic location rather than language assessment tests. The
methodology used was predominantly ESL. The contrasting of HCE and Standard
English was also integrated into the project. It is not quite clear how successful
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Project Akamai really was (cf. Watson-Gegeo, 1994: 109-110; Siegel, 1999: 519).
Siegel (ibid.) reports on another awareness program carried out in Hawaii,
Project Holopono (‘Success’), which involved 300 grade 4 to 6 students half of
whom were HCE speakers and took place from 1984-1988.
The Kamehameha Early Education Program is probably the best known
accommodation program using a creole language according to Siegel (1999: 515). It
started in the early 1970es and targeted ethnic Hawaiian children, most of whom were
also speakers of HCE. The local oral genre of ‘talk-story’ was used in teaching initial
literacy with the result of significantly improving the students’ achievements in both
reading and speaking Standard English (Boggs, 1985).
On the basis of her own teaching experience, Reynolds (1999: 311-312)
confirms that bidialectal language-related activities in fifth grade enabled sixthgraders to perform better on the SAT (Scholastic Aptitude Test) than those Hawaiian
students who have studied in an environment where the English only policy is
rigorously observed.
It is not surprising that Hawaiian students should score under the national
average in standardized tests like SAT since students whose L1 is HCE have serious
comprehension problems with Standard English, i.e., in the regular classroom
situation in Hawaii, as Reynolds found out in another experimental study. Predictably
those students whose L1 is Standard English also have serious comprehension
problems with HCE (Reynolds, 1999). Hence a mixed accommodation and
awareness approach would seem indicated in the average Hawaiian classroom.
However, an important point which has to be taken into consideration when
discussing the introduction of HCE into the educational domain is that HCE still does
not have a standard orthography (Romaine, 1999: 292). In order to find out about the
attitudes of average Hawaiians towards the use of HCE in education, Romaine
supervised a sociolinguistic survey of 211 persons in 1992-1995. While 53% were
favorable to the use of HCE in at least some contexts in school, 66% did not think it
was acceptable for children to write in ‘Pidgin’in school (Romaine, 1999: 290-292).
There have been other surveys which have arrived at different results (Romaine,
ibid.).
2.5. Creoles based on languages autochthonous to Africa
After a period when creolists started looking for pidgin and especially for creole
languages outside the sociohistorical context of European colonial expansion in order
to gather contrastive data for theoretical studies on the creolization process, creolists
have now returned to the study of pidgins and especially creoles based on European
languages. The main argument for no longer trying to discover new creoles in remote
areas of the world is that we would be unlikely to obtain sufficient information to
classify the language as a creole. If it becomes possible to classify a language as a
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creole on the basis of structural features only as proposed by John McWhorter (e.g.,
1998), this obstacle will be removed. For the time being, the majority of creolists
seem to believe that it is a combination of structural and sociohistorical features
which makes a language a creole.
However, there are a number of non-European-based pidgins and creoles we
have sufficient sociohistorical information on to classify them as such.
Sango, Kitúba and Lingala share a number of interesting parallels. Sango is a
creole based on the Yakoma dialect of Ngbandi, an Ubangian language28, while
Kitúba and Lingala are based on Bantu languages, the Kimanyánga dialect of
Kikóngo and Bobangi, respectively.
The homogeneity of the substrate which has been observed in other instances of
creolization to lead to less restructuration than a typologically heterogeneous
substrate has been held responsible for the fact that restructuring has been less
profound in Kitúba and Lingala than in many other creole languages. If the term
‘semi-creole’is to be used at all (cf., e.g., Bartens, 1999b), Kitúba and Lingala would
probably best be characterized as examples of this category. However, between the
two varieties, Lingala has seemingly retained more of the Bantu morphology and
tonology than Kitúba. This may be due to differences in the Bantu languages and the
specific dialects which constituted the main input to Kitúba and Lingala and needs to
be investigated further (Mufwene, 1997).
The languages Sango, Kitúba, and Lingala are based on, Yakoma, Kimanyánga,
and Bobangi, were used as trade languages already before the arrival of the French
and the Belgians in the area at the end of the 19th century. In all three cases, the
colonial powers, France and Belgium, brought in forced labor from West Africa
which contributed to the formation of the (semi-)creoles and which at least in the
cases of Kitúba and Lingala included Kwa speakers who have also significantly
contributed to the genesis of the Caribbean creoles29.
The socioeconomic conditions under which Sango, Kitúba, and Lingala came
into being were quite different from the Caribbean plantation colonies. For example,
French was accessible only to the West African interpreters and at no time constituted
the target language for the subjugated labor force30. Rather, the three languages
emerged as products of a process of linguistic negotiation and mutual
accommodation. On the other hand, the colonial powers Belgium and France did not
contribute their language as the lexifier language but they and the missionaries who
followed them still contributed to the selection of the languages Sango, Kitúba, and
28 And, apparently to a lesser degree, on another dialect of Ngbandi called Riverine Sango (cf. Pasch,

1997: 211).
29 Pasch (1997: 213), quoting Samarin (1982), lists Ful, Wolof, Bambara, Soninke, Susu, Kru, Vai, and

Khasonke.
30 Cf. the concept ‘Mediums of Interethnic Communication’proposed by Baker (1990).
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Lingala are based on (Pasch, 1997; Samarin, 1955; Mufwene, 1997; Hulstaert, 1989).
Sango is the national and, since 1991, the second official language of the Central
African Republic. However, in practice Sango and French do not have the same status
(Pasch, 1994: 91). Sango has a total of 5 million speakers when adjacent areas of the
surrounding countries and L2 speakers are included (1995 estimate; SIL Ethnologue
database). Most L1 speakers are to be found in the capital Bangui and Sango has the
prestige of an urban language over ethnic languages. This lead Samarin (1980: 217)
to advocate choosing the urban variety for the standardization of Sango.
Since the 1920es, Sango has been used as a written language, until now above
all in missionary publications. Catholic and Protestant missionaries developed
different orthographic traditions (Samarin, 1955: 267; 1980: 223). The official
orthography was established by decree No. 84/025 of 1984 but has not been able to
impose itself due to insufficient implementation and some technical problems; as a
matter of fact, many speakers are not even aware of its existence (Thornell, 1994;
Gerbault, 1994).
French is used exclusively in all written documents produced by the Central
African administration but the use of Sango for official oral communication is on the
increase. Both French and Sango are used in the media: Sango is predominant in
broadcasting, while French is on television. All official newspapers are in French but
there are for example newspapers published in Sango by the missions (Pasch, 1994;
Gerbault, 1994; Baker & Prys Jones, 1998).
The missionaries have used Sango in their schools and educational campaigns
since the 1920es. From 1975-1980 an experiment was conducted in a total of 120
public schools throughout the country where Sango was used as the medium of
instruction during the first two years (Samarin, 1980: 226; Diki-Kidiri, 1994: 28). A
sequel to this experiment started in the academic year 1994-95 (Koyt, 1994: 21). In
1992, an official policy of state bilingualism was made public. The use of Sango,
particularly written Sango, is encouraged in various public spheres, including
education (Baker & Prys Jones, 1998).
Kitúba is spoken in the two Congo Republics and recently its use has been
extending to northeastern Angola. In the late 1980es, Kitúba was considered to have
approximately 5 million speakers in the two Congo Republics (SIL Ethnologue
database) but Mufwene (1997: 184) estimates there to be 5-6 million speakers in the
Democratic Republic of the Congo (former Zaire) alone. Before independence from
Belgium, Kitúba was used as a written medium in mission schools located in
linguistically heterogeneous areas, for example the Kwango district. It was also used
as one of the languages of administration by the colonial authorities (Heine, 1968:
51-52).
Today, Kitúba is one of the four national languages of the Democratic Republic
of the Congo while French remains the only official language. According to Baker &
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Prys Jones (1998), Kitúba is used as the medium of instruction during the first two
years of primary school in the area of the Democratic Republic of the Congo where
it is spoken (regions adjacent to the Congo river) after which a transition to French
takes place. In the People’s Republic of Congo Munukutuba –as Kitúba is called
there– is used as the medium of adult literacy programs. As far as formal education
in the People’s Republic of Congo is concerned, indigenous languages are ‘being
promoted’ while French remains the only medium of instruction. Munukutuba is also
used extensively in broadcasting and on television (Heine, ibid.).
Lingala has at least ten to twelve million speakers in the two Congo Republics
and in the Central African Republic (Mufwene, 1986). The creolization of Lingala is
assumed to have taken place during the first decade of the 20th century in urban
settings, above all Leopoldville, now called Kinshasa. Based on the northern
Makanza dialect, Belgian missionaries created a standard variety called ‘langue
scolaire’ for being used in the mission schools besides being the language of Bible
translation. In comparison to vehicular Lingala, it is more complex and has been
purified or re-Bantuized. Intercomprehension with vehicular Lingala is quite
difficult.
In 1918, the colonial government unsuccessfully tried to make it the official
language of the Belgian Congo. But according to Wing (1953, quoted in Heine, 1968:
62) Lingala was the official language of administration, the court, the school system
and the church at least in Kinshasa around 1950.
Like Kitúba, Lingala is one of the four national languages of the Democratic
Republic of the Congo. However, Lingala is more prestigious and therefore continues
to expand at the expense of Kitúba (Knappert, 1979). This prestige mainly derives
from its association with the capital and the army. It is widely used in broadcasting
and as the medium of instruction during the first two years of primary education.
What has been said about the use of Munukutuba in the People’s Republic of
Congo also applies to Lingala: spoken as a lingua franca in the center and in the north
of the country, it constitutes the medium of adult literacy campaigns and is being
promoted in formal education while French remains the medium of instruction at all
levels. It is widely used in broadcasting and on television (Baker & Prys Jones,
1998).
3. Evaluation: What can speakers and promoters of Chabacano learn from
the cases discussed?
What can speakers and promoters of Chabacano learn from these or comparable
situations where the introduction of a creole language into the curriculum has been
attempted? I am not well informed about language planning and language promotion
in the Chabacano community. As I stated above, remedying this state of affairs
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constituted my main objective for participating in this event. Therefore I will limit my
observations to a few general but at the same time essential points.
There is no denying that language plays a crucial role in the shaping of a
person’s identity. In order for a child to have optimal learning conditions, instruction
must be imparted in her mother tongue, using teaching materials and methods which
are culturally adequate. For a long time the self-perception of minority groups all
over the world has been distorted by the linguistic, historical and ideological
miseducation they have received in majority-run school systems (cf. Minority Rights
Group, 1994).
Doing all these things right has to be planned carefully. Every minority language
situation is unique and thence specific language promotion measures have to be
devised for that very situation and cannot be copied from other contexts without
previous analysis. Last but not least, careful planning is required for optimizing the
use of resources.
As can be inferred from the above, Chabacano speakers find themselves in a
situation comparable to the case of Papiamentu and different from the situation of
most creole-speaking communities in that Chabacano does not coexist with its
lexifier language. This has been found to constitute an environment which is
favorable to creole language promotion (see above). But the situation of Chabacano
is different from Papiamentu in that Chabacano constitutes a minority language in the
overall context of the Philippines.
Since practically all creole languages have been stigmatized during most of their
existence and the initial resistance to language promotion is very high as can be seen
from the same case of Papiamentu, corpus and most status planning measures have
to be preceded by a successful campaign of language revaluation. Such a campaign
is perhaps the most likely to succeed if the language is promoted alongside with other
cultural phenomena such as oral traditions.
The adoption of a coherent orthography is only the first step in corpus planning:
language tools of all kinds from dictionaries to primers are needed. As I explained
above, the costs arising from the production of printed material can be reduced
significantly by the possibilities offered by modern technology. The emphasis is now
on the human resources and not only on those needed in corpus planning but also on
those who will implement the new policy. Especially teacher training is crucial and
has to be invested in if a language promotion campaign is to succeed.
However, although it makes a big difference if a language promotion campaign
is carefully planned and well done or not, its success ultimately depends on the
willpower and the need felt by the community itself to claim its language rights.
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