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ABSTRACT

LANGUAGE WARS? LANGUAGE OF INSTRUCTION AND THE IVORIAN POST -
CONFLICT TRANSITION

By
Michelle Lilly Solorio

Education plays arolein promoting or limiting conflict, and researchers who have
established this posit that language may be a contributing factor. However, this has not been
widely explored. Drawing upon literature in horizontal — or between-group — inequalities,
conflict and education, and language regimes, | make the case that language of instruction (Lol)
and sociopolitical conflict interact in acomplex manner. Through a comparative case study of
policy discourse analysis and narrative analysis of interviews with parents and teachersin two
communities in Cote d’Ivoire, | seek to answer the question, in multi-lingual Céte d’Ivoire, how
do Lol policies and practices interact with socio-political conflict as the nation continues the
transition from conflict state to a post-conflict state? | use across-event discourse analysis and
narrative analysis techniques to generate evidence that the ways in which Lol policies have
evolved over time and the ways that these policies are perceived reflect larger social power
structures in a conflicted society thus reinforcing or breaking down existing inter-group
inequalities that are known to lead to conflict. In the Ivorian post-conflict setting, my findings
focus on the potential of Lol policies and practices to reinstate pre-conflict horizontal
inequalities, attempt to remedy pre-conflict horizontal inequalities, or lead to the development of
new horizontal inequalities which all have an impact on the complete transition to an Ivorian
post-conflict state. By focusing on the perspectives of parents and educators and contrasting
those perspectives to the official language regime developed via education policies, | find

tensions surrounding notions of belonging and questions about whose languages deserve a place



in education. | explore these tensions and the perceived horizontal inequality related to access to

local language of instruction practices that extends beyond urban-rural divides.
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SECTION I. LANGUAGE OF INSTRUCTION AND CONFLICT IN COTE D’IVOIRE:

BACKGROUND TO THE STUDY



Chapter 1. Introduction

The language used to teach has the power to start war. Education playsarolein
promoting or limiting conflict, and researchers who have established this posit that language may
be a contributing factor. Y et language of instruction (Lol), or the language used to teach, has
been absent from investigations surrounding conflict and education. Drawing upon literature in
horizontal inequalities (or inter-group inequalities), conflict and education, and language
regimes, | make the case that language of instruction (Lol) and sociopolitical conflict interact in
a complex manner.

My dissertation merges these three bodies of scholarship — scholarship on language
regimes, on conflict and education, and on horizontal (between-group) inequalities — to present a
comprehensive perspective on how conflict, education, and language interact. | use Lol policy
and practice as the specific element of education in which the conflict-education nexus occurs,
doing so by incorporating language regime scholarship and sociolinguistic scholarship on
language and power to provide aframework for why and how language can be the mechanism
driving horizontal inequalities. Language regimes are a multi-disciplinary way of defining the
power structures between and among languages and provide insight into how these linguistic
power structures impact language users. They use formal regulations of language use and
informal language rules that are displayed through language practices to create a diagram of the
complexity of language power structuresin all language environments — from the seemingly
monolingual environment where there are still ideas about what is considered to be “proper”
language to multilingual environments where different languages compete for space in society. |
argue that Lol is a mechanism by which language regimes establish and perpetuate inter-group or

horizontal inequalities that the scholarship argues may promote conflict. In keeping with the



traditions set forth in the conflict and education scholarship which allows for the relationship
between education and conflict to be complex and multidirectional, | also argue the
alternative/counter: namely that this mechanism may challenge/reduce existing horizontal
inequalitiesto limit conflict. Following the research from both the horizontal inequality-based
conflict and the conflict and education fields, this argument can be extrapol ated into post-conflict
settings wherein these mechanisms, depending upon the Lol policy and practice set forth during
post-conflict transitions, may reinstate the pre-conflict between-group inequalities, attempt to
remedy the pre-conflict between-group inequalities, or lead to the devel opment of new between-
group inequalities which al have an impact on whether the transition to a post-conflict state is
successful.

Based upon the literature and the argument | develop from that body of literature, in my
study | seek to answer the broad question, in multi-lingual former French colony, Céte d’Ivoire,
how do Lol policiesinteract with socio-political conflict asthe nation transits from an active
civil war to a post-conflict state? I set my case study in Cote d’Ivoire due to its recent history of
conflict and its history of elevating French at the expense of the 60+ indigenous languages
actively used in the country. Although official policy designates French asthe Lol in public
schools, the Ministry of Education has implemented local-language curriculum in rural schools. |
chose an urban setting and a rural setting to represent the country’s diverse social and education
structures. Due to the fact that some rural areas have both local language-medium public primary
schools operating alongside French-medium public primary schools, | decided to include
participants from both types of public primary schoolsin the rural setting to provide depth to the
data. My study stresses the complexity of socio-political conflict in multilingual contexts by

linking language in education to conflict.



For my study, | drew on my advanced proficiency in French and my previous research in
Cote d’Ivoire to conduct a comparative case study comprised of policy document analysis and
participant interviews with teachers and parents. | collected historic and current education policy
documents as well as historic and current versions of the lvorian Constitution. Over the course of
8 weeks | interviewed atotal of 18 parents and 3 teachers affiliated with three public primary
schools in two locations in Cote d’Ivoire. In the commune of Kwé' located within the large urban
city of Dyapo, | interviewed five parents and one teacher from a French-medium public primary
school. In Konvi, a rural village in Céte d’Ivoire, I interviewed thirteen parents: five who have
students in the French-medium public primary school, five who have students in the Brafé-
medium public primary school, and three who have students in both the French- and Brafé-
medium public primary schools. | also interviewed one teacher from the French-medium and one
teacher from the Brafé-medium public private school in rural Konvi.

With the document data, | conducted across-events discourse analysis in order to trace the
evolution of the power structures between languages, or the evolution of the official educational
language regime. With the interview data, | conducted narrative analysis to explore how teacher
and parent perceptions reflect the official stance on language. These narratives uncover the
perceived educational language regimes as well as the ideal educational language regimes of the
participants. All three of these educational language regimes identify the existence of language
and education based between-group inequalities; | compare all three in order to better understand
which inequalities are perceived and, most importantly, which are perceived to be socially
unacceptable.

These analyses highlight tensions that exist within these power structures, namely the

tension between the colonial legacy which privileges only the French language and an interest in



promoting respect for local languages in a conflicted society. | find that teachers and the official
policy documents are struggling to find a balance between the formally recognized and
colonialy imposed officia language (French) with attempts to build the status of some of the
60+ local languages. Comparatively, | aso find that the existing inter-group inequalities that are
known to lead to conflict are being challenged by parents. By alowing for some local languages
to have limited authority in education, the policies make minimal effort to break down some
existing between-group inequalities while ignoring other between-group inequalities. Teachers,
as the enactors of these policiesin schools, interpret these efforts based upon their personal
experiences and own linguistic backgrounds to highlight the challenges of using language of
instruction as a means to reduce between-group inequalities. Alternately, parents provide insight
into the local desiresto valorize local languages as one of many ways to promote between-group
respect.

With the across-events discourse analysis of the policies, | create adiagram of an official
language power structure — or regime — as it has devel oped over time using the historic and
current policy documents; with the narrative analysis of parent interviews | diagram perceived
and ideal language regimes; and with the narrative analysis of teacher interviews, | diagram a
perceived regime which is areflection of the practiced version of the officia regime. | compare
the diagrams of the official, perceived, practiced, and ideal language regimes in education to
compare how between-group inequalities exist in official discourse and practiced schooling
compared to how parents perceive between-group inequalities to exist. | focus on the perception
of between-group inequalitiesin order to link the language power structures back to conflict
using theory. The literature on conflicts that are rooted in between-group inequalities argues that

it isnot enough for an inequality to exist but rather it isimportant only that an inequality is



perceived — or believed to exist — in order for a conflict to result; thus | intentionally focus on
identifying whether or not different communities feel alanguage-based or education-based
between-group inequality relative to their access to and experiences with local language of
instruction practices.

By inserting language of instruction into the conflict and education research agenda using
language regimes and horizontal inequality-based conflict as a foundation for my work, my
dissertation provides deeper understanding of the roles language(s) and education play in
conflicted societies and in societies transitioning to post-conflict states. By studying the voices of
educators who experience language of instruction realities each day aongside the voices of
parents who are making sense of the different language of instruction practices that their children
can experience, | link language of instruction practice with the perception of between-group
inequalities. Using the policy documents alongside the interview data, | outline the creation and
solidification of alanguage regime in the country. When taken together and grounded in the
literature, my dissertation provides evidence to support my hypothesis which says that language
regimes are enacted through Lol policies, which in turn situate schools as sitesin which Lol
policies become mechanismsto reinforce or mitigate horizontal inequalities; this, per the
literature on conflict, has potential to initiate or alay conflict.

| continue the background to my study in section | with chapters on literature and
methods. To ground my research in the relevant scholarship, | first provide arobust literature
review in chapter 2 covering research from the fields of language of instruction in Africa,
conflict and education, horizontal inequality-based conflict, and language regimes. Once |
address the literature, | then make a note of the three scholarly bases from which | developed my

conceptual framework — conflict and education, horizontal inequality-based conflict, and



language regimes — to provide an outline of my research agenda. Then | move into my
conceptual framework and my conceptual hypothesis, before concluding the chapter with my
research questions. In chapter 3, I provide relevant contextual background for Céte d’Ivoire
before detailing my research methodology. After going into detail about these methods, | speak
to my data and data collection procedures. My positionality is addressed in the final section of
chapter three.

Sections Il and 111 focus on my data and findings. In section 11 | take a close look at the
officia language regime in education in chapter four. | start by outlining how language of
instruction policies develop a specific language regime in Cote d’Ivoire. I focus on the way the
documents create a hierarchy of languages, from the language of highest power (French) down to
languages granted no formal power or recognition. | argue however that even within this
hierarchy, the ways in which the policies lay out the expected roles of these different languages —
in particular, the ways in which languages are associated with notions of citizenship and are
tasked with the role of pedagogical tool in order to teach and promote the French language —
reinforces the official notion that there is one authoritative language supported by a handful of
secondary languages that are granted limited authority in specific social realms such as
education. | explore how the policies are simultaneously reinforcing the official power of French
while also elevating certain languages to mitigate some of the existing between-group tensionsin
the country; although there are certainly steps to shift the power structure away from the colonial
model, the policies are set-up in such away that the local languages that are elevated are still
tools to reinforce the French language above all others. Through this policy analysis, | explore
the tensions of developing a new post-conflict national identity, being a global player, and

acknowledging the country’s diversity in a way that does not reignite pre-conflict group tensions.



It iswithin this power structure where | identify existing between-group inequalities that are both
reinforced and challenged by the language power structure.

| return to these between-group inequalitiesin section 111 where | compare the
inequalities uncovered viathe officia language regime to the perceived regimes uncovered by
parents and teachers. Section 111 focuses on the interview data | collected from parents and
teachersin urban Kweé Dyapo and rural Konvi. In chapter five, | start by providing an overview
for the data and methods that will be used in the rest of the section. Then, | moveinto a
contextual framework that | developed based upon the conversations | had with parents. | found
that the parents spent considerable time defining the notion of entente — or atype of listening that
isrooted in humanness above diversity and is used to develop mutual respect and understanding
across ethnolinguistic boundaries. Based upon these parent conversations, | develop a contextual
frame for the notion of entente to ground my understanding of parent and teacher perceptions of
social relations in Cote d’Ivoire. The notion of entente is deeply embedded within both the
parents’ and teachers’ perceived and ideal language regimes in education due to their
experiences living in a conflicted society, and thus the contextual frame gives me agood lens
through which to understand how parents and teachers think about conflict and peacebuilding
relative to language and education.

Continuing section |11 1 move into chapters six and seven, which are focused on the data
from parents and teachers. Chapter six explores the parents’ perceptions of language of
instruction policies grounded in their experiences with conflict in the country and the frame of
entente. As| dive deeply into the parents’ perceived and ideal educational language regimesin
chapter six, | look at how parents perceive language-based between-group inequalities. |

demonstrate not only that parents do believe that |anguage-based between-group inequalities



exist, but | look at how they speak about these inequalitiesin terms of access to language,
education, and national identity. In particular, | highlight how parents view differential accessto
different languages as a factor in their notions of belonging — belonging both in terms of being
part of the official citizenry and in terms of belonging to a respected group within the country. |
find that even when parents identify groups of relative linguistic privilege, they are also willing
to discuss ways that language and education may support entente.

In chapter seven I explore the teachers’ experiences with and perceptions of language of
instruction policies, aso grounded in their experiences with conflict and the frame of entente. |
look closely at the teachers’ perceptions of the language of instruction policies relative to their
experiences in the classroom. | find that their perceptions of which languages have a place in the
classroom are deeply embedded with their own personal teaching experiences and language
identities. | explore how their personal experiences shape how they talk about what languages
they believe are the best for their students’ development compared, while attending to how the
officia policies and the resources allocated to the schools to help teachers enact those policies
set the stage to reinforce the colonia legacy where French is elevated above al other languages.
| focus on how teachers interpret the policies and resource allocation to create their own ideas of
language hierarchies inside and outside the classroom. | find that it is overwhelmingly
experience with rather than exposure to or knowledge of different language of instruction
practices that shape how teachers perceive the language power structures in schools. | use this
anaysis to diagram alanguage power structure that teachers report enacting in the classroom,
and find competing structures based upon the type of school and classroom with which the

teacher is affiliated.



| conclude the dissertation in section 1V, chapter eight. After providing agenera
overview of the dissertation, | contrast the parent perceptions with the teacher perceptions, where
notions of linguistic privilege relative to language of instruction are deeply embedded within the
teachers’ own experiences of the language of teaching compared to the parents’ preferences for a
more locally relevant language of learning. | bring together the educational language regimes
that | diagramed in chapter four with the perceptions of linguistic between-group inequalities to
conclude that language of instruction policies are perceived as both contributing to and having
the potential to mitigate between-group inequalities in the country. | conclude with some
implications about how the language-based horizontal inequalities uncovered by the official,
perceived, and ideal language regimes in education relate to social relations particularly in
relation to how Cote d’Ivoire navigates the journey to a post-conflict state. | incorporate the ideas
about entente and cohesion that the parents and teachers discussed to provide local insightsinto

how language of instruction fitsin the history and future of Ivorian conflict or peace.
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Chapter 2. Literature and Framework

As| explore the relationship between language of instruction and conflict, my study is
situated in the scholarship in conflict and education, focusing most explicitly on inter-group
(horizontal) inequality-based conflict literature as it pertains to the conflict-education nexus.
Thus, | ground my study in the research about language of instruction policy and practicein
Africa, conflict and education, horizontal inequality-based conflict, and language regimes. | will
explore thisliterature in this section, then use the literature to develop a conceptual framework
and conceptual hypothesis. | conclude the chapter with my research questions.
2.1 Language of Instruction Policy and Practice Research in Africa

Overview. In ahighly diverse and geographically large continent like Africa, any section
dedicated to providing an overview of the linguistic practices in education must begin with the
caveat that thisis by no means comprehensive nor is the situation identical from one country,
sub-region, or town to the next. However, there are some overarching trends across sub-Saharan
Africathat make it possible to provide an overview that is pertinent to the remainder of this
section. The trend is nicely summarized by Ayo Bamgbose, Professor Emeritus of Linguistics at
the University of Ibadan (Nigeria) and prolific researcher of language of instruction on the
continent:

Despite many studies that show that it makes good sense to begin a child’s education in

his or her own language, the age-old tradition of teaching a child in alanguage other than

the first language or teaching in a child’s first language only in the lower classes of

primary school still persistsin many African countries. (2009, p. 13).

As Bamgbose (2009) highlights, the language of instruction in many countriesin the
region remains the former-colonial language regardless of research that speaks to the negative

academic consequences of such practices. The origins of this trend stem from colonia practices

that promoted education in the language of the colonial power to pursue a “civilizing” and
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assimilating agenda or promoted education in local languages to promote an intentionally
hierarchical society that limited local access to the privilege of colonia services (Albaugh, 2014;
Prah, 2009).

Academics and economics of Lol. The consequences of these language of instruction
policies and practices are wide ranging. As atool for communication, language is used in
education to teach students the academic subjects needed not only for academic success but also
for economic and life-long use and social communication. Since former colonial languages
remain the official languages of most countries, including in Cote d’Ivoire, and the de facto
languages associated with employment and access to government social services, these
languages carry alot of social power and are still taught as subjects in cases where mother-
tongue instruction is used. Thus, much of the research surrounding language of instruction in
Africafocuses on academic outcomes and parental preferences. In essence, these research foci
derive from Lol policy outcomes and preferences. Academically, local language Lol is
preferable due to the propensity of local languages to better help students grasp academic
concepts and even learn another language better. Research consistently shows that students who
learn in their own language perform better academically and become more communicatively
proficient in a second language that is taught as a subject (Brock-Utne, 2001; Y ohannes, 2009).

On the other hand, a colonial language Lol seems to be economically preferable since the
colonial languages are associated with more job opportunities particularly in the civil service and
government sectors (Brock-Utne, 2001; Muthwii, 2004). Finally, socialy thereistension
between learning the language of power — that used in government and employment — and

retaining cultural knowledge associated with local languages. Parents continue to express
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concern about their children’s cultural alienation and loss of language ability when they attend a
colonia language Lol school (Amadi, 2012; Awedoba, 2009; Evans & Cleghorn, 2014).

Parent Lol preferences. Parents draw upon their understanding of these academic and
economic outcomes as well as their own perception of social desirability in expressing which Lol
policies they prefer, ultimately seeking to ensure that the education that their child receivesisin
their best long-term interests. Despite the consistent findings about academic achievement and
communication skills that students devel op dependent upon the Lol, research findings about
parent preferences are much less consistent.

Three distinct studies help illustrate the complexity of parent Lol preferences. In anin-
depth case study in one primary school in Ghana, (Awedoba, 2009), researchers find that
community members and teachers are strongly opposed to using the local language in the
classroom due to a common misconception that local languages are not equipped to handle
academic topics; in this same study, though, parentsinitially shared the same opinions until the
researchers explained the benefits of using alocal language in the classroom to support student
learning, at which time parents supported the use of local languages in instruction while English
language acquisition was developed. In a study of all public schoolsin one rural Kenyan
community (Muthwii, 2004), researchers uncovered parent preferences for strict colonial
language only Lol dueto concernsthat using alocal language would be detrimental to student
success in school, especially since national exams are only given in the colonial English.
Alternately, in a South African survey-based study of parentsin a school that has recently shifted
from an Afrikaans medium instruction policy to an English-only medium instruction policy
(Evans & Cleghorn, 2014), researchers found parental interest in local language inclusion in the

curriculum due to parental recognition of the cognitive benefits of using alocal language in the
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classroom. Interestingly, in al three studies the colonial language was associated with high-
status jobs particularly in civil service and government, yet in al studies parents lamented an
associated loss of cultural knowledge and respect they felt was a direct result of colonial
language L ol. The tension between the perceived economic benefit of colonia language Lol and
the cultural benefit of local language Lol is clearly important to parents, one that is not easily
resolved in the minds of Kenyan and Ghanaian parents. South African parents, however,
preferred that local languages are included in the curriculum in part due to their expectations of
the government. These parents specifically discussed their understanding that the South African
government has an obligation to treat local languages with equal respect and statusto English in
all aspects of social, economic, and government life.

Parents in these studies also expressed Lol preferences based upon the role that language
can play in student academic achievement albeit not in amanner consistent with the research on
actual academic outcomes. Instead, parents in Kenya and Ghana were concerned that their
children would not take education seriously unless it was conducted in English, and that they
would not spend as much time on their schoolwork if there was not an added challenge of using a
language they were less familiar with. Muthwii (2004) and Awedoba (2009) both argue that a
parent’s preference for stronger academics can be leveraged to devel op parent support for local
language Lol by explaining the academic benefits of local language instruction. Evans’ and
Cleghorn’s (2014) study reinforces this argument since parents were keen to include local
languages in the curriculum to boost students’ grasp of academic material.

While parent preferences are mixed based upon the economic and social benefits that
parents expect their student will derive from learning in different languages, the one aspect that

remains the sameisthat parents prefer language of instruction practices that they associate with
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potential social mobility in order to better the lives of their children (Y ohannes, 2009). In certain
cases, parents’ preferences are based upon the perceived power structures — particularly
structures that link colonial languages to economic and government access — despite research
that demonstrates negative outcomes of colonial language of instruction practices which may
even hinder rather than enable student chances to access those structures (Albaugh, 2014). This
suggests that perceived power structures play a strong role in language of instruction preferences,
perhaps more than the actual linguistic and academic outcomes of language of instruction
practices.

Lol policy and power. The studies about Lol policy and practice in Africahighlight a
tension between academic benefits of local language Lol, the economic benefits of colonial
language Lol, and an uncertainty of how language can best support communal and social
structures. Thus, as my dissertation intends to further explore, the consequences of any language
of instruction policy in Africais more complicated than simple impact on academic achievement
or second language acquisition; there are also perceptions of accessto social mobility and
concerns about how language challenges other socially accepted structures to take into
consideration which leads to a broader question about social power as embodied in the complex
relationship between Lol policy and Lol practice.

The question about power extends to questions of policy versus practice. While policy is
determined from the top down, thus following the formal social structure of a state, the practice
on the ground, or how the policy is actually enacted in the classroom, speaks to local social
structures. These distinctions complicate the question of how language of instruction mimics
social power structures since policy and practice are not always the same (Alidou, 2009; Honig,

2006; Spillane, Reiser, & Reimer, 2002). The language of instruction models at the policy level
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and in the enactment of the policy on the ground vary in each location, with the intensity of
mother-tongue instruction generally ranging from no local language use in schoolsto local
language use in primary school settings prior to switching to the former colonial language in
lower secondary school; however, in some cases (particularly in regions within countries that
have decentralized language policies or in experimental schools) schools have begun to emerge
that rely entirely on mother-tongue instruction for the duration of the academic trajectory
(Albaugh, 2014; Brock-Utne, 2001; Prah, 2009). Since former colonia languages remain the
officia languages of most countries in the region and the de facto languages associated with
employment, these languages still carry alot of social power and are still taught as subjectsin
cases where mother-tongue instruction is used (Prah, 2009).
2.2 Conflict and Education Scholarship

The relationship between conflict and education. The field of conflict and education
emerged in the early 2000s as an extension of the established peace education field (Harris,
2004; Novelli & Cardozo, 2008; Paulson & Rappleye, 2007). Conflict and education researchers
challenge the notion maintained by peace education researchers that the relationship between
education and conflict is binary, where education is either an architect of peace or avictim of
war (Fountain, 1999). Conflict and education scholars do not dismiss these notions but expand
upon them to expose a more complex and nuanced relationship. This complexity is suited to
attending closely to context in studies that focus, for example, on therole of curriculumin
developing tolerance or promoting ethnic tension (Bush & Saltarelli, 2000; Sany, 2010) or on
differential access to education as aresource (Dabalen & Paul, 2012; McCoy, 2008).

Figure 1 illustrates the spectrum of the conflict-education nexus. In conflict and

education scholarship, “conflict” refers to “conflictual division” (Paulson & Rappleye, 2007, p.
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342) or a divisive society that acts on the social divisions and “no conflict” refers to “peaceful
pluralism” (Paulson & Rappleye, 2007, p. 342) or a diverse society that is capable of coexisting
peacefully. Conflict may be violent or armed conflict, but it may also refer to arepressive society

that seems peaceful but is symbolically violent and contains other symbolic conflicts.

No

Conflict | Spectrum ?f Conflict ' » Conflict
Role of
Education:

Figure 1: Different Relationships Between Conflict and Education

Asfigure 1 shows, researchers posit that there are five potential relationships between
conflict and education that | will elaborate upon. | will do so moving from left to right on the
spectrum of conflict in figure 1, with the left representing alack of conflict and the right side
representing complete conflict. First, education may help prevent conflict. The research suggests
thisis accomplished through equal distribution of educational resources, the use of contextually-
relevant curriculum, and developing interpersonal skills and tolerance in students through
targeted school programs (Fountain, 1999; Harber & Sakade, 2009; Paulson & Rappleye, 2007;
UNESCO, 2011; Williams, 2004). Moving away from lack of conflict but still within the
peaceful side of the spectrum, education may ease the consequences of conflict. Researchers
argue this is possible through peace education efforts that develop reconciliation curriculum,
make appropriate textbook revisions, and implement community education programs, as well as
by ensuring equal access to educational resources (Bar-Tal & Rosen, 2009; Bird, Higgins, &

McKay, 2010; Sany, 2010; UNESCO, 2011).
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Moving to the conflict side of the spectrum, education may promote on-going conflict.
This may occur through nation-state actions that provide unequal distribution of educational
resources, school-level actions where curricular or text materials that enhance existing
intolerances are used, or other school-level actions such as using educational materials as conflict
propaganda (Dabalen & Paul, 2012; McCoy, 2008; Sany, 2010; UNESCO, 2011; Williams,
2004). Next, education may prompt new conflict for many of the same reasons it promotes
existing conflict (UNESCO, 2011; Williams, 2004).

Finally, education may fall victim to conflict. Researchers argue that this occurs through
destruction of infrastructure, particularly attacks on schools and the destruction of school
buildings, loss of teachers, or recruitment of child soldiers (Dabalen & Paul, 2012; Paulson &
Rappleye, 2007; UNESCO, 2011; Williams, 2004). These different relationships point to the
complexity in conflict and education interactions. As many researchers point out, it is hard to
tease out any single causal relationship or claim that the relationship is unidirectional due to the
sociopolitical, historical, and otherwise contextually dependent nature of both education and
conflict aswell as the impact that both have on the sociopolitical context (e.g., Agbor, 2015;
Novelli & Cardozo, 2008; Williams, 2004).

Challengesto thefield. Thefield is currently limited by the tendency for researchersto
either ignore group identity or focus exclusively on ethnic divisions and their role in the conflict-
education relationship (Matsumoto, 2015). As aresult, Matsumoto argues, researchersin conflict
and education ignore interdisciplinary debates on root causes of conflict — of which education is
one— and limit their work to shallow and un-comparable case studies rather than delving into the

broader picture about the complex conflict-education relationship.
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Although Bush and Salterelli (2000) use modern conflicts from Kosovo, India, Rwanda,
Turkey, South Africa, the USA, Israel and Palestine, and Nazi Germany to explore both positive
and negative effects of education on society, Matsumoto pushes back on their argument
specifically by claiming that they focus exclusively on ethnic conflicts to demonstrate how
ethnically divisive curriculum fuels conflict. Matsumoto’s biggest contention is the lack of
attention paid to the diversity of root causes of conflict despite the attention paid to the diversity
of roles of education in conflict. Matsumoto’s challenge to the field, therefore, is to continue to
build upon the tradition of attending to complexity in the conflict-education relationship by
acknowledging the complexity of group identity as well. Interestingly, Matsumoto’s critiques
mirror earlier calls by Bush and Salterelli (2000) who called for aresearch agendathat explored
many more aspects of education and identity as they relate to conflict, including refugee
education, language in education, and a deeper understanding of group inequality in accessto
quality, contextually-relevant education.

2.3 Horizontal Inequality-based Conflict Literature

Bounding conflict research in identity. Horizontal inequalities are inequalities between
groups of people that share an identity; inequalities may be along political, cultural, social,
and/or economic lines, and group membership is defined by any salient identity marker such as
nationality, ethnicity, gender, religion, or any other socially or culturally relevant grouping.
Researchersin conflict studies who specialize in horizontal inequality-based conflict theorize
that these between-group inequalities are the main drivers of conflict (Stewart, 2008). Scholars
draw upon conflict theory which includes among the root causes of conflict economic
grievances, political rivaries, and ethnic tensions (Collier et al., 2003; Hewston & Cairns, 2001,

Huntington, 1997; Kaufmann, 1999). Mainstream conflict researcherslike Collier and his peers
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argue that individually measured inequalities (such as wealth distribution) do not systematically
relate to conflict. The mainstream conflict studies that find that the relationship between wealth
distribution and conflict is statistically insignificant (Collier & Hoeffler, 2004; Fearon & Laitin,
2003). Horizontal inequality-based conflict researchers, on the other hand, challenge these
findings and argue that a group-based action such as conflict must be the result of group-based
grievances not individual-based grievances; on this fundamental basis, scholars that examine
group inequality and conflict find the relationship to be strong (@tsby, 2008; Stewart, 2008).

Types of inequalities, types of identities, and their relationship to conflict. Various
researchers demonstrate statistically significant relationships between horizontal inequalities and
conflict (e.g., Otsby, 2008); a key strength of this scholarship lies in scholars’ dedication to
exploring different types of inequalities along different group identity lines to establish this
relationship. Researchers thus highlight that different salient identity groupings determine
whether horizontal inequalities are perceived by groups or lead to conflict. For example, ethnic
identity isimportant to understand conflict in Myanmar (Cederman, Weidmann, & Bormann,
2015) but ethnicity, regional identity, and rural/urban identity groups are important in
understanding how perceived and actual inter-group inequalities relate to conflict in Vietnam
(Dang, 2018).

The relationship between identity groupings, inequality, and conflict is further
complicated when researchers explore different types of inequalities that are related to conflict in
different ways. Economic versus educationa horizontal inequalities provide a strong example: in
Vietnam, economic horizontal inequalities have a statistically significant relationship to conflict
whereas education horizontal inequalities do not (Dang, 2018). Alternately, in Qtsby’s (2008)

multi-country study, social between-group inequalities such as access to education is statistically
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significantly related to conflict whereas economic horizontal inequalities are not. Importantly, it
is the perception of these between-group inequalities that researchers find to be the most
important in the relationship to conflict. In al the studies highlighted above — and in many others
— the inequality between different salient identity groups must be perceived (and perceived to be
socialy unacceptable) by groups, in order to be acted upon (Fukuda-Parr, Langer, & Mine,
2013). In other words, whether an inequality existsis not important, but if an inequality is
thought to exist and be unacceptable by a group, then the horizontal inequality will be related to
conflict.

Policy in horizontal inequality-based conflict studies. Policies that establish horizontal
inequalities are the focus of many studies including post-conflict studies. Stewart (2000; 2008),
as one of the key researchersin horizontal inequality-based conflict literature, tendsto look at
policies over time with an eye for specific policy components that speak to country-specific
horizontal inequalities. In thisway, sheis able to use previously identified between-group
inequalities to make policy recommendations (2000), or to compare how historical knowledge of
conflict matches with stated policy measures and theorize why certain policies may have
reinforced horizontal inequalities related to those historical conflicts (2008). In other policy
analyses, Langer, Stewart, and Venugopal (2012) link historical conflicts with previously
identified horizontal inequalities and historical policy documents to document what policy
mechanisms they believe to be linked to different inequality outcomes.

Challengesto thefield. Several quantitative studies make it clear that thereis no single
horizontal inequality-conflict relationship nor are identity groups that experience these
inequalities defined by the same cultural boundary. However, researchers acknowledge that

measurement is an issue: proxies must be used for group membership and group inequality, both
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of which are key to measuring horizontal inequality. As the state of research in horizontal
inequality-based conflict moves forward, thereis acall to pay more qualitative attention to
understanding identity markers that define groups across which inequalities are perceived and
what different types of inequalities relate to conflict (Brown & Langer, 2010). Brown and Langer
(2010) systematically remind readers that different types of inter-group inequalities interact with
each other to strengthen their relationship to conflict; further, they make a case for allowing
identity markersto follow more fluid boundaries. In this manner, horizontal inequality-based
conflict researchers focus on the aspect of identity that isimportant in devel oping a group bond
rather than limiting their research to ethnic identity groups.

What horizontal inequality-based conflict scholarship providesis away to think about the
consequences of inequality by addressing what mechanisms lead from inequality to conflict and
why. Thisis complicated by the acknowledged lack of unidirectiona causality (Stewart, 2000),
since horizontal inequalities lead to conflict, but conflict may also lead to the creation of new
horizontal inequalities (Langer, Stewart, & Venugopal, 2012; Woodward, 2012). Despite this
lack of unidirectional causality, however, most of the research in this scholarly agenda focus on
horizontal inequalities leading to conflict. Even in literature dedicated to post-conflict
development, researchers identify pre-conflict horizontal inequalities that they propose should be
attended to during post-conflict policy creation (Langer, Stewart, & Venugopal, 2012). However,
this scholarship provides an important way to think about inequality and its consequences even
in situations where teasing out the exact mechanismsis challenging. This enables researchers to

focus on policies rather than solely on group mobilization.
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2.4 Language Regimes

The notion of a language regime. Language regime scholarship focuses on the complex
notions of language and its political, economic, historic, and social pertinence. The research is
rooted in the idea of language rules, language practices, and language conceptualization
(Coulmas, 2005; Moormann-Kimakoya, 2015; Pool, 1996; Sonntag & Cardinal, 2015).
Moorman-Kimékoya (2015), drawing upon previous definitions by Pool (1996) and Coulmas
(2005), defined language regimes as,

constellations with specific relations between the languages and language groups in place

in terms of the possibilities of mutual communication, status as well as institutional

arrangements and sets of rulesimplicitly or explicitly regulating the use of languagesin

specific areas of life (p. 9).
Language regimes thus refer to relationships between language ideol ogy, language use, and
groups of language users where formal and informal regulations about language use impact
groups of language users.

As Pool (1996) explored the language regime challenges of the multilingual European
Union (EU), he highlighted the tension between political and economic rationales for the
selection of official language choice: choose one language, which is economically efficient, or
choose multiple languages, which is politically sensible. His analysis provides insight into the
complex nature of language regimes through a cost-benefit approach to different language
regime optionsin the EU, but it is the political versus economical tension in local and global
language regimes that highlights the foundational thinking about language in alanguage regime
framework.

L anguage regime as an extension of sociolinguistics. Language regime scholarship

incorporates and expands upon key concepts in sociolinguistics: the concept of language regime

extends that of language ideology (attitudes and beliefs about toward different languages
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including the appropriate role of and place for languages) to incorporate language practice (use)
and language hegemony (wherein language groups maintain power through culture and ideol ogy,
focusing on power relations through ideologies) to include “institutional and administrative
mechanisms and policy instruments” of power maintenance (Sonntag & Cardinal, 2015, pp. 8).
Sonntag and Cardinal point to aresearch agendathat endeavors to bridge policy with practice.
By incorporating language ideology and exploring language use as a component within a
language regime, this body of scholarship draws upon sociolinguistic traditions (e.g., Bourdieu,
1991; Fairclough, 2001) to bridge the political level of official language status with the social
level of individual language use that is shaped by official, social, and personal beliefs.

L anguage regimes and conflict. Recently, scholars have begun to incorporate conflict
into language regime research (e.g., Moormann-Kimakoya, 2015). In studies that focus on
language-based conflict, a language regime reflects conflict through various linguistic groups’
attempts to influence or resist decisions of language regimes (Moormann-Kimakoy4, 2015).
Examples of language-based conflict include alinguistic group acting to establish alanguage
regime by neutralizing or €liminating another language, or linguistic groups feeling increasingly
marginalized in a society where certain languages are privileged over other languages, or
linguistic coalitions working together to change regimes due to a mismatch between the expected
and proffered status of alanguage (Baker, 2015; Moormann-Kimakoya, 2015; Sonntag &
Cardinal, 2015). In these examples, language policies are tools that drive conflict by acting either
as a mechanism to change the language regime or as asignal to indicate linguistic power within a
language regime.

Language-based conflict research in the language regime scholarship reinforces

sociolinguists theories of language as symbolic power and symbolic violence by explicitly
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demonstrating how these symbolic notions are “visible” in a society. In a language regime frame,
language has the ability to be an instrument in maintaining or challenging power structures
through exclusion (Kroskrity, 2000; Moormann-Kimakoy4, 2015), by empowering or
disempowering language groups through their ability to make “political claims” on the nation-
state via language use (Sonntag & Cardinal, 2015), or by offering languages different statusesin
a society which signals the appropriate use and status of both languages and identities
(Moormann-Kimakoya, 2015; Sonntag & Cardinal, 2015). These provide specificity to
sociolinguists’ broad claims that language is a component of social power structures (Bourdieu,
1991; Fairclough, 2001).

Challengesto thefield. Thereis scholarly tension between studying the creation of
national languages as a unifying force in identity construction as opposed to the ways that
dominant languages impose or reinforce social inequalities (Kroskrity, 2000). The challengeis
that the two states of language operate simultaneously in language regimes, yet researchers tend
to look at only one of the two. Kroskrity (2000) argues that researchers should be careful to
attend to the role that identity plays in developing language ideol ogies, thus making the case that
language regimes are not top down only but also bottom up. However, as researchers struggle to
reconcile or even recognize this tension, the research is limited in understanding the complexity
of alanguage regime.

Language regimes as an academic analysis of language use and ideology tends to focus
on micro-topics of specific language use such as patent language in the EU (Gazzola & Volpe,
2014) and political language in different settings (Coulmas, 2005; Horner, 2015; Gazzola &
Grin, 2013; Molina, 2017). Theresearch is also increasingly dominated by interest in global

language regimes (Gazzola & Grin, 2013; Gazzola & Volpe, 2014; Klinkenberg, 2016) rather
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than deeply exploring language regime consequences in any context. Sonntag and Cardinal
(2015) argue that language regimes as a scholarly body have the potential to support research in
education, public policy, and sociology, but researchers need to extend the notion of where a
language regime may exist or how alanguage regime might impact a group of language users.
While language regime scholarship has begun to broach language conflict as a new sub-topic, the
domain is dominated by studiesin global political language use, cross-country language use, and
intercultural communication arenas which focus more on globalization as a phenomenon driving
language regimes rather than on the local impact of language regimes.

2.5 Summary of the Literature

Thereview of literature provided insights into the state of research on language of
instruction policy and practice, conflict and education, horizontal inequality-based conflict, and
language regimes.

The research on language of instruction in Africa highlighted the tension between
academic outcomes versus socia and economic preferences of what language should be used in
schooling. However, the typical focus of Lol studies on economic and academic outcomes or
parental preferences highlights an opening for a new type of Lol study that explores other social
implications of Lol policies and practices.

The conflict and education research demonstrates the sheer complexity of the relationship
between conflict and education, and the challenges of trying to pinpoint directionality of said
relationship. At the same time, the well-noted focus on ethnicity as the main identity grouping is
problematized by contemporary researchers of conflict and education, which provides an
opening to include new elementsin the research. In particular, the call by Bush and Salterelli

(2000) to incorporate language of instruction as an e ement in the research in conjunction with

26



Matsumoto’s (2015) challenge to incorporate different identity groupings, of which language
may be one, together provide a great chance for me to extend the field by incorporating language
of instruction.

The horizontal inequality-based conflict research provides strong support for the
hypothesis that perceived group-based inequalities lead to conflict, and different social policies
can exacerbate or mitigate these perceived inequalities. The scholarship recognizes the multi-
directionality of this relationship, yet the focus on the perception of between-group inequalities
that lead to conflict suggests that field is ripe for studies that extend to post-conflict settings,
exploring how post-conflict policies interact with pre-conflict inequalities to support post-
conflict or (re)introduce conflict.

Finally, language regime scholarship is rife with research surrounding language
regulation and language attitudes, linking the sociolinguistic notions of language and symbolic
power to the political notions of official mechanisms such as nation-state regulations or policy
enactment related to language use. Although the introduction of language conflict into thisfield
isaclear link to my research, there is also a clear opening to address the limited amount of
scholarly work linking the formal top-down language regulations with the informal bottom-up
language practices and perceptions.

Drawing upon these rich research backgrounds and the potential to extend these bodies of
work, | use Lol policy and practice as the specific element of education in which the conflict-
education nexus occurs, doing so by incorporating language regime scholarship and
sociolinguistic scholarship on language and power to provide a framework for why and how

language of instruction can be the mechanism driving the perception of horizontal inequalities.
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2.6 Using theLiteratureto Justify my Research Agenda

Conflict and education, horizontal inequality-based conflict, and language regimes, as
bodies of scholarly work speak broadly to sociopolitical and historical phenomena. In certain
ways, these bodies of work overlap, as seenin figure 2 below. In other areas, there is a distinct
deviation in the literature. It isin the area of overlap where | see the potential to incorporate

language of instruction policy research, as | will elaborate briefly below.

Contflict and Education

Education
as key

- Identity
groups

- Policy
- What & why
of conflict

- Access to
resources

HI-based Conflict

Language Regime

Uni-
directional
focus

Figure 2: Relationship Between Three Research Agendas

Figure 2 reveals that the areas of overlap and divergence are not clear cut; areas where
the conflict and education literature intersects with the language regime literature do not
perfectly align with areas where it intersects with the horizontal inequality-based conflict

literature, and the same goes for all combinations of the three bodies of work. There are trends
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that can be noted where all bodies of scholarship intersect, and where they are more isolated.
Sinceit isin the area of complete overlap where | situate research on language of instruction, |
will elaborate why those areas overlap and how | intend to take advantage of that overlap in my
research.

Proof of overlap. There are four key areas where an overlap is present, as seen in figure
2. These include the use of identity-based groups as a defining factor of the research, policy asa
presence in some of the research, the focus on identifying what is related to conflict and why, and
the emphasis on access to different types of resources.

Thefirst area of overlap that all three bodies of work share is the use of identity-based
groups to define who the research is about. While scholarly emphasisis placed on groups that are
defined by a common identity rather than on individuals, there is some variation in the literature
on what identity component defines the group boundary. It is only horizontal inequality-based
conflict literature that allows for salient identity groupings to be determined by the groups
themselves, thus allowing a group to be defined by ethnicity, region, language, or any other
identity marker (or group of identity markers). In language regimes, it is only language that
defines agroup, and in conflict and education ethnicity remains the main group identity marker
although thisisincreasingly challenged.

The second area of overlap isthe role that policy playsin the research question. While
language regime literature is very explicit about the role of policy, where policy defines the
official rules governing language and thus creates alanguage regime (Sonntag & Cardinal,

2015), the other two bodies of work are less explicit about the role of policy. In conflict and
education, policy is an implied feature in the relationship, but the scholarly emphasisis placed on

policy enactment. In horizontal inequality-based conflict, policy is not entirely afocus of the
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research so much asit isamotivating factor behind the research. Regardless of the direction that
the research takes, policy isafactor in all three research agendas.

The final two areas of overlap are closely related: while all three include research on
what is related to conflict and why, the what refers specifically to differential access to types of
resources. Thus, | explore the final two points of overlap together. The what and why of conflict
in alanguage regime frame is differential access to resources proffered by language and the
effort to change that. In horizontal inequality-based conflict, the what is any resource that is
perceived to be differentially distributed thus creating a perceived inequality across group
boundaries while the why is the desire to rectify the inequality or preserve the status quo when
the dominant group feels threatened. Finally, in conflict and education, the what is education and
the why is based upon the role that education plays in conflict. The what and why of conflict in
guestion does not necessarily refer to what causes conflict and why. Instead, the what may also
refer to the consequences of a conflict that lead to a new language regime (Sonntag & Cardinal,
2015) or destroy access to education (Williams, 2004). Although the what and why are different
in their specific focus, for all three bodies of literature the what and why of conflict relatesto
resource access.

Briefly addressing the deviation and other limitations. It is clear that conflict and
education, horizontal inequality-based conflict, and language regime scholarship do not entirely
map onto each other. However, it is possible to account for much of deviation due to the context-
dependent nature of research addressing language, identity, conflict, and education. Thus, while
it isnot possible to link alanguage regime study with no interest in conflict to a conflict and
education study, or position a horizontal inequality-based conflict study in a language regime

where no inter-group inequality is perceived by the language groups in question, as two
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examples, the reason for thisinability to account for the scholarly deviation is due to the context
in which the studies occur. It is not that language regimes do not exist in horizontal inequality-
based conflict, it isthat the language regime being studied is not in a context where inter-group
inequalities are relevant.

The deviations that exist within the overlapping use of identity to define group
membership is pertinent yet also addressable by attending to context. Conflict and education and
language regime researchers tend to limit what constitutes a group boundary while horizontal
inequality-based conflict literature alows any identity marker that is deemed important to the
group in question to define group membership. Therefore, any framework using al three
literatures will be limited in group definition by conflict and education and language regime
definitions which define groups by ethnicity and language, respectively. Although the two
definitions can overlap, since language is often closely linked to ethnicity (Baker, 2015), thisis
not always the case. It is plausible that alanguage may be shared among ethnic groups but
divided across geographic borders, just asit is plausible that ethnic identity may not be easily
defined. Further, neither language nor ethnic identity may be a salient identity marker in a group
experiencing a horizontal inequality. Researchers exploring alanguage, education, conflict
relationship using a framework derived from these three scholarly traditions will need to attend
to the contextual relevance of each potential identity marker carefully to assure that |anguage and
ethnicity are closely related and salient identity markers in defining group membership.

The different approaches to the direction of the relationship with conflict cannot be
accounted for by context. However, it is possible to account for this deviation. Although
horizontal inequality-based conflict literature acknowledges that conflict can also cause inter-

group inequalities, the lack of attention paid to this direction is striking. While the other two
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research agendas make it possible to attend to the role that conflict playsin altering language
regimes or education structures, attending to horizontal inequalities in such arelationship is
harder to tease out using the existing literature. But, since researchers in thisline of work do
recognize the role of conflict in creating or reinforcing such inequalities, it is possible to include
in future research as an element of inquiry. It isjust important that researchers make clear what
direction of the relationship is being examined in the research and that researchers acknowledge
the complication introduced into the research by the lack of unidirectionality.

Using the overlap as a research agenda. | previoudly highlighted four specific areas as
“overlapping” in the literature: the use of identity-based groups as a defining factor of the
research, theinclusion of policy in the research, the focus on identifying what is related to
conflict and why, and emphasis on access to different types of resources in the research agenda.
These four areas will shape an agenda from which | derive a conceptua framework and a
conceptual hypothesis of language-education-conflict.

Defining the identity-based group. Horizontal inequality-based conflict work allows for
any common identity marker to define group membership (Dang, 2018; Stewart, 2008), conflict
and education literature focuses on ethnic identity membership (Matsumoto, 2015) and language
regimes focus on linguistic groups (Moormann-Kimakoya, 2015); however, the conflict and
education literature acknowledges that ethnicity is not the only group identity worth exploring
and on occasion has called for defining group membership by language (Bush & Saltarelli,
2000). Further, in some contexts, ethnicity and language are intricately linked which makes it
possible that group membership by ethnicity may be the same as group membership by language
(Baker, 2015). To the latter point, it is very important that researchers understand the context in

which the language-education-conflict nexusis being studied, however, since thisis not aways
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the case. Based upon these guidelines, the common identity factor that defines group
membership in this emergent framework will be language groups since it is the common
denominator of the definitions provided by each body of work.

| dentifying the role of policy. Since the conflict and education research points to the role
of decisions made regarding curriculum, textbooks, resource distribution, and access (e.g.,
Paulson & Rappleye, 2007), it is easy to consider any type of education policy as part of the
decisions made in education that have an impact on conflict. In the language regime literature,
language policiesin any arena, education included, are part of the regulations that define the
regime boundaries (Sonntag & Cardinal, 2015) which ultimately interact with other social factors
in the language regime. Horizontal inequality-based conflict literature takes a broader
perspective on the role of policy: any policy that creates differential accessto any resourceisa
policy of interest (Stewart, 2008). Thus, since language of instruction policies are both education
policies and language policies, Lol can be conceived of as alanguage regime that is enacted in
education and Lol policy isthe mechanism that catalyzes alanguage-education-conflict
relationship.

Defining the what and why of conflict and access to different types of resources. Since
these final two areas of the agenda are intricately linked, they will be addressed together. The
what and the why of conflict which all bodies of work seek to uncover works in conjunction with
the other three components to build a better skeleton of the agenda. In all three literatures, the
what is differential access to resources: language in language regimes, education in conflict and
education, and any resource in horizontal inequality-based conflict. All three literatures elaborate
that the why of conflict is the desire to change (or protect, if the dominant group feels threatened)

the status quo — the desire to change the language regime, to change access to education or a
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specific type of education, and the desire to access any resource. The horizontal inequality
research does not act as the defining body of work but instead provides the empirical link
between inter-group inequality and conflict. If we argue that language of instruction provides
access to the curriculum based upon languages the students know, and Lol provides access to the
larger social resources based upon what languages students are learning rel ative to what
languages are used in the broader regime, we can identify the resources of interest as language
and education. Lol has already been established as the policy which meets the requirementsin all
three bodies of literature, and this policy is now established as providing differential accessto
resources to the what of conflict. Why Lol isrelated to conflict is because perceived horizontal
inequalities deepen social divides that groups seek to rectify.

Therefore, the scholarly overlap between conflict and education, horizontal inequality-
based conflict, and language regimes provide a space to incorporate language of instruction
policy in the research. Thus, from the research agenda | develop above, | propose a conceptual
framework and conceptual hypothesis.

2.7 Conceptual Framework

Drawing upon the rationale | presented in my research agenda, | develop a conceptual
framework which extends sociolinguistic language and power theories about how language
communicates social hierarchies, to incorporate research traditions in language regimes and
horizontal inequality-based conflict. | argue that language is key to the delivery and reception of
both education and social structures. In line with language regimes traditions (M oormann-
Kimakoya, 2015), | define the nature of language as follows: language either (2) communicates
the social structure by demonstrating a speaker’s social standing in relation to listeners, or (b)

changes the social structure by enabling a speaker to alter their social standing in relation to



listeners. Following the line of thinking from horizontal inequality-based conflict literature, |
focus on group rather than individual experiences of the socia structure. From these ideas, |
derive the following language regime-horizontal inequality conceptual frame:

e The choice of language used in social settings represents social power structures: by
identifying which groups have authority to make language decisionsto develop a
language regime; and

e Therearesocial implications of these decisions which exacerbate inter-group or
horizontal inequities.

a. Some languages are valued: some languages hold capital and power, and these
languages are privileged thus creating a linguistic elite; and
b. Somelanguages are not valued: languages that are alienated from power and are
not privileged create a marginalized language group who experience a language-
horizontal inequality.
| identify two themes in the conflict and education literature to incorporate Lol using the above
framework: (@) the school as an institution of power; and (b) the role of resource alocation in
conflict. I will outline those themes as they currently exist then propose away to use the
language regime-horizontal inequality framework to introduce Lol to the conflict and education
literature.

Schools as institutions of power. The school, as the ingtitution of education, has internal
power structures that often mirror and reproduce those in the larger society (Bourdieu &
Passeron, 1977). A multitude of social power structures exist within schools, such as the
hierarchical teacher-student relationship or the deference paid to specific curricular measures or

materials that paint a specific socia reality (Bar-Tal & Rosen, 2009; Bush & Saltarelli, 2000;
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Paulson & Rappleye, 2007). To understand the role that curriculum playsin conflict, conflict and
education researchers ask what is taught, who decided the curriculum and why these decisions
were made or what the intended outcomes of the curriculum were.

Using “schools as institutions of power” to introduce Lol to the conflict and education
literature. | extend the literature about schools as institutions to incorporate Lol by asking what
language is the medium of instruction, who decided what |anguage should be used and why this
language was selected. These specific Lol extensions amount to exploring what alanguage
regime looks like in education and how it is enacted through Lol policy and practice.

Resource allocation. Differential access to resources, including education, based upon
group identity (HIs) isone driving factor of conflict (Dabalen & Paul, 2012; Langer & Stewart,
2015; McCoy, 2008; Sany, 2010). Different types of capitals - including money as economic
capital, education or style of speech as cultura capital, and the networks to which an individual
or group belongs as social capital - are resources as well as a means by which other resources
may be accessed. Language and education act as symbolic capitals since they signal individual or
group placement in and their ability to move up the socia hierarchy (Bourdieu, 1986, 1991).

Using “resource allocation” to introduce Lol to the conflict and education literature. |
arguethat Lol isalayered resource, in that it may simultaneously signal who has access to
education and who has access to social and economic capitals: on the one hand, Lol determines
who has access to the curriculum based upon who knows the Lol. On the other hand, whether the
language of power istaught as a subject in school determines whether students are provided
access to linguistic capital that may allow them to obtain jobs and communicate with those in
power. When this layered resource is denied or provided to groups, this reflects the potential of

education to extend or mitigate horizontal inequalities, which in turn may spark conflict.
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2.8 Conceptual Hypothesis

Based upon my framework, | propose the following conceptual hypothesis about the
relationship between language, education, and conflict:

Language of instruction policies create a specific language regime in education. This

language regime in education positions schooling as a site where Lol may become a

mechanism for language regimes to contribute to or mitigate horizontal inequalities; the

perception of these inequalities, which are nuanced by peoples’ experiences with and

understanding of conflicts, may in turn encourage, exacerbate, or alleviate conflict.
Since language regimes al so contribute to or mitigate language-based inequalities, and since
directionality is not one-way in a conflict relationship, thisis not a simple relationship. However,
by teasing out the role of the language regime that exists in education in contributing to the
perception of horizontal inequalities, it is possible to look more closely at the relationship
between language of instruction and conflict as a sub-factor in the conflict and education nexus.
2.9 Resear ch Questions

My dissertation derives from my conceptua hypothesisto present a comprehensive
perspective on how conflict, education, and language interact. | argue that Lol is a mechanism by
which language regimes establish and perpetuate inter-group or horizontal inequalities that may
promote conflict depending upon how different groups perceive the language regime and its
associated horizontal inequalities. | seek to understand how Lol policies and the perception of
Lol practicesinteract with socio-political conflict as the nation transits from an active civil war

to a post-conflict state in the multi-/ingual former French colony, Céte d’Ivoire. Specificaly, |

seek answers to the following research questions tied to my conceptual hypothesis:
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1. Language of instruction as areflection of alanguage regime:
a What language regime(s) are expressed through education policies in Cote d’Ivoire?
b. How has this shifted from pre-conflict (circa 2000) to post-war (present)?
2. Language of instruction as a mechanism by which specific language regimes contribute to or
mitigate the perception of horizontal inequalities:
a. How are perceptions of horizontal inequalities revealed through parent perceptions of
and teacher experiences with educational language regimes that exist due to different
language of instruction policies? How are these perceived horizontal inequalities

nuanced by perceptions of conflict(s) and peace (past, present, and theoretical)?
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Chapter 3: Data and Methods for the Whole Study

In my dissertation, | employ a comparative case study to look at the diverse experiences
of language of instruction in Cote d’Ivoire. Within this comparative case study, I work with
policy document data and interview data comprised of conversations with teachers and parents. |
also incorporate some classroom observation data as a means to support the policy and interview
data. | employ narrative analysis to examine the parent and teacher interview data. To examine
the policy document data, | use an across-events method which gives me the means to map the
creation and solidification of alanguage regime across policy documents. In this chapter, | detail
the data collection and analytical methods | employed for both of my research questions. | first
provide a brief context of conflict, post-conflict, language, and education in Cote d’Ivoire in
order to ground my research.
3.1 Context

Conflict and post-conflict in Céte d’Ivoire. Civil war erupted in Cote d’Ivoire in 2002
following building tensions surrounding a 1999 military coup and therisein Ivoirité — a
xenophobic definition of Ivorian national belonging and rights that became part of the official
and governmental discourse in the mid-1990s (Akindés, 2003). The war — referred to locally as
la crise — stemmed from many social divides. A geographical north-south divide often highlights
the other social divides and was accentuated by unequal resource alocation between the two
regions. However, the conflict was also driven by issues of ethnic tensions and immigration
trends that illuminated ethnic rifts that existed across the north-south divide. These rifts were
enhanced by debates about who can be a citizen and claim Ivoirité identity based upon family
ethnic and immigration histories. The violence officially ceased in 2004 and peace accords were

signed in 2007, but 2011 brought renewed conflict during highly contentious elections. Although
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this second civil war, or la crise électorale, was shorter lived and a Truth and Reconciliation
Commission commenced work in 2011, the country is still dealing with the aftermath of war
even in 2019. As Cote d’Ivoire continues to work toward developing a cohesive state in the
peacebuilding process, Bah (2012) argues that cohesion is only possible through policy decisions
that restore the public’s faith in institutions, promotes an inclusive Ivorian identity, and draws on
the country’s own cultural roots to use indigenous reconciliation tactics such as “joking cousins,”
acultural technique that uses humor and cross-ethnic rel ationships to break ethnic tension.
However, Bah’s 2012 call to use a cultural technique highlights one of the many challenges
facing the trgjectory toward building a cohesive state: “joking cousins” is a cultural tool to only
some of the 60+ different cultural identity groups in the country. Despite this challenge, Bah’s
argument that indigenous reconciliation tactics would provide longer lasting results during the
peacebuilding process stands.

Language and education in Céte d’Iveire. Since the French first colonized Cote
d’Ivoire in 1893 and continuing after Ivorian independence in 1960, French has held the highest
status of languages in the country. The 60+ indigenous languages that are intricately tied to
ethnic identity are vibrantly used but in unofficial social arenas. French overrides all other
languages as the official language in the congtitution (Djité, 2000), and official policy designates
French asthe Lol in public schools. Despite the Lol policy, an estimated 43.91% of the
population over the age of 15isilliterate in French (UNESCO, 2017).

Since 2000, there have been moves to incorporate local languages into education in areas
where French is less commonly used at home creating interesting comparative study
opportunities. The Projet Ecole Integrée (PEI) under the Ministry of Education works with rural

schools to develop and implement local-language education. PEI schools may use as the medium



of instruction one of ten local languages for which educational materials have been developed. In
these schools, French is taught as a subject in school. The PEI schools are purely primary schools
and operate similar to subtractive (or early-exit) multilingual schools where students start school
learning in their native language and learning French as a subject before they switch to learning
entirely in French (Brou-Diallo, 2011). Specific to the PEI model, the local language is the only
language used during lower primary school until the second year of instruction. In CP2 (the
second year of primary school instruction), French isintroduced in an oral French as a Second
Language (FSL) curriculum and developed in year three to include awritten FSL curriculum. In
CE2 (the fourth year of lower primary instruction) the medium of instruction switches to be
entirely conducted in French and the local language is dropped from the curriculum.

The PEI schools are only open in select rural areas in Cote d’Ivoire, although the number
of PEI schools has been increasing since after les crises (Brou-Diallo, 2011; Akissi Boutin &
Kouadio N’Guessan, 2013). In fact, while opening a PEI school was originally initiated by the
Ministry, rural communities have increasingly asked the Ministry to open a PEI school for their
students (Mme Diaby, personal communication, 06/21/2017). As of April 2019, there are 26 PEI
schoolsin 10 rural départements (official regions with DREN (Direction Régionale de
I’Education Nationale) — or directorates of regional education — which are the local education
authorities under the direction of the national Ministry of Education), using 10 local languages as
Lol (Mme Diaby, persona communication, 05/02/2019). The presence of PEI schools that
operate under Ministry guidance, and therefore are under the Ivorian education policy umbrella,
signal ashiftinthe Lol policy at the nationa level, while the increasing demand for PEI schools
by rural communities signals asimilar shift in Lol ideology of rural residents — both of which

speak to the possibility of alarger language regime shift.
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This overview highlights the language of instruction policy landscape in Céte d’Ivoire,
especially the shifting policy landscape and changing parent preferences toward local language
instruction compared to traditional colonial language instruction. The shift in Lol attitudes and
policies raises questions about how these shifts relate to longstanding language regimesin Cote
d’Ivoire. The shifting Lol policy also provides an opening to explore the impact on educational
outcomes broadly and education-based inequalities more specificaly.

Education in Cote d’Ivoire. Education in Cote d’Ivoire is rife with disparities, though
these disparities do not follow a clear-cut regional or rural-urban dichotomy. Access to primary
education ranges from 32.6% in Grands Ponts to 87.5% in rural Bafing (MENET-FP DSPS,
2017). Nationally, 83% of students transition from primary to secondary school, though 11.5%
of primary students repeat and 4.7% of primary students drop-out of school (MENET-FP DSPS,
2017). Although these statistics are not available at the regional level, the Ministry of Education
statisticsarm (MENET-FP DSPS, 2017) reports that the primary student repetition rate is 9.6%
in urban areas as opposed to 13.1% in rural areas. Across the country, gender parity in school is
mixed at best. Gender parity for primary school access in the 2016/2017 school year, measured
by the net intake rate to primary education (Taux Net d’Admission or Taux Net d’Acces — these
terms are used interchangeably by the Ministry of Education) range from 0.92 (girls have lower
access to primary education relative to boys) in Indénié-Djuablin to 1.13 (girls have higher
access to primary education relative to boys) in Tchologo (MENET-FP DSPS, 2017). To put this
in perspective, as a country the 2016/2017 gender parity index in net intake rate to primary
education is 0.97, where the net intake rate was 70.5% for girlsand 73.1% for boys (MENET-FP
DSPS, 2017). Other issues in education disparities are numerous, including whether or not

primary schools are in completely constructed buildings, whether there are functional hand
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washing stations, bathrooms, or water fountains in the schools, and whether primary schools
have electricity. This speaks very broadly to the quality of the schooling infrastructure
disparities, but there are also disparities in education completion and myriad other statistics.
Table 1 provides a brief 100k at some statistics to highlight the differences between urban and

rural Cote d’Ivoire.

Table 1

Select primary education statistics in Cote d’Ivoire, 2016-2017 academic year.

[ndicator Urban: Abidjan Urban: Bouake (Gbeke) Rural: Sud Comoe Rural: Bafing
Gender Parity Index (GPI),

enrolment 0.94 1 0.97 0.99
Net Rate of Access(TNA) 59.10% 69.30% 70.20% 87.50%
Gross Enrolment Rate (TBS) 104% 112% 109% 110.17%
Schools in complete buildings 93% 79% 80% 50%
Classrooms in good condition 82.40% 69.90% 80.90% 74%
Schools with functional hand

washing stations 44% 15% 30% 74%
Schools with functional

bathrooms 80% 64% 64% 40%
Schools with functional water

fountains 79% 49% 61% 14%
Schools with electricity 86% 36% 57% 9%
CEPE (primary school exam)

pass rate 83.96%-90.89% 72.73%-75.65% 82.14% 88.80%
Note. Source: Ministére de I’Education Nationale, de I’Enseignement Technique et de la Formation
Professionnelle, Direction des Stratégies, de la Planification et des Statistiques (MENET-FP DSPS), 2017.

The educational disparitiesin terms of educational access, educational quality, and other
educational experiences are mixed, meaning there is not simply a north/south or rural/urban
divide in educational quality. Despite the common narrative that the Ivoirian conflict was a result
of educational disparities across the north/south divide (Sany, 2010) and that the conflict led to
increased north/south educational disparities (Dabalen & Paul, 2012), the statistics paint amuch

more complex picture. This does not mean that there are not longstanding north/south divides
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that led to and resulted from conflict. Instead, it raises questions about the longer-term impact of
post-conflict policies aimed at reconciliation. In direct relation to the purpose of this dissertation,
it also raises questions about the impact of different types of Lol policies— either astrict colonial
language policy asistypical in the country or alocal language policy as seen in PEI schoolsin
selected rural areas — on educational inequalities. Aswe saw in this section about the state of
education more broadly and in the section about the state of Lol policies in Cote d’Ivoire, both
the shifting Lol policy landscape and mixed education disparities raise questions about the role
of Lol in atering or promoting regional inequalities along different identity lines.
3.2 Position Statement

As awhite American Ph. D student, | hold an identity of privilege. | am also an outsider
who will never be fully aware of the complex details of cultural and linguistic nuance. Asa
female, | also cross gender barriers at certain pointsin my study particularly in relation to the
nature of my traveling solo — something that is not culturally common in Cote d’Ivoire. As an
outsider holding a privileged identity, my position always has the potential to encourage
participants to respond in a particular way, whether to paint their community in the best light
possible or to try to please me with responses they believe | want to hear (Bernard, 2011,
Spradley, 1979). There are similar issues related to teachers who might be concerned that my
purpose is to report their opinions to their superiors for punitive measures (Bernard, 2011;
Creswell, 2014; O’Connell, 2017). These issues speak to performance of participants, where the
parents and teachers with whom | interacted may be influenced by my presence to performin a
certain way through the stories they tell or responses they give. Thereis also the potentia that
the presence of my assistant, Arianne, plays arole in the ways that the parents and teachers

perform in our conversations, as Arianne’s presence reinforced my position as an outsider and as



an authority figure (as Arianne’s “boss”) to the parents and teachers. I am aware that Arianne’s
presence in the interviews played arole in highlighting those aspects of my positionality.

As an outsider whose native language is English not French or any of the 60+ languages
native to Cote d’Ivoire, I also faced an additional barrier to translate not just the culture but the
language in my analysis — both of which can tinge my understanding of what | see or hear.
Although my French skills are strong, my local language skills are intermediate in only one of
the languages and non-existent in the remaining languages; therefore | needed to attend carefully
to trandation from French to English during the analysis while a so relying upon native speakers
and my local research assistant to provide tranglations from the local language used in my rural
interactions to French. | also needed to rely upon locals to verify my interpretation of the more
cultural terms used.

| was also someone that people tried to understand in my position as an outsider. Asa
researcher, | was someone trying to understand, yet as an outsider | was also being studied by
those living in the communities | was observing and in which | was living. This added nuance to
my interactions with parents and teachers as they also asked me questions about what lifeislike
for mein the United States and that mirrored the questions that | asked them. This created a
tension in classrooms as students would try to sneak a glance at me or touch my skin as they
filtered in and out of the room during break time. It al'so granted me access to community
members, as one mother told me she came to participate in interviews because she had never
seen awhite person before, and she wanted to know what we were like.

As noted by other scholars who study positionality in educational research, my
positionality continuously shifted during the research process (Roegman, et a., 2016). My

position shifted regularly throughout the research process in ways that shape my thinking about
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the data and participants and therefore shade my analytical interpretations. While | was always
an outsider, | shifted from being avisitor to being aforeigner. Asavisitor, | was someoneto be
welcomed, and someone that was shown the best of what exists in Cote d’Ivoire. This initial
visitor status shaded initial understanding as well as the introductions | made to parents and
teachers since they felt they could only speak about the positive. However, astime went on and |
asked questions that demonstrated a strong desire to understand the redlities of lifein Cote
d’Ivoire, I became a foreigner. As aforeigner, | was someone to be greeted, which is culturally
important in Ivorian society. My faux-pas in greetings as avisitor were laughed at, but my faux-
pasin greetings as aforeigner were corrected. In this phase of my positionality, parents and
teachers were willing to open up about the less-positive redlities.

There were certainly times when my positionality opened doors, as | could ask questions
that an Ivorian could not due to my assumed ignorance and many participants were eager to
share their opinions with a person of status that they thought could incite change. However, those
benefits were balanced by the many limitations that my positionality created, from interview
responses that were overly positive to my own limited understanding of the context. | tried to
mitigate the limitations as best as possible, but | acknowledge that they could never be and were
not fully eliminated.

My continually shifting positionality throughout the research impacted my data
collection, data analysis and interpretation, and presentation of the findings (Roegman, et al.,
2016). While my own cultural background and experiences in Cote d’Ivoire and other sub-
Saharan African countries certainly shaped the way that | understood the data, my continued
interactions with African scholars and participants of this project as well as regular interaction

with the data made it so that my positionality continued to evolve even during the analysis and

46



writing stages of this dissertation. One way that this played out wasin the challenges | faced in
deciding how to include and present the voices of the parents and teachers who participated in
this study. The process of editing the quotes | selected to use asillustrative examples was fraught
with challenges I did not anticipate, due in part to my desire to allow each participants’ genuine
voice to shine while needing to balance readability for my audience. Though thisis a common
challenge (Roegman, et al., 2016), | redlize that my own positionality influenced how | choseto
select, edit, and present each of the quotes even as | worked to honor the participants’ voices
based upon my own understanding and interpretation of the conversations | had with each parent
and teacher.

Although | worked to acknowledge the messiness of the data in discussions of data
collection and analysis, by presenting a clean version of the datain my manuscript was a
decision strongly influenced by my training as a policy student. This part of my positionality,
where I am a student of policy, influenced my decision to present the data in a more “neutral”
manner, that isto say cleaned and written as a quote transcript rather than as a vignette that
illustrates the social and physical setting in which the quote was originally spoken. This decision
to present “neutral” and edited quotes speaks to the power that I will always hold as aresearcher
and as awhite American, wherein | have the ability to decide how quotes appear and what is
considered “readable”. | tried to balance this power | hold by centering the voices and
experiences of the parents and teachers in my study, but this power dynamic cannot be fully
erased.

3.3 Methodology
| used aresearch design proposed by Bartlett and Vavrus (2016) called the comparative

case study (CCS) which was specifically designed to study interactions between practice and
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policy. CCS incorporates three axes: the vertical (between different levels such as government-
local), the horizontal (afocus on a specific context or contexts), and the transversal (linking the
vertical with the horizontal by grounding the study in contextually relevant history). Figure 3
shows the different axes of my CCS. My research refers to “horizontal inequality,” a conception
of “horizontal” that is similar to the concept of “horizontal” proposed in the CCS approach in
that both refer to distinctive sets or groups of something. Although the two concepts are similar,
from this point forward I will use “horizontal” in reference to inequality and social groupings

while I will use “homologous” to refer to the axis in my CCS for the sake of clarity.
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Figure 3: Comparative Case Sudy of Lol Policy and Sociopolitical Conflict in Céte d'lvoire

| use the CCS design in my study to explore the nuances of the relationship between
sociopolitical conflict and language of instruction policies in Cote d’Ivoire paying attention to
community perceptions in two different contexts within the country along the homologous axis,
looking at official policy on the vertical axis, and using historical elements for the transversa
axis. | incorporate discourse analysis of policy documents and narrative analysis of semi-

structured interviews of parents and educators. | chose both an urban and rural setting to



represent the country’s diverse social and education structures. Since the presence of PEI schools
only in rural areas will make it hard to tease Lol effects from rura effects and other deeply
entrenched social differences, | included interviews associated with a PEI rural school and a
neighboring non-PEI school. These two rural schools are both located within the same rural
Groupe Scolaire — a campus of public schools for a given neighborhood or village that share the
same school yard. Although this does not completely disentangle the rural effects from my
analyses, it strengthens my study by allowing me to explore perceived |anguage-based and
education-based horizontal inequalities within a single community alongside similar perceived
horizontal inequalities between rural and urban communities.

Case study methods. In the CCS research design, a “homologous” case study refers to
the selection of multiple case sites which hold some type of similar unit (such as a school or an
office) yet pay attention to how distinctive socio-cultural, political, and historical differences
have shaped the individual contexts surrounding the site (Bartlett & Vavrus, 2016). A
homol ogous case study intentionally explores how the selected study sites are defined differently
based upon location, groups, institutions, social movement, or some other tangible difference. In
my study, the equivalent unit of each case is a school, focusing in particular on the educators and
parents nested within the school, while the differential factors are the different ethnolinguistic
group makeup, different Lol policies, and different geographical contexts (specifically
urban/rural). These differences were intentionally chosen to highlight the role of horizontal
inequalitiesin different interpretations of the Lol policy in relation to a sociopolitical conflict
that is still relevant in Céte d’Ivoire.

Since the purpose of my study is not to understand the case unit (the school) itself but

rather to understand something else (policy in relation to language regimes and perceived
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horizontal inequalities) by focusing on the case as an example, my homologous axisis
considered an instrumental case study (Baxter & Jack, 2008; Stake, 1995). An instrumental case
“provides insight into an issue or helps to refine a theory. The case is of secondary interest; it
plays a supportive role, facilitating our understanding of something else. [...] The case may or
may not be seen astypical of other cases” (Baxter & Jack, 2008, p. 549). A collective case study
is a study of multiple instrumental cases, because “each case study is instrumental to learning
about the effects [...] but there will be important coordination between the individual studies”
(Stake, 1995, p. 3-4). Thus, my multi-sited homologous axisis similar in nature to a collective
case study.

Site selection. In CCS, the homologous axisis similar to atraditional multiple case study
that looks at multiple sites or cases (Bartlett & Vavrus, 2016). | chose a multi-sited study to
respond to the need to account for multiple contexts as they relate to my research questions. The
multi-site study of two contrasting locations in Cote d’Ivoire were selected to provide intentional
variation of data. This enabled me to compare the different ways that Lol and conflict interact
while accounting for the diversity of local contexts in relation to ethnolinguistic diversity and
differing Lol policy enactment methods.

Specificaly, | selected sites in the Kwé neighborhood of urban Dyapo and in rural Konvi
to account for the horizontal inequalities that, prior to the war, were documented to occur
between rural and urban regions and continue to be of interest to the Ministry of Education
(Langer, 2004). The second and main reason that | selected these two sites was to provide
intentional variation in language of instruction policy. The rural areas that have PEI schools have
inherently different Lol policies than the urban areas that do not have any PEI schools. This

allows me to explore how local language policies and French-only language policies are
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perceived among popul ations who have differential access to these types of policy environments.
Furthermore, since rural areas with PEI schools also have traditional French-only public schools,
| am able to explore how differential access to language of instruction within a single setting
complicates the perception of language-based horizontal inequalities. For these reasons, | can
more fully explore how the language regime in the country is experienced by different identity
groups that experience different status levels within this structure of horizontal inequalities.
Mapping the resear ch questions onto the methods. Since CCSis adesign used to get
to the heart of complex relationships, it intentionally draws upon a multiplicity of methods. This
affords researchers using this design the chance to deeply examine social phenomenawhile
accounting for complexity by using different data sources and analytical methods. However, it
also requires organization to keep track of what data source or analytical method is being applied
to answer which question(s). Thus, | include table 2, which outlines how different
methodological choices, data sources, and analytical procedures map to my different research
guestions. | also include what CCS axis (or axes) each question is designed to explore and which
branch of Lol policy (actual policy, observed enactment, perceived enactment, ideal policy) the
research question is meant to explore. Since mineis a study of perceptions, the observed

enactment branch of Lol policy research is not included in my dissertation research.

51



Table 2
Map of research questions to data sources and analytical techniques.
Theme
from Relation to
Hypothesis RQ Axis/Axes Lol Policy Data Analysis
la. What language Current
regime(s) are Ivorian
expressed through education
education policiesin Actual policy Discourse
Cote d'lvoire? Vertical policy documents analysis
Lol asa Historical
reflection 1b. How hasthis Ivorian
of a shifted from pre- education
language conflict (circa2000) to Vertical & Actual policy Discourse
regime post-war (present)? Transversal  policy documents anaysis
2. How are perceptions
of horizontal
inequalities revealed
through parent
perceptions of &
teacher experiences Interviews
with educational with CP1
Lol asa language regimes that (equivalent
mechanism  exist due to different toU.S. 1%
by which language of instruction grade)
specific policies? How are teachers at
language these perceived each school,
regimes horizontal inequalities & interviews
contribute  nuanced by Perceived  with parents
toor perceptions of Homologous policy of studentsin
mitigate conflict(s) & peace (Horizontal)  enactment  each
horizontal  (past, present, and & & ideal teachers Narrative
inequalities theoretical)? Transversa policy class analysis

3.4 Methodological Considerationsin Studying L anguage of Instruction Policy Enactment

| intentionally conflate the concept of language of instruction (Lol) practice with Lol

policy enactment to account for the role that both the Lol policies and Lol practices play in the

enactment of alanguage regime. Since language regimes are comprised of official policies,

actual practices, and social beliefs — or ideol ogies about appropriate language use — | view Lol
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policy enactment as one way that Lol policies and ideologies merge to implement alanguage
regime (see chapter 2 for amore detailed discussion of language regimes). Since my conceptual
framework focuses on perceptions of inequalities and of language practices as the central part of
the language of instruction-conflict relationship, | focus on the perception of Lol policy
enactment. This focus on perception is aso part of the scholarly tradition in Lol practice
research, as | will detail in the following section. In order to collect data on the perception of
language of instruction (Lol) policy enactment, | drew upon the work of scholars who have
collected this type of datain avariety of ways.

Lol methods. An outlineto link policy with practice. Lol practiceistypically
operationalized asinitial policy implementation and long-term policy enactment. In general, Lol
policy enactment studies tend to focus on (a) in class, what languages are used for what
purposes, and (b) how those classroom linguistic practices compare to what the policy requires.
To compare different Lol policy enactment techniques with actual Lol policies, and to make
those comparisons in relation to language ideologies and social structures that may enhance the
complexity of the Lol policy-practice relationship, researchers focus on three broad categories of
Lol policy enactment which | classify as the following three branches of Lol enactment: the
observed/reality of Lol practice (or policy enactment), the actor perceived Lol policy enactment,
and the actor’s ideal Lol policy. The observed/reality branch refers to what researchers observe
happening in the classroom and what Lol policy enactment looks like in practice. The perceived
branch refers to how educators (or actors) think they are enacting the Lol policy. Finally, the
ideal policy branch refers to what educators and community members consider the best Lol
policy for their students and schools. All of these branches are linked back to a fourth branch, the

actual policy, which refers to the policy document(s) that outline the official Lol expectations.
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Thetypical research methods support uncovering Lol policy enactment as follows:
interviews or focus groups alow researchers to identify the perceived and the ideal branches, and
classroom observations allow researchers to identify the observed reality. Finally, referring to the
policy documents themselves link the practices to the policies. In my study, | will focus on the
perceived, ideal, and actual policy branches by employing interviews with parents and educators
and exploring the policy documents.

3.5 Description of Analytical Methods

What followsis an overview of the different types of analytical methods that | used in the
different components of my dissertation.

Discour se analysis. Discourse analysis is a method that “provides systematic evidence
about social processes” by examining various texts and studying how language is used to do
things (Gee, 2011; Wortham & Reyes, 2015, pp. 1). Since language regime scholarship now
attends closely to “path dependency and critical juncture analysis” to see how a regime is
developed or changed over time (Sonntag & Cardinal, 2015), across-events discourse analysis as
designed by Wortham and Reyes (2015) will provide alanguage-based method to identify such
pathways of language regime development and change through Lol policies over time. When
there are multiple “narrated events,” or multiple discourse points such as different policies in
history, trends begin to emerge between what the signs mean (or “signal’’), and they can solidify
to indicate lack of change over time if the analysis uncovers such a state.

Narrative analysis. Where discourse analysisis looking at a macro-leve picture of how
language is used to do things considering broad social and power structures, narrative analysis
takesamicro-level look at individual uses of language. Narrative analysis focuses on how people

use narrative (language) to make sense of and represent their own experiences (Bernard, 2011,



Chase, 2005; Esin, Fathi, & Squire, 2014; Souto-Manning, 2014). The focusin narrative analysis
thus lies in exposing the meanings of worlds and experiences that participants generate
themselves and how they use narratives to express their own understanding of these experiences.
Narrativesin thisline of analysis provide insight into how things work and why they work that
way from the perspective of those experiencing the phenomenain question (Webster & Mertova,
2007). Johnstone (2008) claims that discourse analysis is capable of addressing both the micro-
and macro-levels, but analysts select a single perspective and focus on one or the other rather
than incorporating the two. Others (e.g., Ochs, 2011) argue that narrative analysis is atype of
discourse analysis that is focused on the micro-level.

Analytical methods conclusion. In section 3.5, | presented an overview of the main
analytical methods | used in my dissertation. | used across-events discourse analysis and
narrative analysis for the diverse data | collected to answer my research questionsin a manner
that lines up with my conceptual hypothesis and three of the four branches of Lol policy and
practice research. Next, | will explain exactly what methods | used to address both of my
research questions.

3.6 Data and Methods for Question 1: Language of Instruction as a Reflection of a
Language Regime

My first research question, which is made up of three sub-questions (a) what language
regime(s) are expressed through education policies in Céte d’Ivoire?, and (b) how has this
shifted from pre-conflict (circa 2000) to post-war (present)?, lines up with the component of my
conceptual hypothesis which states that Lol policies are areflection of language regimes. The
first sub-question corresponds to the vertical axis of my comparative case study, and the second

sub-question incorporates the transversal axis of my comparative case study. Since both parts of
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research question 1 line up with the actual policy branch of Lol policy research trends, |
examined the policy documents and used across-events discourse analysis techniques to answer
this question. Through this method, | was able to understand the language ideology within the
formal socia structure and to diagram a language regime as expressed in the policy documents.

Question 1 policy data. The historical and current educational policy documentsin Cote
d’Ivoire generated qualitative textual data related to the official stance about language use in
education as decided by government officials and ministries. To collect this data, | worked with
my research sponsor at the Ecole Normale Supérieur (college of education) at Université de Felix
Houphouet-Boigny in Cocody Abidjan to identify and obtain copies of the relevant historical and
current policy documents. The exact documents used will be elaborated in chapter four, where |
address question 1.

Question 1 policy analysis. Language policies can be understood as documents that
provide legitimacy or public validity to specific languages, cultures, or power structures (Wodak,
2006). Discourse analysis as atool for policy analysis explores the policy as a representation of
reality and as adialogue with society to inform beliefs related to validity (Wodak, 2006).
Through the dialogue function of discourse, policies play arolein conveying power structures
through selected discourse. These discourses can be analyzed through across-events discourse
analysis techniques which are suitable for exploring the complexity of language and power
within a given policy document as it relates to other policy documents (Wortham & Reyes,
2015).

Discourse analysis of educationa policy documents allowed me to explore how policies
reflects larger social structures and political agendas in relation to ethnolinguistic diversity in the

education system based upon the textual evidence in the documents. | relied upon the mapping
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techniques in across-event discourse analysis (Wortham & Reyes, 2015) to link the different
discourses across time and into the present. Across-event discourse analysis alowed me to
explore how the language regime, through official Lol policy, has shifted or remained the same
to establish social structuresin relation to ethnolinguistic diversity in the education system.
3.7 Data and Methods for Question 2: Language of Instruction asa Mechanism by which
L anguage Regimes Contributeto or Mitigate Horizontal Inequalities

The second research question driving my dissertation is a connecting point in my
conceptual hypothesis as it maps onto the section that states “Lol is a mechanism by which
specific language regimes contribute to or mitigate horizontal inequalities.” For this research
guestion, | ask (a) how are perceptions of horizontal inequalities reveal ed through parent
perceptions of and teacher experiences with educational language regimes that exist due to
different language of instruction policies?, and (b) how are these perceived horizontal
inequalities nuanced by perceptions of conflict(s) and peace (past, present, and theoretical)?
This research question is linked to the perceived policy enactment and the ideal policy branches
of Lol policy research. Parent and educator interviews, analyzed using narrative techniques,
allowed me to tease out how perceptions about conflict, inequalities, education, and language
have changed over time to reflect shifting language regimes and perceived inequalities. Since
this part of the study relied upon human participants, | sought and received IRB exempt status
from the Michigan State University IRB office.

Question 2 interview data. | conducted semi-structured interviews with teachers and
parents. This style of interview enabled me to cover al the topics necessary to answer my
research questions while simultaneously granting me room to explore new leads or follow up on

aspects of the interview that were unique to the participant or otherwise important for depth in
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the interview (Bernard, 2011). Conducting semi-structured interviews with a variety of teachers
and parents relevant to the population allowed me to prompt participants to talk about their
experiences with conflicts in Cote d’Ivoire, their experiences with language use in the
community, their Lol preferences, and their expectations of the educations system. Through
semi-structured interviews, | elicited responses about perceived inequalities in the country.
Examples of the types of questions | asked include (but are not limited to): questions about
language attitudes, i.e. what languages are appropriate to use when and why; questions about
conflict framed through the lens of social cohesion, since that is the culturally-appropriate way
that the conflicts are currently discussed; and questions about the purpose of education and the
role of various languages in education. | incorporated questions about parent and educator
perceptions of how inequalities, social structures, and language use have changed over time to
elicit an historical element from these interviews. The teacher interviews also included questions
about their experiences using different languages of instruction. Examples of questions that |
asked only the teachers included (but are not limited to) questions about what Lol practices they
employ in their classroom, their opinions on the Lol policy, and their preferred Lol policy.
Appendix | provides the loose interview protocols (in English), but these are vague
protocols since | used aloose semi-structure and each interview was unique. The interviews
generated rich data on parents’ and educators’ self-reported experiences and understandings of
the social context in which they experience conflict and linguistic use and in which they
understand the role of schooling, which were supported by the thick descriptions of the context
of social behaviors from the different participant observations in the teachers’ classrooms that |

collected for triangulation data (Bernard, 2011; Blaikie, 2009; Candappa, 2017).
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Parents were given the option to participate in joint interviews rather than individual
interviews. This option was provided mainly to ease any discomfort the parents might experience
due to my presence as a white woman with Ministry-granted and education |eader-granted status,
but also served atheoretical purpose as well. Since the literature on horizontal inequality based
conflict focuses on group experiences of inequality and conflict rather than individual
experiences, allowing parents to participate in joint interviews provided a conversational € ement
to the data which helped parents speak about their experiences from a broader, group-oriented
perspective at times. This style of interview also encouraged parents to be in active conversation
with their fellow community members, resulting at times in debates that hel ped parents actively
shape their thoughtsin a more explicit narrative format.

Participants. | interviewed three teachers, one from each school that | was granted
permission by the Ministry of Education and the local DREN (Direction Régionale de
I’Education Nationale, or the Regional Education Authority) to interact with. These teachers
were selected for me by the school principals, based upon the bureaucratic protocols that granted
me access to the schools themselves. Thefirst principal that | met with, the principal of the rural
PEI school, granted me access to the CP1 class; based upon this, | requested and was granted
access to a CPL1 class at both of the non-PEI schools. | obtained permission from the teachers and
provided them with IRB-approved consent documents and made sure they knew their rights as
participants.

Following the literature about appropriate sampling sizes in qualitative research, | aimed
to interview 5-10 parents per case (Bernard, 2011). | used voluntary sampling methods for the
parent participants, where the parents self-selected into the study but were screened to ensure

they fit the main criteria: they had a child in one of the CP1 classrooms (Bernard, 2011). To
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recruit parent participants, | worked with COGES (Comité de Gestion des Etablissements
Scolaires, a parent-teacher group which operates at each school), the school principals, and the
participating teacher to spread the word among parents who met my recruitment criteria. In total,
| interviewed 18 parents: five parents from the urban school, five parents from the rural non-PEI
schooal, five parents from the rural PEI school, and three parents who have students in both the
PEI and non-PEI school in the rural location. Consent was obtained orally from each parent at
the start of their interview, and the parents were provided consent documents. All interviews
were recorded.

To help with language barriers when speaking with parents in Konvi who may not be
comfortable conversing in French, | hired aresearch assistant. The research assistant, Arianne, is
agraduate student at the Ecole Normale Supérieur who is a native spesker of Brafé and familiar
with the local customs. Arianne accompanied meto all interviews, even in Kwé, to ensure that
any response alterations that occurred due to her presence were not only experienced in Konvi.

Question 2 interview analysis. Narrative analysis explores how language is used by
people to understand their surroundings and focuses on how what is said provides insight into
participants’ worlds (Bernard, 2011; Johnstone, 2008). Narrative analysis systematically
uncovers the consistent way that stories and/or theories about lived realities are told across and
within cultures, focusing specifically on shared themes and narrative structures (Dei, 2005a;
Livholts & Tamboukou, 2015). Narrative analysis also allowed me to privilege the voices of the
parents and teachersin my study by attending to what and how these participants chose to share
about their lived realities. By intentionally centering participant voices over the dominant
discourses in my narrative approach, | am following what Dei (2005b) terms an “anti-colonial

approach” (p, 274). This approach is useful in both giving local participants a place to vocalize
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and potentially problematize the socia structures of schooling as they understand it while also
exposing perspectives which may be hidden. Del (2005a; 2005b) argues that this narrative
approach will open the possibility for reincorporating diversity into the dominant narratives of a
single national identity typically found in official educationa spheresin Africa.

In my narrative approach, | relied upon inductive coding to identify narrative techniques
and motifs, from which | was able to identify shared and contrasting themes that shed light on
teacher and parent perceptions of language of instruction, education, and conflict aswell as
teacher experiencesin the classroom. Using a narrative analysis approach that allows space for
participants to share their opinions and theories rather than limiting their responsesto telling
stories, | came to understand how educators and community members view their social roles and
the roles of language and education (Bernard, 2011; Chase, 2005; Dei, 2005a). Narrative analysis
was a key analytical technique that gave me the tools to explore how the teachers and parents
negotiate their roles and identities in Ivorian society through their language use and how these
insights reflect back to my larger research questions relating language of instruction and conflict
(Johnstone, 2008; Livholts & Tamboukou, 2015).

3.8 Tying the Questions Together

In my comparative case study (CCS) of how language of instruction (Lol) policies and
practices interact with socio-political conflict in Cote d’Ivoire, my homologous axis focused on
two distinct settings where Lol polices are enacted. This extended the vertical axis study of the
policies themselves to ook at how the policies are practiced in the country. When all three axes
are considered together, my comparative case study explores the nuances of the relationship

between sociopolitical conflict and language of instruction policy and practice in Cote d’Ivoire.
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Historical context and intertextuality. Through the historical context approach
championed by Wodak (2006) and the across-events technique devel oped by Wortham and
Reyes (2015), | explicitly incorporate previous policy documentsinto the policy analysisto
provide the foundation upon which | build my transversal axis analysis for the CCS. Drawing
upon acommon definition of intertextuality used by discourse analysts, where intertextuality is
an explicit incorporation of the social context of discourse production and interpretation
(Johnstone, 2008), | link the policy analyses with my interview analyses.

Across-event discourse analysis. Using across-event discourse analysis provides a
greater depth of understanding about the pathways that cultural models travel across events such
as from policy to practice to local understanding (Wortham & Reyes, 2015). | incorporate the
transversal axis through the discourse analysis across events by intentionally looking at historical
policy documentsin light of the historical presence of sociopolitical conflict.

Finally, using the techniques of across-event discourse analysis as the specific discourse
analytical method made it possible to specifically define how pathways between policy discourse
and local policy perceptions are developed and solidified over time, thus enabling me to analyze
what a language regime looks like in Cote d’Ivoire. By analyzing multiple policy documents
over time, | diagrammatically map out the path by which a language regime has either been
reinforced or challenged via education policy. By adding in parent and educator perspectives, |
create a more complete map of how alanguage regime is developed over timein direct relation
to how horizontal inequalities are perceived.

3.9 Trustworthinessin the Data
Trustworthiness in qualitative data and research refers broadly to assuring that the datais

saying what aresearcher claims, or that they are true, dependable, confirmable, and transferable
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(Guba, 1981; Shenton, 2004); establishing trustworthinessis similar to establishing validity,
reliability, objectivity, and generalizability in quantitative research (Lincoln & Guba, 1985;
Guba, 1981; Shenton, 2004). In order to establish and ensure that my analyses and the associated
conclusions | drew from my interpretations of the datal collected are credible and trustworthy, |
followed recommendations from other notable qualitative researchers such as Guba (1981),
Lincoln & Guba (1985), Shenton (2004), and Williams & Morrow (2009). Based upon the
growing traditions and standards in establishing trustworthiness in qualitative inquiry that these
researchers have developed, | used the following techniques in my dissertation: triangulation and
establishing referential adequacy; peer debriefing and member checking; and establishing
structural coherence. In this section, | will elaborate on the techniques | used in adiscussion
about the different elements of trustworthiness, namely credibility, dependability, confirmability,
and transferability.

Credibility. Credibility in qualitative research means that the data and the interpretation
of the analyses are truthful, and it is established by testing the analyses against various sources
(Guba, 1981). Similar to internal validity in quantitative research, credibility is meant to assure
researchers and readers that the findings of a qualitative study line up with reality (Shenton,
2004). Establishing credibility is a key component in assuring the trustworthiness of qualitative
research and is often considered the most important component (Lincoln & Guba, 1985;
Shenton, 2004). As the main component of trustworthiness, most of the trustworthiness
techniques that | employed were targeted toward establishing credibility. These include
triangulation, establishing referential adequacy, member checks and peer debriefing, and

establishing structural corroboration.
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To triangulate my data, | relied on some classroom observations. However, most of my
triangul ation techniques included historic archival research and other official document research
— such aslooking at policy documents alongside other legal documents. | also collected
referential adequacy materials, such as photos of the classroom setup and photos of textbooks
and other teaching materials that were used, in order to establish areferential adequacy by
holding my interpretations of data against official statements such as policies and conference
proceedings.

Another key element to establishing credibility is balancing my own interpretations as the
researcher with what the meaning that the participants wanted to convey. This requires
acknowledging the subjectivity of my research as well as my own biases, accounting for and
identifying my own positionality as influencing my research and balancing that with “reality”
through member checks and peer debriefing (Williams & Morrow, 2009; Guba, 1981; Lincoln &
Guba, 1985). I regularly participated in “peer debriefing” during data collection and analysis
through conversations with Dr. Azoh and Mme Diaby, as well as through email communication
with my dissertation committee to check that my understanding of the data was based on redlity,
grounded in the context, and grounded in the literature. | also had regular debriefing
conversations with my assistant, Arianne, with local doctoral candidates and junior researchers
with whom | shared workspace in the ROCARE (Réseau Ouest et Centre African de Recherche
en Education, also referred to as ERNWACA or the Educational Research Network for West and
Central Africain Anglophone West and Central Africa'’) offices in Cote d’Ivoire, and with
members of COGES — the parent groups at each of the schools. | also had many conversations

with the school |eaders and parents over meals that were not part of the “formal” interviews but



allowed me to member check my emerging comprehension of the patterns in the interview data
with the participants themselves.

These member checks and peer debriefings also served to make sure that my
understandings and subsequent interpretations were not influenced by my desire to find
something but instead providing an accurate interpretation and remaining true to the participant
meanings. I also used these conversations as “sounding boards” to discuss my emerging
interpretations of the data, and these conversations led to a generation of potential explanations.
In thisway, | was beginning to establish structural corroboration, or making sure that what |
claim in my findings is an accurate interpretation of the data (Guba, 1981; Shenton, 2004). To
further establish structural corroboration, | engaged in what Shenton (2004) refers to as negative
case study analysis, where | tested my interpretations against other possible explanations,
accounted for alternative possibilities and held my interpretations against the literature. | made
sure that | was not searching for conflict in the data, so that | was not finding conflict where it
did not exist; instead, during my analyses | focused on what was being said by the parents, the
teachers, and in the policy documents related to language, education, and identity but instead
focusing on what is being said about language and education and identity and allowed conflict to
either emerge or not emerge in the patterns.

Identifying and limiting performance — or eliminating instances of deliberate untruths —is
also part of the credibility component of qualitative inquiry trustworthiness (Shenton, 2004). One
way to do thisisto establish rapport with participants at the start, and encouraging open
conversations in which participants feel comfortable. In my interviews, on top of the IRB-
approved script outlining participant rights that | read and provided each participant at the start

of each interview, | regularly reminded the parents and teachers that they did not have to respond
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to any question, they could remove themselves from the study at any point, and assured their
anonymity. | also made it clear in our conversations and interviews that my intentions were to
learn from them. | also used an iterative questioning technique (Shenton, 2004) in order to
identify performance in responses, where | would return to something the participants already
said and request clarification, more details, and expansion on the subject at alater point in an
effort to detect potential performative or less-than-truthful responses through contradictory
statements. | also used my member checking and peer debriefing conversations that | described
earlier to check on potentially performative responses.

Dependability and confirmability. These two elements of trustworthinessin qualitative
research tend to go hand-in-hand, as they refer to being transparent about research processes and
decisions (Guba, 1981; Williams & Morrow, 2009). To ensure both these aspects, | was
intentional about documenting each of my decisions during each phase of my research through
journal entries, personal memos, and memos to my dissertation committee. | also elaborated on
the processes during the writing phase of my dissertation in order to make sure that my readers
have access to this information, and can follow the same steps in their own studies of the
relationship between conflict and language of instruction. Finally, while | clearly acknowledge
the messiness of my raw data and the data collection, | selected appropriate examples from my
data, thus allowing my readers to “see” the evidence alongside my analysis and interpretations.

Transferability. Although it is not possible to generalize as in quantitative data, the
transferability of findings to other contexts may be possible if the findings are presented in such
away that situates them within their very specific context, which makesit possible for readersto
extrapolate or relate the findings within one context to possibilitiesin other contexts (Williams &

Morrow, 2009; Shenton, 2004). This means being very clear about the context and the bounding

66



of the study, which | included throughout the writing of my dissertation. | intentionally grounded
my analyses and interpretations in the context, and made this clear in my writing by explicitly
linking my analysis to contextual elements derived from my own knowledge and experience of
the Ivorian setting, referring back to the thick descriptions | made in my field notes and
incorporating those details as applicable, referencing historical and other Ivorian documents, and
included instances where | received confirmation from local sources about the context. To the
latter point, | would seek out contextual confirmations during my debriefings with Dr. Azoh,
Mme Diaby, Arianne, and researchers associated with ROCARE (see section about “credibility”
above). | intentionally included some of these contextual confirmationsin my writing so that |
could better establish a contextual bounding for my findings. By acknowledging contextual
factors which influenced my study, | was providing away for readers to connect the findings

from my study to their research in different contexts.
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SECTION Il. RESEARCH QUESTION 1, LANGUAGE OF INSTRUCTION ASA
REFLECTION OF A LANGUAGE REGIME: THE OFFICIAL LANGUAGE REGIME

EXPRESSED VIA IVORIAN POLICIESAND LAWS
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Chapter 4. Education Policiesand Laws asa Map to the Language Regime

Language regimes are atheoretical lensto look at the status, or power structure, of
multiple languages within a given society. These regimes are devel oped over time, and policy
documents which assign specific roles to languages help design these regimes. As patterns of
language hierarchies are strengthened through multiple policy documents, language regimes
become established; aternately, when language hierarchy patterns are broken through formal
policy discourses, language regimes shift. In this chapter, | answer my first research questions,
what language regimes are expressed through education policies in Céte d’Ivoire?, and how has
this shifted from pre-conflict (circa 2000) to the present? To answer these questions, | ook at the
texts of official policies and laws that are related to language and to education to identify how
the official governing bodies in Cote d’Ivoire construct a language regime. I do so by using
across-event discourse analysis, which allows me to see how the official text positions different
languages in the Ivorian society over aquarter century.

The across-event technique gives me the tools to look at how the social positioning of
languages shift over time. Through this methodological technique, | highlight the patterns that
emerge and disappear to provide historical foundations for the current language regime. | find
that even within what initially appears to be a stable language hierarchy, the policies lay out
different roles for languages in ways that suggest that policy makers are trying to address
colonial legacies and use language in education to create specific language social structuresin
the country. In so doing, the policies are subtly shifting the language regime to el evate some of

the local languages while a'so maintaining the French status at the top of the hierarchy.
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4.1 Data and Methodsfor Section 11

For this portion of my study, I used a discourse analysis technique called “across-event
discourse analysis.” Across-event discourse analysis allows meto trace the evolution of official
discourses surrounding language and education to develop a map of the official language regime
asit exists now but contextualized through its development (solidification as well as evolution).
Throughout this chapter, | will use some technical terms that are specific to the across-event
discourse analysis technique. In order to ease the burden for the reader in understanding each of
these terms, I created a “Definition of Terms” specific to across-event discourse analysis
terminology that may be referenced at any point in reading. The “Definition of Terms” may be
found in appendix Il at the end of the dissertation.

Using across-event discourse analysis techniques that were developed by Wortham and
Reyes (2015), | investigate the ways in which language and education are written about in policy
texts to identify the pathways developed and eliminated across the different policies and over
time. Under the across-event discourse analysis framework, each connected discursive event
(section within the policy text) containsits own set of participants who are assigned a social
position within the event; the social positions are assigned to each participant by the “speaker” —
or the producer of the discursive event. A social action within the discursive event is
accomplished through the way that the message is organized by the speaker. As an analyst of the
discourse, | must identify the signs within a segment of the discourse that establishes the relative
position of participants and accomplishes a social behavior.

Using across-event discourse analysis to analyze policy texts allowed me to uncover the
evolution of alanguage regime through discursive evidence that establish social positions of

speakers of various languages. The discursive evidence refers to the signs that demonstrate the
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socia act of creating a specific language regime (or social power hierarchy) across the different
policy documents. Using this method gave me the techniques needed to discern alanguage
regime and to provide evidence that illustrates how the language regime devel oped over time. |
will elaborate on the exact steps | took to conduct this analysis, but first 1 will speak to the data |
used and how | collected that data.

Data and data selection. The datafor this portion of my study consists of the policy and
legal documents that are related to language and education in Cote d’Ivoire between the years
1995 and 2019. In order to add depth to my analysis, | aso included all versions of the Ivorian
constitution. Although the temporal boundary of my research question is between the years 2000
and 2019, the data includes a policy document from 1995 since this was the education policy in
effect during the year 2000 and is still an active policy. The data also includes the first Ivorian
constitution from the year 1960 in order to provide a broader contextual foundation to the
analysis. Although language events are wide ranging and diverse and may be taken up by any
number of actorsin agiven social setting, | focus exclusively on officia policy and legal texts
for this portion of my study. Focusing on policy and legal documents as the discourse allows me
to uncover the language regime as it is conceived of in the official and governmental spheres of
Ivorian society. Thisin itself can illuminate the national values assigned to various languages,
and it can also act as afoundation to studies about local perceptions of the official stance on
language.

To collect the data, | first compiled alist of relevant policy documents based upon the
semi-regularly updated exhaustive worldwide language policy resource Aménagement linguistic
du monde (LeClerc, 2018), the language of instruction policy list compiled by Ericka Albaugh

(Albaugh, 2014), and the UNESCO portal for education plans and policies (Planipolis). | scoured
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the Journal Officiel via Abidjan.net, the official website for all legal documents in Cote d’Ivoire
viathe Secretariat Generale du Gouvernement (sgg.gouv.ci), and the official Ministry of
Education website (education.gouv.ci) for copies of the documents and for any other official
policy or legal document not included on my initid list of relevant documents. | also worked
with my research sponsor, Dr. Azoh, at the Ecole Normale Supérieur of the Université de Felix
Houphoét-Boigny (Université de Cocody) to obtain copies of each of the educational policy
documents that | was unable to get through other means and to request verification that there
were not any other overlooked documents. Finaly, | downloaded copies of the constitutions
from the digital database of legal documents at the Université de Perpignon, France

(https.//mjp.univ-perp.fr/mjp.htm) and the Journal Officiel. Table 3 provides an overview of al

the documents included as data in this portion of my study.
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Table3

Poalicy and legal documents comprising data for chapter 4.

Y ear

1960

1995

2000

2005

2012

2015

2016

Title

Constitution du 03
novembre 1960

Loi n° 95-696 du 7
septembre 1995
relative a
I’enseignement

Constitution du ler
ao(t 2000

Décret n° 2004-564
du 07 octobre 2004,
portant organisation
du ministére de
I’Education
nationale

Décret n° 2012-625
du 06 juillet 2012,
portant attributions
des Membres du
Gouvernement

Loi n° 2015-635 du
25 septembre 2015,
portant
modification de la
loi n° 95-696 du 7
septembre 1995
relative a
I’enseignement
Latroisiéme
constitution du 8
novembre 2016

Timeframe Origing/Author(s)

Main Contents

1960-2000

1995-2015

2000-2016

2004-

2012-

2015-

2016-

Présidence dela
République

Présidence de la
République (Le
Président, adopté
par I’assemblée
nationale)

Présidence de la
République

Présidencedela
Républigue (Le
Président, sur
rapport du
ministre de
I’Education
nationale)

Présidence dela
Républigue (Le
Président, sur
proposition du
Premier Ministre)

Présidence dela
Républigue (Le
Président, adopté
par I’assemblée
nationale)

Présidence de la
République

Fundamental principles,
rights, responsibilities,
and laws

General education
policy: definitions of
education, education
provisions required by
law, schooling details,
expectations of
schooling

Fundamental principles,
rights, responsibilities,
and laws

Organization of the
Ministry of Education:
officesin the Ministry,
responsibilities of each
office, focus of each
office

Responsihilities,
expected actions,
directions, and expected
agenda of every
governmental office,
including the ministries
of education

Modification of generd
education policy of
1995

Fundamental principles,
rights, responsibilities,
and laws
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Data analysis. For the analysis of the policy and legal documents| listed in table 3, |
followed the procedures and techniques laid out by Wortham and Reyes (2015) in their
framework for conducting across-event discourse analysis. As | will outline in greater detail
below, | identified the relevant textual evidence within each document in my data, | created a
skeleton map of the narrated events, | selected indexicals, | configured and construed the
indexicals, then | linked all the events together to trace the pathways of cross-event actions. |
chose to analyze the datain its original French, in order to maintain the original meaning of the
language, but the textual evidence that is presented in this paper is trandated to English for the
benefit of the readers. | trandated all the textual segments using my knowledge of French and
verifying technical terms with a French dictionary (Le Robert, 1994 edition edited by Legrain)
and a French-English dictionary (LaRousse-Chambers, 1999 edition edited by Brockmeier), and
online resources including Linguee.com, wordreference.com, and, in a pinch,
trangate.google.com.

| dentification of relevant textual evidence. | first identified the boundaries of each
discursive event within the textual data. | identified the sections within each policy and legal
document that are related to language and education as a way to engage in the segmentation of
discursive interaction — the way that analysts determine where discursive events start and finish.
Since there are many discursive events that occur within an interaction — whether a conversation,
amedia broadcast, a classroom interaction, or a written document — it isimportant to establish
the relevant segments in order to bound the analysis. This process of segmentation, with the goal
to determine where events begin and end, is based upon both the goals of the analysis and the
relevant context of the data. | chose to segment the documents based upon the criteria “related to

language” and “related to education” as those criteria also align with my research question: what
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language regimes are established via education policies. | bound the discursive events based
upon the following criteria: text that is directly related to language, text that is directly related to
education, and text that is directly related to both language and education.

To find the relevant segments of data, | read each document in depth and coded the
segments first which included the following words: éducation (education), formation (training,
teaching, etc.), enseignement (instruction), langue(s) (language(s)), éleve(s) (student(s) or
pupil(s)), éudiant(e/s) (student(s)), éducer (to educate) and associated conjugation of the verb,
former (to train, to mold) and associated conjugation of the verb, enseigner (to instruct) and
associated conjugation of the verb, apprendre (to teach, to learn) and associated conjugation of
the verb, francais (French), langues nationales (national languages), langues locales (local
languages), langues maternelles (mother tongues), and any other term directly related to
education, teaching, learning, and language. To ensure that the resulting segments were relevant
to the data, | then re-coded each segment according to their broad legal purpose. For example, if
a segment of text that mentions francais in a constitution is about presidential candidate
qualification, I coded it as “political, non-education.” The segments that are not directly relevant
to language and education together were not selected as the main segments of data for analysis
yet were kept readily available to provide additional context as necessary. This process was
repeated until every relevant segment was identified. | then re-read the text surrounding each
identified segment in order to verify that the appropriate beginning and ending points for the
discursive events were marked. This process resulted in 16 discursive segments for analysis.
Tables9 and 10 in Appendix 111 shows the text for each discursive segment, the segment’s text
of origin, and the location within the text. Table 9 is the table with the tranglated text and table

10 is comprised of the corresponding original text.
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Once the discursive segments were selected, | began the process of creating the maps or
diagrams for each segment. These steps of the across-event discourse analysis are iterative and
dialectical, meaning that each step influences each other step, and the processis repeated and
refined based upon each of the other steps. Although it is not alinear process, | describe the steps
| took in an ordered manner while referring to the refinement along the way. These iterative steps
are as follows: create a skeletal map of the narrated events; select indexical signs; and configure
and construe the indexical signs.

Skeleton mapping of the narrated events. After bounding the data by selecting the
appropriate segments, I “mapped” the narrated events diagrammatically. The first step that | took
to develop the diagrams and continue with the analysis, following the methodol ogical
recommendations to conduct across-event discourse analysis (Wortham & Reyes, 2015), wasto
identify and map the narrated events. Broadly speaking, this refers to diagramming the roles of
the discursive participants in the narrating event (or the whole policy or legal document) and
identifying the characters of the narrated event (or what is being said within adiscursive
segment).

To map the narrated event for each discursive event that | previously identified (refer to
Tables9 and 10 in appendix I11 for afull list of discursive events), | sought to answer the
following question: “what characters, objects and events are referred to and characterized as the
narrated contents of the discursive interaction?” (Wortham & Reyes, pp. 42). Figure 4 offersa

template for what this type of discursive “map” diagram looks like.
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Narrating Event (entire discourse, such as a policy, which implies social actions)

Narrated Event (Specific Narrated Event (Specific

example, i.e. segment within a example, i.e. segment within a
policy document) policy document)

Signs (text,
semiotic elements,
linguistic features,
grammar)

Actors
involved

discourse

(ordered

by status
indicated

by
discourse)

What the
signs signal

What the What the

signs signal

signs signal

Figure 4: Template for a Mapped Narrated Event

As seen in the diagram above, each narrated event — or significant discursive theme —
within each document is made up of different signs. A “sign” is the language used (vocabulary,
grammar, linguistic elements) in the text which points to alarger meaning which the analysis
will uncover. Other important elements within each map include the participants — the “speaker”
or “author” of the language event, the “audience” who consumes the language event directly as
either a participating listener or intended reader, and the “audience” who indirectly consumes the
language event. The audience is often more complicated to identify than the speaker, as an
audience is made up of both the direct recipients of the language event and the indirect recipients
of the language event. The direct audience can include people who are in the room during a
speech, recipients of actual documents, or the intended audience that a document is meant to
impact. Theindirect audience can include unintended listeners or recipients of documents,
people who are not intended to be impacted by the language event but still are through athird-

party, or even researchers such as myself who are consuming alanguage event that is not
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intended for them. In this study, while the language event will always be a document and
therefore the audience will not be made up of listeners, the audience can include a myriad of
other document consumers or people who may not even know of the document’s existence yet
are still impacted by its contents.

The steps | took to create a skeleton map or diagram of the narrated events were to
identify the relative participants and to determine the different themes of each discursive
segment which were to act as potential narrated events for the final analysis. To identify the
participants, | relied upon textual evidence as well as contextual knowledge. | identified the
participants of the event, including the authors of the text and the intended audience as well as
any people mentioned in the text. As needed, | also included participants of the entire narrating
event — or policy or legal document. | then determined the roles of each participant in order to
place the participants in the appropriate location on the diagram. In a notebook, | created a
skeleton diagram based upon the template (figure 4) with each of the participants for each
document and for each discursive segment.

Next, | determined the subject matter of each discursive segment based upon the themes |
identified within the text. | coded each discursive segment (see tables 9 and 10 in appendix I11)
based upon the themes discussed. In my notebook with the skeleton diagrams, | added alist of
each theme found in each of the policy documents. These thematic labels acted as away to keep
track of the emerging narrated events | was finding within each document. They were also added
to the skeleton diagrams as the |abels of potential narrated events.

Selection of indexicals. The next step in the analytical process wasto select indexical
signs. Indexical signs are components of the discursive segments which may point to the social

actions that occur within an interaction. Thisis ahighly systematic process which required
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reading through each textual segment to identify specific types of signs common in discourse
analysis. These include what Wortham & Reyes (2015) refer to as deictics, reported speech, and
evaluative indexicals. Each of the indexical signs, as defined below and in the “Definition of
Terms” in appendix |1, play adifferent linguistic role in the text and provide evidence for the
steps that follow.

Deictics act as referential indexical signs, either creating or presupposing specific
elements of the discourse including spatial (place and location), temporal (time), person
(speakers, subjects, and audience), and discourse (words that point to other discourses). Reported
speech, which may be either direct or indirect, is atype of indexical sign that is areference to
discourse that the author claims to have occurred previously. Reported speech as an indexical
may also refer to reported thoughts, actions, or displays, meaning that in a discursive segment the
phrase “he built a house” counts as a reported speech indexical. Finally, evaluative indexicals are
signs that direct the reader to context in such away that characters, participants, subjects, and
actions may be assigned a character or evaluation.

| used the tools presented by Wortham and Reyes (2015) to conduct the systematic
selection of indexicals. Specificaly, within each discursive segment (seetables9 and 10in
appendix 111) on printed copies of each document, | identified each word or phrase that could be
an indexical and added a label above the word(s) to indicate whether it was a deictic, reported
speech/action, or evaluative indexical. These labels were initials, based upon both the type of
indexical and the type of sub-category of indexical.

For example, in Loi no. 95-696 du 7 septembre 1995 relative a I’Enseignement, take the
first line of the second article:

Le service public de I’Enseignement / The public service of Education.
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Above “service public” I added the label “EIP” for “evaluative indexical — predication”, and
above “de I’Enseignement” 1 added the label “EIR” for “evaluative indexical — reference”. The
first refersto asign that points to an evaluation of the subject at hand, while the latter is adirect
reference to the subject at hand which may also provide an evaluation based upon the term used
to classify the subject. In other words, using the word enseignement (education) instead of
formation (training) is an evaluation of the subject of education, and classifying the term
enseignement (education) as a service public (public service) is an evaluation of the term used to
indicate the subject at hand.

When all the textual segments were coded according to their indexical signs, | then
repeated the process for the text of each of the policy and legal documents. This step ensured that
| was appropriately identifying indexicals within the textual segments that refer back to other
discursive segments within the documents and to verify that | was not omitting other relevant
segments from the analysis.

Configuration and construal of indexicals. With the indexical signsidentified, | then
configured (combined) and construed (interpreted) them. To configure the indexicals, |
intentionally looked for patterns of how different signs work together to point to context and
themes. To construe them, | began to identify the meaning of the signs while attending to the
context illuminated through configuration. These two processes occurred simultaneously and
iteratively and enabled me to interpret the signs. For these two combined and interconnected
steps, | examined how the indexicals combine to create specific socia positions of topics and of
actors. | then attended to how the eval uative indexicals positioned topics and actors relative to
other topics and actors. | documented my interpretations on paper and in draft diagram sketches

by noting how different hierarchies were emerging alongside their group of indexical evidence. |
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then identified which themes remained relevant after these initial diagrams were created and
subsequent drafts were worked through, thus configuring the indexicals to point to a potential
interpretation of the narrated events. This process occurred over months, and many versions were
rejected as | continued to re-select, re-construe, and re-configure the indexicals within each
textual segment.

Once | was satisfied that | had exhausted all possibilities of the process, | had afinal draft
of narrated events for each policy and legal document. I created (or “mapped,” to use the
methodological terminology) a diagram of the narrated events within each narrating event — or
policy document — following the template seen in figure 4.

Analysis across nharrated events and resulting diagrammatic maps. This process of
mapping the narrating and narrated events for each policy document initially resultsin individual
maps for each narrating policy event. The next step isto connect all the mapped eventsto
uncover patterns across events that are somehow linked. To do this part, the processis very
similar (and similarly inductive). The first step isto identify eventsthat are linked. | did thisas
part of my data selection phase, wherein | collected all policy and legal documents deemed
relevant to my research question.

Next, using the already selected indexicals, | identified context that is relevant across
multiple discursive events (or policy segments). To do this, | focused on reported speech and
action that pointed to other policy documents explicitly and searched for parallelism — or
similarities in themes, narration techniques, or other language tools — across the documents. |
also attended to how similar themes were discussed differently or assigned a different set of
indexicals. These similarities and differences were noted in my sketches of how theinitia

narrated event diagrams interact, through a process called pathway tracing. | continued to
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explore these patterns or divergences until | was satisfied that | had exhausted the possible

interactions. The final result was a map of how the narrated events shifted over time to solidify
my understanding of how alanguage regime in education was portrayed through policy. In this
diagram, dashed lines indicate a new or devel oping connection across events while asolid line

indicates an established connection. Figure 5 shows a simplified template for this final type of

map diagram.

Narrating Event (entire discourse, such as a Narrating Event

policy, which implies social actions)
Narrated Event (Specific Narrated Event
example, i.e. segment
within a policy Actors

Actors . )
document) involved in

Signs (text,
semiotic elements, |
linguistic features,
grammar)

What the
signs signal

Figure 5: Template of a Diagramed Across-Event Discourse Analysis Map

involved

discourse

(ordered

by status
indicated

by

discourse)

discourse
Actor B

What the

signs signal

| applied the across-event discourse analysis process that | just described to the discursive
segments | selected from the Ivorian policies and laws between 1995 and 2019. In the next
section, | will elaborate on the findings of this process.
4.2 Mapping the Language Regimein Education Policies: Across-Event Discourse Analysis
Using the across-event discourse analysis technique described in the previous section, |
will explore how the text in the Ivorian policy and legal documents from 1995 until 2019 have
resulted in different official language regimes in the country. While each individual document

presents a unique language regime through the text used, together they work to establish some

82



elements of an official language regime which favors the French language. At the same time,
these documents together demonstrate how the official language regime has changed over time
to incorporate local languages in unique and educational ways. In this section, | will first define
the concept of alanguage regime and explain how these regimes change over time. Then | will
elaborate on the official language regimes that | uncovered through across-event discourse
anaysis.

Defining a language regime. Language regimes are reflections of broader power
structures in a society, where notions of appropriate language use as well as the status granted to
different languages provide insight into how a particular society is structured relative to its
various language users. However, language regimes are not formed in isolation or
instantaneously (Sonntag & Cardinal, 2015). Instead, language regimes are solidified or
challenged over the course of multiple language events (Sonntag & Cardinal, 2015). A “language
event” can be broadly defined as any act or instance of communication, written or spoken. For
instance, a policy dictating an official language for a country isalinguistic event which in itself
does not create alanguage regime. However, a policy which is adapted and reinforced through a
separate mandate which dictates that fluency in the official language is a pre-requisite for
candidacy in any political eection, alongside an unchallenged action wherein all media
broadcasts are produced in the same official language, all provide linguistic events which map
the solidification of alanguage regime which places one official language in power over al other
potentially spoken languages in the country. However, this language regime may be challenged,
causing it to shift based upon other linguistic events. Some examples of such a challenge-based
shift include a community movement to celebrate local languages or a push by parents or even

international donorsto include a select few languages as subjectsin school.
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The simple version of the official 1vorian language regime. The obvious official
language regime in Cote d’Ivoire positions French above all other languages in terms of which
languages have power in the country. Based purely upon each iteration of the Ivorian
constitution (1960, 2000, 2016) this seems to be a clear Ivorian language regime: French
overrules each of the 60+ local languages and holds al the power. Evidence of afrancophone
dominant yet simple language regime may be found in the five following constitutional phrases
which explicitly mention language:

1. Theofficial languageis French' (1960):

2. Theofficial language is French. The law sets the conditions of promotion and
development of the national languages (2000);

3. No one may be privileged or discriminated against for the reason of hisrace, his
ethnicity, his clan, histribe, his skin color, his sex, hisregion, his socia origin, his
religion or belief, hisopinion, hisfortune, his difference of culture or language, his social
situation, or his physical or mental state (2016);

4. Theofficial languageis French (2016); and

5. the law sets the rules concerning: [...] the conditions of promotion and development of
the national languages (2016).

Based upon across-event discourse analysis techniques, these phrases contain evidence that
would map asimple hierarchical official language regime which would look like the official
language regime mapped in figure 6 below. Each version of the Ivorian constitution also
elaborates very specific uses for the French language, such as French fluency as a prerequisite
for participation in the government; these spheres of activities asindicated in figure 6 provide

context to the understanding of the official stance on expected French use in Cote d’Ivoire.



e Government participation

e Political participation

* Economic participation Official language: French
e Education

e Communication
o C(itizenship

e Cultural identity

o Illegal basis of discrimination Pationallianzuaes

Figure 6: Smple Ivorian Language Regime

Asfigure 6 shows, the simple official language regime clearly lines up with asimple
hierarchy: the French language as the official language is positioned as in authority and power
over the national languages. In this figure, the domains and privileges associated with the
languages are listed to the left, demonstrating how much privilege French is granted relative to
the national languages in Ivorian society. This official regime grants the French language the
greatest importance in the formal spaces and official domains in the country and positionsit as
the preferred language if not the only language to use in certain circumstances.

Although this might be atechnically valid map of the official Ivorian language regime
and is useful in providing a starting point for analysis, it erases the nuance of linguistic power
that exists between those 60+ local languages while elevating French to the status of absolute
power, which | argue is not supported in the policy discourse. Not only is this ssmple official
regime not grounded in context beyond the colonial history of Cote d’Ivoire, the regime as
diagrammed in figure 6 does not explicitly define “national languages,” which does not allow an
analysis of all 60+ local languages. Without a definition of “national languages,” there is no way

to know what languages are considered “national” and which are not, if any. While none of the
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constitutions explicitly define what constitutes a “national language,” I bring in contextual
knowledge including and beyond the colonial history as well as other policy documentsto define
“national language” and add in the boundaries which illuminate which of the 60+ local languages
are included and/or excluded from the language regime power structure. As | will demonstratein
the next two sections, the official language regime is more complex than the two-tiered hierarchy
of languages favoring French that | set up as anillustration of how language regimes operate,

and this has developed in such away that the absolute authority of French has been slowly
challenged and strengthened at the same time.

Mapping the evolution of the official Ivorian language regime. As previously
mentioned, language regimes are not formed instantly. Since | am looking at how the official
language regime has shifted since just before the first crise to form the current official language
regime, | specifically look at how the policies set up aninitial official regime circa 2000 and how
aspects of that initial official regime have either been solidified or altered over 19 years. To do
so, | used the different language events within the official documents | identified that highlight
how event pathways have either been developed, altered, or eliminated over time.

The first step to tracing the evolution of thislanguage regime isto identify the
foundational officia regime. To do this, | looked at both the historical constitutions as well asthe
education policy that marks the start of the historical period relevant to my questions. These
documents — which are discursive events — include the 1960 Constitution, the 2000 Constitution,
and the Loi no. 95-696 or the 1995 education policy. For each of these foundational documents, |
used the bounding criteria of “related to language” and “related to education” to identify the
discursive segments important for this analysis as | explained the methods section for this

chapter. As previously mentioned, all the discursive segments that | used for this analysis may be
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found in appendix I11. Using these segments to bound the narrated events, | used the Wortham
and Reyes “mapping” technique to diagram the narrated events for each of the foundational
documents and link them. Figures 7 through 9 each show the “map” or the diagram of the

narrated events for the foundational documents.

Narrating Event: 1960 Constitution

Narrated Event:
Language

Ivorian governmen
speaker)

Ivorians
(audience)

The official
language is
French

International
authorities i1.€., the
United Nations
(audience)

French is the only
language with
recognized power

Former colonizer,
France (audience’

Other internationa
governments
(audience)

Figure 7: Diagram of the 1960 Constitution Narrating and Narrated Events

87



Narrating Event: 2000 Constitution

Ivorian government
(speaker)

International

Narrated Event:
Language

The law sets the conditions
for the promotion and

development of the
national languages

The official
language is French

authorities i.e., the
United Nations
audience)

Other international
governments

National languages
are socially relevant
but require support

French is the
language with
highest power

audience)

Figure 8: Diagram of the 2000 Constitution Narrating and Narrated Events
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Narrating Event: Loi no. 95-696, education policy

Ivorian

government
(speaker)

The teaching of the
national languages,
artistic education,
technological
education and manual
activities, physical
education and sport
contribute to the
formation of citizens

[vorian educators
(audience)

[vorians

(audience)

National languages
mold people into
citizens

Narrated Event:
General principals of education

The right to education is
guaranteed to every citizen in
order to enable them to
acquire knowledge, to
develop their personality, to
raise their level of training, to
integrate into the social,
cultural and professional life
and to exercise his
citizenship

Education is for
citizens, to help
them be citizens

Figure 9: Diagram of the 1995 Education Policy Narrating and Narrated Events

The diagrams above illuminate the multiplicity of narrated events and their associated
signs for each foundational document. | included the interpretation of each sign in the diagram,
and in the following sections | will lay out the evidence for my interpretations.

Foundational document analysis 1: 1960 constitution. In the 1960 constitution, the
narrated event is language. In this narrated event, the textual sign comes from article 1: “the
officia language is French.” As demonstrated in the diagram, I interpret this sign to symbolize
the power of the French language: French holds exclusive linguistic power in Cote d’Ivoire. To
get to thisinterpretation, | was able identify the indexicals (or discursive signs) that are

evaluative based upon the sentence structure. “The official language” clearly acts as a reference
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and acts as an enregistered emblem since it is referring to a recognizable social meaning: when a
language is “official” the public understands that this language has an authorized use within the
formal setting. People living in spaces with official languages are assumed to understand the
officia language, and they can expect the official language to be used publicly and for al public
purposes. Since the predication of the referenced indexical reads “is French,” French becomes
defined by the definition of an official language. Since evaluative indexicals broadly provide a
clear hierarchical structure, I interpret the sign “the official language is French” as granting
French social power, economic power, and political power. Further, since this narrated event
does not refer to any other languages, | argue that thisis setting the stage for French to have the
sole linguistic power at the baseline.

Foundational document analysis 2: 2000 constitution. The next baseline narrating event
isthe 2000 constitution. In this discourse, the narrated event is also language, yet there are two
signs rather than just one. These signs are found in article 29: “the official language is French”
followed by “the law sets the conditions for the promotion and development of the national
languages.” The analysis of the first sign, as it is verbatim the same as the sign in the 1960
constitution’s language narrated event, uses the same evaluative indexicals to define French as
official. However, since there is another sign in this narrated event, the interpretation of French
asthe official language will be influenced by the analysis of the second sign.

The second sign uses multiple types of evidence: deictics, reported actions, and
evaluative indexicals (refer to the “Definition of Terms” in appendix I1). Within this sign, there
are discourse deictics which refer to unexplained context that can be a person (or group of
people), a time, or a place. In this case, the discourse deictic is “the law,” which is referring to an

unexplained authoritative body. I identify “the law” as the discourse deictic since it is performing
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an action — thus it is personified in the discourse yet not fully defined. I also identify “national
languages” as a discourse deictic as it stands in for a group of unspecified languages which can
ground the sign in a context that better explainsit.

The evaluative indexicals are also related to the national languages: “the promotion” and
“[the] development” act as references, while “of the national languages” is the predication of
those references. Recall that evaluative indexicals use references to label and characterize the
predication thus providing a social structure. Both “promotion” and “development” label the
national languages as languages that are not fully formed in some way; they require help to be
developed, and they need someone or something to promote them. In other words, the policy
treats these national languages as languages which are not fully formed, thus inferring that they
are not the highest quality of languages available.

Finally, this sign uses reported actions. Reported actions are analogies that describe
someone’s actions; they are especially powerful tools in positioning social actions within the
discourse, which means that they can be used to better understand how a policy is positioning
something with respect to society. “The law sets the conditions for” is the actor and action in the
reported action: “the law,” which I established as standing in for some authoritative body, is
taking the action of creating terms for something. In this case, it is creating the terms for
supporting national languages. Specifically, it is creating the terms to promote, strengthen,
support, and develop those languages. As areported action, this positions the national languages
as needing authoritative help in society; yet, the fact that these languages are identified as worthy
of authoritative help suggests that they have some relevance. This sign is thus symbolizing that

national languages need support but have some importance in society.
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However, since both French and the national languages are in the same narrated event,
the next step isto interpret them together to understand how both types of languages are
positioned in society per the 2000 constitution. Based upon the previous analyses, | argue that
French remains the language with the most power, but the addition of national languages means
that it does not hold all of the linguistic power in Cote d’Ivoire in 2000. The national languages
are positioned as important yet in need of help, which keeps them subordinate to French, but the
lack of definition in this constitution of which languages are national requires external context.
The constitution assumes that Ivorians know which languages are national, a point which | will
elaborate on in the proceeding discussion about how many languages are classified as national.

Although there is no indication that there are only 10 national languages and the
remaining 50+ local and non-local African languages are not part of the group of national
languages, there is evidence that suggests 10 languages are recognized by government officials
as meeting the unspecified requirements to be classified as “national.” For example, the Institute
of Applied Linguistics (L Institut de Linguistique Appliquée, ILA) at the Université de Cocody,
which is the body tasked with all things related to national and local languages (LeClerc, 2018),
selected 10 languages to devel op orthographically, meaning they devel oped the writing and
grammar rules for these languages (Brou-Diallo, 2011). Further, ministry officials often refer to
“the 10 national languages” when discussing literacy and language of instruction (Mme Diaby,
personal communications, 06/21/2017 and 05/02/2019; Dr. Koné, personal communication,
05/02/2019). Thus, the difference between a “national” and a “local” language is not defined nor
agreed upon, yet the assumption in the constitution is that Ivorians know the difference. Finally,

since the narrated event does not mention any other languages, | infer that this relegates the
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immigrant (or non-lvorian African) languages along with the remaining yet unspecified Ivorian
languages to subordinate to French and the national languages.

Foundational document analysis 3: 1995 education law. The other foundational
narrating event, which is chronologically situated between the 1960 and 2000 constitutions, is
the 1995 education law. Relative to language, there is one narrated event: the general principals
of education. Within this narrated event, there are multiple signs but not all of them speak
directly to language; instead, they speak to how language isreferred to in the narrated event as |
will demonstrate.

Thefirst sign is about the national languages in article 3:

The teaching of the national languages, artistic education, technological education and
manual activities, physical education and sport contribute to the formation of citizens.

On its own, the sign points strongly to assigning a civic purpose to teaching of national
languages. Teachers are assumed to be taking the action of teaching national languages to the
overtly stated person deictic of “citizens.”

Through metapragmatic discourse, which is how language is used to perform actions or
using language to demonstrate social actions, this sign claimsthat it is the action of teaching
national languages that molds the citizens. “La formation de” in French translates to forming,
molding, teaching, instruction, and training; thus, by using “la formation” as metapragmatic
discourse the policy discourse is pointing to the need to create a specific type of citizen asis
implied in “training,” “molding,” and “forming” — each of which suggest that thereis a model to
follow. | argue that this sign represents alimited purpose granted to national languages: strictly
to mold citizens. However, it is not positioned as a pedagogical tool; instead it is positioned as a
subject to be taught for a civic purpose. In thissign, it is also interesting to note the other

subjects that serve as subjects to be taught in order to mold citizens: artistic education,
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technological education, manual activities, physical education, and sport. When the other
subjects within this sign are included in the analysis, it becomes more apparent that national
languages are being assigned a functional purpose similar to a subject such as “sport.” As subject
matters in school, arts education (to take one example) is often treated as part of developing a
well-rounded student or citizen but rarely is there a standard expectation for minimum
competence in arts or sports. Exposure to these subjects is considered important, but there is no
requirement or expectation that this exposure translates into learning. Contrasted against the
traditionally academic subjects such as mathematics and language arts, which are not mentioned
as part of the subjects necessary to form the citizenry, the decision to position national languages
alongside arts and sports implies that national languages are not being assigned a comprehensive
purpose — meaning that it is not necessarily important for everyone to attain full mastery of the
subject matter. Thus, unlike mathematics which is to be taught throughout the duration of a
students’ academic trajectory in order to assure full success by all students, national languages
can be assumed to be treated as an el ective option beyond afew obligatory baseline classesin the
early years.

Since neither the official language nor the remaining local and immigrant languages are
mentioned in this policy, another implication may be that only national languages need to be
learned. Implied by the constitutional foundation (1960) and yet not stated in this policy
document is that French isthe language of instruction (Djité, 2000), which suggests that students
who enter school are expected to already have basic French language skills. Although this does
not mean that French is not also taught as a subject, it shifts the nature of the type of language
education given for the French language. Instead of introductory French language classes, French

(such as writing and grammar) is taught to improve upon foundational communication skills that
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students are assumed to already have. The policy document iswritten in French, implying that
French is alanguage that the Ministry of Education views as the language of authority in
educational matters. Further, the implied status of French as the language of instruction points to
an assumption that students entering school will already know French enough to begin their
schooling in the French language.

Next, heavy reliance on “citizens” not only in this sign but in the discourse surrounding
this sign implies persons to whom the 1960 constitution is relevant. The assumption can then be
drawn from knowledge of the constitution that French, as the official language, is relevant to the
students being formed. This brings me to the second sign in this narrated event which is not
directly related to language but provides nuance to help me interpret the signs:

the right to education is guaranteed to every citizen in order to enable them to acquire

knowledge, to develop their personality, to raise their level of training, to integrate into

the social, cultural and professional life and to exercise his citizenship (article 1).

Using the same techniques, | identify the person deictics as “citizens,” the implied
discourse deictic as the government or the ministry of education, the reported action is
guaranteeing education to those citizens, and the “right” is evaluative of “education.” When
education is labeled as a “right,” it elevatesits socia standing. Now, itisnot aprivilege, but itis
aright, something that any citizen can expect and can hold the implied government accountable
for. Further, the government is reportedly taking the action to guarantee — or make completely
certain — thisright. What is more interesting, though, is the metapragmatic discourse in this sign.
Specifically, education is used “to enable” citizens to do specific things culminating in doing
what citizens do: “exercise his citizenship.” The other things listed are important, yet this

repetition of al things related to the citizenry points to the relative weight placed on the notion of

“citizenship” in this narrated event. This weight placed on notions of citizenship and the
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citizenry works with the national languages sign to lead me to the following interpretation:
education isfor citizensin order to mold citizens, and teaching national languages as a subject in
the education system is an important element to mold those citizens. By referring so heavily to
citizens, as | stated earlier, the narrated event isimplying alinguistic social structure that
privileges French first then the national languages. By positioning the national languages as an
important element to forming citizens, the national languages are gaining power relative to the
non-national local languages yet remain subordinate to the official language which the citizenry
is assumed to know already. Since the 1960 constitution aready granted official statusto the
French language, the policy document does not need to mention French to privilege the language
above the national languages. At the same time, since the policy document itself iswrittenin
French and there are no versions written in other languages, the policy continues to reinforce that
French privilege. Too, the teaching of national languages implies the need to teach these
languages to the citizens, reinforcing my interpretation that the national languages are not as
powerful asthe official French language.

Across-event discourse analysis to map the evolution of the foundational official
language regime. In order to establish an official language regime at the baseline, | can now
apply the across-event discourse analysis by looking at each of the narrated events | outlined and
determining which events are linked to illuminate cross-event social actions. Figure 10isa

diagram of the across-event analysis, which | describe below.
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Figure 10: Across-Event Discourse Analysis of the Foundational Policies

| link the events as follows: the 1960 constitution acts as the starting point, with a
language narrated event that establishes French as the language of power; the 1995 education
law, as next in chronological order, islinked to the 1960 constitution through areliance on prior
knowledge. Specifically, the assumption that citizens know and use French and must be taught
other languages links back to the interpretation of “French is the official language” where official
languages are assumed to be known and spoken by people who officially reside in Céte d’Ivoire.
Thislink isreinforced by seeking out discourse related to citizenship in the 1960 constitution,

which implies a relationship between the official governing body, the citizens, and the French
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language. However, the link remains tentative, as the pattern is only beginning to emerge and
there is not enough evidence to claim a solid link yet. The addition of the 2000 constitution then
becomes the key event in determining whether this link solidifies or changes entirely. Thereisa
clear link from the 1960 constitution to the 2000 constitution between the French signs granting
power to French, and thereis aclear link from the 1995 law to the 2000 constitution between the
national languages signs which both point to the need for national languages to be supported and
aided. Thus, the emergence of a pattern across-event discourse analysis points to a shift in the
socia role of language, whereinitially only French is positioned as a language with social power
yet the national languages slowly gain power through their position as a civic tool. However, the
continued positioning of the national languages as needing aid maintains the French-as-dominant
pattern seen across all three events.

Based upon thisanalysis, the initia official language regime in Cote d’Ivoire in 2000 is
one where French has the most social power while national languages have some power through
their civic role, while al other languages are limited in power asimplied in their absence from

all three documents. Thisis portrayed in figure 11.
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Figure 11 Foundational Official Language Regime

Across-event discour se analysis mapping of the evolution of the official language
regime after the foundational official language regime. The analysis leading to figure 11, the
foundational official language regime, provides a baseline for tracing the evolution of the official
language regime, therefore establishing what | refer to as the foundational official language
regime in the year 2000 for Cote d’Ivoire. The steps to trace the evolution from the foundational
officia language regime to the current official language regime are similar, though thiswill be
done across the remaining policy documents in order to identify patterns that appear or disappear
across these same events. Figure 12 shows the diagram of across-event discourse mapping for all

the policy documents.
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Figure 12: Diagram of Across-Event Discourse Analysis for all Policies
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| used the same process to identify evidence for the across-event discourse analysis of all
policiesas | did for the foundational analysis. | will describe thisin the order in which the
documents were ratified, while attending to relevant previous narrated eventsin order to
establish the patterns throughout rather than at the end.

Analysis of the 2004 education policy. Following the foundational analysis at the year
2000, the next policy is the 2004 education policy which defines the functions within the
Ministry of National Education. Within this policy, the narrated event related to my research
guestion is the event describing the Direction (office) of Pedagogy and Continuing Education in
article 16. Three signsthat are clearly related to language are immediately present:
e The Direction of Pedagogy and Continuing Education (DPFC) is responsible for: [...] the
elaboration, experimentation and promotion of programs of education in national
languages;
e The Direction of Pedagogy and Continuing Education (DPFC) is responsible for: [...] the
coordination of the activities of the Projet des Ecoles Integrées (PEI); and
e |t comprises four sub-divisions. the Department of Educational Programs and Integrated
Schools (PEI) [...].
The DPFC is the named person deictic and the implied discourse deictic, indicating that this
office within the Ministry of National Education is being spoken about in the event. In the first
two signs, the DPFC is reported as taking a specific action, while in the third sign the DPFC is
being evaluated as being made up of other sub-groups.

Interestingly, thereis a clear similarity between the first sign and the 2000 constitutional
sign referring to the national languages which subtly shifts the way that national languages are

positioned in society. Again, there are evaluative indexicals for the predicated “national
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languages” that characterize these languages. Specifically, they are characterized as requiring

29 ¢¢

“elaboration,” “experimentation,” and “promotion.” “Promotion” is a carry-over characteristic
from the 2000 constitution, but “claboration” and “experimentation” replace and extend the
previous “development.” Although all of these references characterize national languages as
needing support in some way, there is an important addition to the predication which shifts the
meaning of the sign: these reference terms are not characterizing “national languages,” they are
characterizing “programs” and the programs are further characterized by “education in national
languages.”

This complex evaluative indexical qualifies the program as national language of
instruction program, and characterizes the programs as needing to be tested (“experimentation”),
expanded (“elaboration’), and supported (“promoted”). Through this evaluation, the 2004
education policy shifts the position of national languages from its position in the 2000
constitution, but it also shiftsits position from the 1995 education policy in an important way. In
1995, national languages were taught; in 2004, national languages are being used to teach abeit
in experimental settings.

The next two signs provide evidence to support this interpretation. In the second sign,
“the Direction of Pedagogy and Continuing Education (DPFC) is responsible for: [...] the
coordination of the activities of the Projet des Ecoles Integrées (PEI),” areported action (“is
responsible for [...] the coordination of”) formalizes the action related to the experimental
programs using national languages of instruction. Simultaneously, by giving atitle to those
programs (“Projet des Ecoles Integrées”), the sign turns the experimental programs from an
implied discourse deictic in the previous sign (“programs of education in national languages™)

into a person (or personified) deictic that refersto a specific entity.
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In the final sign, “it comprises four sub-divisions: the Department of Educational
Programs and Integrated Schools (PEI) /...],” the status of the PEI is reinforced through the
introduction of yet another person(ified) deictic: a named department in charge of PEI. These
two signs work to symbolize the formalization of education programs that teach in national
languages, and thus support my interpretation of the first sign as continuing to elevate the
national languages.

Analysis of the 2012 presidential decree. The 2012 policy adds important context to the
across-event analysis asit is neither an education policy nor a congtitution. It is a presidentia
decree that outlines the duties of the members of government, all members of the government.
Within this policy, there are two relevant narrating events. The Ministry of National Education
(article 12) and The Ministry of Culture and Francophonie (article 21).

In the first event related to the Ministry of National Education, there is one sign:

The Minister of National Education is responsible for implementing and monitoring the

Government’s national education policy. In this capacity, and in liaison with the other

ministerial departments concerned, he has the initiative and responsibility for the

following actions: [...] elaboration, experimentation and promotion of programs of

education in national languages.
First, I note that “programs of education in national languages” is the last among a long list of
items referenced within this narrated event, implying that not only are national languages of
instruction programs not top priority for the Ministry, they arein fact the last legally designated
priority. | note this because it adds important context: national languages may be gaining status,
but the priority for thisto occur should not be overstated. However, this sign implies that
education in national languagesis apolicy, and further reports the expansion, testing, and

supporting of such programs as an action item to be “implemented.” In other words, through the

use of areported action in the document, the policy signals that these types of programs have

103



once again shifted from merely a “responsibility” to an actual action-item to be done. Although
the programs remain classified as experimental and in need of support, the reported action adds a
sense of authoritative urgency to them thus adding to the pattern of the increasing albeit
mitigated social power of national languages.

The second narrated event brings the official French language back into the across-event
analysisin an explicit manner. Whereas the French language has been implied in previous
policies except for the constitutions, this narrated event is clear about the social position of
French and the social position of national languages relative to French. There are four signs, each
of which start with,

The Minister of Culture and Francophonie is responsible for implementing and

monitoring the government’s culture and francophonie policy. In this capacity, and in

liaison with the various ministerial departments concerned, it has the initiative and
responsibility for the following actions [...].
This introduction to each sign provides the discourse and person(ified) diectics and reported
actions that position this Ministry as tasked with specific actions. The four signs are as follows:
e In the field of Culture: [...] Promotion of national languages;
e With regard to Francophonie: Representation of Cote d’Ivoire in the organs of La
Francophonie;
e Withregard to Francophonie: [...] Strengthening cultural relations with French-speaking
embassies and organizations in Cote d’Ivoire; and
e With regard to Francophonie: [...] Promotion and popularization of the Francophonie
among the populations.
Thefirst isthe only sign that falls under the “cultural” jurisdiction of the Ministry, so it will be

analyzed alone while the remaining three signs under the “Francophonie” jurisdiction will be

analyzed together.
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First, “In the field of Culture: [...] Promotion of national languages.” Implied in this sign
are the actions outlined at the start of this section, that the Ministry is tasked with this task,
namely the “promotion of national languages.” The first part of the sign is evaluative, assigning
the jurisdiction (“field”) the label of “culture.” This is important as it signals that the function of
what followsis cultural. The implication isthat it is cultural rather than belonging to the duties of
any other type of Ministry, such as educative (for the Ministry of National Education), economic,
or judicial, to provide afew examples. The implication is that the tasks of this Ministry are less
functional, and their benefit is less tangible, which does not necessarily imply a value judgement
but does imply alack of clarity. Since the action assigned to this cultural jurisdiction isthe
“promotion” or support of national languages, this provides evidence that national languages are
in need of help to become socially accepted. Theinitial interpretation of this sign is that national
languages are positioned as less than the official French language. The next three signs help me
determine whether this social positioning is an accurate interpretation.

Each of these signs are “with regard to the Francophonie”, thus positioning the following
discursive elements as relating to the French language in a global sense. Identifying
“Francophonie” as an index of “global French” requires contextual knowledge of the term and
the associated Organisation. The term itself refers very broadly to al things related to the French
language but is strongly associated with L ’Organisation Internationale de la Francophonie
(OIF), an international French organization made up of French-speaking countries. The OIF’s
main objective is to promote the French language and position it as a globally competitive
language while simultaneously positioning French as a value-laden language. For example, in
2019, the “About Us” section on the OIF’s official webpage stated, “[The members] also share

the humanist values promoted by the French language” (n.d.). The actions the Ministry is tasked
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with under the jurisdiction of the Francophonie include acting as a national (Ivorian)
representative to other Francophonie countries, improving relations with other Francophonie
countries, and increasing the popularity of Francophonie in Cote d’Ivoire. Interestingly, the last
example uses “the populations” to define those living in Cote d’Ivoire rather than “citizens.”
Together, these signs highlight the importance granted to French by the government especially as
the government is positioning the Francophonie as an international body — important to
international relations. This serves to elevate the French language above its official statusinto an
internationally relevant status, while the first sign served to slightly diminish the national
languages status.

In this 2012 policy, when both narrated events are taken together, the previously
identified pattern wherein French was stable in the official status but national languages were
being elevated incrementally takes a shift. Now, French is elevated beyond official to be relevant
outside the boundaries and populations of Cdte d’Ivoire, and the strength of the national
languages is starting to be questioned. Although thisis a sudden elevation in terms of official
policy discourse — meaning thisisthe first time that official texts have added an international
element to the French language — this is not necessarily sudden in terms of the broader context.
Given the colonial history of Cote d’Ivoire and the country’s active membership in the OIF since
1970 (OIF, 2019), French has long been associated with economic, political, and social
importance at an international level. However, the inclusion of an explicit reference to an
international organization, the OIF, shifts the official language regime being developed via
policy and legal texts to document the elevation of the French language.

Analysis of the 2015 education policy. The 2015 education policy adds another

interesting twist to the cross-events discourse analysis, sinceit isarevision of the 1995 education
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policy. However, the way the revision was written is such that the original 1995 policy isthe
implied text, though not actually written out, and a few additions to the policy are included.
None of these additions speak to language or citizenship, which suggests that the 1995 analysis
should stand in for the narrated event. Thiswould imply that national languages are once again
subjects to be taught in schools as the 1995 policy explicitly stated; however, this does not
necessarily mean that they are not also languages to teach in. While the 2015 policy isadirect
revision to the 1995 policy, which means that much of the analysis of the 1995 policy still
applies to the 2015 document, the 2015 policy text does not refer to any of the policies that were
ratified between 1995 and 2015. This means that the 2015 policy is not meant to revise or revoke
the 2004 and 2012 policies which built space for national languages to be used as languages of
instruction, although support for those policiesisimplied rather than explicitly stated. The
implication is that teaching national languages remains associated with molding citizens as stated
in the 1995 policy, while teaching in national languages still has not been established asalink to
being acitizen. Ultimately, this reinforces the positioning of national languages as subordinate to
the official French language especially following a policy which elevated French even further.
By using the 1995 policy asthe implied text for this 2015 policy, this positioning is reinforced.
Analysis of the 2016 constitution. The final document in the across-event discourse
analysisisthe 2016 constitution for which there are three narrated events: rights of Ivorians,
language, and the role of law. The sign in therights of Ivorians event (article 4) says,
al lvorians are born and remain free and equal in law. No one may be privileged or
discriminated against because of his race, ethnicity, clan, tribe, skin color, sex, region,
social origin, religion or belief, his opinion, his fortune, his difference of culture or
language, his social situation or his physical or mental state.

The first thing to note is that the person deictic does not refer to “citizens,” but instead

refers to “Ivorians,” implying anyone who can claim an identity associated with the Cote
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d’Ivoire nationality. Further, the discourse deictic “in law” implies again that thereis an official
but un-defined governing body that is the law, which is positioned as labeling al Ivorians as both
“free” and “equal” through implied metapragmatic discourse. This is an important classification
of persons being spoken about in this sign considering the weight given to identity in both crises,
where the ability to claim an Ivorian identity or access citizenship was strongly contested (Akissi
Boutin & Kouadio N’Guessan, 2013; Sany, 2010). These tensions still exist, though this
discourse points to a constitutional effort to rectify those identity issues.

The next thing to note is the person deictic “one” refers back to “Ivorians,” and this group
is positioned as holding alarge set of identities through voicing — or social identification. These
identities include “language,” suggesting that speaking “different” languages serves to signal a
different identity of an Ivorian. In other words, language is an identity. The multiplicity of
identities implied in “different language” are positioned as socially equal through the
metapragmatic discourse “no one may be privileged or discriminated against.” In this discourse,
the personified languages may not be positioned as having more socia power relative to any
other personified language; alternately, personified languages may not be excluded when other
languages are included. This narrated event suggests that the 2016 policy may have completely
leveled the established language regime; however, as | will demonstrate this interpretation is
reconstrued when the other two narrated events are considered, and the new meaning suggests
that al of the non-national local languages are equal at a social position that is lower than the
nationa and official languages.

The next narrated event is that of language, in article 48, where the sign says, “the official
language is French.” This sign follows verbatim the positioning of French in the previous two

constitutions, thus reinforcing the social status of French as having the most power in Céte
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d’Ivoire. The final narrated event, the role of law (article 101), is also a similar sign for national
languages as in the 2000 constitution though the sign reads slightly longer:

the law sets the rules concerning the conditions for the promotion and the development of
the national languages.

The addition of “rules concerning” between “the law sets” and “the conditions for” strengthens
the analogy | previously described by making it clear that these terms are strict — they are rules.
Now that national language support is regulated rather than loosely conditioned, | argue that this
strengthens the position of national languages and decreases the power differential between them
and French, although minimally.

Across-event mapping of the evolution of the language regime. Using the across-event
discourse mapping, | trandate this into adiagram of the evolution of the official language

regime. Figure 13 shows the evolution of the mapped official language regime.
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Figure 13: Map of the Evolution of the Official Language Regime

As can be seen in figure 13 above, the existing education policy from 1995 alongside the
constitutions of 1960 and 2000 set up an “initial” official language regime where French holds
the most social power, the national languages are granted some social power though it was
limited since they were positioned as needing support. Further, the national languages’ role in
molding citizens who are assumed to know French reinforces the social power gap between
French and the national languages. Local languages, due to their absence from the foundational
policies, are assumed to be positioned as the languages with the least social power.

As demonstrated through the across-event discourse analysis, new education policies and
constitutions were ratified, and the official language regime shifted subtly. While the 1995
education policy remains intact, thus solidifying an officia language regime in Ivorian education

110



which continues to privilege French, the new policies and constitutions subtly elevated the
national languages over the unnamed 50 remaining local languages, and the official regime
evolved to elevate French even further as it became associated with a global socia standing.
Further, the discourse surrounding national languages fluctuated, alternating between an
elevation of their status and a slight diminishing of their status. By continuing to be associated
with citizenship via the 1995 education policy and the 2015 education policy, national languages
play arolein continuing to elevate French despite their own fluctuation in status.
4.3 Conclusion: Evolving into the Current Official Ivorian Language Regime and
Implications

In this section, | will draw upon the across-event discourse analysis that | conducted to
identify the current official Ivorian language regime. | will then explore the implications of the
officia language regime shifts and the current official language regime on the post-conflict
transition that Cote d’Ivoire is undergoing as a country.

The current official Ivorian language regime. Recall that the simple/obvious official
language regime positions French above all other 60+ Ivorian languages. Although this would
seem to be the case based upon the constitutional designation of French as official language, |

argue that a more accurate map of the official Ivorian regime looks like this:
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Figure 14: Current Official Language Regime

Figure 14 shows the current official Ivorian language regime, where thereis aless clear
hierarchy than in the simple regime mapped in figure 6 and local languages are given more
attention than in the baseline regime mapped in figure 11. In this version, while French is still
positioned as the language holding the most authority, the national languages are consistently
positioned as languages that should have social status as well. Although the exact socia standing
has fluctuated as the regime has evolved, their continued positioning as socially relevant points
to abroader narrative of policy goals. Specifically, the across-event analysis makes it clear that
policy makers are trying to find away to elevate the status of national languages, apolicy that is
aclear shift from colonial policies which only recognized the social status of French. However,
theinclusion of national languages under the jurisdiction of the Ministry of Culture and

Francophonie speaks to a tension between national intentions and colonia legacies which are
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complicated by the strong presence of aformer-colonia influence. On the one hand, associating
national languages with molding citizens speaks to efforts to build a specific national identity
that recognizes plurality in anational linguistic identity. On the other hand, designating the role
of supporting national languages to a government body that is affiliated with a French
international organization dedicated to promoting all things French reinforces the notion that
national languages are ill-equipped and require support compared to French. Finally, the absence
of all other local languages, of which there are at |east 50, in the policy documents except for the
2016 constitution, where these languages are positioned as an identity marker that should not be
privileged, almost erases the socia standing of these local languages.

Conclusion: Implications of the evolution of the official language regime. In Céte
d’Ivoire, a shallow analysis of the official language regime would suggest that it isaregime
which privileges French above al other 60+ local languages. Such an interpretation of the
language regime risks ignoring the nuances of how other languages are positioned relative to
each other; in this study, | intended to uncover the more nuanced language regime that has been
developed since pre-conflict. By using an across-event discourse analysis of policies and laws
that are relevant to education within the country since 2000, | was able to explore the nuances of
the official language regime within one realm in Ivorian society: education. Through this
anaysis, | find that educationally relevant policies are especially pertinent to historical tensions
in the country due to the way that education is positioned as aright granted to citizens while
simultaneously being atool through which the ideal citizen is argued to be formed. Both
education and language are talked about in these policies as important mechanismsto form
citizens yet also in ways that set language up as a marker of officia identities of belonging in the

country. Given the nature of both crises (2001 and 2011) in which the right to accessto
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citizenship and the right to claim an official Ivorian identity were highly contested, questions of

citizenship and belonging become especialy pertinent in this analysis.
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SECTION I1l1. RESEARCH QUESTION 2, LANGUAGE OF INSTRUCTION AS A
MECHANISM BY WHICH LANGUAGE REGIMES CONTRIBUTE TO OR MITIGATE
HORIZONTAL INEQUALITIES: INEQUALITIESUNCOVERED THROUGH
PARENTS’ AND TEACHERS’ PERCEIVED AND IDEAL LANGUAGE REGIME|S] IN

IVORIAN EDUCATION
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Chapter 5. Introduction and Background to the Parent and Teacher Data

In chapter 4 | analyzed the policy documents to uncover the language regime in education
as it has been established through official discourse. In this section, | will ook at the language
regime in education from the point of view of the parents (chapter six) who are affected by the
policies and the teachers (chapter seven) who enact the policies. | seek to answer my second set
of research questions, how are perceptions of horizontal inequalities revealed through parent
perceptions of and teacher experiences with educational language regimes that exist due to
different language of instruction policies? How are these perceived horizontal inequalities
nuanced by perceptions of conflict(s) and peace (past, present, and theoretical)? To answer this
guestion, | explore the narrative ways that parents and teachers talk about language of instruction
to uncover their perceived educational language regimes. | attend to areas within the perceived
language regimes that signal the perception of horizontal inequalities based upon how the parents
and teacherstalk about language, schooling, and socia relationsin the country. | also examine
the parent and teacher narratives to illuminate their ideal educational language regimes, which
allows me to uncover horizontal inequalities that parents and teachers are willing to accept as
part of their society — or aternately which horizontal inequalities they believe are unacceptable
and must be changed. Asit isrelevant, | compare the official language regime in education as
described in chapter 4 to the perceived language regime to better understand where horizontal
inequalities are perceived relative to where they exist, and | include these comparisons when
uncovering the ideal language regime to better understand which perceived horizontal
inequalities may be of social importance to the parent and teacher participants.

Although participant knowledge about the local language of instruction model, the PEI, is

directly related to whether they live in acommunity associated with a PEI school, the majority of
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the parents expressed support for the PElI model and the use of local languages in school more
broadly. The teachers, on the other hand, were inclined to support the model of education with
which they had direct teaching experience. In other words, teachers with no experience teaching
in alocal language did not support the PEI model whereas the only teacher with experience
teaching in a PEI school supported the model.

Throughout the analysis, | find that the perceived educational language regimes vary
based upon the rural/urban status of the parents while the ideal educational language regimes
vary based upon the parents’ nationality. Conversely, the teachers’ perceived and ideal
educational language regimes differ based upon the teachers’ experiences using different
languages to instruct in the classroom. In both cases, the difference between the ideal and
perceived educational language regimes indicated that there are language-based and regional
horizontal inequalities that parents and teachers perceive to be socially unacceptable.

Issues of social relations relative to les crises as well asthe larger ideal peaceful society
were woven into the ways that language and education were narrated. The parents spoke at
length about the notion of entente — or a specific component of communication which builds
mutual understanding and respect across diverse populations, which both parents and teachers
used as atool to bound the roles of language and education in building cohesive societies.
Although parents centered their narratives about language of instruction, education, and social
relations around their own children’s learning while teachers centered their narratives around
their experiences and perceived roles as teachers, the notion of entente was centra to how all
participants connected language to education to peacebuilding. Entente enabled the participants
to imagine an ideal peaceful world with an ideal educational language regime. Further, the use of

entente and conversations which linked PEI with peacebuilding potential indicate that language
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of instruction has arole to play in the post-conflict transition, even if that role is minimal and
highly complex.
5.1 Data and Methodsfor Section I1]

The data for this section was collected through parent and teacher interviews about
language of instruction and | used a narrative analytical approach to analyze the interview data.
In this section, | will detail the steps | took for this process. | will first describe the data
collection process then | will explain my data analysis process. Finally, | will detail the data
itself,

Note about pseudo naming conventions. In order to protect the identity of the parents
and teachers who were so willing to speak with me about personal and often sensitive
information, especially in a country with a history of conflict that has not been fully resolved, |
chose to apply pseudo names not only to each individual but also to their locations and
languages. | made the conscious decision to use a pseudo name for every village or city that is
associated with a participants’ upbringing or current living situation. However, I opted to retain
the actual country names asit is hard to identify a person based upon a country of origin. | also
opted to use the actual name of avillage or city that was mentioned during an interview if that
village or city was not alocation of origin or current locale associated with any person in the
room during the interview. In this case, if a parent mentioned by name a village that their dyadic
parent used to live in or was born in, that village received a pseudo name; however, if a parent
mentioned avillage that neither they nor their dyadic partner had ever lived in, | retained the
origina name of the village.

| also chose to apply a pseudo name to languages mentioned with the exception of

French. Thisis due to the close relationship between languages and ethnic identities; in a country
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where ethnic identities were closely linked to specific sidesin les crises | wanted to protect the
participants from any potential backlash related to an assumed ethnic identity. | also made this
decision due to the limited ethnolinguistic diversity in the rural village of Konvi. Although
Konvi is apseudo name for the village in which | conducted my study, | wanted to ensure that
even if areader figured out the true name of this village they would not be able to identify the
non-native Konvi participants in the study based upon their ethnolinguistic identity. While this
was not an issue for the rural Kwé Dyapo participants due to the multilingual diversity in the city
of Dyapo, | chose to apply these rules for all participants as extra precaution and to maintain
consistency.

The process of selecting and applying pseudo names is important as it provides insight
into the identities that each of the participants placed on themselves and how they chose to
position themselves relative to mein their introductions. Each parent and teacher chose how they
would tell me their name, and in order to honor their chosen naming convention | followed it
closely when applying a pseudo name. Here are three distinct examplesto illustrate: Kaati, a
mother in urban Kwé Dyapo, told me her first name, so | pseudo named her with only afirst
name; Dandou Ourfama, afather in rural Konvi, told me both hisfirst and last name, so | pseudo
named him with both names; and Madame (Mme) Djere, atraditional teacher in rural Konvi, told
me only her last name preceded by “Madame” (or Mme, French for “Mrs.”), so I pseudo named
her last name and retained the Mme.

For al pseudo names, including languages and villages or cities aswell asfirst and last
names, | chose words and names from the original ethnolinguistic and religious identity
associated with the true name in order to respect the cultural background associated with the

name. For example, Sabu is a common male Muslim name across West Africa; as the participant
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pseudo named Sabu is a Muslim man, the name was appropriate. When a participant introduced
themselves using a “Western” name, I selected a “Western” name commonly used in Ivorian
cultures. For example, Elodie, the urban teacher, introduced herself using a Western name so |
selected Elodie. For languages and places, words derived from the original language were
selected. For example, Dandou Ourfama’s native language from Niger was pseudo named
“Ihanno,” a word in his language which means “nice.” Another example is urban mother Nsia’s
home in the village of “Kpuka,” which in Nsia’s language Ago means “coconut tree.”

With all of these pseudo named languages and locations, | ran a Google search aswell as
a Y ahoo and Bing search to double check that none of the locations or languages could be easily
associated with their actual languages or locations. In thisway, | ensured that the parent and
teacher identities which are entwined with their ethnolinguistic identities, current address, and
home villages could not be teased out to identify who these participants are.

Data collection. | interviewed parents and teachers of studentsliving in rural and urban
areas in Cote d’Ivoire, specifically in rural Konvi and urban Kwé Dyapo. Prior to commencing
the study, | obtained IRB exempt status from Michigan State University. Upon arrival in Céte
d’Ivoire, I sought research permissions from the Ministry of National Education and the Director
of the Programme des Ecoles I ntegrées (PEI). Once their permission was granted, they each
indicated locations in Cote d’Ivoire where I would be allowed to collect data, providing multiple
urban and rural options. Based upon the locations available in urban Dyapo, | chose to request
permission to collect datain the Kwé neighborhood due to its reputation as a diverse and
conflicted neighborhood in Dyapo (Dr. Azoh, personal communication, 05/01/2019). Based upon

the available rural areas where PEI schools are located, | chose to request permission to collect
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datain the rural village of Konvi due to the presence of both a PEI school and atraditional
French school in the village (Mme Diaby, personal conversation, 05/02/2019).

Once | selected locations, | was then provided contact information for the Direction
Régionale de I’Education Nationale (DREN) — or the local directors of education — for Kwé
Dyapo and for Konvi. | met with each director, provided an overview of the study, copies of the
IRB and the official permission letter from the Ministry of Education, and obtained permission
from each director to conduct research in their districts. The directors then provided me with
contact information for principals of each primary school in their district.

Once official permission from the Ministry and the DRENs were obtained, | met with the
principals to explain the study and to request an introduction to teachers of grades CP1, CP2, and
CEL1 (the equivalent to U.S. grades 1-3) since those are the grades in which the PEI school uses a
local language as medium of instruction. | met first with the principals of the Konvi PEI school
and the Konvi traditional school in ajoint meeting, and they said that the CP1 teachers had
already agr<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>