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it shows AAE-use as a form of solidarity among Afiecan American community and that it is

more than a dialect of only the working class drelgoor.
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CHAPTER 1
INTRODUCTION

African American English (AAE) is possibly the massearched and highly recognized

dialect in US Sociolinguistics (Childs, 2005; Edk@000; Rickford, 1999). What more could be
added to that body of literature that would bendéiest and stand out among the rest? Unitil
recently (Green, 2002; Spears, 1999; Weldon, 20043t studies on AAE have focused on the
working class and poor (c.f. Baugh, 2000; Gree@22®eath, 1983; Howard, 2003; Johnstone,
2000; Labov, 1972; Milroy & Gordon 2003, Rickforth99; Smitherman, 2000; Wolfram, 1969;
Wolfram & Schilling-Estes 1998). Yet, as an AfticAmericart speaker of AAE, | know of
many people who are in higher socioeconomic clastesspeak AAE and a few who do so
almost exclusively. These studies also have tpkare in large, urban cities or rural areas in
neighborhoods or communities that usually lack rraltial diversity (see Chapter 2: Literature
Review). Then, the findings from these studiesshasen used to make generalizations on AAE
across the board.

Thus, there is a need to look at AAE regionallyoaally. Because of familial ties, |
wanted to conduct research in Norfolk and VirgiBeach, which are two of the largest cities in
Tidewater Virginia, a place that is rich in hist@myd racially and ethnically diverse that includes
small to midsize cities and suburban and ruralsardtas the place where the first known
Africans initially set foot on what would be latemown as the birthplace of the United States

(“Virginia,” 2008). Additionally, a majority of ta studies on ethnolects tend to look at the

! | interchange the term#sfrican AmericarandBlack for people of African descent living in the U.S.



differences in speech between those in the majantythose in the minority. In the case of
AAE, there is an abundance of literature on Blachki@/speech differences. That is the reason
this work is an intra-racial study.

Although Sociolinguistics investigates interestingics, such as age, race, education,
employment, and identity, like other fields of #wrial sciences and business (e.g.
Organizational Behavior), there is still a lackooigoing interdisciplinary studies. The fields of
Education, Sociology, and Linguistic Anthropologg @oing some fascinating work on
language. Sociolinguistics could benefit greatbynt those disciplines and apply their concepts
and theories in research. Conversely, Sociolirtiggisould contribute to those disciplines as
well.

Linguistic Anthropology and Sociolinguistics arestly related fields and often share
concepts (Duranti, 1997). There are social thean&sociology that prove to work well with
Sociolinguistic studies, such as social realisbth€Archer, 2000; Carter & Sealey, 2000;
Fairclough, 2003), which is used in this researthe literature that | have read in Education,
especially Language Education, whether culturalys#tive or not, constantly mention the
assumption that minorities, i.e. African Americaare wary of the educational system (Howard,
2005, 2003), do not care about education becagspiétes to “acting White” (Ogbu, 1997), or
are too inferior to be educated (Jensen, 1969,)196@re are many works in Education that are
discrediting the viewpoints that the Black commynéspecially the youth, does not value
education and the importance of mainstream Amettaaglish (MAE) acquisition. | know these
stereotypes to not be entirely true from conversitg people from housing projects or from
upper-class neighborhoods; the majority of Blackpbe value it despite the fact that some of

them are apprehensive of or distrust the educdtgyséem and its potential lack of cultural



awareness and understanding. Thus, | knew | wdatedkate a work that contributes to that
body of literature. Additionally, | want to add tiee existing body of work on language and
identity, especially due to the insights and the®doncerning it. More importantly and above
all, regardless of these above-mentioned reasahmativations, | definitely wanted the work
that | conduct or | am a part of to benefit socisya whole.

Consequently, it is with this in mind that thisearch project was created and executed.
In a recent article, according to Wolfram (200&p¢iolinguists have unwittingly created similar
myths related to the study of AAE, including th@iaregional myth, the unilateral change myth,
and the social stratification myth” (p. 293), batwn“it is time to subject some of our
[Sociolinguistics’] conventionally accepted soangjuistic wisdom on the status of AAE to more
exacting empirical scrutiny” (p. 311). Therefotfeis study seeks to question and get rid of these
myths, incorporate change, and help progress ¢t df Sociolinguistics under the direction of
an African American linguist, who considers hergeffart of the AAE speaking community.
This is also rare being that most linguists, esgigcones who study AAE, have been non-Black
(Cukor-Avila & Bailey, 2001; Rickford, 1999; Wolfra, 2007, p. 309).

1.1 Purpose of the Study

This dissertation analyzes the use of African AcariEnglish among African
Americans of multiple socioeconomic classes and Aéi and the participants’ metadiscourse
help to shape their personal and social identiti€saditionally, “metadiscourse is the language
you use when you refer not to the substance of igmas, but to yourself, your reader, or your
writing” (Williams, 2007, p. 65). Coined by Zelligarris in 1959, it represents “a writer’s or
speaker’s attempts to guide a receiver’s percemti@text” (Hyland, 2005, p. 3). However,

AAE is more of a verbal language than a writtergleage. Although they note that only little



research has been done on verbal language, CrisMarkannen, and Steffenson (1993) extend
the use of metadiscourse from texts to spoken Eggas well (p. 40-43). Thus, metadiscourse
in this dissertation will be referred to the papants’ metadiscursive commentary, which is their
descriptions, assumptions, and views of languaddtansignificance thereof (B. Rymes,
personal communication, August 6, 2006). It fosuse research questions concerning race,
education, and language attitudes and linguisticggions of their own, their families, and of
society. It will also consider how the interviewdeave responded to these attitudes, and how
their families and society have informed them atiebis of these possible attitudes. Many times
in research on language and education, the patitspare usually teachers and/or students. You
rarely hear from the parents or the families ofghalents even if they are mentioned in the
study; although, as of late, more studies are diolythem (e.g. Allen, 2007; Shockley,
Michalove, & Allen, 2005). That is why this analygvaluates AAE and the metadiscourse on
language of families via the method of Critical €iarse Analysis (CDA) and social realist
theory; this method and theory will be thoroughisocdssed in chapter 5. Thus, the main
research questions are introduced and postulati ifollowing:

1) What perceptions and attitudes do African Amerispeakers have on AAE?
The interviewees’ perceptions and attitudes of AMEEprobably vary. There will probably be
differences based on age and gender. There maybeveigns of linguistic insecurity (coined by
Labov (1966), which is what Baugh (2000) referagdinguistic vulnerability). Some may not
agree with AAE and/or claim they do not speakiit, the transcribed text may show otherwise.
They may talk about how parents, family and otheminers of the Black community have
influenced their attitudes and perceptions of AAhe interviewees’ may also speak about

when and where AAE can or cannot be used. Simeé\frican American, a few interviewees



may even want to know my personal views of AAE aral/ even be concerned to see how |
react to what they are saying about it.

2) How do the perceptions and attitudes of the edoicatisystem (teachers, administration
and fellow students) affect the perceptions antudts of AAE by African American
speakers (AAE)? What impact (i.e. alienation, agtmeent/success, drop-out rate,
segregation, codeswitching) does/did the educdtsysdem have on African American
speakers of AAE?
| believe that the educational system has playgat role in the positive and negative

attitudes and perceptions of AAE. Formal educatidmich is highly valued in the Black
community (Morgan, 2002), and the educational sydtave made significant marks on Black
Americans as a whole, from obtaining the righteécelducated (DuBois, 1903; Siddle-Walker,
1996; Woodson, 1933), to having quality schoolayst (Baugh, 1999; Kozol, 2005), to be
given the choice of an academic curriculum oveo@ational curriculum (Eckert, 1989), to the
high proportion of Black students (mis)labeledesthing disabled, etc. (Baugh, 2000; Delpit,
1995; Labov, 1972; Rickford, 1999; Smitherman, 2000think that historical reasons (such as
slavery and racial segregation) have made AAE Hdiked, being seen as “slave talk” and a
symbol of ignorance, and embraced, being viewea sagnbol of solidarity by Blacks.

Since AAE is not promoted by the educational systlwse who speak it may have
become disillusioned with school, failed or did dotwell in school, or even dropped out of
school (Delpit & Dowdy, 2002; Green, 2002; Rickfpi®99; Smitherman, 2000). They may
even think negatively of their speech and others sgeak AAE (Baugh, 2000; Morgan, 2002;
Smitherman, 2000). However, there may be someaghee with the educational system, have

abandoned AAE altogether and feel like that hagritrted to their achievement or success.



Still, there may be some who feel like keeping Aad=a part of their linguistic repertoire has
contributed to their success, as well, or has deeesely affected their success. Most, if not all,
of the interviewees will recount stories of langeaggulations, which are enforced by teachers
and administration, of appropriate and inapproprggdeech and language.
3) How well does the socioeconomic status model, @dfas “sub-elements of social class
[which] include education, occupation, income aypktof housing” (Chambers, 2003, p.
7), concerning non-mainstream language use, péoospnd attitudes work with the two
African American communities of different socioeoanic classes studied in this
research?
As aforementioned, it is often said that AAE is thospoken by people of lower socioeconomic
status while those of higher socioeconomic stasusilly codeswitch between AAE and
Mainstream American EngliS$MAE) or exclusively speak MAE. However, thatist
completely accurate. Education, mainstream dialsetand higher socioeconomic class do not
always go hand in hand. For example, there arplp&dho are highly educated, speak MAE,
and are in lower socioeconomic brackets and vicgaveldentity(ies) can be manifested in
language; moreover, as an act of solidarity, malaghs, regardless of social class, speak AAE
or attempt to do so. For instance, many BlackigoBlack hair salon, attend family reunions
or are members of clubs and organizations wherenaeindous amount of speaking in AAE
takes place. While it may be mostly true that cR&of higher socioeconomic ranks speak AAE

in only certain contexts, this may also be trueworking class Blacks as well. In addition, it is

2] do not believe that there are “standard” andhstandard” languages or dialects, especially dingeistically
speaking all languages and dialects are createal.elowever, society does make a distinction, aieg some
over the other. It is common, even in current Lisgcs’ terminology, to report the language onelih of
social/cultural power as “standard”. Yet, in toetsteps of Lippi-Green (1997) and others, | véfier to it as
“mainstream” and its counterpart as “non-mainstreavhich are still somewhat problematic but lesppetive.
“Standard” and “nonstandard” are only used whearrifg to a body of work or discussion where thiesms are
used.



believed that Blacks of lower socioeconomic claspesmk AAE exclusively or more often than
those of higher socioeconomic classes. Neverthelesre may be more Blacks of higher
socioeconomic classes who speak AAE exclusivelyare often than MAE as well, which was
what happened in a previous study of mine. IM20@onducted a study on language
awareness and attitudes in education of a middéekaBlack male who was a teacher and owned
a business, but spoke AAVE all the time. He shad thenever people, no matter who they
were, heard him talk, he wanted them to know they tvere talking to a Black man.

Overall, it is too naive to think that just becagseneone is in a lower socioeconomic
class that they may speak AAE more than someonesinaa higher socioeconomic class or
that AAE is spoken more by the interviewees in Wikthan in Virginia Beach because its
median income is lower. Nothing is ever easilyacleut or black and white. This study may
lead to unexpected findings, which are welcomethbyopen-ended research questions (see
Appendix A).

1.2 Outline of the Dissertation

The following briefly describes the subsequent thiapin this dissertation. Chapter 2 is
theLiterature Review. It consists of four major sectiorEhe first section is entitleéihe Early
African American Community in Norfolk and VirgirBgach It gives an historical account of
Blacks in those neighboring cities from the 16@0tt 1800s. Next, iBhe African American
Community and African-American English (AAthich looks at the Black community at large
and their linguistic history including naming priaess, the deficit and difference theories, and
relevant legal cases on race, language and edncd@iscrimination and the Educational

Systems on public education and its support of assitimfaand misdiagnoses in education. The



final sectionProgressing Towards the Difference Theory and Béydiscusses AAE and its
relation to education, identity, and social class.

Research Location, Participants and Methodss chapter 3. It begins with a description
of Hampton Roads or Tidewater Virginia and goesenoto depth of why this location was
chosen as the research setting. Next, historecds fof Norfolk and Virginia Beach are given
followed by present day demographic informationha&fse two cities. Information on the
participants, such as how they were recruited adividual descriptions of them, is given.
Lastly, the methodology, data collection, and @atalysis are explained.

Chapters 4 and 5 are the analyses chapters. €hhlinguistic Data and Analysis
It reviews three major linguistic features in AAtBe copula, negation and agreement. Then, it
illustrates the AAE features extracted from theadaChapter 5 iMetadiscourse Data and
Analysis. It connects the linguistic features examine@Ilmapter 4 to the participants’
metadiscourse. The metadiscourse is analyzedghr6DA methodology and social realist
theory.

Chapter 6 igindings. Overviews of the linguistic and metadiscoursalyses are
presented. There are tables, charts and desasgtiereof comparing gender, age,
socioeconomic class, education and the city in wthe participant lives. The pre-formulated
research questions are answered and insights grattieipants’ ideas, opinions and views on
the subject of language, identity and educatiordeseussed. The hypotheses and main research
guestions are revisited and answered with the cdlaction.

Chapter 7 ionclusions and Implications It is a summation of the entire dissertation.
The purpose of the dissertation is reiterated aatbated. Limitations of the study and

guestions emerging from the data collected areaffeoed. An explanation of the relevance of



this study and its findings and the way it helpfutther Linguistics, related fields, and social
institutions beyond academia. Finally, the conioacdf this research to the importance of

critical research and its benefits to society agdds restated.
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CHAPTER 2
LITERATURE REVIEW

The literature review consists of four major sawsi that attempt to give a chronological
and comprehensive view of African Americans and AAe first section specifically reports
the early history of Blacks in Norfolk and Virginigeach, the two communities in which the
research takes place. The next section relatdsistey of naming practices of those of African
descent in the US and the linguistic history of A#E dialect originated from them. AAE
dialect and its connection to the deficit and difece theories are recounted from the earfy 20
century to the present. Additionally, severaldvistal cases concerning race, discrimination, and
education affecting the Black community as a wlastereported. The third section relates
educational malpractices, as coined by Baugh (199%)e US public education system. The
last section connects AAE use to education, idgrditd social class.

2.1 The Early African American Community in NdK@nd Virginia Beach

In this section of the literature review, a histatiview of Blacks in the cities of Norfolk
and Virginia is given. Both of these communitiegan with those who were enslaved and those
who were not. It cites early African American bist, looking at the demographics of the people
during this time period, including but not limitéal marriage and heads-of-household.
2.1.1 Norfolk, Virginia

According to Tommy L. Bogger (1997), authorFoke Blacks in Norfolk, VA 1790-1860
free Black family structures in Norfolk, VA werewdirse. Many families could trace their
lineage to Africa and/or some prominent White fanfd. 103). Some families consisted of both

free and enslaved members (p. 103). In many casasy of those who were enslaved actually
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gained their freedom from their family members’ ghasing it. Some of those enslaved family
members were even owned by their family membewsder to keep them in the state (p. 113-
14). Bogger (1997) does note that by 1832 there Vesvs that prohibited Black ownership of
slaves except for family members and by 1858 amdanepassed where Blacks could not own
slaves, not even family members (p. 114). Otheilfeswere either male-headed or female-
headed households (p. 108-09). Some female-hdemesdholds had men living there, but
because these women were less mobile and had stegdlgyment and their spouses did not, the
Census considered them as the head of the hougghdld8-109). Even though women had
better economic opportunities, many who were mauwlie not work outside the home because
the men worried about the possible sexual expionatfrom White men, who would most likely
be their employers. If the women did work outdige home, they worked as laundresses and
seamstresses which allowed them to work at homso, Anany of the women wanted to
distinguish themselves from enslaved women, whsdmother reason why they chose to stay at
home (Bogger, 1997, p. 110). Yet, some of thesmevoin the female-headed households were
actually mistresses of White men, in which somealtt acknowledged their children although
they kept the relationship with the mother discréBtere were also White headed households
that Blacks were a part of, but by 1860 that dcadii lessened, especially due to less contact
between the races. This was most likely due tdabiethat in 1860, Abraham Lincoln was
sworn as the President of the US. The Republieatty o which he belonged, opposed the
expansion of slavery, causing the Southern statelsiding Virginia, to secede from the US
(“slavery,” 2008). Thus, this most likely surmoeadtto increase hostilities between Whites and

Blacks resulting in less contact between the two.
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From 1812-1863, due to the records of ministerl; 8& marriages of free black couples
were recorded, but many were not recorded. InBtaek families, marriage and choosing a
spouse was a major ordeal with family members ptagi great role in the selection process.
Spouses were carefully chosen in order to mairstagnal status. Therefore, respectability,
property ownership, legal and residential status@ersonal qualities were examined. However,
the most important of these all was skin colorfgnably light skin color, because it was
important to approximate the White ideal of beaup, mulattoes usually chose mulattoes and
so on and so forth. Through marriage, the creaifaxtended family and reinforcing bonds and
the interests of the Black community were made.

Men had a greater opportunity to find a mate tkamen. From 1820-60, women
outnumbered men 2 to 1. However, black boys oubmred black girls. Yet, when these same
black boys became men, many left Norfolk for besissnomic opportunities, which, in turn,
shortened the black adult male population (Boghy@®,7, p. 108). The men even had non-
marriage unions with White women, and because Methers were White, the children were
“free” even if there fathers were not. In fact,mpaf these children decided to “pass” as White
in society (p. 111). When the men looked for Blagkes, many went out the area, and even out
of the state, in order to maintain the social statutheir families, as previously mentioned. By
1860, however, there was an even more marked @daolimale headed households (p. 109).
And, many free Blacks even emigrated to Africa,eesgly to Liberia (p. 115). As part of the
Back to Africa Movement of the 1800s, Liberia whs most popular country of choice because
it had an elected Black government, having gaitetteedom in 1847, and free land to African

American settlers were being offered.
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2.1.2 Virginia Beach, VA

Before it was called its present-day name, Vi@ieach was formerly known as
Princess Anne County in 1691, dividing Lower Nokf@ounty into Norfolk and Princess Anne
Counties (see more information below in ChaptgH&wkins-Hendrix, 1998, p. 19). The first
known account of Blacks in Princess Anne Countyewthree no-named enslaved Blacks
brought by Adam Thoroughgood in 1621 (p. 20); tletre were Blacks in this county before the
Lower Norfolk divide (p. 20). They were slavddite prominent Walke family of Barbados,
who settled in what would later be called Princ&sse County in 1662 and owned the Fairfield
Plantation (p. 20, 23). In addition, county caedords corroborate the existence of Blacks in
the county before 1681

In 1790, the Census recorded only 64 free Blackisbgril 793, every free Black person
was required to register in the city or county imieh they lived at a cost of twenty-five cent
(Hawkins-Hendrix, 1998, p. 42). In addition, thead to carry around their certificate wherever
they went or face jail time for as long as a yeadil their freedom status was proven (p. 42).
According to the Norfolk State University archivesirliest Census records of 1810, Princess
Anne County had 267 free Blacks and 3,926 ensI8lacks. Slavemasters continued to free
their slaves through manumissions, which are formoéites of emancipation from slavery, and
wills, and if the mother was free, than the childsWree too (p. 42). The following are the

numbers of free Blacks after 1810 (p. 42):

% These records are of a Black man named Williarslagred by William Basnett Squire, who committechfoation
with Mary Williamson in 1687, and a single Blackmvan named Katharine Makove, who had an illegitinchiéd,
who died, and was fined 500 pounds of tobacco 8916



14

Year Free Blacks
1820 251
1830 343
1840 232
1850 259
1860 192

Hawkins-Hendrix (1998, p. 42)

Some of the prominent free Black families were@alins, Fullers, Andersons and Hodes
(who had been free since the 1700s) (p. 41).

With an historical background of the African Aneamh Community of Norfolk and
Virginia Beach recounted, it is fitting to look taie African American community-at-large in the
US. The next section seeks to do so, focusing etinguistic history of African American
English (AAE).

2.2 The African American Community and African-aritan English (AAE)

The African American presence has been around $irectrst colony of Virginia was
created in the 1600s. This section attempts tothe history of the naming practice of African
Americans to that of the AAE dialect. Then, itksaat two major theories, deficit theory and
difference theory that have affected AAE and itsadqers. At the end of this section, historical
and legal cases surrounding AAE are presented.

2.2.1 Linguistic History
Approximately since the 1700s, people have notterences in speech patterns

(especially in the arts and entertainment- minsyreliterature- slave narratives and literary

* In fact, Reverend Charles E. Hodges (b. 1819)eskinv the House of Delegates from 1869-1871(Hawkins
Hendrix, 1998, p. 42).
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dialects, and social sciences) between Whites dack8 (Ewers, 1996; Poplack & Tagliamonte,
2001; Rickford & Rickford, 2000). Although Blackerican speech has been assumed under
many names (Negro English, Black English, BlacklEhgvernacular, African American
Vernacular English), its most recent label is AdncAmerican English (AAE) (see section 2.2.1a
for more on this topic) (Baugh, 2000; Rickford &cRiord, p. 2000; Schneider, 1989;
Smitherman, 2000). The hypotheses of its orighy.va

In 1619, the Atlantic slave trade brought ninetdéicans, who would later become, in
the next year, legally enslaved, to what is nowektown, Virginia. AAE began, in the African
slave trade, as pidgins, which are trade langutiggsare a linguistic mixture of African
(substrate) and European (superstrate) languageseTpidgins developed into cre§jashich
were once pidgins but became the first or natinguages of the children of the pidgin speakers,
in Africa, the Caribbean and the Americas.

In the US, Lorenzo Turner (1940s) and Beryl Ba{#960s) were the first to study AAE,
but have not been recognized as such (Smithern3@9, p. 77). They were followed by Walt
Wolfram and William Labov (1960s), Smitherman (19),@&nd Rickford, Mufwene and Baugh
(1970s-1980s).

In Problems Confronting the Investigator of Gullamurner (1948) informs those who
research Black speech that there is a misconcetptairAfrica had nothing to do with Gullah. In
order to rid one’s self of this misassumption, Skeed[s] adequate knowledge of the conditions
surrounding the importation of slaves to the U®me acquaintance with the speech of Blacks

in areas of the New World where they had no comattt the English language in the™.@nd

® Minstrelsy is the singing and playing ofwinstrel (any of a troupe of performers typicallyigg a program of
black American melodies, jokes, and impersonatamsusually wearing blackface).

® Although, Mufwene (2001) does hypothesize thateseneoles were developed independently of beiriggirp
first.
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18" centuries (i.e. Haiti, Brazil, etc.), and some ifarity with African culture, especially with
African languages (i.e. Mende, Vai, Thi, Fante, Bag, Ibo, Bini, Efik, Ibibio) spoken by those
enslaved in the US (p. 1-2). He continues withghablem of the observer’s paradox stating that
the researcher needs to be familiar with the Gutidrmants because if not the Africanisms
will not be shared, only English, which is usedgtrangers (p. 9-10, 12). Turner also tells us
that Gullah speech has been attested in Black Bpeedabama, Mississippi and elsewhere as
those speakers have moved westward and northwat@)p

Beryl Bailey (1965) denounces the linguistic schglavho negatively discuss Black
speech, as ethnocentricioward A New Perspective in Negro Dialectolggy41-42). In
addition she proposes, “l would like to suggest tha Southern Negro “dialect” differs from
other Southern speech because its deep structdiféei®nt, having its origins as it is
undoubtedly does in some proto-Creole grammattoatsire” (p. 43). She reminds us that a
great deal of Linguistics is, in her terms, “hopagus” or guesswork that even when she looked
at her native Jamaican Creole, she had to adop sowrthodox procedures and modify the
orthodox procedurégp. 43). Bailey notes, just as Turner mentiohat tnformants do a great
deal of code-switching (p. 44), and that the BlAckerican operates in a linguistic continuum,
fluctuating from speaking mainstream American EStgliMAE) to the most vernacular AAE (p.
44).

After these earlier works from Bailey and Turndhey significant work on AAE came
along (more detail is given of these works in Chag). The works from Labov et al. (1968)
and Labov (1972) on Black male adolescents in HardY and Wolfram’s Detroit study on

African Americans and social class (1969) are plsaeering works. Smitherman’s work,

" Beryl L. Bailey looked at the Black, AAE speakidgaracter Duke iThe Cool Worlcby Warren Miller (1959,
Boston, MA: Little, Brown, & Company).
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(2977),Talkin and Testifyinwhich is written in AAE and MAE analyzes AAE feats and the
different contexts it is used, e. g. in the Blabkich. Rickford (1975) establishes and makes
clear the difference between remote BIN &eénin his work,Carrying the new wave into
syntax: The case of Black English BIhi Black Street SpeecBaugh (1983) conducts a multi-
city study of AAE and notes that the AAE featurescollected are not just spoken by city
dwellers but those in the country and suburbs dis wEhere are a host of so many others that
have came after them and/or studied under themhadfe contributed to the field.

For those who have studied AAE, many fall into ohéhe two camps of AAE’s origin,
Anglicist (includes neo-Anglicist) or Creolist (Adanist is included under Creolist). In the
Anglicist hypothesis, the main source of AAE is argtrate influence with little to no Creole or
African influence. While on the other hand, thedlist hypothesis states that AAE is heavily
influenced by African languages and European laggsia The two major arguments are more
vividly represented by Rickford (Creolist) and Selder (Anglicist).

In The Creole Origins of AAVE: Evidence From Copula&ire Rickford (1998)
annotates and describes seven different kindsidéewee of the creole origins of AAE. He cites
the following: 1) socio-historical conditions-istbest to look at the US South for evidence of
creolization due to the large Black population1(p8), 2) historical attestations- through literary
texts, which are brief and their authenticity i®gtioned, and ex-slave and Black recordings of
those born in the mid 1800s, which are questiomethe stereotypical dialect features
overrepresented by fieldworkers (p. 159), 3) diaapecordings- assuming that the present day
speech of isolated Blacks (Saman& English in thmiBican Republic, Liberian Settler English,
African Nova Scotian English) is still quite simil@ their foreparents who emigrated to other

countries (p. 160), 4) creole similarities- witrcsahistorical evidence of Caribbean slaves
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brought to the US, AAE is compared to the mesole@aeties of the English based creoles of
Barbados, Guyana, Jamaica, South Carolina Seatskand Liberian Settler English (p. 161), 5)
African language similarities- the “demonstratibattcontemporary AAVE parallels West

African languages in key aspects of its grammar fiopula absence] might be taken as evidence
of the kind of admixture or substrate influence”1p1), 6) English dialect differences-
comparing Black speech with White US and Britishesgh varieties showing how different the
speeches are presently and in the past (p. 162 )eage-group comparisons- could provide
decreolization in apparent time of speakers ofoteriages, although this is used mostly for
divergence hypotheses (p. 162).

In American Earlier Black English: Morphological ai@yntactic VariablesSchneider
(1989) acknowledges that “the question should eat/bich of the positions (creole/substrate
theory vs. dialectologists theory) is wrong or tight rather how great was either source of
influence at any particular point in the historytioé dialect” (p. 27). However, his research
shows a preference towards the Anglicist theorg. nbites that the use of ex-slave narratives
from the Federal Writers’ Project (FWP) and the WédProject Administration (WPA) are better
sources over literary works “for obvious reasénSthneider examines the following: 1) subject
concord of finite main verbs (e.g. | owns, us leg\@ formation of the past tense of verbs (e.g.
deletion of —ed in regular verbs), 3) past tensk@ast participle forms of irregular verbs (e.g.
draw—-> drawed), which Schneider says is related to Wintestandard dialects and old British
dialects, 4) perfective constituents of the aurflicomplex (e.g. have/has + past participle),
which Schneider says AAE uses “been done” andBistesh English structure with some

African/Creole aspect modifications (i.e. beenp&)gressive aspect (-ing) which Schneider says

8 The only problems Schneider (1989) notes abowi@e narratives are that the transcripts areamritind the text
of the transcripts may not be actually identicahwihat was said.
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is the same as standard English, 6) verbal prefife-g. a-saying) which is derived from
nonstandard White dialects, 7) the present paktidgrm of go (e.g. gwine) which is a British
feature being preserved, 8) plural formation olutagnouns uses —s, 9) plural formation of
irregular nouns using regular patterns (i.e. Famans) and 10) the genitive —s of nouns which
is seldom deleted (e.g. Momma car or Momma’s qar$2, 87, 148, 149-150).

With the use of ex-slave narratives recorded froeresearch of the Workers Project
Administration (WPA), literary dialects, mechanis#ve recordings, and present day Samana,
Nova Scotian, British and American Englishes, treeemany linguists who espouse the
Anglicist theory. According to Ewers (1996), AAEgnates from superstrate influences-
British and American English sources [and] theeefaatures of it that cannot be explained by
any hypothesis (p. 240). Schneider (1989) echussrt saying that although he does not rule
out any creole or African influence, credit shob&lgiven to British features being preserved
and nonstandard White dialects (p. 280). PoplackTagliamonte (2001) state that AAE is a
relic of British English, retaining older forms Bfitish English because Samana speakers are
members of the Black elite so they spoke standagligh and that outside influences are
“gratuitous and beside the point” (p. 237). Addlially, although they do admit that it is often
overlooked that White vernaculars have assimilatade features of Black speech, Bailey,
Maynor and Cukor-Avila (1991) agree that AAE hasrbsignificantly affected by White
vernaculars (p. 11).

Although some people put him in the category ofcadting the Anglicist theory
(Morgan, 2002, p. 64), Wolfram and Thomas (2002stion the use of ex-slave recordings to
provide evidence of the origin hypothesis of AAIR.accordance with Wolfram & Thomas,

Michael Montgomery (as cited in Bailey et al. 19@hy John Rickford (1999) also agree that
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these recordings cannot be used as solid pro@&Ad’s origin. Smitherman remarks that in the
1960s and 1970s, the origins of AAE were ignoredi\aare strictly synchronic and heavily
statistical (p. 81). Lisa Green (2002) notes &@aE’s relationship with other varieties of
English is very complicated (p. 219) as she furthecusses Labov’'s model of interdependence
of AAE and MAE (p. 219) and Hilliard’s insistendsat AAE can only be understood via
understanding African language, history and cul{pr&21). Rickford’s diffusion theory (1999)
explains that African, Creole and British Englisinduages have contributed to what is called
AAE (p. 129-130, p. 157) and that due to legal ‘@utiopsychological” barriers between
Blacks and Whites, AAE has been used as a markdenfity, which is the cause of its
uniformity among Blacks from all over the US (p51343).

Yet, Morgan and Wolfram and Thomas divide the oricamps differently. According to
Morgan (2002), there are three theoretical possteamd she names the linguists who she believes
fall in those particular categories: 1) dialectastigarly sociolinguistic position (Bailey/Maynor,
Fasold, Krapp, Kurath, McDavid, Schneider, WillimnsWolfram), 2) creolist/substratist
(Bailey, Dillard, Stewart, Winford), 3) dialectolst, creolist and Africanist (Baugh, Mufwene,
Rickford) (p. 64). Although in his earlier worksseems that Wolfram (1970, 1974) was more
inclined toward the Anglicist theory (see belown)Jater works with Thomas, as mentioned
above, he just explains and questions the diffggesitions without really siding with one. In an
earlier work (Wolfram & Schilling-Estes, 1998) wiSthilling-Estes, Wolfram says that there
are two major hypotheses of the AAEs origins, é¢st@ind anglicist. However, in the above
mentioned later work (Wolfram & Thomas, 2002) withomas, Wolfram shows that there are
three views, which are the following: 1) anglicig},creolist and 3) neo-anglicist, which says that

earlier postcolonial African American speech wasegsimilar to the early British dialects
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brought to North America; however, it is acknowleddhat AAE has since diverged and it is
now quite distinct from contemporary White vernacidpeech (p. 14).

Regardless of what theory one may espouse cangdire origin of African American
English, with it being non-mainstream, it has bdewalued by many of its own speakers as well
as non-speakers from various educational backgsouRdrthermore, the status of AAE in
society has had a history of oscillation from beileyalued and disrespected to valued and
appreciated. Since the 1960’s AAE has been coreidée most widely studied dialect in
Sociolinguistics (Eckert, 2000, p. 9; Rickford, 899. 90), but still there is a great deal to be
learned about it (Smitherman, 2000, p. 146).

According to Chambers (2003) 8ociolinguistic Theory‘in modern industrial societies,
these three social characteristics-class, sexagedare the primary determinants of social rules”
(p- 7). However, | would add race and ethnicitytte previously mentioned list of social
characteristics, especially concerning dialectsoaolinguistic studies in the US where race is a
salient characteristic. As Rickford mentions (1P@African American Vernacular English
“American sociolinguistics has made less progressiderstanding the role of ethnicity as a
sociolinguistic boundary than it has understandaitiger social variables” (p. 90). Quoting
Labov, he further notes that major Black-White elinces persist even when other social
variables are controlled for (Rickford, 1999, p1L0Therefore, instead of looking at interracial
differences in dialects, this study looks at Africamerican English (AAE) intra-racially, which
is rarely done, by means of socio-economic clashich the “sub-elements of social class
include education, occupation, income and typeoofsing” (Chambers, 2003, p. 7).

Although AAE is one of the most widely studied @iets in Sociolinguistics, as

aforementioned (Rickford, 1999, p. 290), it hagkabeen looked at intra-racially based on
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socioeconomic status. In fact, Beryl Bailey sugegshat, “AAE must be understood as an
independent structure in its own right” (Labov inMene, et al., 1998, p. 112). It is usually
seen as a working class dialect and is examinedradially contra White dialect speech.
However, it is believed by some linguists that ABEot just a non-educated working class
speech; it has plenty of varieties with a continuafrthe most vernacular to the least vernacular,
which is a standard AAE (Rickford & Rickford, 2008,224). AAE is more than just lexicon,
but pitch and tone are included as well. In fautpugh perception tests, speakers are still
identified as Black despite the fact that theywsimg mainstream English (ME) grammar; it is
most likely intonation that identifies people as&i (Green, 2002; Rickford, 1999; Smitherman,
2000; Spears, 1988).

2.2.1a Chronological history on the labeling of AAThe labeling of the speech/dialect
that many African Americans, and those who are Blaiwk but have close contact with Blacks,
speak, coincides and is just as complex as théingbef the people, from which the language
derives. In accordance with this, Green (2002} sd4g some extent, the labels have been used
to link the variety to those who speak it; the saabel that is used to refer to the speakers is
used for the variety” (p. 5). Geneva Smitherm&@®9@) gives a detailed, chronological history
of the naming practice of those of African desgerthe US, which is seen below. Additionally,
according to Walter Brasch, the language they asebe represented in five cycles: colonial,
revolution, antebellum, reconstruction, Negro Resance and civil rights (hypothesis of Walter
Brasch quoted in Green, 2002, p. 166). However hkave summarized it slightly different in
conjunction with African American self-naming priaets below.

In order to differentiate people based on race,t¥wlonialists in the US referred to

those of African descent as “free” or “slave”, fitheir status was unknown they were referred
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to as “nigget” or “negro”, which is a derivative of the Portugeand Spanish “negro”, which
means “black” (Smitherman, 1999, p. 44). Accordim@/lufwene (2001), most slaves in the
formative years of slavery came from Africa (p..88herefore, it is reasonable to assume that
the majority of Blacks spoke an African languageliatect, while a few spoke some type of
English. Furthermore, he also notes that “slayeufadions were stratified in ways that provided
variable access to colonial native varieties ofiéxéfier [English]...house slaves for instance
had more exposure to it than the vast majorityadfithands (p. 91).

According to Smitherman (1999), free Blacks woudtl themselves “colored”, but
would also label themselves as African, hence thiean Methodist Episcopal Churth(p. 44).
She says that African symbolized a common heritage, thus becoming d,faodying semantic
for socially divergent groups of Africans, bothatiag and reinforcing the social construction of
group solidarity and commonality” (p. 45). By th&00'’s, the term “colored” began to become
the new label for those of African descent, foritiast part due to decreasing cultural
connections of Blacks with Africa. This designateven lasted until the beginning of the
twentieth century with W.E.B. DuBois’ National Assation for the Advancement of Colored
People (NAACP).

Yet, during this time period “negro” began to peatt and become the most widely used
title with usage from Booker T. Washington and shpport of the NAACP, which later
advocated and pushed for the capitalization of &8'a sign of racial self-respect (p. 47).
Although “Black” was used before the 1960s, it was until then that it became the new

linguistic term with the advent of the Black Powdovement. “Negro” was considered

° According to Smitherman (1999), “nigger” was naaaial epithet until the 1800s (p. 44).
9 The African Methodist Episcopal (AME) church isokm as the first denomination of Christianity starby
Blacks in the US (Parramore, et al., 1994).
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antiquated and a throwback to slavery, while “Blagks self-empowering, turning what is bad
as good (Smitherman, 1999, p. 47-48).

Baugh (2000) notes that the term Black English fivasintroduced to Linguistics by
Wolfram and Fasold in 1969. Although Schneide8@%ays there is no generally shared term
for Black English, according to Spears (1988), ‘tdwen Black Vernacular English is the current
favorite because it does not call forth invidioesnparisons, nor does it case aspersions on its
speakers” (p. 102). He further notes that,

the kind of English that the terBlack Vernacular Englishefers to has

previously been called Nonstandard Black Englisbnstandard Negro

English [by Labov in 1966], colored lingo-it getorse from here on.

One thing we notice is that the further we go backime, the more

derogatory the terms become. (p. 101)

Ebonics, which was short-lived and given mediardion in the late 1990’s with the Oakland’s
Ebonics case, was actually created by Robert Willien 1973 at a conference he hosted in St.
Louis called Cognitive and Language Development of the Blackd@Bmitherman, 1999, p.

29; Baugh, 2000, p. 15; Rickford, 1999, p. 309).the DuBois-ian Pan-African tradition, it was
meant to unify and encompass all languages andatisalnot just AAE, spoken by Blacks
throughout the African diaspora.

Yet, “Black” and “Black English” were still not repsentative of the people and their
speech. W.E.B. DuBois often talked about the dewbinsciousness many Blacks have being
African and American, which can be a constant gfieitp balance and/or bridge the two
identities. More recently, in the late 1980’s, taam “Afro-American” or “African-American”

became and still is the most common term, usedmjuaction with "Black”. It was first heard
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by Dr. Ramona Edelin, who was the President of\&gonal Urban Coalition, in 1988, before
Jesse Jackson, who erroneously is given credihélabel (Smitherman, 1999, p. 41). Baugh
(2000) also corroborates this by noting that Blaeguists used the term “African American”
long before Jackson (p. 84). For a while, Afridganerican Vernacular English (AAVE) was the
most common term for the dialect, but “vernaculads seen as an equivalent to nonstandard
grammar. However, it is noted by many linguistsisas Smitherman (1999), Spears (1988)
and Rickford and Rickford (2000) that the dialeot anly consists of grammar but also prosodic
features such as tone and pitch, as well. Themamnoould be standard, but the tone and pitch
can still give one the perception of “African Anean”, and this is called African American
Standard English. Thus, the newest label for takect has been African American English.
Labov said that the term African American Englishconjunction with Black English, is used,
instead of Ebonics, to refer to all the ways thatEnglish language is used by African
Americans in the US (quoted by Rickford, 1999, x3; Baugh, 2000, p. 58). In view of the
aforementioned, in this study, AAE is used insteBAAVE. Plus, it puts it on par with the
other Englishes, i.e. Appalachian English, New Yiarglish, Southern English, Puerto Rican
English, British English, etc.

2.2.1b Deficit Theory. Anyone who studies Linguistics learns that all lzages and
dialects are equal linguistically speaking. Thigglamation or declaration was a counter
response to a past, popular and common belief Imynmethe US academia that non-mainstream
dialects, like AAE, were inferior to MAE. This idegve way to thdeficit or verbal deprivation
theory. Especially popular in the mid 1900s, the deficédty was used to explain the
educational failures of Black students. This tlygmoposes the supposed absence of culture

along with linguistic and genetic deficiencies (Bau2000; Delpit, 1995; Lanehart, 2002;
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Labov, 1972; Smitherman, 2000). The researchegthucational psychologist Arthur Jensen
has been well documented in advocating the deReiry. InPatterns of Mental Ability and
Socioeconomic Statudensen (1969) compared Black, Chicano and Whitéreh’s intellectual
abilities and deficiencies. Jensen claimed hisaeh was “culture-free” and pronounced that
80% of intelligence is based on heredity. Accogdim his findings, Black children were
intellectually inferior to White children due tomggtics and that this research “help[s] to localize
the nature of the intellectual deficit of childrealled disadvantaged [i.e. Black]” (p. 1336).
During that same time frame, academic scholargtasisthat physical traits, such as thick lips,
and genetic inferiority were the reasons why Blaaksed a certain way and were less intelligent
than other races/ethnicities of people (Baugh, 20@bov, 1972; Smitherman, 2000). Even
earlier in the twentieth century, in correspondenit Robert Rives La Monte, the oft-quoted
H.L. Mencken (1910, 1972) stated that:

| admit freely enough that, by careful breeding,pesuision of

environment and education, extending over many rgéinas, it might

be possible to make an appreciable improvemenhénstock of the

American [N]egro, for example, but | must maint#uat this enterprise

would be a ridiculous waste of energy, for thera isigh-caste [W]hite

stock ready at hand, and it is inconceivable tinat fN]egro stock,

however carefully it might be nurtured, could eweren remotely

approach it. The educated [N]egro of today is &ifaj not because he

meets insuperable difficulties in life, but becabhseis a [N]egro. He is,

in brief, a low-caste man, to the manner born, laadvill remain inert

and inefficient until fifty generations of him havieed in civilization.
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And even then, the superior [W]hite race will biéyfigenerations ahead

of him. (p. 116)

The deficit theory exuded the lack of adequate,igoah and attested research in which
theoretical claims were based off of long-estalelisideep-rooted stereotypes and prejudices.
Yet, on the contrary, there were scholars whoseareb counteracted that of the deficit theorists
(as reviewed below) . This opposing theory camget&nown as the difference theory.

2.2.1c Difference TheoryDuring the same timeframe as Jensen, many hisgrian
linguists, dialectologists and other scholars (Bajley, 1965; Fasold, 1969; Labov, 1966 1968;
Wolfram, 1969; McDavid, 1951; Woodson, Carter ®33) negated thdeficit theorythrough
the use of thdifference thery affirming that AAE is rule-governed and systéimgust like any
other dialect or language. This opposing theamtestthat that Black (or other minority) culture
and language are not deficient or worse than Wbitether majority) culture and language,; it's
just different (Baugh, 1999; Delpit, 1995; Fasold\lfram, 1970; Green, 2002, p. 166; Heath,
1983; Labov, 1972; Purcell-Gates, 2002; Smitherr@@00, p. 75, Wolfram & Schilling-Estes,
1998).

The historian Carter G. Woodson (1933), stateth@eMiseducation of the Negrhat
“[The Western educational process] depresses arsthes at the same time the spark of genius
in the Negro by making him feel that his race dogisamount to much and never will measure
up to the standards of other peoples” (p. xiiijprdugh the use of historical evidence, Woodson
also proved that African (diaspora) culture is aod was not inferior and emphasized the re-
education of African Americans, the discarding cédférn education, learning about and
appreciating African American/African culture, amsing education to aid in the success of all

African Americans. While conducting several presi#myt reform projects, the educational
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historian Vanessa Siddle Walker (1996) notes thatiBstudents seemed “unengaged, alienated,
misunderstood, distracted, overlooked, or uninsPip. xiii). In her book,Their Highest

Potential Walker finds that during segregation, Black sskoprincipals and teachers, were
“builders of men and women” (p. 149) because “teagivas more than the imparting of subject
matter; it was the task of molding children to beeessful. Theirs was a job of collective racial
uplift” (p. 149) in that they wanted the studemtsSreach their highest potential” (p. 158)-there
was no system of what is now called “tracking” &labeling”, “having every child succeed” (p.
70). Many of these students under segregatioreaetiiacademic success despite mainstream
society’s lack of support.

Investigating Gullah, the linguist Lorenzo Dow mar (1948), dispelled myths and
demonstrated how this Creole language, spoken &gkBlfrom coastal North Carolina, South
Carolina and Georgia, was a legitimate, rule-gogeérdanguage (Green, 2002, p. 166;
Smitherman, 2000, p. 75). In addition, in thetfivgo pages of their articl&he Relationship of
the Speech of American Negroes to the Speech té3Mhalectologists, Raven McDavid and
Virginia McDavid (1951) proclaimed that

Almost without exception, any scholar studying Amoan Negro speech,

whether as an end in itself or as part of a lapgeject, must dispose of

two widely held superstitions: (1) he must indéicahat there is no

speech form identifiable as of Negro origin in $plen the basis of

Negro physical characteristics; (2) he must shoat ihis probably that

some speech forms of Negroes-and even of some $Mniégy be derived

from an African cultural background by the normedgesses of cultural

transmission. (p. 3).
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They further recognized that the “misinterpretasipras they put it, were due to
skin differences.

The studies of Fasold and Wolfram (1970) and Lali®72) have been critical in
vindicating AAE and its speakers from those ing¢kecational system who oppose the
difference theory. Using research concerning AARducted by themselves and other scholars
(i.e. William Labov), inSome Linguistic Features of Negro Dialdeéasold & Wolfram (1970)
presented non-technical facts on AAE for teacheds“those who would like to write teaching
materials but do not feel secure in their knowledfthe features involved” (p. 41). AAE is
distinct because of its linguistic history, whichindependent from other American English
dialects, and the persistent segregation patteouio$ociety. The researchers also emphasized
the fact that the two kinds of differences betw@&k and MAE are pronunciation and
grammar. One of the main points of the articlihég AAE is systematic just like the standard
and that a teacher should reflect upon his/herlawguage use and not expect their non-
standard speaking students to learn languagethdésre not in his/her speech.

In Labov’s work,Language in the Inner Cityhe participant “Junior” and his friends
understood and verbalized the importance of educaind how it could better their futures, but
they still were reading behind grade level (Labt®72, p. 251). Their teachers did not believe
that they could be academically successful anddd@k nonstandard English as a deviation and
unsystematic (p. 4). Labov (1972) states thatricitg, lower income African American
children are “defined as outsiders from the begigrand that no one in the school system has
seriously considered that this principle [Protestaork ethic and the importance of a quality
education] is to apply to them” (p. 252). Becaoseultural and political conflict in the

classroom, Labov proposes a young (16-25 years Bldyk non-college graduate, male cultural
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intermediary, who can relate to the students aaddacher and bridge the gap between them, to
combat the problems between the teachers and ssuger254). It is assumed that lower

income students do not have the same values asnluzlle class teachers, which causes conflict
between the students and teachers and false assnmaihd stereotypes of the students by the
teachers.

2.2.2 Historical and Linguistic Legal Cases

Plessy v. Ferguson’s63 US 537 (1896) separate but equal ruling neaadly happened.
Louisiana passed Act 111 in 1890. It required sspaand supposedly equal accomodations for
Blacks and Whites in railway cars. However, theesge Black and Whites who opposed this act
and formed the Citizens’ Committee to Test the &&paCar Act. They deliberately chose
Homer Adolph Plessy, who was one-eighth Blackest the act because they wanted to prove
how senseless the lack of a clear racial definitioscience or law to show segregation by race.
Thus, in 1892, Plessy boarded a White only railaay refused to leave and was consequently
arrested and jailed. He argued that the couriateid his constitutional rights under thé"13
(banned slavery) and $4explains US citizenship; secured rights of Blag&<itizens)
Amendments.

However, the ruling under Judge Ferguson was agRiessy stating that Louisiana had
the right to regulate the railroad companies ag Esthey operate within state boundaries. Still
yet, Plessy appealed to the Supreme Court of Loasighich also upheld Ferguson’s ruling.
Finally, Plessy took it to the US Supreme Court®96. And, in a seven to one vote, it ruled
against Plessy saying that the previous rulingsdidviolate the 14 Amendment but the law
separating the races was a matter of public polizystice Brown, who wrote the law, said that it

was Blacks who consider themselves inferior not ®ct. While the only dissenting judge,
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Justice John Marshall Harlan disagreed. Howeties ,dase made concrete and set the precedent
for the “separate but equal” doctrine (Plessy vgison, 1896).

AlthoughBrown v. Board of Educatiod47 US 483 (1954) made segregation in
education illegal, it still persists today. Yis, ruling counteracted Plessy v. Ferguson stating
that “separate but equal” has no place in the fi¢leducation. In addition, the f4mendment
was considered inconclusive and the history oftinendment out of date concerning the present
day conditions of public education. But, more impotly, Brown v. Board of Education
(appealed from rulings in the states of KansastiSGarolina, Delaware and Virginia)led that
segregation in public schools denies Black childreaqual educational opportunities, regardless
if the facilities of the segregated schools areakqiYet, presently, the public school system is
still just as segregated today as it was thirtyplears ago. In major US cities, the following
schools are predominantly Black and Hispanic: Gjucd7%; Washington, DC 94%; St. Louis
82%; Philadelphia 79%,; Cleveland 79%; Los Ange&%8Detroit 96%; Baltimore 89%; and
New York City about 75%. In addition, these scheydtems are also plagued with low funding
and insufficient resources (Kozol, 2005).

These two cases coupled together, seemed very ingnbut the educational system
failed to bring these cases to realization, despidatter case’s favorable ruling. With growing
recognition that the US is a diverse and multigaltnation, research concerning language and
education has increased greatly since the middileeofwentieth century. Chronologically after
these above-mentioned legal cases, much of theiditig research on AAE, as seen above, has
concentrated on either tieficitverbal deprivation theorgr thedifference theoryanalyzing

the linguistic, cultural, and family backgroundstio¢ students.
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Many researchers have used their findings on AAténeducation arena with the most
famous cases concerning Linguistics and educagorglihe Ann Arbor case (1979) and the
Ebonics case (1996). In tMartin Luther King Junior Elementary School v. Afrbor School
District Boardcase (1979), twenty-five years after Br®wncase, low-income parents of fifteen
Black students of the Green Road Housing Prbjsciccessfully sued the school system for
placing their children in special education classss speech pathology instead of taking into
account their cultural and dialectal differencesey were worried that their children would
become functionally illiterate. Blacks made up 188the student populatié) which had a
predominantly White upper middle class majority (®erman, 1999). According to
Smitherman (1999),

the attitude of school officials was that the sdhwad done its job, and

that perhaps the children were uneducable...yet céosetiny of the

academic records and psychological and speech-dgegevaluations

failed to uncover any inherent limitation in theildren’s cognitive or

language capacities. (p. 133)

The ruling, which:

require[d] the defendant School District Boardaket appropriate action

to teach them [the children] to read in the stadd&arglish of the school,

the commercial world, the arts, science and prajass..[in order] to

keep another generation from becoming functionditgrate (p. 139)

It is presently known as Green Baxter Coulrt.

12 As of 2006-07, King Elementary is only 5.6% Blg@6 students), with a large White, 42.2%, and AsB#1%
majority (“Headcount by Ethnic Group of School,"a8). Ann Arbor Public Schools System’s webpage &las
statements on their Non-Discrimination policy amdidfs, which is part of their strategic plan (i'leeritage shapes
individual identity” and “racism is destructivei}hich can most likely be credited to the King veinAArbor case .
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was not only victorious for students who speak Blanglish but also potentially victorious for
students who speak other nonstandard forms of &ingThis ruling also pronounced that
“schools must teach speakers of Black Englishddgrin the language of the school, the
professions, and the marketplace, while simultaslyaecognizing and ‘taking into account’-as
Judge Joiner [who issued the ruling in favor of¢hédren] would later put it in his lengthy
opinion-the legitimacy of the language of Black Ama” (Smitherman, 1977, p. 243).
However, once again, just as the previously mertiarases, the ruling of this case failed to be
adopted and manifested in other school districtsioe of Ann Arbor.

TheOakland Ebonicgase (1996) is a testament to the failure of schadbpting this
above-mentioned ruling after tiheann Arbor case Studies have proven that the use of a student’s
home language can facilitate mainstream or staridagliage learning. Using English as a
Second Language (ESL) strategies, the Oakland $8uwawd approved of California’s Standard
English Proficiency (SEP) program to use AAE inasrth teach the students MAE and help the
teachers to understand Black culture and AAE (Bag@B0, p. 37-38). Thus, teachers in
Oakland had been using AAE, which was spoken byta®@% of their school system’s
population, to teach MAE.

The school board sought funding (Title VII) to cowie to do so, but were met with
severe public outcries from Blacks and Whites,gbxeernment, the educational system, the
media and popular culture who were misinformed abwiteachers’ intensions and caught up in
media hype (Baugh 2000, Smitherman 2000). Pertiap®f the main reasons they did not
receive funding is because of how they worded ttesiolution; they wanted funds for “English
proficiency” instead of “standard English profictgfl. According to Baugh (2000), “...these

classifications [language and dialect] have digtatutory and funding implications for educators
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and legislators who must implement correspondirigigs” (p. 37). In addition to not receiving
funding, Ebonics paralleled stereotypes of Afridganericans and became a source of humor
(Rickford & Rickford, 2000, p. 218).

Even now, in spite of all the legal cases and resethat show how to help Black
students achieve academic success and regardimesfatt that if there is a predominantly
White or Black environment or a mixed environmenény Black students continue to perform
worse in schools, especially concerning standaddiests and achievement in reading and
mathematics, than non-Black students (US Departofdatucation, 2008). Nevertheless, just
what Labov (1972) proved over thirty years agdl, igmains true that the,

Concept of verbal deprivation has no basis in $oelity. In fact, black

children in the urban ghettos receive a great déalerbal stimulation,

hear more well-formed sentences than middle clas#dren, and

participate fully in a highly verbal culture. Thédyave the same basic

vocabulary, possess the same capacity for conddpauraing, and use the

same logic as anyone else who learns to speakratetstand English. (p.

201).

Thus, looking at the above legal case rulings aedihdings from the US Department of
Education and from other academic research, “tisesgll need for more, not less, research on
AAE” and how the disconnect between students, han families, and teachers and
administration can be bridged through cultural emdual understanding and respect

(Smitherman, 2000, p. 146).
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2.3 Discrimination and the Educational System

2.3.1 Public Education and Assimilation

Although the world has become more globally linkieain ever before, nationalism,
ethnocentrism, classism and assimilation still piledespite rhetoric of the contrary-diversity
and multiculturalism. Baugh (1999) echoes thisirsgethat the “US remains far from being the
color blind society that most Americans seek” 7)Yl He (2000) further relates that there are a
“mosaic of linguistic preferences and prejudicesldwide...[and in the] US, despite a history
as a melting pot, it has yet to fully eliminateicegl, racial, ethnic prejudice which is partially
embodied within the inventory of languages andedia we tend to favor or disfavor (p. 82).
Smitherman (2000) confirms this by reminding ug,tftaough Americans preach individualism
and class mobility, they practice conformity anaissl stasis” (p. 344).

2.3.1a Upper-class conformityAccording to Morgan (2002), “since its beginning,
public schooling has been viewed as a key soamgjiagent and resource for individual
improvement and economic equality” (p. 135). Hoerewas an important institution in the US,
the educational system is living proof of promotoggformity and the ways of life of those in
power. Delpit (1995) explicitly says, “power plag<ritical role in our society and in our
educational system” (p. xv), “schooling is intimgteelated to that power (p. 25), and “to act as
if power does not exist is to ensure that the paféne status quo remains the same” (p. 39).
Those in power are the ones who promote mainstiaite (upper) middle class values and
beliefs. Concerning these values, Morgan (20Q2gstthat, “the split, often presented as a
battle over “traditional” values, is essentiallpa@icy argument over whether a fully developed

literacy education is for the economically privigebalone or includes the working class (p. 136).
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Citing Claude S. Fisch&t Morgan (2002) asserts that, “Inequality is intthense designed” (p.
138).

Thus, socioeconomic disparities play a major rola person’s educational career. As
declared by Baugh (2000) there is an “educatioaesdgox” where

every American child is guaranteed a (good?) publiccation as a

birthright...[however,] educational Darwinism prewaihose with the

financial means invest in high quality educatiomaband beyond their

tax contributions to public education in the fowh individualized

affirmative action (form of private tutors or prieaschools)...affluent

communities routinely offering educational benefiimiavailable to

schools where financial and educational resourcegadequate. (p. 79)

Baugh (1999) also states that, “parents who aremigtwealthy but are members of the
dominant linguistic groups can offer clear eduaaiplinguistic and perhaps occupational
advantages to their children in ways that speaden®n-dominant dialects of the same language
cannot” (p. 20). Therefore, it is not surprisihgttin the educational system, values and mores
of those of the dominant linguistic groups and kigéocioeconomic classes are promoted and
respected.

2.3.1b Loss of minority cultural identitdccording to Morgan (2002), “It is the
unspoken dirty secrets of public education: toikera middle class education you must criticize
working class and African American cultural praest (p. 143). Complementing this, Baugh
(1999) further adds that “what is rewarded by teasfwho must advocate the standard-is often

equated to so called White behavior-which can lbegdeed as rejection of native minority

13 Fischer, Claude S.; Hout, Michael; Jankowski, Ma®anchez; Lucas, Samuel R.; Swidler, Ann & V#ss)
(1996). Inequality by Design: Cracking the Bell Curve MytliPrinceton, NJ: Princeton University Press.
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culture” (p. 68). Quoting Milroy and Milroy, Wollim and Schilling-Estes (1998) write that, “it
appears that discrimination on linguistic grourglpublicly acceptable” (p. 311).
2.3.2 Misdiagnoses in Education

Labov (1972) notes that “teachers are reluctabet®ve that there are systematic
principles in nonstandard English which differ frénose of standard English. They look upon
every deviation from schoolroom English as inhdgeetil, and they attribute these mistakes to
laziness, sloppiness, or the child’s natural digjmosto be wrong” (p. 4). Thus, non-mainstream
students are subject to misdiagnoses, labelingtests that

track blacks in learning disability and speech phtgy classrooms...

[and can lead to future problems] to justify Blaekclusion from

employment opportunities, entry into professioradia®ls, participation

in the media, and in general become the basisdonalizing Black

people’s differential access to social and econgeoizer (Smitherman,

2000, p. 90).

In addition, Baugh (1999) maintains that, “eduaagiomalpractice as it relates to African
American students thrives in too many schools63).and “it still remains legal to use
pathological diagnostics to place African Americandents in remedial (or bilingual) classes
which may be detrimental to their educational welfgp. 54).

Therefore, students continue to be discriminagadrest, misdiagnosed, and mislabeled
because of their non-mainstream linguistic backgdsuBailey & Thomas, 1998, p. 86; Baugh,
1999, p. 54; 2000, p. 77-78; Delpit, 1995; Eck2@QO0, p. 9; Green, 2002, p, 162, 217; Gumperz,
1982, p. 28; Labov, 1972, p. 6, 202; Morgan, 2@2,35; Rickford, 1999, p. 286; Smitherman,

2000, p. 90, 141). Consequently, these wrongaakings or placements have negatively
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affected many of the students’ educational caraedsopportunities (Rickford, 1999, p. 303,
Smitherman, 2000, p. 90). What is even more alagrs that students who are members of a
minority racial group and/or lower socioeconomiasd are more likely to receive misdiagnoses
(Delpit, 1995; Rickford, 1999; Smitherman, 2000106). The educational system should take
into consideration that language is one of the veajsiral and personal identities are
manifested. Lippi-Green (1997) explains that ‘dstbecome clear that language can serve to
mark a number of kinds of identity . . . [whichpaall embedded in language” (p. 31).
Therefore, it is important for the educational systo become more sensitive, culturally aware
and open to the diverse backgrounds, which masifastientity, of all the students they serve.
In accordance with these changes toward culturdisety, Moore, Ford, and Milner (2005)
suggest, “when students present needs based omabej gender or socioeconomic status, it is
important that school officials address them” (3l However, Eckert (2000) comments that
usually the school’s preparation consists of taaglhildren their place in society and how to
behave in that place (p. 7); thus, middle clasdesits learn to lead and lower income class
students learn to be respectful and obedient (p. 10
2.4 Progressing Towards the Difference TheoryBeybnd

2.4.1 AAE and Education

Following the pioneering studies, which supportdifeerence theory, mentioned in the
Linguistic Historysection above, subsequent studies were condumtedihg on language and
culture in the educational system. Ladson-Billi@@94), McAllister and Jordan (2002), and
Delpit (1995) focus their studies on teachers antlially relevant pedagogy. In the
Dreamkeeperd.adson-Billings (1994) analyzes the teaching liogp of culturally relative

pedagogy and the common behaviors of a diversepgrbaight Black and White teachers, who
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successfully teach African American students, lovaincome school district in “Pinewood”,
Northern California. According to Ladson-Billing994), “the primary aim of culturally
relevant teaching is to assist in the developmeéat‘celevant black personality” that allows
African American students to choose academic exoed yet still identify with African and
African American culture” (p. 17), which is in opgibon to mainstream assimilationist teaching.

In The Role of Empathy Teaching Culturally Diversed8&tis McAllister and Jordan
(2002), analyze the attitudes and beliefs of tHiotyr teachers of Black, White and Latino
ethnicity and had them visit families from four twuks-Southeastern Asian, urban Appalachian,
Mexican and African American, which was deemechashost valuable part of the program in
overcoming cultural prejudice. Specifically inglesearch, all of the participants “believed that
empathy was an important factor because it cantleauore positive interactions with their
students, supportive classroom climates, and asttzentered pedagogy’. The teachers
believed that the cultural immersion (visiting féies of different cultures) was the most
valuable part of the program citing that directtemh rather than learning from second hand
information was a way to “overcome cultural prepgli

In Other People’s ChildrerLisa Delpit (1995) narrates situations she hasentered
from teaching or from her research and gives toblsow to combat cultural conflict in the
classroom. For instance, she supports the idegeaibers from the students’ cultural
backgrounds to help teachers understand the “aties of that particular culture” and combat
cultural conflict in the classroom (p. 123), justlaabov (1972) advocated two decades earlier
(see above). Through interviews and personal expegs, Delpit (1995) gathered that teachers
from ethnic and racial minority communities beligeaching begins with establishing of

relationships between themselves and their stu@pnfs39).
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Despite the findings from these studies that empblamositive relationships between
teachers, students, and parents and the needlfioratly relevant pedagogy, assimilationist
theory and mainstream norms, which alienate manymainstream students, are still promoted
by many in education. lAfrican American Education: A Cultural-EcologicaéBpectivelohn
Ogbu (1997) asserts Black students equate sucasacting White. He claims that,

...they [parents] may be teaching their children asmleint

attitudes...children learn that even if they succeedchool they may

not make it as adults in the wider society. Evaltyu Black children

become disillusioned and “give up”, blaming “thestgm” for their

school failure, as their parents blame “the systén'their own failures.

(p. 245)

In addition, Ogbu (1981, 1997) notes that Bladksbaite their disillusionment with the job
ceiling and inferior education to low pay-offs freducation. Contrary to Ogbu, from her
research with African American and Latino studeMarcyliena Morgan (2002) realizes that
irrespective of the studies where education is eglas acting White and is devalued, these
African American students “value education pregisecause they believe it might lead to
lucrative careers” (p. 135) and “maintain high agatt achievement goals” (p. 149 herefore,
education is valued among Blacks, but on the dthad, the educational system’s slant toward
assimilation is not.

2.4.2 AAE and Identity

These studies above brought about more researttte@ignificance of identity and how

it is manifested through speech and cultural/squiattices. Some have an educational bent

while others focus more on whole communities.
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2.4.2a Linguistic ldentity in Educatio.hus, with education being important and
valuable to students and their families, studiemfHeath (1983), Eckert (2000), Rymes (1995)
and Howard (2003) focus on students and the nedtidee in the educational system to
recognize student identity and to use the resowtteients bring with them to help them achieve
success in school. These studies analyze how fdé&ntnanifested through language with
respect to education, race, and socioeconomic.classer decade long ethnographic study,
Ways With Worddn the Piedmont region of North Carolina, Shirkyce Heath (1983)
analyzes the speech patterns of Black (“Tracktant White (“Roadville”) non-mainstream
communities, and compared them to each other atigetmainstream community. Heath also
looks at the linguistic performance of the non-rstii@am students in school revealing that it was
not the quantity of words in their lexicon that képose students at a disadvantage but the kinds
of words that they used and brought with them ftbeir respective communities (p. 352).
According to Heath (1983), “the ways with wordgnsmitted across generations, and covertly
embedded and intertwined with other cultural pagewill not change rapidly” (p. 366).

Eckert'sJocks and Burnout&l 989) is an ethnographic study of White suburDatroit
Belten High School students who belong to two da@gegories that are based on suburban or
urban values that mirror the categories of upwardosvnward mobility in society. According
to Eckert (1989), the misjudgments of studentditas and attitudes are many times due to
dialect characteristics of many non-mainstreamesitgd(p. 9) and the school provides the main
context in which cohorts develop a sense of etanatt socioeconomic identity (p. 23). The
Construction of Moral Agency in the Narratives 0§ School DropoutsRymes (1995)
conducts research on Latino high school dropouts attend an alternative school. These

students, who would be considered deviants-gangbeesnpetty criminals, etc.-by society,
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linguistically framed and identify themselves asigegood people, performing criminal
activities as means of survival. Rymes (1995) sstgghat, “narrative, language and grammar
are crucial resources for the expression of sedfiitity] and agency” (p. 496).

Tyrone Howard’s socio-cultural study (2003)A tug of war of our minds: African
American High School Students' Perceptions of TAeademic Identities and College
Aspirations”, consisting of twenty African American high schoakicipants from either a
Midwestern or Western city, reveals that studentssitler having an education as valuable even
though they believe their teachers do not suppernt Howard (2003uggests “that educators
need to realize how their attitudes, words, andabigins, both intentional and unintentional, can
have serious implications on the manner in whicldesits view their academic capability”.
Many of the students do not enjoy the subject nadter class; therefore, they do not make good
grades. Also, according to the students, intetiigedoes not equate to attending college.
Additionally, a major finding is the great influemof parents in the student’s academic
performance, which dispels the myth that low-incand minority parents are not interested in
their child’s education. He concludes that, “itigical to recognize the role that parent and
teacher expectations, race, and socioeconomicsgbédy in the formations of these [academic]
identities”.

2.4.2b Persistence in maintaining linguistic idgntLooking past education and at
communities-at-large, Wolfram and Thomas (2002) Afudfram & Schilling-Estes (1998),
examine the importance of identity through languagélfram and Thomas (2002) analyze
dialects of English spoken by Blacks and Whiteslyade County, North Carolina. Their
research showed that African Americans are ahe&@dhite Americans in terms of divergence

(p. 198). According to the researchers, ethnouiistic differences persist even if the minority
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population is considerably smaller than the maygstipulation (p. 91). That corroborates an
earlier study by Wolfram & Schilling-Estes (1998at “ethno-linguistic boundaries can be
remarkably persistent, even in face of sustaindg oeerethnic contact, most likely because
ethnic dialects are an important component of caltand individual identity” (p. 115).

2.4.3 AAE and Social Class

There are stereotypes that lower income parentotioare about their children’s welfare
(Delpit, 1995; Morgan, 2002). Nevertheless, Lafi®¥72) challenges this by noting that the
“educational goals of the adult black communitysjgiée their socioeconomic status] are the
same as that of our society as a whole” (p. 2&3)nsistent with this, in his research study of
low income African American high school studentswdrd (2003) emphasized the great
influence of parents in their student’s academifgomance which dispels the myth that low
income and minority parents are not interestetiéir child’s education. Students stated they
wanted to continue to go to school and attend geltbereafter due to the value placed on
education by their parents.

Many of those teacher-centered or student-focuseties above casually mention the
influence of parents on their child’s educationd&an-Billings (1994) consulted parents, whom
she called “education consumers” (p. 17) in chapsie teachers in her study, and Howard
(2003) dispels the myth that low-income and miryopérents are not interested in their
children’s education. However, parents were stl major participants in either study.

2.4.3a Family maintenance of Black identity despdcial classNevertheless, the
studies of Tatum (1996) and Ochs, Smith and Tay!®896) do include parents as a major focus

in their study. Yet, they specifically do not fecon education but are related to those previously
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mentioned because they examine the creation anfbreing of racial and family identity
(Tatum) and individual agency and family identi@adhs, et. al, 1996).

In Out There Stranded? Black Families in White Conitiasnthe psychologist Beverly
Tatum (1997) studies suburban Black families, incwiparents who were reared in
predominantly Black neighborhoods are raising thkildren in predominantly White
neighborhoods. Some of those parents who hadgs&éiitan American community ties have
lost those ties due to changes in lifestyle ancg@rdisinterest; and, consequently, for their
children it is “a loss of cultural continuity” wherelationships and ties with the Black
community are not possible or desirable for thiildren (p. 220). What is interesting is that
many of the Black children who were raised in prag@ntly White neighborhoods and had no
ties with the African American community becameywsolated in college, not fitting in with
Blacks or Whites, and wished that their parentsld/bave done more to connect them with the
Black community. However, Tatum (1997) notes thase parents who maintain ties with the
African American community make an “affirmationtbkir children’s cultural heritage [while
still being able] to reap the benefits and the opputies that drew them to the suburbs [i.e.
better schools] without leaving their children &tded in the process” (p. 231).

Although Tatum does not particularly look at langeaise, Ochs et al. (1996) do
examine it. Through the lens of cognitive and slogical narrative analysis, IDetective
Stories at DinnertimeQchs et al. (1996) examine suburban White middisscfamilies and how
dinnertime is an opportunity space that providespbssibility of joint activity among family
members (p. 95). Centralized dinners can helpli@srsort out problematic events in their lives
through co-narration while promoting adults’ exantiof control over their children (p. 97).

Narratives can also strengthen social relationséusthat a general sense of co-membership
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provides a way for illustrating common beliefs,ued and attitudes of the tellers and audiences
(p. 109).

2.4.3b Use of AAE in spite of social clagdrican Americans continue to speak AAE,
and not just lower-income Blacks, regardless ofpiheh for conformity by those in education,
the negative statistics of Black students, the Wew@n of Black culture and language, and the
linguistic schizophrenia, which is 1) to love aratédthe way you (and/or your group) speak,
simultaneously and 2) to be proud of your langudigédct and then turn around and be ashamed
of it in a different setting or context,of those who speak AAE. Corroborating this, Lgéand
Tabouret-Keller (1985) claim that, “...linguistic ites are not just attributes of groups or
communities, they are themselves the means by whithiduals both identify themselves and
identify with others...” (p. 5). Most studies statat it is usually the lower working class and
the poor who speak non-mainstream languages aletdigJohnstone, 2000; Labov, 1972;
Milroy & Gordon, 2003; Smitherman, 2000; WolframShilling-Estes, 1998).

Although use of nonmainstream speech is sociaiftied, many scholars fail to realize
that higher income people, who are usually mor@titecode-switching, are capable of
speaking non-mainstream dialects and do so quié@ oiepending on the context. This is
especially true for African Americaf’s For many Blacks, AAE is important to have ag pér
one’s linguistic repertoire, especially when goiadghe barbershop or the hair salon, attending
family gatherings and church functions, and beimgniers of other predominantly African

American organizations and societies. In concardanmith this, Rickford and Rickford (2000)

14| coined the phrase while doing research for ddliaguistics class in 2004, and | think it is eifttting for the
way that | use it, although, | am aware that sorag be offended by the use of “schizophrenia”. Thishat Labov
(2000) refers to as linguistic insecurity and Bauogfiers to as linguistic vulnerability.

15 Dr. Mary Zeigler (personal correspondence, ApBID6), of Georgia State University, and | talkedutithis
recently at a Linguistics conference.-socioeconastatus and usage of non-mainstream dialect isréift for
Blacks than non-Blacks.
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state inSpoken Souhat, “one of the many fascinating features otklocabulary is ...how
solidly it can connect blacks from different soakdsses”. In agreement with this, Spears
(1988) talks about growing up in the Midwest anat tBlacks of high socioeconomic status
spoke AAE for reasons of “solidarity and intimadp: 108). Baugh (1999) examined how the
use of AAE, incorrectly spoken by Blacks who spesknstream American English as their first
dialect, is important in conveying cultural allegie and solidarity to the African-American
community as a whole (p. 131). Therefore, as featjy discussed by many scholars, in spite of
many sociological factors, language is an importactor in one’s social and cultural identity
(Delpit & Dowdy, 2002, p. xvii; Mufwene, 2001, p61Wolfram & Schilling Estes 1998, p. 115;
Wolfram & Thomas, 2002, p. 201).

As seen with all the previously mentioned studilesre is room for more research
specifically looking at African American familiesoin various socioeconomic classes, their use
of AAE, and how these factors have affected thercational opportunities. Instead of just
casually mentioning the influence of parents oirttialdren’s lives, this study will consider
parents as major participants along with theirdreih. AAE-use by Blacks from lower and
higher socioeconomic classes will be included exdtef just lower income Blacks; it is typical
of most Linguistics studies to focus on the workatass or the poor (Baugh, 2000; Heath, 1983;
Howard, 2003; Labov, 1972; Rickford, 1999; Smithann2000). In addition, this project adds
to and extends beyond tH#ference theorypass the domination theory, which is a Marxist
perspective that “combats institutional processekideologies”, and towards thécourse
theory,a post-modern perspective, which looks at how thality of people’s circumstances is
actively shaped by the ways in which they interared respond to them” (Rampton, 2006, p. 18-

19). Overall, this particular study combines thaeepts or analytical frameworks from these
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aforementioned studies that analyze the linguistittural, and personal identities of Black
families from varying socioeconomic strata throtigé metadiscourse of African Americans as
they discuss language and education. This isdudiscussed in Chapter 3, which discusses the
present-day African American community in the tvittes in Tidewater Virginia, where the

research is based, along with information on théigyaants, procedures and methods.
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CHAPTER 3
RESEARCH LOCATION, PARTICIPANTS, AND METHODS
3.1 Hampton Roads

Tidewater Virginia, recently known as Hampton Rgasl$ocated in the southeastern
region of the state of Virginia. Although the atess been recently expanded to northeastern
North Carolina, it consists of the following sevmajor cities: Williamsburg, Newport News,
Hampton, Norfolk, Virginia Beach, Chesapeake anddrmuth. One of the main reasons the
Hampton Roads area was chosen as the researcig setiecause my family is from this area.
Additionally, the population is very diverse, beiagnajor port area and home to the largest
naval base in the country. It has one of the Ergérican American populations in Virginia.
Norfolk has a very visible African American commiyniwhere the Black-White population is
almost equal. Virginia Beach has a small Blackytajion who are members of a higher
socioeconomic class. Thus, all of this combine#esahis area the ideal setting to conduct
research on metadiscourse, attitudes and self{ptewoeof AAE among different socioeconomic
classes.

While talking with other African Americans, who évn the area, many of the older
people who are originally from the deep South #a&d they moved up to Virginia for better
opportunities and/or to eventually move up farthenth, but stayed because it was not the hustle
and bustle of many northern cities and it was ketthe slower paced areas of their home cities
in the deep South. As for many Northern Blackspyn&ho are younger, they were leaving the

Northeast and Midwest for better economic and etitueal opportunities and liked the
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Tidewater because it is a mixture of the Southldadh. Specifically, Norfolk and Virginia
Beach were the two cities chosen in this study lieeghey are geographically beside each other,
but are very different in multiple ways in theirqagation make-up, socioeconomically,
education-wise, and otherwise demographically.

3.2 Historical Facts of Norfolk and Virginia Béac

Norfolk. Around the sixteenth century, Europeans, the Shamsd English, began to
seize the land from Native Americans and settkaénpresent day areas of Hampton Roads. In
the seventeenth century, settlement of Norfolk becwidespread and then divided into what is
now Virginia Beach, Norfolk, Chesapeake, Portsmautth Hampton. Tobacco became the
dominant crop in the area. Of course, in the rmortiTidewater area of Jamestown, the first
Africans arrived in 1619, initially as indentureglgants but later to become enslaved (“race,”
2008). According to Parramore et al. (1994), tiveas a small number of Blacks in indentured
servitude, who were looking to be free after aaiaramount of years of labor, in Norfolk in the
1660’s and 1670’s (p. 47). However, the expeateddom that many wanted quickly terminated
into what would be permanent slaviryin 1790, the Black population in Norfolk roselt?74
enslaved and 61 free (Bogger, 1997, p. 8).

In the nineteenth century, trade was becoming sydead with the use of waterways and
railroads and the construction of a navy yard. Miegseceded from the Union and abolitionist
movements took place. Also African Americans dghbd Baptist and African Methodist
Episcopalian churches in the early part of thewsrthat would allow Blacks to hold leadership
positions within the church and would later tedt#rdcy and organize social and political events

(Bogger, 1997, p. 152; Parramore, et al., 199484). Because Norfolk was a port city and

% 1n 1682, the Virginia General Assembly declareat #il Blacks arriving in Virginia would be enslalor life;
however, there were free Blacks during and afterdbclaration (Bogger, 1997, p. 9).
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many ships frequented the area, there was a langerground Railroad movement aided by free
Blacks (Bogger, 1997, p. 165). Parramore (19%H) abte that the first Black-owned
newspaper, th&rue Southernemwas created in Hampton but moved to Norfolk i6@.8. 227)
and a secondary school, Norfolk Mission Colleges established for Blacks in 1886 (p. 254).
In the twentieth century, more economic growth witlde and the expansion of roadways (p.
290), legal segregation in schools established@nght against (p. 365), housing projects
constructed (p. 336, 352-53), more colleges andeausities (Norfolk State University in 1935
and 1942, Old Dominion University in 1930, TidewaB®mmunity College in 1968) established
and/or become independent of major universities {firginia State University, Virginia Union
University, and William and Mary).

In 1956, Virginia responded to the Brown v. Boafdducation ruling (see Chapter 2, p.
49) with what was called “Massive Resistance witleeeVirginia senator Harry F. Byrd pledged
to fight against the ruling by altering the admirative structure of the state’s public schools
(Rose, 2007, p. 122-123). Yet, while the Massiesi&ance law was taking place, the Norfolk
School board was in the process of complying witbv8 v. Board. Mass Resistance gave
tuition grants to students who were opposed toadhtegration and created a law that withheld
state funds from not only any school that compligtth integration but also any school that
agreed to do so. Therefore, Whites pulled theidobin out of the schools scheduled for
integration. The majority of middle-income andwéht White Norfolk parents accepted
integration and put their kids in private, churdaiganized schools, private tutoring academies,
boarding schools, and various other private insitis (p. 123) while less affluent White
Norfolk parents adopted a “wait-and-see” stancd 2d). Massive Resistance only applied to

schools in process of integration and black schdiolsiot meet the requirements of integration
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so they were never closed (p. 124). However, pgeal was put forward at the city council to
withdraw funds for all grades above the sixth gradiorfolk in order to punish the African
American community for their resilience in withstiimg Mass Resistance (p. 124). While all of
this educational and political mayhem was takiraxe] the NAACP had seventeen students,
known as the Norfolk 17, educated at First Baptist Church on Bute Strelelysto educate
them®. These selected students had a princtpathers, and administration along with a
curriculum that paralleled those of white studesttsvhen integration came they would be on
equal footing (p. 124).

Virginia Beach What is now northern Virginia Beach, the Capa&iyarea, is where in
1607, Christopher Newport and his men arrived, witters from England. Much of Virginia
Beach’s history is the same as Norfolk’s histonceiit was a part of Norfolk until 1691, when it
became what was known as Princess Anne CountyaiRare, et al., 1994, p. 53; Hawkins-
Hendrix, 1998, p. 19-20) Throughout the eighteemt nineteenth centuries, economic
development took place with plantations-Fairfietdl &immo Plantations- and the tobacco
industry (Hawkins-Hendrix, p. 23, 34). In additji@ourthouses, churches and lighthouses were
built. In 1784, the Methodist church said thavely is “contrary to the laws of God” (p. 35)
and gave their members a year to free them. Howeteourse, members overturned that for
economic reasons but did allow their slaves tadttshurch and become educated so they could

read the Bible and become familiar with Christiactdnes (p. 107).

" According to Rose (2007), the Norfolk 17 was “stéd to be the test case against school desegragati
Norfolk. They bore the brunt of the hostilities anastrations of both sides. Because Norfolk wagmagined to
portray its final compliance as peaceful, they watrengly encouraged to mute their accounts ofthele and not-
so-subtle confrontations that left permanent soartheir psyches” (p. 73).

18 They would not be returned to their regular schdmit would “wait it out” in their own school unttie appeals
process was over (Rose, 2007, p. 124).
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The American Missionary Society sent teachers dg aa 1863 to educate Blacks (p.
108). Martha Love Brown was the first to educalkacBs in Princess Anne County, where she
taught at Piney Grove School for thirty years @)L Other educational pioneers are Mary
Poole Gray, who was the first supervisor for Blackools and in 1937 helped form the first high
school, Princess Anne County Training Schdfdr Blacks, Bettie Forbes Williams, who was
the second supervisor, and William Skinner whotekthe first adequate school building for
Blacks with the help of the Rosenwald Fund (p. 11G).

Also, Virginia Beach was more known as a vacatigrdpot with its many hotels and
recreational facilities (Parramore, et al., 19946b). In 1906, the Virginia Beach resort area
was incorporated as a town and in 1952, it becamedependent city. However, in 1963,
Princess Anne County merged with the Virginia Beaagort to become known presently as the
City of Virginia Beach. Seaview Beach was oncéecalhe best “Negro Beach Resort” in the
US (Hawkins-Hendrix, 1998, p. 146). In 1989, Vinigi Beach made headlines for its Greekfest
riots on Labor Day weekend, when predominantly &fn American sorority and fraternity
members came head to head with the Virginia Beatibgofficers (Bourne, 2006). The ill-
effects of this riot were looting, vandalism, ra@gtacks and many Black organizations refusing
to patronize the area for a while (Bourne, 2006).

3.3 Present Day Demographical Information of Nik&ind Virginia Beach

Virginia Beach is a suburban-like resort area whbe median income is approximately
$61,333° with a majority White American population-73% (Ariman Communities Survey,
2006). The African American population is lesstlaahird of the White population with a total

of 20%. The total population of the city is 43396eople. In the 2007-2008 school year,

19 Anne T. Jeannes, a wealthy Quaker woman, helpethilaove Brown, a Black woman, to form the firgth
school in Princess Anne County (Hawkins-HendrixQ&%. 109).
% The mean household income is $74,864 (Americanr@amities Survey, 2006).
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Blacks made up 27.8% of the public school poputatihile Whites made up 56% (Virginia
Department of Education, 2008). 92% of the paparta who are at least 25-years-old have
graduated from high school, and 31% have at lehathelor’'s degree. Only 7% of the residents
are below the poverty line, which is less thandtate’s average of 10%. There is a 65.5%
homeownership rate. (American Communities Sur2896)

Norfolk with an overall population of 229,112 dretother hand, is deemed more inner
city with a larger African American population (462 compared to Virginia Beach which is
20%) with an income of $40,230, which is less ttl@median household income in Virginia,
$56,277 (American Communities Survey, 2006). Itsité/population is 48%, only about 2%
larger than the Black population. However, 63.%the students are Black and 23.7% of the
students are White who attend the public schodksygVirginia Department of Education,
2008). 83% of those 25-years-old and older arb bahool graduates while only 23% have a
bachelor’'s degree or higher. About 17% of thedesis are below the poverty line, which is a
little less than twice the state’s average. Thes45.5% home ownership rate (American
Communities Survey, 2006). Taken as a whole, thedestics illustrate how comparatively
different Norfolk and Virginia Beach are from eauther.

3.4 Participants

The participants were recruited by flyers thateithsent and were posted in churches
and community/organization activity boards or thiaanded out at church and homes. | also
recruited families by word of mouth by means of ‘theowball” technique (Milroy and Gordon
2003) without asking for personal information otgrttial interested interviewees, but by asking
a participant to give potential interviewees myteahinformation. Subsequently, the

interviewees contacted me and we scheduled a ontbém to be interviewed.
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The participants in this research are African Aears of varying incomes. In this
study, the participants’ incomes will be used as pithe categorization of their socioeconomic
status. |interviewed a total of twenty participgrbut only seventeen are included in this
research. There are seven family systems corgistigiblings, spouses, parent and child, or
aunt and nieces. | extended the families to con$ispouses and siblings because many times |
was not able to interview a family consisting ofyooane parent and one child. The parents
would be interviewed, but the children were unala# or just decided at the last minute that
they did not want to participate. As for the aantl nieces, the mother of the nieces did not want
to be interviewed, but the mother and her sisterckyse and have helped to raise each other’s
children. Therefore, the aunt and her nieces Jab &e a family unit to be examined. In African
American culture, kinship ties are very resiliesttpng, and significant crossing over
geographical boundaries and including blood andbioad kin (Billingsley, 1988; Scott &
Black, 1994; Wilson, Greene-Bates, McRim, Simmakskew, Curry-El, & Hinton, 1995). It
is common that those who would be traditionallynsag extended family are treated as
immediate family (Billingsley, 1988; Tatum, 1999).fact, those who are not blood-related can
be considered part of the family, which is knowrfietsve kin or “play” family members, and
may be addressed as “aunt”, “uncle”, or “cousiot,éxample (Tatum, 1999). Thus, all
together there are 14 people who are a part ahdyfgystem and three other people who are
not. | will keep the other three people when | aoking at generational, age, educational,
occupation, and income differences.

The following are all the participants, who havemassigned pseudonyms:

1. siblings: Angel (sister) and Tamika (sister)

2. aunt/niece: Marguerite (actually the aunt afjal and Tamika)



3. siblings: Lela (sister) and L.J. (brother)

4. spouses: Rose Marie (wife) and James (husband)

5. spouses: Carla (wife) and Tony (husband)

6. parent/child: Virginia (grandmother), Yvettadther), Antonio (son)

7. parent/child: Vanessa (mother), Alex (son)

8. independent: Esther, Terri, Linda

The following is a table on the participants’ baackgnd information, such as age, gender, city of

dwelling, education and household income.

Table 3.1

PARTICIPANTS
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Ph.D.

HOUSE-HOLD
NAME AGE |GENDER CITY EDUCATION INCOME
Angel 18 Female Norfolk in high school $0-9K
Tamika 21 Female Norfolk high schoo| $0-9K
Lela 30 Female Norfolk B.A. $50-59K
L.J. 20 Male Norfolk \évoArking on $0-9K
Tony 34 Male VA Beach BA $60-69K
Carla 33 Female | VA Beac B.A. $60-69K
Rose Marie 66 Female Norfol high school $10-19K
James 68 Male Norfolk some high $30-39K

school

Virginia 66 Female Norfolk high school $0-9K
Yvette 45 Female Norfoll AA. $30-39K
Antonio 29 Male Norfolk vAvoAr\king on $20-29K
Vanessa 47 Female] VA Bea¢ WIOF.king on $100K +
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Alex 21 Male VA Beach| working on $10-19K
B.A.

Marguerite 46 Female| VA Beach workingon $0-9K

GED
HOUSE-HOLD

NAME AGE |GENDER CITY EDUCATION INCOME

Esther 62 Female Norfolk Wworking on $70-79K
B.A.

Terri 38 Female | VA Beach Wworkingon $20-29K
B.A.

Linda 54 Female | VA Beach Ph.D. $60-69K

Angel and Tamika are two sisters, who are aboeetyears apart. Tamika has
completed a little over a year of community colle§ke is the older sister and Angel tends to
defer to her. Tamika is more outspoken, enjoykicgp shopping and sewing. Angel tends to
base what she says off of what her sister says.isS#till in high school and enjoys the computer
and wants to be a police officer. Both attendpdelominantly Black high school. They live
with their mother and baby sister in Norfolk. Tihkmily has the lowest income of all the
families, and they hope to move to Virginia Beaghlfetter housing.

Marguerite is the aunt of Angel and Tamika. Stegup poor and moved around to
numerous places in the US, but she considers Nanfl home, where she was also partially
raised. She is the mother of three children asdgnandchildren. She is divorced and lives in
Virginia Beach. She is working toward her GEDd &very active in church. Marguerite is
currently unemployed.

Lela and L.J. are sister and brother who are aleouyears apart. Lela is a college
graduate and a nurse in the military. She is mdmith two children. Lela is like a second
mother to L.J., who is an undergraduate working aegree in the Humanities at one of the

local four-year universities. They were bothrband raised in Norfolk and attended private
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schools. Their parents’ income is in the six-fegirand they grew up in a wealthy section of
Norfolk and were used to being around more Whitgpfeethan Blacks. According to Lela, their
father wanted them to be around Whites to learrerabout them and their culture so that they
would be on equal-footing as the White people theuld encounter in school, their
neighborhood, and other places.

James and Rose Marie are husband and wife wholilradan the northeastern part of
North Carolina and Tidewater Virginia. Virginiashheen a housewife since she has been
married and is currently a school bus driver. Jammea pastor and retired worker from the
Norfolk Ford plant. As a couple their income ipagpximately $50,000. They have five
children, with one being deceased. James is ttespparticipant in this research. Being a
couple of years younger than her husband, RoseeMarshed high school, but he did not.
They both attended segregated schools and gavieedetascriptions of their K-12 experience.
They also compared segregated schools to desegdemyads noting that Black students cared
more about education before desegregation.

Tony and Carla are a married couple in their etilyies with two young children. They
are college graduates. Recently, Carla quit Hetgdoecome a full-time stay-at-home mother,
so her income reflects that of her husband’s. Tiveyin Virginia Beach, but Tony works in
Norfolk. They are originally from two northern Bdater cities. They have been together for
about fifteen years.

Virginia, Yvette and Antonio are three generatiohsne family. Yvette is the mother of
three children, divorced and a former military wif8he was born and raised in Norfolk and
lives there now, but has lived in other parts &f ¢buntry in her younger adulthood. She is a

computer operator with an A.A. degree. Her moit&firginia, who has six children and has
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been separated from her husband for many yeams.is&iniginally from South Carolina, moved
to Baltimore, Maryland with her family at eightegsars old, met her husband and moved with
him to Norfolk. She is a high school graduateaany and a housekeeper. She is very active in
her church. Antonio is the son of Yvette and thengson of Virginia. After high school, he
spent four years in the military and lived abro&te is divorced with four children and has
custody of them. He is working towards an A.A. i&gnow and works for the city of Norfolk,
where he lives now. Yvette’'s income is the higian her son’s and her mother’s income.

Vanessa and Alex are mother and son. Beverlyheakighest income in this study. She
is married with three children. Her husband ithim military, and she is a nurse working on her
Ph.D. She lives in Virginia Beach in an afflueetghborhood. She is originally from North
Carolina from a working class family. She hasdiwe other parts of the country. Alex is
Vanessa’s youngest child and an undergraduate mgpdh a degree in computers at a local
university. He attended and graduated from hidgosktin Virginia Beach and currently lives
there.

Esther is married and has three adult childrensaweral grandchildren. She has lived in
Norfolk for over thirty years with her husband. S&énishing up her undergraduate degree in
Psychology at a local university. She is origip&tbm another Tidewater city. She is well-
known in the Norfolk Black community because sha member of many local, state and
national organizations. Additionally, when | spartouple of days with her for this research,
many random people came up to her, reminding herthey knew of her. She and her husband
own several businesses and real estate. Her hdisbacome is not included in the income she

reported on the background questionnaire.
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Terri has two adult children, who are in colledg#er husband, who was a military
veteran, recently passed away. Terriis finishipdner B.A. at a local university, where she is
very active. She is originally from New York angbght up in an upper middle class family,
although her current income is quite modest. S$ineently resides in Virginia Beach and has
been there for about ten years.

Linda is recently divorced with two adult childre®riginally from North Carolina, she
has lived in Norfolk and Virginia Beach for abohirty-five years. She is from a working class
family and attended segregated schools growing3ige currently lives in Virginia Beach and is
a professor at a local university. She has thedsgeducational degree, a Ph.D., of all the
participants, but her income is not the highest.

3.5 Methodology and Data Collection

After IRB forms were explained, read and signedador this research was collected by
use of questionnaires and interviews. Prior torkerview, a questionnaire was handed out to
each interviewee (see Appendix C). It consistelaakground information concerning
race/ethnicity, age, gender, place of birth, plaiceesidence, schools attended, highest level of
education, and an approximate family income. Tdtea interviews, which were conducted by
me, were located in the homes of the intervieweesome interview was conducted at an
elementary school. In order to jump-start therviews, | had a series of formulated questions
(see Appendix A). However, these interviews werefoional, but informal using a
conversation-like pattern, | asked questions baseesponses of the interviewees. | interviewed
each participant for forty-five minutes to an hamd a half using an audio-tape digital recorder.
However, some interviewees felt more comfortabladpenterviewed with another family

member present. So, group interviews were dotigeise cases. | also did participation
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observation-diagramming the interview setting aaldrg field notes during each interview
noting the time frame and gestures and movemeriteedhterviewees. Interviewees were given
duplicates of all information that | collected frahem. After the interview, they also received
ten dollars for allowing me to interview them.
3.6 Data Analysis

The interviews were transcribed using AmericanliSh@glphabet symbols and other
symbols (diacritic marks, periods, exclamation rsagkc.). There are approximately 350 pages
of transcription, which took about 170 hours totafter transcription, use of AAE features (for
instance, copula absence and lexical items) bynteeviewee were marked and annotated.
Some of those AAE features were re-transcribedgusia International Phonetic Alphabet (IPA)
in order to look at the commonalities between fheagers, in order to report on trends and
patterns. Then, | looked at the transcriptionsragad mark the usages of the concepts of the
theoretical framework Critical Discourse Analys)A) (as seen below and in more detail in
Chapter 5).

Using the questionnaires, | made charts and tablewing the background information
of the interviewees. | also made charts and tatie®lating some frequently used AAE features
of the speakers with CDA concepts by the speakes as speech as a social act, the epistemic
stance, moral stance, social identity, personaitifeand agency. According to Duranti (1997),
speech as a social act means “in saying somethimgye always doing something” as in
challenging, sustaining or reproducing social notimsugh speech (p. 222). In an epistemic
stance, the active voice is used the majority eftiime. When one looks at narratives and moral
stance, s/he is examining how the intervieweeiisguthe personal narrative to validate what the

interviewee believes as true. Social identity,@instated is assumed in society, while personal
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identity is ever-present. Social identity can ¢di@wvn personal identity. For example, if an
adult feels like they want to yell at someone (pead identity), the social identity regulates the
personal identity through social norms, i.e. soai#- it is inappropriate and immature to yell at
someone. Inthe grammatical social act, the imnod8NVe”, social identity can only be
manifested if interlocutors share cultural and diisgic backgrounds, if they share economic,
political, other social histories and conventidmattassociate those acts with a particular social
identity, and if interlocutors are willing or conasined to ratify speaker’s claim to identity (Ochs,
1993, p. 290).

However, before the data is analyzed using theejais of CDA, the next chapter is a
linguistic analysis listing and annotating the ma)é\E features found in the data collected.

Then, chapter 5 examines the data utilizing CDAnastioned above.
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CHAPTER 4
LINGUISTIC DATA AND ANALYSIS
Language is one of the many ways that identityasifested, and as previously
mentioned AAE use by African Americans is a waghow membership in the Black
community (Baugh, 1992; Rickford & Rickford, 200®mnitherman, 2000). Section 2.2 shows
African American history and how AAE is originat)dm the contact between Africans,
Europeans, Native Americans, and others. AlthcAl& shares features of other dialects and
languages, it is still uniguely its own dialects éxistence is proven, for example, through
numerous empirical and non-empirical descriptisosmfeveryday people and scholars and
scholarly, detailed analyses from data gatherelthigyists and other academics. AAE is
characterized by its deep structure, oftentimesaoant pronunciation, rhetorical style and
strategies for discourse (Rickford & Rickford, 2Q0@nitherman, 2000). In the traditional style
of Linguistics, this chapter displays tokens of Altguistic features found in the data.
4.1 Introduction
This research accrued a great amount of linguilstia including lexical, phonological,
morphological and syntactic data. The first sectionsists of a brief literature review from
scholarly works on the copula, agreement and negafl hese three features are some of the
most well-studied and hypothesized features of AAEen, the next section lists examples of
the major, recurring linguistic features foundhe data. The last section focuses on the five
major features that will be given more attentioBecause it is customary that most non-

mainstream varieties of English are compared wiginstream English, the AAE features below
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will be presented with its Mainstream American EstyMAE) counterpart beside it.

4.2 Research Concerning the Copula, Agreemenhagdtion

The copula, agreement and negation are a few ohdst studied linguistic features in
AAE. Below is a brief review of research from sosoholars concerning these features. With
the copula, the auxiliary and habitual “be” ardied. Concerning agreement, the third person
singular —s and hypercorrection of —s in the fursdl third person plural is discussed. Finally,
negative concord is reviewed concerning negation.

4.2.1 The Copula

When it comes to AAE, the copula is probably thestgymbolic feature of the dialect.
According to Rickford (1999), “AAVE copula is a shoase variable in American dialectology
and quantitative sociolinguistics. It is one of test-known to linguists in other subfields” (p.
62). However, there has been a lack of consistandy‘considerable variation among previous
copula researchers on matters as basic as whas fofrthe copula] to count and how they
should be counted” (p. 62). Still yet, Rickfordte® that, “if different researchers use different
formulae (as thego), comparisons across studies might be difficuftaf impossible to interpret
(as they sometimesre) (p. 65).

The copula is one of the most functional uses afrgnar in AAE. lItis
also one of the most studied features of AAE, nydbelcause there is absence not only in the
plural, like many other non mainstream varietieg€onglish, but also in the singular, which
makes it unique (Rickford, 1999, p. 62). Absentthe copula connotes present tense (simple
present and present progressive, in which the eopalld be the auxiliary). The absence of the
copula can be found before the locative, verbaledulal, adjectival and nominal predicates

(Green, 2002, p. 49). In this data set, the aéid@qredicate and the locative predicate had the



64

most tokens.Beforms of the copula connote habitb& showing aspect/duration of a habitual
meaning, and past morphology, i.e. compldtedshowing that something is already finished at
a particular time (Green, 2002, p. 98). Copulaeabs and contraction are features of AAE and
associated with African American identity.

4.2.1a Absence and contraction of copuddthough White nonmainstream American
English (WAE) showsire absence, the dialect has little toisabsence unlike AAE, where the
absence of the third person singular and plurahagyte (Rickford, 1999, p. 61). Earlier research
corroborates this, as in Labov et al.’s researgbrefadolescent adolescent Black boys in Harlem
in the 1960’s. Labov (1969) states in the arti€lentraction, Deletion, and Inherent Variability
of the English Copulahat deletion of the copula is an inherent vaadbl all of the NNE
[nonstandard Negro English, which is AAE] speakein®m we have studied (p. 728).
Additionally, “full, contracted, and deleted forrase all characteristic of NNE. The contracted
but undeleted form is least typical of NNE, and tretmracteristic of WNS [White nonstandard
English] and SE [standard English] (Labov, 1969/39).

In his research of the AAE copula in East Palo Atd, Rickford (1999) and his
colleagues show that when examining the absenteeafopula, “we can conclude tentatively
thatis andare behave similarly enough to be treated together7(). This is in agreement with
what Labov (1972) said almost 30 years prior.

In Black Street SpeecBaugh (1983) says that “the similarities are ngtriking than the
differences” betweeis andare (p. 102) Hediscussess andare and their historical origins of
not being part of AAE’s underlying grammar by cistd and definitely being a part of its
underlying grammar by dialectologists (p. 99). Tise of these two features are not so much

influenced by social factors but by linguistic fact. Grammaticallyis, in its absent and
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contracted forms, are highest in the following eonment: beforgon(na)and verb +ng (p.
101). Whilearein its absent and contracted forms, is more fratjurethe environment pre
gon(na)and prdocative(p. 102). It is assumed thiathas been in AAE grammar longer than
are, in whichare came into play when AAE speakers had contact wigEMp. 103).

In accordance witls being in the grammar longer, Smitherman (1977gstahTalkin
and Testifyinthat “when the forms die are used they are simplified so tis&ndwas usually
serve for all subjects of sentences, whether thgests are singular or plural, or referitgyou,
we, or whatever” (p. 81). Theseforms are produced by the speaker in order toepnv
meaning, as in the usewhsto convey to the listener that s/he means paseteWhen the
copula is omitted, it is due to “conditions thag fixed in time” and non-reoccurring events (p.
81).

4.2.1b Habitual “be”. In the copula’s habitual use, Green (2002) remtr&s“one
well-established syntactic feature of AAE is the o$the verbal markdye [italics are mine] to
signal the habitual occurrence of an event. Theufeas very common and has been used to
show how AAE differs from other varieties of Englisand it has also been used as the topic of
jokes and derogatory remarks about AAE and itslggrsa(p. 35). Although, as previously
mentioned, WAE speakers have the absence of thdacopthird person plural, habitual “be” is
moreso a characteristic of AAE alone.

In the earlier workTalkin and TestifyinSmitherman (1977) conveys how dynaivéds
in that it not only expresses habitualness, bediit also express the future. Context is greatly
relied on in order to distinguidbe as habitual action or future tense. For exampke use of the
adjectiveeverydayin conjunction withbe further conveys habitualness while the adverb

tomorrowexpresses the future.
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Baugh (1983) agrees that “without questiens truly a national feature of street speech;
furthermore, it is well known to adult speakers’ Tg@). He quotes Rickford on his 1974 work,
“The Insights of the Mesolect”, dmethat it connotes habitual or incomplete action, imitlso
adds that it would not be wise to consider it aspredominant characteristic” (p. 71). Baugh
also points out that his data on habitfob@hlnd its environments corresponds with that of Labov
et al. (1968) and Wolfram (1969).

4.2.1c ‘been’ and remote BINNoting Dillard’s suggestion (1972) thlaéenhas two
meanings, one stressed and the other unstressdioidi (1975, reprinted 1999) differentiates
been which is discussed below, from remote BIN, whicHfé@uses on more. Remote BIN,
which he refers to as BIN, means “action in the¢atispast” and shows “total completion of the
event” (p. 23). Its use is followed by non-statixerbs. However, that is only one meaning of
BIN. Most of the previous researchers only hadhimses of BIN with non-stative verbs, which
is why only a limited definition of it was given.(@4). Rickford explains that the use of BIN
followed by “stative verbs, or with either kindtine progressive” is different “assert[ing] only
that it began in the distant past and is still vaxych in force at the moment of speaking” (p. 23).

The auxiliariedbeenand remote BIN are distinct although they sourdsidime with the
latter pronounced with more stress than the form@8enerally speaking, Smitherman (1977)
says that “Black English speakers b&ento express past action that has recently been
completed” (p. 21) where “it is not time itself thigoverns the verb choice, but the way the time
is expressed” (p. 23). When spokbagnis used by itself which would be equivalent to MAE’
auxiliary haveplusbeen(p. 22). Stressed BEEN, which is her referencedmote BIN, is

emphatic showing that the action took place a kimg ago or it is an assertion that the action
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already happened regardless if it was done a \algibeor recently (p. 23). That is similar to
what Rickford stated above.

Looking further, Baugh’s work oBlack Street Speectthe stress obeen[my italics] is
phonemic in black street speech and therefore tapélshanging the meaning of the word” (p.
81). Giving credit to John Rickford who was thestfito make the distinction between the
varying forms obeenin AAE, Baugh explains the differences in meaningaerning remote
BIN. Depending on the type of verb that followsthanon-stative verbs remote BIN can mean
an action in the distant past that it totally coetedl while, on the other hand, with stative verbs
remote BIN means an action that took place in th&dt past but is still in progress (p. 81).

4.2.2 Agreement

The lack of the verbal morpheme —s in the thirgpersingular is another constant
linguistic feature in the speech of AAE speakerke hypercorrection of —s in first and third
person plural is also recognized. In their researdtiarlem, Labov et. al (1968) differentiates
this feature from the plural —s, which is consideiguite intact” and “the small amount of
disturbance” is due to consonant cluster simpliiocg “several individual items that have zero
plurals” in AAE, and “ a few individual speakers avehow much less regularity in plural
inflections than the norm” (p. 163). They concludat,

there is no underlying third singular —s in NNE&cause 1) the

percentage of its use never falls below 50%, 23ré&hs no stylistic shift

observable in moving from group style to singlesgass”, 3) “there is

no tendency whatsoever for the effect of a follaywowel to lower” —s

and hyper -s [“I trusts” and “my brothers plays’hwh “does not seem
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to follow any regular pattern and “has unsystemettiaracter (Labov, et

al, p. 164-165).

According to Wolfram (1969), in his work on AAE asdcial class in Detroit, working
class AAE speakers have more —s absence (p. 1&7)esearch aligns with Labov’s, and he
affirms that there is structural evidence for LaBoxew that there is no underlying —s in AAE
and that its occurrence is due to “dialect impastafrom SE [standard English]” (p. 137). In
addition, the hypercorrection of —s “formed on biasis of grammatical categories suggests a
grammatical rather than a phonological unfamiljawith SE —s third person” (p. 140).

In Black Street SpeecBaugh’s (1983) data reveals that “third persehig the most
likely to be absent in street speech (p286h comparison to other suffix /-s/ absences-
possessive and plural, which is compatible to Véoffis (1969) work in Detroit. Furthermore,
he notes that the adult participants “gravitatedsta street speech among familiars”.

On the contrary, Butters (1989) contradicts Lald®68) and Wolfram (1969) saying
that verbal —s is not an underlying feature of AABe goes on to say,

I am willingly to tentatively accept increased afbse of verbal —s as a

QUANTITATIVELY [his capitalization] divergent feate in BEV

[Black English Vernacular or AAE] (108)...[but] myvm belief is that

verbal —s is indeed alive and well in the speecimahy speakers of

BEV; to say that it “does not exist in BEV: is migréo define “pure”

BEV as pertaining only to those lects in which éhex no verbal —s—a

rather circular and misleading procedure, if tpel(09).

2 According to Baugh (1983), “street speech is threstandard dialect that thrives within the blacket culture,
and it is constantly fluctuating, as new terminglélgws in and out of colloquial vogue” (p. 5-6).
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Butters (1989) questions if this is a core granicahthange or just a stylistic one (p. 108).
This is in opposition to what Wolfram (1969) corads that it is grammatical.

Green (2002) also examines verbal —s as a thigbpal singular agreement marker, a
narrative present marker, in which see cites Bsiit#889) and Labov (1987), and a habitual
marker (p. 100). She reveals that

the number distinction between both singular andrgbl verbs is

neutralized, resulting in the use of one form ithbsingular and plural

contexts. It is often the case that the plurabvierm is used as the

default form, so for example, the plural form magcar with third

person singular...[and] the verb that occurs withtthel person singular

subject is not marked with an —s (p. 99-100).

Rickford (1999) discusses and compares verbal -esmgreeveral studies, Labov et al.

(1968), Wolfram (1969), Baugh (1979) and Fasold’89o0king at internal constraints and
style-shifting (p. 128-131). Fasold’s study loaktghe effects of the race of the interviewer on
the speech of the informants and did not find stiatlly significant difference between White
and Black interviewers (p. 128-129). Baugh’s staggmines familiarity and unfamiliarity
between interlocutors, and shows that familiarggmeen the interviewer and interviewee can be
significant (p. 129-130). Wolfram investigateslstghifting of the participants when reading a
passage versus being in an interview and foundfgignt style shifting among the working
class speakers (p. 130). Labov et al. observdssmimt peer group sessions and single sessions,
and did not identify and style shifting betweenstgessions (p. 130-131).

Poplack and Tagliamonte (1991) gives a synopsiswfhypotheses of verbal —s (p. 282-

283). Citing the earlier works of Labov, Wolfraand Fasold, one hypothesis is that verbal —s is
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not a feature in AAE, its occurrence is irreguéard thus, it is a case of hypercorrection (p. 282-
283). The second hypothesis, citing Bickerton, &ts) Pitts and Brewer, is that verbal —s is
“governed by an underlying creole grammar thaissirtct from SAE [standard American
English]” (p. 283). Referring to Schneider, thedhhypothesis states that verbal —s marked
present tense and was not irregular, stemming fhenfEnglish dialects that the enslaved
Africans were introduced (p. 283). The last hypsth, citing Myhill and Harris, claims that
contemporary verbal —s marks the Historical Preardtis variable but not irregular (p. 283).
Contrary to the first and second hypotheses, Pk@ad Tagliamonte proclaim that verbal —s
shows regular phonological conditioning, it is nexddom hypercorrection, “was an integral part
of the early Black English grammar”, and influendsdthe White English dialects during
slavery (p. 316-318). Thus, this is more in tuntnhe last two hypotheses.
4.2.3 Negation

In theNon-Standard English of Negro and Puerto Rican &pesain New York City,
Labov et. al. (1968), declare “we can say thatthey of negative attraction and concord offers
one of the best opportunities to study the relatioetween grammatical systems [MAE, WAE
and AAE]” (p. 267). Later Labov (1972), in his easch in Harlem on AAE of Black boys,
notes that “the first thing that we note in BEV §Bk English Vernacular] is the extraordinary
proliferation of the negative” (p. 178) and “the sheelevant fact about negative concord in BEV
is that it isnot optional; in the major environment, within the saolause, negative concord to
indeterminates is obligatory” (p. 180). Howeveisinot obligatory in certain instances, as in
the pre-verbal position (c.f. see pages 180-18iiobook for a more thorough account of this).
Looking at linguistic use of these features, theeagch shows that, “most importantly, consistent

use of negative concord is the characteristic of speakers of BEV in their peer-group
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interaction. Marginal members of the peer-groupuraland isolated individuals (“lames”) do

not show consistent negative concord” (p. 181), ¥stfor adults, they use negative concord at a
smaller percentage than pre- adolescents (p. 18&8)ov concludes that Wolfram’s (1969)

Detroit study corroborates with his findings comieg negative concord.

With his data on AAE in Detroit, Wolfram (1969) sithat in AAE “it [single
underlying negative element] may be realized omewmlefinite within the sentence” (p. 153).
Furthermore,

multiple negation is a property of NNE and nonstadd White

speakers...[but still there are] several types of tiplel negative

constructions [found only in AAE] (p. 153): negatiwon pre-verbal

auxiliary and its realization on an indefinite prding a verb (p. 153),

negative inversion (p. 154), multiple negation asrolauses (p. 155).

Looking at social class structure, his study comgithat the Black middle class and MAE White
speakers “show almost a complete absence of naitiggation, whereas the working-class
[Blacks] show multiple negation in over half of aflits potential occurrences” (p. 156).
Concerning gender, males show higher percentagribiiple negation (p. 162). With regards
to age, pre-adolescents use more multiple negtaomteenagers and adults (p. 163).

Just as Labov’s and Wolfram’s data show that tderathe speaker is the less s/he uses
multiple negation, Baugh’s (1983) data is in agreem According to him adult speakers of
AAE are consciously aware of their use of multipégation and willingly use it in contexts
where little to no stigma will be attached to thgm82). Baugh claims this heightened

awareness of the use of negation, multiple negatimiain’t, is due to the fact that it is deemed
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unacceptable in the educational system, espeeiaiiyng-wise. Thus, its use becomes more
limited and less frequent as one becomes an gui86j.

Martin and Wolfram (1998), comment that multipkegation (also known as negative
concord and pleonastic negation), where “the use@for more negative morphemes to
communicate a single notion”, is “one of the masticed characteristics of AAE” (p. 17). ltis
not like the rule in MAE where two negatives eqaglositive (p. 18). Multiple negation in AAE
“shares the majority of its structural aspects’hwitany other dialects and languages that allow
multiple morphemes (p. 25). They conclude thatdifferences between multiple negation in
AAE and MAE are due to the grammatical conditiondtte formation of the negative chains (p.
25), where the negative chain is a single entity?g) and the head of the negative chain is the
morpheme responsible for the negation (p. 24).

As mentioned above, Green (2002) states that pieittiegation in AAE does not make a
positive (p. 77). In multiple negation, multiplegators can be used in one sentence, and these
extra negators do not have any added meaning., Theibead negator is the one that is
responsible for the negation in the sentence asm@afentioned (p. 78).

As aforementioned, these three features have \mgrwell researched and studied
among linguists, educators and others whose irgeliesn AAE. Below are the linguistic
features, which include the three features diselssthis section, found in the data analyzed in
this dissertation. Furthermore, a few of the fezgéunentioned are not as common as others.

4.3Linguistic Features in the Data

When analyzing the data, the following linguist@afures below were extracted from the
data. The features are presented in a chart,l@mgeahe chart is a prosodic description. For

many of the features, there are numerous examplelg a few features may have as small as
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one example. However, only several examples of &zatlire are given, and beside each
example is the MAE equivalent. These representathaanples of each particular feature from
the data gathered from the participants are rangleeiected.
4.3.1 Absence of the Copula
In the absence of copula, the charts below areddny predicate, which would follow
the exact environment where the missing copula evbal The following charts consist of two
examples per row illustrating a locative, verbdlexbial, adjectival and nominal predicate.
The examples in Table 4.1 show the absence afdpela with the locative predicate.
The first example is an indirect question embeddelarger declarative sentence; thus, it has a
subject and predicate (Green, 2002, p. 87). Thsing copula is the third person singusar
The second through fourth examples are missinghihe person plural form of the verb “to be”,

are. Hence, any form of the copula may be absent.

Table 4.1
Locative Predicate
AAE MAE
find out where that phone at (Antonio) find outexe that phone is located
if they out of school (Virginia) if they are out sthool
they still on the first page (Carla) they are giillthe first page
we in school grounds (Angel) we are on school gdsun

In the examples in Table 4.2, the auxiliey which conveys the present progressive,

is absent.
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Table 4.2
Verbal Predicate
AAE MAE
what we supposed to drink (Marguerite) what wesaigposed to drink
they giving them a hug (Angel) they are giving thainug
why you paying this (James) why are you paying this
you set in your ways (Antonio) you are set in yoarys

In Table 4.3, the copula may be absent beforadverbial predicate. Both
sentences lack the copula in the second persounlamggefore the adverbs “here” and “there”
respectively.

Table 4.3

Adverbial Predicate

AAE MAE

just like you do when you here (Yvette) just likeuydo when you are here

when he gets to work you there for a when he gets to work you are there for a
purpose (Yvette) purpose

The adjectival predicate consists of an adjectjy@(bere the copula is separating the
subject from the description of the subject. Tir& find fourth sentences lack the third person
plural “are”. While the second and third senterex@smissing the third person singular “is”.
Table 4.4 shows that the copula may be absentyimamber before the adjectivé{@erson

plural and singular respectively).
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Table 4.4
Adjectival Predicate

AAE MAE
they cool (Angel) they are cool
she dead and gone (Virginia) she is dead and gone
something wrong (Antonio) something is wrong
they more worrisome than we are they are more worrisome than we are
(Tamika)

Table 4.5 shows that the copula may be absentuat®eg constructions. The
last example begins with “where”, which is usuatyadverb. However, in accordance with
Merriam-Webster (2008), “where” can be used asummoeaning “what place, source or cause”

(Merriam-Webster, 2008). Thus, “where” in thistarsce means “the place”.

Table 4.5
Nominal Predicate
AAE MAE
this your son right (Yvette) this is your son right
you a leader (Antonio) you are a leader

that my sister right here and here (Antonjo) tkanhy sister right here and right here

this where we’ve been (Virginia) this is where weebeen

This section on copula absence shows that the aopay be absent with
predicates: locative, verbal, adverbial, adjectimaiminal predicates. The majority of the
participants who exhibit copula absence have adtmld income of $30,000-39,000 except for
one whose income is $60,000-69,000. Carla hasitinest education level, which is a B.A.,

while Tamika has the lowest since she is stillightschool. Yet, Carla comes from a working
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class family. Yvette is the only one with a whitgar job, the others are either blue-collar
employees or unemployed. Consequently, the datassthat copula absence is prevalent
among those of lower socioeconomic status. Théseption is dedicated to the auxiliariEsen
andhave
4.3.2 Auxiliary

In English, auxiliaries are used as “helping” vetdbshe main verb. The auxiliaries are
have, beemnddo. According to Green (2002),

the aspectual markers (or verbal markers) in AA&Esamilar in form to

auxiliary verbs in general American English, ands tehared identity

may cause some confusion between speakers of thelamguage

systems. Because of this similarity, non-AAE sgeaknay expect these

markers to have the same role and meaning as i@y verb forms

in general American English. (p. 44)
The auxiliarydo is discussed below in section 4.3.4. In this sective consider the auxiliaries
haveandbeen Both of these auxiliaries have a high frequeinahis data.

Table 4.6 shows examples of the auxilibeen which is different from remote BIN
(4.3.4 Table 4.14). The auxiliahaveis also missing from constructions expressingenres
perfect progressive and after the mogalld

Table 4.6

been

AAE MAE

he been acting (Marguerite) he has been acting

I'm one of the older ones that been therd’'m one of the older ones that has been the
(Virginia)

re
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AAE

MAE

I'd been like what (L. J.)

I'd have been like what

that would never been open (Alex)

that would néwaare been open

The auxiliaryhavecan be absent or it can be used as the simplenpaatrative contexts,

which is the preterittad Table 4.7 shows that the pretehited can be used to mark “the time

before the present” and it is “often used in nareatontexts” with events that culminate before

now, basically referring to the simple past (Gre®#02, p. 92-93). This use of the past is

associated many times with children, adolescertsyanng adults (Rickford, 1999; Green,

2002, p. 91). Itis formed with “had” plus thespgense of the verb, as seen in both of these

examples below.

Table 4.7

have (preterite had)

AAE

MAE

so what | had did was taught myself
(Carla)

so what | did was teach myself

| had went to the library (Carla)

| went to therdéiby

| forgot what Janet had told me
(Virginia)

| forgot what Janet told me

they had built skating rinks (Yvette)

they builasikg rinks

Although there were not that many instances aof g#hould be noted that the conjugated

form of be preceding the main verhd but conveying a passive interpretation.
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Table 4.8
be + participle
AAE MAE
That's how | was did when | was That's what was done to me when | was
younger (Antonio) younger

The preteritdhadis associated with younger people as aforementidredever, no one
under the age of thirty-three had this featurén@irtspeech. In fact, Virginia, who is one of the
oldest participants had multiple representationhisfin her speech. Antonio is the only one
who hasbeplus the participle in his speech, and only onexaimple of it. In comparison to the
other participants who lack the auxiliaries, Lidd &lex, who both lack the auxiliatyave
beforebeencome from a $100,000 plus background, althougin tuerent income as a student
does not reflect that. Otherwise, the participaake-up for these features resembles that of the
section on copula absence. The following sechakd at agreement between subject and verb,
the adjective and the noun, and with the deternpheases.

4.3.3 Agreement (see 4.2.2 above for a thorough deseripti

Agreement in AAE and MAE can be different. Thddaling charts show agreement or
the lack thereof in comparison to MAE. Agreemegitgrns are shown in the following: subject-
verb in the first and third person singular andftret and third person plural, adjective-noun,
and article-noun.

The lack of agreement is evident in the data inesitbverb agreement in first person and
third person, as seen in Table 4.9. The thirdgressngular /-s/ or verbal /-s/ is added with a
first person singular subject (Green, 2002, p. 101)e use of second person singular and first
and third person pluravereanddo are used for the first person singular and thespn

singular. The plurahaveis used with the singular subject “God”.
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Table 4.9
Subject-Verb Agreement: £' and 3° person singular
AAE MAE

| says yes (Yvette) | say yes

that | were Black (Virginia) that | was Black

it don’t matter (Angel) it doesn’t matter

God have (Marguerite) God has

Verbal —s in MAE is usually used for singular sultgan MAE, but it can be used for
plural subjects in AAE, as seen in the last twoneples in Table 4.10. The first two examples
arebeforms, the first one beinge as the auxiliary in the singular form for a plusabject and

the second one Iz as the main verb with a plural subject.

Table 4.10
Subject-Verb Agreement: £' and 3° person plural
AAE MAE
there was no kids (Lela) there were no kids
her and Amy is ten years apart she and Amy are ten years apart
(Yvette)
what they wears around here (Tamika) what they weaind here
the other kids doesn’t (Tamika) the other kids tlon’

In the examples of adjective-noun agreement ind 4kl 1, the adjectives are plural
numerals except for the first, third and fourthrepée. The second example also has plural
adjectives, the description of two types of schadsnentary and high. In all four examples the

subject is in the singular.
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Table 4.11
Adjective-Noun Agreement
AAE MAE
two other guy (L. J.) two other guys
elementary and high school (Esther) elementaryhégtdschools
three class (James) three classes
twenty five cent (James) twenty five cents

Regardless of whether the noun begins with a vowalconsonant, the indefinite article
ais used. The examples in Table 4.12 show thdimtiearticlea being used even though the
following noun begins with a vowel. In MAE, a nquwhose initial sound is vocalic, ussas

the indefinite article for supposed ease of arétah.

Table 4.12
Article (a, an)-Noun Agreement
AAE MAE
a active (Antonio) an active
a entrepreneur (Esther) an entrepreneur
a opportunity (Virginia) an opportunity
a organization (Esther) an organization

There are more tokens concerning agreement thaothey feature in this study.
Dividing agreement further, subject-verb agreenmastthe most tokens in first and third person
singular. Every participant has a lack of agreenmetheir idiolect except for Linda, who has

the highest education of them all, a Ph.D. in EsigliThis feature crosses over all the
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socioeconomic class boundaries. The next sedtimtrates three aspectual markers, habitual
be remote BIN, andione.
4.3.4 Aspectual Markers

Habitual “be” refers to an action that is alwaysusually happening (Rickford, 1999;
Green, 2002, p. 49). Remote BIN “asserts thaattien began in the distant past and is still
very much in force at the moment of speaking” (Rict, 1999, p. 23; Green, 2002, p. 54-55).
The use of “done” emphasizes a completed actiock{®id, 1999, p. 6; Green, 2002, p. 60).

As stated above, the examples in Table 4.13 shtanathat takes place on a regular
basis. In the first example, the speaker talkaibb@roup of people who think they are “down”,
which means “cool”, all the time. The speakethi@ second example narrates a story about her
dating experience, and says that when her datelteokome, her Dad would always stand
outside the front door waiting for her return. Thed example means they are always saying
something. The fourth example is a negative varsichabituabe The last example is an
emphatic form of habitudde because of the addition of the auxiliaiy

Table 4.13

Habitual be

AAE MAE

they be thinking they're down (Angel) they are ajaahinking they're cool

Dad be standing at the door (Virginia Dad is alsvatanding at the door

they be saying (habitual be) (Antonig) The alwagsally say

don’t be having (habitual be) (Tamika) don’t usyalways have

they do be listening (habitual be- They are always/usually listening
emphatic) (Yvette)
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Table 4.14 shows that the MAE equivalent of renRité has the auxiliarjhhavebefore it
and also an adverbial phrase such as “since wdyibdhe past”. Many times a speaker may
add the adverb “always” to show the action is amg@and the prepositional phrase “for a long
time”, as is done by the speakers below to conthatethe action has been taking place for a

great length of time.

Table 4.14
Remote BIN (remote past)

AAE MAE
she always BIN fussing and she has been fusing and complaining for a long
complaining (Antonio) time (since way back in the past)
she always BIN into doing hair she has always been interested in doing haif for
(Marguerite) a long time (since way back in the past)
| BIN already graduated I'm out of | graduated from high school a long time ago
high school (Angel)

Donemeans resultant state or that an event has eldedicates the recent past or
having had some experience (Green, 2002, p. 60Additionally, “thedone[my italics]
sequence is quite similar to the present perfegeireral American English but it's not clear that
it always shares the range of meanings of the ptgsafect” (Green, 2002, p. 61). Table 4.15
shows that the use dbneis to show that an action has already been cosgpld@the auxiliary
doneis followed by the past tense form of the verlhe Epeakers use this verbal aspect of
completed action in the illustrative examples. debre examples of the usedwhewhere the
third example is equal to MAE’s present perfect anthe other examples the speaker is telling

the person that s/he has already performed themacti
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done[dan] (resultant state)

AAE

MAE

she done went through all the rig-a-m
roll (Yvette)

ashe has already gone through all the rig-a-n
roll

you done showed him everything
(Virginia)

you have already showed him everything

they done get into the point (Antonio)

they havétgoto the point

they done had their little argument
(Virginia)

they have already had their little argument

a-

Habitualbe remote BIN, andloneare three common aspectual markers in AAE. There

was also one form of completbd where the speaker executed a task and finiskeebbrtg time

ago:

Table 4.16

Completedbe

AAE

MAE

| be already finished the story and| By the time the other children finished
they still on the first page (Carla) | reading the story, | would have already
finished reading a long time ago before
they finished reading.

These four markers connote the duration of an mactibhether completed or habitual.

They also look at tense or time which refers tomtiee event took place, as in remote BIN

which means that the event already happened @odkitplace a while ago. The next topic of

investigation is negation.
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4.3.5 Negation (see 4.2.3 above for a thorough descriptio

The selections below consist of three main typasegftion found in this corpus:
negative concordjin’t andwon’t. Negative concord is a familiar grammatical featun AAE.
The wordain’t can have three meanind® + not, have+ not, anddo + not, as seen below.

Many times it is the negative form of the auxilemibe, haveanddo. The wordwon't, in many
instances in this data, is the past tendseaf not

Negation, in the tables below, consists of negatiwecord and the contractioas’'t and
won’'t. Negative concord (what some may term as multiplgation) is common in AAE. A
speaker can use as many negators as he or sheshpss as in Russian or Spanish. Thus, the
MAE rule of double negatives being ungrammaticaldwse they equal a positive does not apply
in AAE (Green, 2002, p. 77). As is the case inhmatatics, many prescriptive English
grammatical rules state that two negatives eqpalstive. Thus, multiple negation will make a
negative statement positive. However, that is hetdase in AAE. Multiple negation is

frequently used in an AAE sentence, as is illusttah Table 4.17.

Table 4.17
Negative Concord
AAE MAE
| don’t know really nothing (Marguerite) | don’takly know anything
the value don’t get nothing (James) The value nibese.

don’t ask the Lord to give you no rest Don't ask the Lord for (any) rest
(Virginia)

don’t go shoot nobody (Tamika) Don’t shoot anybody

According to Green (2002)ain’t as a negator does not have distinct past or nsh-pa

forms” (p. 39). For example, it can be used inghesent perfect tense as well as the past,
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present progressive, present perfect progressngefuaure tenses (p. 36-39). Tables 4.18, 4.19,
and 4.20 represeain’t as the auxiliariebe + not, have+ not, anddo + not As noted above
there can be an absence of the auxilyhaveor doin AAE in a positive sentence. Therefore,
it is questionable i&in't is part of the auxiliary or just the negator (&een, 2002, p. 39-41 for
further details).

In Table 4.18ain’'t conveys the present tense of the auxill@yegated. Though, the
third example has the missing copula as the main. vim addition, that same example lacks

“there” so that what would be “there are” in MAEaguivalentin’t in AAE.

Table 4.18
ain’t = be + not
AAE MAE
| ain’t trying to read (Yvette) I am not trying tead
no, you ain’t going to work (Antonio) no, you aliegoing to work

ain’t no need of being in there (Virginia) Thera’tsany need of being in there

God ain’t going to do things that we can| God isn’t going to do the things that we
do (Virginia) can do

In the examples in Table 4.18in’t is the equivalent of the auxiliahaveplusnotin

MAE.
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Table 4.19
ain’t = have + not
AAE MAE
they ain’t never catch him (Angel) they haven’t egaught him
| ain’t seen him (Virginia) | haven’t seen him

they ain’t never put me in Spanish (Ange|) Theydrdizever put me in Spanish

your Mama ain’t teach you about (Angel) your Manaartit taught you about

Ain't is equated talo plusnot In some instancesmn’t meango haveplusnot, as in

examples one and three. Both examples are sé@abla 4.20.

Table 4.20
ain’t = do + not
AAE MAE
| ain’t got nothing to worry about | don’t have anything to worry about
(Angel)
he ain’t keep in touch with my he doesn’t even keep in touch with my children

children (Antonio)

meet a man ain’t got no car (Virginia) meet a méao doesn’t have a car

| ain’t know nothing better (James) | didn’t knowyghing better

In Table 4.21won’tis used instead aferen’'tandwasn’t At first, it would seem that the
pronunciation ofvon’t may be due to r-deletion wferen’t Yet, for plural and singular subjects
the third person singular verb is often times usedboth, which would b&vasn’'t Won'tis used

only as the past tenbe + not. Its other use is the traditional MAE meaningwif not.
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Table 4.21
won't = be + not

AAE MAE
Daddy won't there so | did this (Antonio) Daddy waghere so | did this
yall won't going to live (Virginia) yall weren’t gag to live
mama won't there it doesn’t matter Mama wasn’t there so it didn’t matter
(Antonio)
| couldn’t get used to it and then | got | couldn’t get used to it and then | got
married | still won’t [used to it] well | married | still wasn'’t [used to it] well |
kinda liked (Virginia) kinda like

The participants that show features of negatiaheir speech have a household income
of $30,000-39,000 and below. The highest incorael leepresented by these speakers is an
Associate’s degree. Most of the tokens on negatwveord are exhibited by the two oldest
participants, James and Virginia. Angel and Virgihave the most tokensaifi’'t. The only
tokens ofwon't are spoken by Virginia and Antonio, who are reldtedach other. By looking
at this data, negation is a feature associated mibindower socioeconomic classes. The next
section also looks at contractions, but thosedhathe reduced forms of the auxilidygveand
the future mood.

4.3.6 Modal Perfect and Future Tense

The contraction & is the reduced forms of the auxilidmgveand the future tense
“will/going to” (Green, 2002, p. 40). The modalrfext consists of the modatsouldor would
plushavein MAE. In AAE, the modal perfect constructiomsetimes can be the modal plus

The examples in Table 4.22 show that the mudalldin contracted form with the

subject plus, which is the reduced form bfave
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Table 4.22
would have (modal perfect)
AAE MAE
He’d-a been there (Virginia) he would have beemeghe
I'd-a (James) | would have

she taught you what is right...she-a tekhe taught you what is right...she would tell
you the truth (Virginia) you the truth

| get to by-pass that class and they-a| | would get to by-pass that class and they
change me out of that class (Tamika) would take me out of that class

The first example in Table 4.23 is an examplegaiifig to” being reduced @
immediately following the contraction “I'm”. Thetleer examples can be either the full form of
the contraction “will” or the reduced form, whic$ill

Table 4.23

will/going to (future tense)

AAE MAE

I’'m-a give you all the rights (Antonio | am going give you

if they don't they-a be in a cop they’ll be in a cop’s car...they will get a
car...they will get a warning (Tamika) warning

he-a make me go help somebody elsehe will make me go and help somebody else
(Angel)

they...say I'm-a kill you (Virginia) they say | wikill you

All of the speakers who use the feature contracti@ in the modal perfect and future
tenses make $30,000-39,000 and below. The oldestipants, James and Virginia have this
feature in their linguistic repertoire and so do twf the youngest ones, Angel and Tamika. The
highest education level of these participants wmthis feature is high school. The next section

shows irregular nouns and verbs that are formel thé regular MAE endings in AAE.
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4.3.7 Regularizing the irregular

In MAE, there are irregular and regular nouns aeidbs. The regular forms of these
parts of speech are more common. For nouns, t@ mekplural, add an —s word final. For
verbs, in order to make the past tense, adeeamword final. In the examples below, the
speakers used regular constructions for irregudana and verbs.

The irregular nouns ahildren, gentlemenand women which are already in their plural
form, with child, gentlemanandwomanbeing their singular forms respectively. The &eea
below added plural /-s/, which is the regular plenstruction, to an irregular plural noun

forming childrens gentlemensndwomens

Table 4.24
Nouns
AAE MAE
three childrens (Marguerite) three children
two grandchildrens (Marguerite) two grandchildren
these gentlemens (James) these gentlemen
these womens (Virginia) these women

Table 4.25 shows that although in MAgpw andknowhave irregular past tense forms,
grewandknewrespectively, AAE speakers formed the past teh#geoverbs using a regular

verb form rule for past tense endings. Consequgetigyendings beconggowedandknowed
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Table 4.25
Verbs
AAE MAE
| growed (Marguerite) | grew
| knowed (James) | knew

The morphological rules for regular nouns and vargsmore common. Thus, these rules
are also applied to irregular nouns and verbs mmainstream English, like AAE, which makes
the grammar more consistent and systematic.

Only three participants, Virginia, Marguerite, alaimes, with lower socioeconomic
status use regular noun plural formation for irtagnouns and regular verb past tense formation
for irregular verbs. James has the highest incoh$30,000-39,000 but does not have a high
school diploma. Virginia graduated from high sdhmat only makes between $0-9,000.
Marguerite’s income is also between $0-9,000, ddis working on her GED. The subsequent
topic of discussion is on five types of pronouns.

4.3.8 Pronouns

There are five different types of pronoun displapetbw: resumptive/appositive,
possessive, reflexive, demonstrative, and expletnexistential “it”".

The resumptive pronoun in AAE follows directly theper noun in the subject position.
In this instance, resumptive is referred to, ndhmtraditional sense of being in object position,
but as belonging to the subject. Rickford (199%¢nethis type of pronoun as an appositive or
pleonastic (does not contribute any extra mearpngnoun (p. 7). In the examples below “Dad

he”, “my grandfather he”, “Antonio he”, and “my dghter she” are one and the same.



91

Table 4.26

Resumptive/Appositive Pronouns

AAE MAE

Dad he graduated (L. J.) Dad graduaietie graduated

my grandfather he would see (James)) my grandfatbaeld seeor he would see

Antonio he played (Yvette) Antonio played He played

my daughter she (Marguerite) My daughtarshe

Table 4.27 shows subject pronouns can be usedsasggive pronouns and are most
common with the plural possessive pronoun “the@ihly realized as “they”. Both the

possessive and reflexive pronouns can have “owdédds an intensifier (Green, 2002, p. 22).

Table 4.27
Possessive Pronouns
AAE MAE

they child (Yvette) their child

they thing that is most needed their thing that is most needed
(Rose Marie)

they own life (Antonio) Their life, “own”= intengir
they friends (Angel) Their friends

Table 4.28 shows that in MAE, the reflexive pronaaiformed with the object pronoun
+ self. The following speakers create the reflexvonoun by using the possessive pronoun plus
self, e.g. “hisself”. Additionally, as seen beldatcan also be formed with the subject pronoun
plus self along with the MAE version of the objpobnoun plus self. For example, “theyself”,
“theyselves” and “theirselves” are all variants‘ttiemselves”. Furthermore, just because the

pronoun is plural does not mean that self will beecselves, as seen in example four below.
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Table 4.28
Reflexive Pronouns
AAE MAE
hisself (Antonio) himself
theirselves (Yvette) themselves
theyselves (Antonio) themselves
theyself (Tamika) themselves

your own self (interviewer)

yourself, “own” = ermguliic

Table 4.29 shows a particular use of demonstratiMes speakers use the object pronoun

“them” as the demonstrative pronoun. In MAE denti@&tive pronoun for plural nouns is

“these” or “those”.

Table 4.29

Demonstrative Pronouns

AAE

MAE

them scholarships (Yvette)

these/those scholarships

T Model Fords thems was old cars
(also resumptive) (Virginia)

those were old cars

them people (Lela)

those people

them grades (Marguerite)

those grades

Table 4.30 shows that AAE makes a generalized 88 mstead of “there”. The

expletive pronoun is also known as existentiahiganing that something exists (Rickford, 1999,

p. 8; Green, 2002, p. 80). Itis also known astexitial “it” or dummy “it". “They” is another

existential pronoun, but there are no signs of this data.

“It” is used instead of the MAE

equivalent “there”, as seen in the examples below.
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Table 4.30
Expletive/Existential “it”
AAE MAE
it's one teacher named (Angel) there’s one teachared
it's people thinking that (Virginia) there are péothinking that
it's snow on the ground (Yvette) there’s snow oa ginound
it is still a lot of racial (Marguerite) there itilka lot of racism

A wider range of socioeconomic status is represkint¢his section on pronoun use. Income
levels range from $0-59,000. Lela and L.J. araragf this group, and they were raised by
parents who make $100,000 plus. The highest dégvekis a Bachelor’s of Arts and the
lowest education level is some high school. Sohtbese participants are not employed while
others have blue-collar and white-collar jobs.

In this data, besides Linda who has the highestaen level, every participant has at
least one AAE feature present in their speech.sTalroad range of education levels, income,
and occupations are represented. Those of low@esmmomic classes have more AAE features
in their idiolect than those of higher socioeconouriasses. Generally speaking, this data
reveals that the use of AAE extends beyond the wgrélass or the poor and lower education
levels. In the following sections, | turn to phéogy.

4.3.9 Pronunciation

In Table 4.31, examples of AAE pronunciation aneegi The first one deals with the
wordtests It is common in AAE to have consonant clusteluation. Therefore, the singular
form of the wordestswould betestending in [-s] and not [-st]. Using MAE phonologyes of
the plural with words ending in a fricative, on@sld add /sz/. Thus, the AAE form dfests

would be [tsos]. For many words beginning with the cluster-/sthere is a tendency for AAE
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speakers to pronounce [skr-], which is viewed mprstized, especially before high vowels
(Green, 2002, p. 122-123; Rickford, 1999, p. ). ARE and Southern English, it is common to
delete [-r] word final after a vowel, as seen beloihe wordhear (Rickford, 1999, p. 5). James
says “pastoring”, which is used as a verb, for gdartto pastor a church”. He pronounces the
final [n] as [n]. This is also a common phonological featn AAE (Green, 2002, p. 121-122;

Rickford, 1999, p. 4).

Table 4.31
Pronunciation
AAE MAE
tests [tsos] (Yvette) tests {s]
street [skrit] (Esther) street [strit]
hear [hjs] (Linda) hear [ha]
pastoring [peestin] (James) pastoring [paast]

All of the participants have AAE phonological ferds represented in their speech. Linda, who
has a Ph.D. and did not have any grammatical fesitnir AAE, has several AAE phonological
features in her speech including deletion of wamdlf‘r” as seen above, deletion of word initial
vowel that precedes a consonant, “a” in “abouttysmmant cluster reduction, and the realization
of the interdental “th” as “d” in “them”. Beingspeaker of AAE is more than just grammatical
features but of phonological features as well. gkding to Rickford and Rickford (2000), “it is
often the pronunciation of consonants that distisiythe speech of Blacks from other ethnic
groups” (p. 102). Most standard AAE speakers, likela, do not have grammatical features of
AAE but do have phonological AAE features (Rickf@&dRickford, 2000; Smitherman, 2000;

Spears, 1988). The next section gives an exanagle @ hypercorrection and folk etymology.
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4.3.10 Hypercorrection and Folk Etymology

There is use of the MAE superlative endirgt/-of singular nouns for multi-syllabic
words in AAE. Thus, a word like “spoiled”, whiclas a schwa that makes it a two-syllable
word, becomes “spoiledest” in AAE. The use of ‘ifgest” is a form of hypercorrection. Folk
etymology? is common when a new word is formed and the hefidenot perceive the word
correctly; therefore, s/he comes up with an analsgeord that, for example, may sound the
same and/or is related in some way. In the exabg®v, the speaker, a 66-year-old female,
referred to a man suffering from a “rheumatic hHeast“romantic heart”. “Romantic” and
“rheumatic” sound similar. Additionally, “romantiénd “heart” are semantically related in that

they correspond to feelings.

Table 4.32
Hypercorrection and Folk Etymology
AAE MAE
most spoildest (Yvette) most spoiled
romantic heart (Virginia) rheumatic heart

The above examples are of hypercorrection andefiginology. The word “spoildest” can be
deemed as a form of hypercorrection while “romahégart” is an example of a folk etymology term.eTh
following examples are terms or lexicon retrievemhf the data.

4.3.11 Lexicon

The lexicon is one of the most dynamic feature&Af. Some of it has crossed over to

mainstream lexicon, e.g. “cool”, while others stdmain mostly a part of AAE lexicon, e.g.

“saditty” (see Green, 2002, p. 13-15). The follogvexamples are from the data collected.

% 1n personal correspondence (May 1, 2008) withstio-phonetician Rebecca Childs, Ph.D., folk etiyagpis
when the speaker re-parses or re-phonologizes @ Vike in this instance a health —related terrmtke the term
seem less severe.
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These terms are “slowful” and “drank”. There wseseral participants between the ages of 50-
65 years old who used this term, “slowfiilito mean lazy, slow, lethargic, and sluggish. When
they used this term they said it with annoyancke Word “drank” means beverage, and Virginia
is referring to an alcoholic beverage. It is a omon Southern English term for beverage with
“drink” as the most common variant of it. The wdfdneralized” is mentioned by several of the
oldest participants in this data. The noun funirahade into a verb. If someone says that,
“Ann will be funeralized tomorrow”, its MAE equivaht is “Ann’s funeral will be/will take

place tomorrow”.

Table 4.33
Lexicon
AAE MAE
slowful (Virginia) lazy, slow, lethargic, sluggish
drank (Virginia) beverage
to funeralize (Virginia, James, | X's funeral will be/is (taking place,
Rose Marie) happening)

According to Green (2002), “the lexicon of AAE indes items that are unique to it” (p.
12). Additionally, as mentioned earlier RickfonadaRickford (2000) remark that it is African
American English vocabulary that connects Blacksifall socioeconomic classes. From
grammatical features to phonological featuresxatn, section 4.3 displays examples of the
major linguistic features found in my sample. Tla¢adreveals that every participant, regardless

of his or her socioeconomic status has at leasgmm@matical or phonological feature.

2 Recently, | have heard the use of “slowful” byia&m Americans in Alabama and Michigan. When | dstee of
the informants to repeat the word, the informadtatid explained to me that it was in the Bible. éiWhlooked in
the King James Version, | found the word “slothfd"word originating in the I5century, which means “inclined
to sloth, indolent; lazy” (Merriam-Webster, 2008).can be pronounced as [skfol]. With consonant cluster
reduction in AAE, “slothful” sounds like “slowful[slowfal].
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4.4 Summary

The majority of many of the features listed aboreetaken from some of the same
participants. The participants with the higheriseconomic status have fewer AAE linguistic
features than those of lower socioeconomic clasé@sever, in the next chaptévietadiscourse
Data, examples from those participants that did noehauch representation in linguistic
features will be given. These other participané&y mot have many AAE linguistic features, but
their (meta)discourse reveals their membershipenAfrican American community. The
metadiscourse analysis supplements the linguistityais by revealing AAE membership of
those participants who have very little grammatasad phonological features represented in

their speech.
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CHAPTER 5
METADISCOURSE DATA AND ANALYSIS

5.1 Introduction

In the previous chapter, African American Englistguistic features such as the copula,
agreement, and negation were extracted from ttee dahmined and explained. This is the
traditional sociolinguistics way of listing linguis data while looking at the contextual factors of
race, socioeconomic class, age, gender, and gdogtapation. Although it is necessary and
fruitful to analyze data in this fashion, that rdyoone way of analyzing linguistic data and one-
half of the analysis for this particular reseaBbsides looking at just phonology and grammar
to examine how identity(ies) is manifested throlagiguage, examining one’s perceptions,
views, and attitudes on language, and those ofsitlealso another way of doing so.
Consequently, it is with this in mind that the ays& extends to looking at the metadiscourse,
albeit in an unnatural setting (interviews), of ffeticipants. According to Betsy Rymes (2006),
metadiscourse is “generally speaking, people’sriggm of language and their hypotheses
about what certain kinds of language mean, whidalled metadiscursive commentary”
(personal communication, August 6, 2006). Furthigtand (2005) explains that,

Essentially metadiscourse embodies the idea thmtremication is more

than just the exchange of information, goods owises, but also

involves the personalities, attitudes and assumgtaf those who are

communicating. Language is always a consequenitgavfiction, of the

differences between people which are expressed aWgrband
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metadiscourse options are the ways we articulate camstruct these

interactions. This, then, is a dynamic view ofgaage as metadiscourse

stresses the fact that, as we speak or write, wetia¢e with others,

making decisions about the kind of effects we aéryg on our listeners

or readers. (p. 3)

As mentioned earlier in Chapter 1, metadiscourghigresearch refers to the spoken language
of the participants concerning topics of languageg, and education.

A language is not only “a system of words and gratical rules, but also an often
forgotten or hidden struggle over the symbolic powefea particular way of communicating, with
particular systems of classification, address afierence forms, specialized lexicons, and
metaphors” (Bourdieu cited in Duranti, 1997, p..4Brcording to Bourdieu, a “certain
linguistic expression can perform an action onlyh® extent to which there is a system of
dispositions, dabitug’, already shared in the community” (p. 45). This@mething that
Linguistics, as a whole, does not often take imtwoant. Therefore, the next section of the
chapter continues with the idea that languagesiscaal act, discussing membership in the
African American community among the intervieweddhe participants and how this
familiarity plays a role in analyzing identity iianguage. This, in turn, resumes into an
overview of Critical Discourse Analysis (CDA) firahd then social realist theory explaining

why both this method and theory, respectively,umed in analyzing metadiscourse and identity

% n personal correspondence with Amy Heaton (Ma3&}0a linguist who studies discourse analysisithalis
“the durable motivation, perceptions, and form&mfwledge that people carry around in their heads eesult of
living in a particular social environment and tpagdispose them to act in certain ways” (her notes)
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for this data. Thereafter, the following elicitgdestions (also included in Appendix A) on

metadiscourse will be answered using examples theninterview$’ in this data:

1.

8.

9.

Tell me about the way you speak. Do you like it?atMimakes your speech different from
the way mainstream English speakers speak?

Were there attempts to correct your speech?

Who speaks like you do (family, friends, etc.)?

Tell me how people speak where you live.

Has a teacher (principal or any school officialgegorrected your speech? Tell me what
happened. How did you react?

Give me an example of “correct” or “proper” English

Describe how people should speak at school, chtaahg, etc.

What can you tell about a person from the way sfieaks?

How do Black people speak?

10.Tell me what people say about the speech of Bladple.

11.How do you think White people speak?

12.How do people judge the way others speak?

Instead of answering every individual questioesthquestiorf8 were put into categories based

on themes extracted from the transcripts. Conssty¢he following are the created categories:

Perceptions of Their IdiolecSociety’s Metadiscours&peech in Different Contexts, Black

Speech vs. White Speech, African American ldeatiyBlacks in Education and Employment

% The interviews are transcribed using some purictuéor clarity, although | do think that speectc@nstantly
flowing and lacks the structure of written language

?® These formulated questions use the terms “propeitarect” due to the fact that in a past pilaidy on the
same topic those terms were a part of the langtregparticipants used when conversing abdAE and non-
mainstream English. It is in this vein, that thesens, being synonymous with mainstream Englisstamdard
English, will also be used in this chapter.
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It should be noted that every participant did ntsveer every question. Moreover, in most cases,
the answers to these questions were answered whhwing to pose the question. Because of
this, the interviews flowed like a conversatiorhetthan a question-answer session. Finally, the
last section examines the associated concepts Af @Dich are the epistemic stance, moral
stance, social identity, personal identity, andnagethrough the chosen narratives of the
participants, found in Linguistic Anthropology, native analysis, and Sociology (Archer, 2000;
Chouliarki & Fairclough, 1999; Duranti, 1997; Faiegh, 2003; Gee, 2005; Ochs, 1993; Ochs
& Capps, 2001; Rymes, 1995).
5.2 Speech as a Social Act: Membership in threcé&hi American Community

Linguistic practices are cultural practices; tHussaying something we are always
doing something” (Duranti, 1997, p. 222). Accoglio Bakhtin (1986), “the speaker’s very
selection of a particular grammatical form is distic act” (p. 66). In addition to a “stylistic
act”, speech can be used as social action in ¢oder.sustain, reproduce, or challenge particular
versions of the social order and the notion of @er®r self) that is part of that order” (Duranti,
1997, p. 228)Just through speech alone, the listener can igethiéf social information of a
speaker, i.e. race/ethnicity, gender, age. Thasnmatical and phonetic features along with
social factors go hand in hand. According to O@de93), “speakers attempt to establish the
social identities of themselves and others throwggbally performing certain sociattsand
verbally displaying certaistanceqditalics are Ochs] (p. 288). In addition, shesay

Whether or not a particular social identity doedeied take hold in a social

interaction depends minimally on (a) whether theaser and other

interlocutors share cultural and linguistic convems for constructing

particular acts and stances; (b) whether the speaidother interlocutors
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share economic, political, or other social hisrénd conventions that

associate those acts and stances with the partisoeal identity a

speaker is trying to project; and (c) whether otimerlocutors are able

and willing or are otherwise constrained to ratifie speaker’s claim to

identity. (p. 290)
Yet, there are sociolinguists that do not necegsagree with that. 1The effects of the race of
the interviewer on sociolinguistic fieldwgr€ukor-Avila and Bailey (2001) initially note that
much of the data on AAE comes from that done byt@ghip. 254) and “the role of familiarity
has received little attention in sociolinguisti¢p” 256). In concluding, they admit that it would
be “premature” to claim that the interviewer’s ralmes not have an effect on data gathered, but
“that controlling for factors such as familiaritpéthe presence of other peers can ameliorate
many of the effects that the race of the interviemght have” (p. 266).

In congruence with Ochs above, to a certain éxtere’s success in expressing identity
depends on patrticipants or interlocutors sharisgralar or the same cultural background. This
is in spite of the potential of the observer’s plarg where participants change their behavior
based on who interviews them (Labov, 1972, p. 2bB&. participants and I, the interviewer, of
this research are self-proclaimed members of the#@f American community. | was born in
Norfolk, but was not raised there. Yet, | haveselofamilial ties to the Tidewater area.

5.2.1 The Interviewer’'s Shared Membership throBghech and Racial Identity

Through the use of linguistic features based orfEA¥iembership in the Black
community was shown, not only by the participastse(chapter 4) but the interviewer as well.
The following table gives one example each of fieeninant AAE features (found in this data)

uttered by the interviewer.
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Table 5.1

Linguistic Features Example

of Interviewer

Copula AAE: you not shy are you
(Absence) MAE: you are not shy are you
Agreement AAE: now itdon’'t matter if they come from a wealthy family
(Subject-Verb) MAE: now itdoesn'tmatter if they come from a wealthy family
Auxiliary AAE: how long you albeenfriends
(been MAE: how longhaveyou allbeenfriends
Negation no results from data
Pronouns AAE: your ownself
(use of intensifier “own”) MAE: yourself

Despite not having features of negation, it is emicthat | am also a speaker of AAE such that
there is an element of familiarity between themvieavees and me.

Yet, in my notes, it was noted that before th@rder was turned on, a couple of the
older Black females would give me directives (iget this”, “don’t sit there”), but as soon as
the “on” button was pushed, these same particidg@tame more passive, asking and worrying
about how they sound. The relationship went frédeiofemale-younger female, where the
older one is in control, to interviewer (youngemtde)-interviewee (older female) where the
power switched. This is reminiscent of the resednc Juanita Johnson-Bailey (1999), who is
African American, and has conducted interviews wiftican American participants. Having a
doctorate, some of her interviewees equated heeita) in a higher socioeconomic class, which
was one of the factors that initially caused aibatyetween her and her participants (p. 664).

Nevertheless, the advantages of having a shared aacl gender background superseded those
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barriers and “moved the women on both sides ofape recorder to greater intimacy and trust
and occasionally to tears” (p. 669). Similarlyttwe beginning a few of my interviews did not
flow well, most likely due to the education diffece between me and several of my
participants. However, while reviewing the trangtsj the my speech becomes less mainstream.
More AAE features are spoken as the interviews ngsgged even when the participant’'s speech
is more mainstream, which is a form of interdisoutg Because of this type of codeswitching,
it is apparent that the participants eventuallywessed more and spoke more freely, most likely
feeling more comfortable, which diminished the povade of the interviewer and subordinate
role of the interviewee.
5.2.2 The Necessity of Moving Beyond Linguistiatéres and into Metadiscourse

As already seen, my membership in the African Aoaricommunity is highlighted
already through linguistic features and the faat thdentify myself as Black. Yet, | do not want
to seem as the supreme authority dictating thetittesshof the participants just because of my
linguistic features and self-identification as A&ih American. | want the voices of the
participants to be heard allowing the transcriptsgeak for themselves, especially since | was
not raised in the Tidewater area unlike many ofpgheicipants. It is believed that analyzing the
data using the method of CDA, which will be disagsbelow, allows the participants’ voices to
be heard. In critical research, “the researcharparticipant in the practice researched and the
research arises out of and feeds back into emancypstruggles...[although] they may have
longer-term but indirect impact” (Chouliarki & Faiough, 1999, p. 31). Specifically, critical
discourse analysts, “are not afraid to make ugkeif social knowledge that being black, being a
woman, being young or being the boss will mostlyikee evident from the way people write and

talk. In other words, they assume that discoursg meroduce social inequality” (van Dijk
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1999, p. 460). Yet, Rymes, Souto-Manning and Br{2@95) consider this role of the researcher
as having preconceived assertions and assumptosehand as problematic. They remark, “to
be a field that takes a stand, critical discoutsdiss needs to have a theoretical rationale for
looking at moral sources — not simply assuming[the researcher] own, but understanding
them within the individuals our research affects’196). Additionally,

The field cannot take a stand all by itself, distiftom the lifeworlds of

those it purports to help. Critical discourse stgdnust resist asserting

an a priori moral stance for humanity. Instead, emgision the role of

critical discourse studies as one of inquiry inke tunique personal

commitments of individuals situated within and sdbjto complex

social discourses. Ultimately, rather than takingstand, critical

discourse studies informs theory and research altidhately, praxis,

based on developing understandings of those uniqustiuated

commitments of individuals. (p. 198)
All the while, | am admitting to having pre-concedrideas, notions and assumptions about
society and in particular with what is taking placehe lives of this study’s participants. It is
believed that every form of research is subjectteme more than others, and that every
researcher brings in his or her biases that they t®be aware of (Peshkin, 1998). It is with this
in mind that this research will try, as much asgtuls, to let the data (the participants) gathered
inform me versus the other way around becauseiradisf linguistic features by the researcher
is only part of the picture. Being aware of thists entirety, CDA is employed to gather a full
picture of linguistic identity while investigatirthe metadiscourse from the participants and their

use of the narrative to show identity(ies) and agen
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Thus, one concept of CDA is looking at speech agkaction, as seen above in 5.2
(p.101). Claiming membership through speech isvaane of social actionNot only is
membership in the Black community expressed via A also through what Fairclough
(2003) terms the inclusive “we”- community and emilve “we”-community. According to him,
“identification in textd’ is both a matter of individuality and collectivitgn ‘I’ and a ‘we’, or
rather potentially multiple ‘I's and/or ‘we’s” (1.62). The inclusive “we”-community is
expressed by the interviewer to the participanisguhe subject, object, and demonstrative
pronouns ‘we’, ‘us’, and ‘our’ as a matter of shagimembership in the African American
community. In addition, the interviewer is showkigship with the participant. These are just
two of many examples:

Interviewer: if you all could give advice tBlack peopleor uh not only advice but | guess a
word what would you say tos

Interviewer: um you know you read things especially ali®laick peoplavhere you knowvere
creativewe know how to do things bute didn’t know the business aspect of it so

The exclusive ‘we’ community is expressed in thasadby the participants with the use of ‘we,
‘my’, ‘they’, ‘them’, and ‘us’ showing differentiadn between Blacks and Whites. Below are
five examples:

Antonio: you know and it’s it’s kind of hard for me to taakoutmy own peopléke that

Yvette: ...l really passed the test. See, you got to ansvesetquestions like you are a
Caucasian persan. she said sit down and think about what wablelysay, what answer would

theygive (see section 5.3.6 for full passage).

Marguerite: | do remember it, you know, | mean, like | said wiee used to do the boycott
thing, andwe used to go to thé/hite schooland of courséheydidn’t wantusthere.

7 Fairclough (2003) considers texts as written atgd texts including shopping lists, newspapécies,
(spoken) conversations and interviews, TV programwebpages; text is not limited to visual imaged sound

(p. 3).
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James:So, in the midst of all thisye still survived, andve were still able to have uh enough,
and the main thingve did have among thglacks familieghatwe had love one for the other and
wewere able to help one another.

Lela: [laughs] ...and my Dad always had this thing of geable to compete in the world like
out there witlthem people.

Interviewer: You talking aboutwWhite people?

Lela: Yeah. [laughs]

In the example above between Lela and the inteesigie interviewer gets Lela to clarify who
is “them”. The exclusive ‘we’ community is not ordjrowing exclusive membership
interracially, between Blacks versus non-Blackg,diso between Blacks who profess to be part
of the community versus Blacks who do not, i.ek&s” or “sell-outs”.

Alex: | personally believe that when they do find someghesliallya Black persowhenthey

get up there, whetheystart succeeding like that, other cultures esfigaiéhite people try to

find ways to associathemthat they’re not the Black guy, they’re not thaitenthat they're not
like us.

In this example above, Alex states that there anmges‘other cultures”, e.g. White people, who
“tokenize” a successful Black person and deem thgmon-Blacks. Those Black people are
considered different from him and others, whichtage“us” he refers to in the passage, who
associate themselves with Blacks and not as aapether”. Likewise, below Antonio
discusses those who have received a higher edaoaatob other types of success, but do not want
to be associated with Black culture nor labeleBlask either. “They” are called “sell-outs”
Antonio: What | think abouselloutis | think that if you know there’s a lot what well

sellouts.. theyjust separattheyselffrom their whole race altogether. Yeah I'm a Blacén but
I’'m Puerto Rican Latin White whatever that you warg to be today, and and in order for me to
show you that I'm not | will do whatever | got to tb show you that | don’t care abdalack
peopleif if theyain't on my level | ain’t got to deal wittihem.(see section 5.5.1 for full passage)

Furthermore, this intra-racial distinction extemalsacial terminology, African-American versus

Black American, and socioeconomic class for sonmgqgyaants:
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Vanessa: | think as aBlack Americarand | don’t necessarily use the teffnican American
because I'm not from Africa nor do | know any Afits that would probably claim me as a
relative...

Vanessa makes a difference based on origin ofmaltig. Thus, in spite of similar physical
characteristics, she creates a distinction betwdgcks born in Africa versus Blacks who are
descendants of slaves in the US. She also mathssiraction between the use of the terms
African American and Black, preferring the latteeothe former. L.J. makes a distinction
based on socioeconomic class.

L.J.: For me it was kind of different ‘cause like righit of Montessori like happy go lucky
bunch of like just White kids around us like a fBlack kids theyvere kind of likeme,kind of
like privileged, kind of like lived in like the bietr neighborhoods and stuff...then they put me
into Middlewood Academy [Lela makes “ugh” noise]ialnis this allBlack private school...and
comes with like avhole different array okids and stuff.

L. J. makes a distinction between him and the gtheileged Black children in the Montessori
school versus the other Black children at the &EtB Middlewood Academy who were
“different”. His sister corroborates this diffe@nby verbalizing disgust, “ugh”.

English grammatical features reveal the partidiganembership in the Black
community. It is done by the use of subject angdlpronouns, for example “we” or “us”,
referring to Black people, which is an examplelaf toncept of the inclusive ‘we’ community.
While using these pronouns in the interviews, thegigipants and | identify each other as
members of the same community. Using the prontitiesn” and “they”, for example, show
exclusive ‘we’ community, distinguishing those wifie participants consider a part of the Black
community and those who are not. As seen abowagrte participants just because someone is
racially Black, does not mean they are acceptelain Black community.

5.3 Ciritical Discourse Analysis (CDA) and Sod#adalist Theory

In the section above, passages from the interviewe participants were demonstrated in

order to show how one’s speech can be a form otialsact. In those instances, the social
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action is the display of racial identity, revealimgmbership in the Black community. CDA
methodology is one way to analyze social actionugh speech. Social realist theory is a
framework used to hypothesize how agency is masifidsy people through language. Both
CDA and Social realist theory are used in analy#imegdiscourse of the participants.
5.3.1 A Description of CDA

A definition of CDA is necessary, firstly dissediit beginning with an understanding of
discourse. Fairclough (2003) explains that disseus “the particular view of [verbal] language
as an element of social life which is closely intemected with other elements” (p. 3) and “can
be used in a particular or general, abstract wpy4). Gee (2005) separates discourse, which he
defines as ways of representing actions and idesitinto big-D discourse and little-D
discourse. Little-D discourse is simply language:se while big-D discourse is little-D
discourse including actions, interactions, waythotking, believing, valuing, and using various
symbols, tools and objects to enact a particuldrasasocially recognizable identity. Big-D
discourse builds actions and identities; througlthers can recognize you as a particular type of
who (identity) engaged in a particular type of wtaattivity). Relating to metadiscourse, big-D
discourse reveals the perceptions and attituddsea$peakers concerning linguistic and social
identities.

Going further, discourse analysis is describeddhynstone (2000) as a methodology, not
a sub-discipline, that is a “relatively new braméhLinguistics” used to study language-in-use (p.
103). According to Rymes (in press), discourseyamlinvolves investigating hodiscourse
(language in use) arabntextaffect each other “ (p. 19). While looking atsdeoom discourse
analysis, she characterizes the critical aspe€CDA as “once aware[ness] of how contexts

affects discourse, we can work to change thoseresbf talk that reinforce oppressive patterns,



110

and help our students [and others] do so as well2Q). Fairclough (2003) also compares and
explains the difference between discourse analygisCDA. He

see[s] discourse analysis ‘oscillating’ betweeroeus on specific texts

and a focus on what | call the ‘order of discouithe relatively durable

social structuring of language which is itself oeement of the

relatively durable structuring and networking otisb practices. Critical

discourse analysis is concerned with continuity elndnge at this more

abstract, more structural, level, as well as wittatshappens in particular

texts. (p. 3)

In isolation from discourse analysis, CDA in moma@e terms, is defined by van Dijk (1999) as
a tool to “be used to discuss more loosely, bud aisre freely, the many ways power,
dominance and inequality are expressed, enactecegnaduced in discourse, both in its
structure and its contents” (p. 460).

Critical theory and methodology come from a markjsctivist epistemology seeking to
bring about social justice. In accordance witls tidrotty (2003) explains that, “Critical forms of
research call current ideology into question, amiikite action, in the cause of social justice” (p.
157). What is different between critical theory dratlitional theory is that the former does not
just reflect the current situation but seeks tongeethe current situation (Crotty, 2003, p. 130).
According to Chouliarki and Fairclough (1999), i research in “theoretical practice has a
variety of ‘knowledge interests’ in other practicaad that what distinguishes critical social
science is an emancipatory knowledge interest{amdst in emancipation from ‘ideologically-

frozen relations of dependence that can in priedj@ transformed” (p. 29).
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The use of CDA and critical theory is appropriaténvestigating the research questions
for several reasons. By employing this methodolagy theory, the analyses and findings from
this study can be used toward corroborating othelies on the existence of AAE as a
linguistically sound and legitimate dialect. Ind&bn, it can be used toward expanding the
definition of AAE speakers and showing how welladdished mainstream institutions, such as
the educational system, have wrongfully discrimadadgainst AAE speakers, which has in turn
affected their lives.

5.3.2 Incorporating Social Theory with CDA

Simply stated, Sociolinguistics as a whole is basethe interaction of language and
society, examining how social factors, such as,rs@eioeconomic class, and gender affect
language. Although there are sociolinguists (emgitigerman, Labov, Wolfram, Rickford,
Baugh) who have espoused and used their reseapchrtwmte linguistic awareness and to help
with social change, as a whole the field has naedouch or enough of this (Rickford 1999, p.
297). Yet, critical theory in social science, mepecifically, Critical Linguistics, which was
brought to the US via Europe, has been around $iec&970s (Smitherman, 2001, p. 7).
Duranti (1997) observes that Sociolinguistics umliknguistic Anthropology, which is the
closest related discipline to Sociolinguistics, glaet concern itself with “maintaining a dialogue
with the social sciences in general and the othiefields of anthropology in particular” (p. 22)

Expanding on Duranti’s argument, Carter and Se@@0) have proposed that
“sociolinguistics, whether broadly or narrowly cened, has not yet developed an adequate

theory of social action which accounts for the giteana with which it is concern& (p. 3).

2 Although Duranti (1997) does acknowledge that éothreas of study, such as speech register, laagurat)
gender, speech acts, and discourse, have beeroftemeshared with linguistic anthropologists angéehthus
provided opportunities for crossfertilization betmethe two disciplines” (p. 14).

# Rickford (1999, p. 119) and Milroy and Gordon (30f. 95) discuss this as well.
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They continue by supplementing their argument wWithfamiliar criticism that the field lacks a
unified theory (p. 4). Carter and Sealey (200@ntify that the risks of sociolinguistic research
are “reducing language to the sum of individua¢rahces or endowing it with the ability to
construct social reality” (p. 11). Therefore, th@ppose realist social theory to be used because
“only a stratified theory of the social world prdeis an answer, one in which both structure
[society] and agency are accounted for “(p. 11pré/kexplicitly, structures aréong-term
background conditions for social life which areeéed also transformed by it, slowly’ (Chouliarki &
Fairclough, 1999, p. 22) Agencyis only in people and not society; it is what astdo and experience
(Archer, 2000, 2003)So, that structure and agency are not conflatedrevh) structure would be
given the greatest importance, as is usual theinas®iolinguistic and variationist studies, 2)
agency would be given the greatest importance) both agency and structure are mutually
dependent upon each other (p. 11-16). One of tdrksithat Carter & Sealey deem influential to
their proposition of the use of social realist tlyeio sociolinguistics is that of Margaret Archer.
Her work and espoused theory, along with Faircléai¢®003), are also relied upon, as seen in
later sections of this chapter.

Archer (2000) discusses the analytical dualism betwstructure and agency. She points
out that “the structures into which we are born #r@cultures which we inherit mean that we
are involuntarily situated beings” (p. 262). Casently, for example, being born to African
American parents who speak AAE in a society thghsitizes that dialect is not something that
a person has any control over. Yet, it is too $stip to say that people are only influenced by
and subjected to society. According to her, “siyoies indeed contribute ‘'something’ rather
than ‘nothing’ to making us what we are, but thag tsomething’ falls a good deal short of that
‘everything’, which would make all that we are & ¢ society” (p. 253). There is a sense of

self or agency that is manifested or enacted bpleesome more than others.
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There are four levels of emergent property and peWREP): the self, realized early on
in life, which is reflexive and ever evolving (62); the person, realized at maturity once the
reflective self has surveyed the natural, practcal social orders of reality (p. 257); the agent
(always plural, the collective); and the actor gsitar). Thus, “the emergence of our ‘social
selves’ [the agent and the actor] is something Wwbiccurs at the interface of structure and
agency” (p. 255). Simply stated, the cycle goemfbirth (personal identity) to maturity (social
identity)*°. It starts with the self (person), which is thdividual ‘I', followed by primary
agency, which is the collective ‘me’ where “coligidtes share the same life chances” (p. 263).
Through primary agents actively and strategicadlitigg together with other primary agents,
corporate agency is created, which is the ‘we’ef,ithrough corporate agency, the actor
(person) comes about, which is the ‘you’. We bee@gents before we become actors (p. 284);
thus, it is corporate agency that invents new ridesew games which contain more roles in
which social actors can be themselves (p. 28h)ceSthe self is reflexive and constantly
evolving, the chain goes right back to the self,rmt in the same position as before. Below is

Figure 9.1 The acquisition of Social Identifyom Archer (2000) illustrating this concept (p.

295).

30 More on personal identity and social identityées later on in section 5.5.
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Putting this socialist realist theory in practitams, concerning this research, using the
example given above of a person does not havingantyol of being born of African American
parents who speak AAE (self), but they can eitimalorace and/or reject it forming bonds with
others who do the same (primary agent). If thgsctet, they are pro status quo being that AAE
is a stigmatized dialect. Thus, with other likeaded people they can espouse MAE, which is
already the dominant and prestige dialect, uphgldimmaintaining MAE’s position via the
educational system, employment arena, etc. (comgsaxial agent). Thus, pronouncing and
identifying themselves as a speaker of MAE (soatabr). The same can be applied to those
who reject MAE and speak AAE only or those who &peath, AAE in one context while
speaking MAE in another. In her bob&anguage, Discourse and Power in African American
Culture, Morgan (2002) states that “because the sociapafitical context outside of the
African American community stigmatizes AAE, how misens of all social classes exercise their
language choices is interpreted in terms of cultamd class value, advantages and educational

privilege” (p. 67). Keeping this in mind, the datf the participants will be used as a way of
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looking at agency through speech and how it camsed to bring about social change or social
action, i.e. linguistic awareness and the destigratdn and legitimatization of AAE.
5.4 Metadiscourse of the Participants

Metadiscourse allows us to make intentional (amernal) decisions to speak a particular
way and to view others’ dialect or language in @dage way. This, in turn, means that it is not
just society that is doing it or dictating to usawho do. Thus, we are or can be active agents.
Relating that to this research, the analysis exasnawareness and the choices the participants
make through speech concerning whether or notedalspAE or MAE and how that translates
into their identity(ies). According to Morgan (2002

since social reality is constructed via language, perspectives emerge.

The first concerns whether AAE signifies the remise to an imposed

definition of self and identity that constructs ikGn Americans as

dependent “Others” who rely on those of Europeamestny for

recognition and existence. The second focuses bether AAE

represents acquiescence and participation in tip@sed definition. (p.

66).
The first perspective sees AAE as a way its spesakst language to create an identity counter to
and in defiance of the dominant mainstream one.sEleend perspective devalues AAE and
African American culture viewing MAE as the meampmgression and success. Yet,
regardless of the perspective it is clear that B&E and MAE “symbolize ideologies regarding
African American cultural practices” and “in ther&fan American speech community, both
AAE and GE [General English or MAE] function as taeguage of home, community, history

and culture” (p. 66).
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This section contains the six themes derived frlioenformulated questions on
metadiscourse and agency. The six themes infoemettearch by answering the formulated
guestions which gives insight to the proposed, mesearch questions. They are again as
follows: Perceptions of Their IdiolecSociety’s Metasdiscours8peech in Different Contexts,
Black Speech vs. White Speech, African AmericartitgdgeandBlacks in Education and
Employment Examples from the interviews will be given wiltte purpose of illustrating those
themes.

5.4.1 Perceptions of Their Idiolect

Finding out how one views his/her speech is imguirin discovering his/her (linguistic)
identity. This identity can be further segmentet ipersonal and social identities, which is
manifested by their choice of certain linguistidahscourse features that signify individuality or
group membership. Their perceptions of their otialect reveals their ideas/beliefs/attitudes
on their personal identity and who they are asdividual but also how they identify with a
collective(s), which is their social identity.

Vanessa is very agentive in reference to assehsingpeech. She expresses the
following:

Vanessa:As a a um Black professional woman I'm really jaddheavily a lot on what |
say and what | do, and even though | can relax migHanguage sometimes um pretty
much it's always at the same level or the samehiteigyou know, tend to cognitively
think about whom I'm around, and so | engage theqeaccording to their ability to
receive what it is that | am saying. So, if | waere group who | know cognitively is not
on my level in terms of ability to speak than llweihange it because it would do me no
good to speak where | am because they will misségsage. So, | have found out in my
time on this earth you have to change your spokeguage even if it is English. Always
you have to change the context of the words thatuge depending on the crowd you're
in, and when | occasionally it’s not it's aboutldiet but when | speak to over the phone
to some people when they meet me they would’'ve mieeight that | were uh Black
they would always assume that | was White.
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She makes a decision and takes full responsilidityhat choice, duly noting that she has to do
so because she is “judged heavily” by what she sagisdo because she is a “Black, professional
woman”. Her awareness of what she is doing iglglekefined because she actively says, “l you
know tend to cognitively think about who | am ardwand so | engage the person according to
their ability to receive what it is that | am sayin By saying this, she makes a judgment call
against others by deliberately changing her spbechuse if she does not “they will miss the
message”. She knowingly speaks certain ways “d#pgron the crowd you're [she’s] in” so
that the listener can fully understand the conwemsand what she is talking about. Vanessa is
an active agent because she is deciding what Kiedaial actor she should be. Regardless if
others have characterized her as sounding “Whitkich is usually seen as “proper” or
mainstream, she changes her speech depending oortext and with whom she is speaking.

Like Vanessa, L.J. is also an active agent, beante about through someone else’s
metadiscursive commentary of his speech. He slaanasrative about someone mistaking him
from England because of his speech. British speesben as a prestige dialect, especially by
those in the US. People tend to think of it a®fy@r”. He is from Norfolk, and that city is
stereotyped for being more inner city or urban k&sd mainstream. Hence, the surprise from the
person who comments on his speech.

L J: Yeah, people are like where are you from. I'm INerfolk. They're like what. So, |

was like like I I just pronounce my letters [S,L,JLIaugh] no different [sarcasm]... oh

yeah like with me like | remember that one timedswike | was over at the Get Food

Mart [convenience store] and uh this guy askedfrhevas like from London or England,

just like some random Black guy that hangs oubheré, and I'm just like what [L

slightly laughs] are you serious. England [laug3§?l sound like that proper or

something? Like | don’t know whenever people joke Iim just like whatever. So, | |

can pronounce my words. | don't really see it ggka for me. Like | don’t know it could

be worse | might, you know, speak with a lot ohgl@and no one understands what | am
trying to say.
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As seen in section 5.2.2 above in the section cfusive ‘we’ community, L.J. is used to being
around Blacks and Whites who are like him, whicldaems as “privileged”. It seems initially
that he was not aware of his speech until the mi#imeaconvenience store asks him if he is from
London, England. He seemed surprise by the mamtseption of his (L.J.’s) speech because he
says and later laughs, “I'm just like what are gewious England do | sound like that proper or
something”. The man’s perception of speech, attimvenience store, is equivalent to society’s
attitudes towards speech. Being Black Americansamohding “proper” cannot be one in the
same. Thus, L.J. must be a Black person from Londdéowever, L.J. rejects this category that
the man places him into because he says that “t deally see it [speaking MAE] as a joke for
me”. This rejection of “slang” or non-mainstreamgtsh so that others can understand what he
is saying is an active form of agency.

In total contrast to Vanessa, who is very agentwel L.J., Linda is less agentive. She
says she learned to “enunciate clearly”, and becatithat people tend to tell her that her speech
IS proper.

Linda: I like the way | speak. Sometimes | don’t becaugepitch goes up at times.
When I'm speaking to my students sometimes my ssatdrawl comes in, and | will say
a word like the i-n-gdq] um for instance | won’t say completing | may saynpletin’
sometimes, and that may not be as | guess as awiblhatever that students can
understand, but most of the time they can hegs][&dnd understand what | say because |
usually take my time to enunciate clearly ... in mynoexperience, when | talk to some
of my friends who are not in education they sayoth speak so proper. It's not that |
speak proper, | have learned how to speak cormeglidh, and even though | practice
speaking correct English sometimes it may slipdsgubecause of my innate tongue of
speaking language, and it's not something we lehdirectly, but it's something innate
from us that comes from our heritage.

Starting from the beginning of the passage, Lirtdtes, “I like the way | speak sometimes |
don’t” showing indecisiveness and a lack of owngrsi appreciation of her speech. Linda says

she has trained herself to speak “correct Englistdugh practice. Her lack of agency is further
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revealed when she declares that “sometimes itgbeech] may slip” and she speaks non-
mainstream English due to an “innate tongue ofldpgdanguage...that comes from our
heritage”. She is placing responsibility of “slipg up” and speaking AAE and/or Southern
American English (SAE) on having an African hergadOur heritage” is meant to be African
heritage due to other parts of our interview, whspleak about her grandmother’s Gullah
background and her “broken English”, and of pdrés tvere not recorded, where she discusses
Black Americans and their African history. Laterthe recorded interview, she does state that,
“speaking correct English for African Americanslmost like learning English as a second
language because we’re from the descendants afafisi. In a sense, Linda is saying that it is
“geneti¢™ or natural that Blacks speak “incorrect” EnglisBhe is not the only participant that
implied this. Esther did as well when she talkbdwt her grandmother who, “went to the sixth
grade but she spoke well she wrote well she redld bexause she was the “product of a White
man”. Therefore, once again, according to a festigpants, “genetics” can play a role in how
one speaks, whether it is “correct” or not. Thisasinter to linguistic fact and thought that says
“sounding Black is not influenced by genetics oygiblogy” (Rickford & Rickford, 2000, p.

102).

Although only a few responses are recorded, thergiarticipants’ answers to this theme
are similar. All of them show an awareness ofrtapeech, some being more aware than others.
Just like Linda, there are those who like and kissthe way they speak simultaneously. If they
realize that they are speaking AAE, they will chaitgoftentimes, immediately to MAE. Then,
some of them have been accused of talking “propesbunding “White”. Those, like L.J. take

pride in that while others like Vanessa reveal #iegt can change her speech depending on with

%1 The wordgeneticis in quotes to indicate that this is a view oew fof the participants and not of mine.
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whom she is conversing. She claims to speak baih and MAE using both dialects to her
advantage.
5.4.2 Society’'s Metadiscourse

Many of the participants said that people, sodetyeneral, automatically stereotype a
person by the way s/he looks, which carries ovéinéd judgment of that person’s speech. For
example, Tony says dressing in a mainstream fastasuit” as he says, which symbolizes
“professional”, does not equate to mainstream dpether,

Tony: It [judging or stereotyping] can be go positivehdanegatively, you know. You
cannot be that bright, but he could speak great pa@ople could be like oh wow he’s
awesome when that’s not necessarily so true okgow or he could be in the best suit
and not speaking proper English and looking atli)@iuh uh nah.

According to Tony people hear someone’s speeclthwiki“great” meaning “proper” or MAE,
and assume that a person is “bright” or “awesonvhich can be a misassumption. In addition,
someone may wear a suit and speak improper, “utabh
These stereotypes lead to misjudgments and negatittedes towards others that many
times are not true. Going further, Alex says,
Alex: I'm guessing they associate your speech, theytsays America. Anyway, | guess
they put that in your education, in your successd, @verything goes all into that little
bucket. So, that's why | guess America looks dowrpeople that can’'t speak English so
well | guess. the thing about that in my opinion is that you nilgh able to speak
English very well, but at the same time someone’svitom another country speaks
another language may be very educated, very sméreir language in their country but
just because they come over here, you know, thexgteso well doesn’t mean they're not
as smart as you or that they can’t do the sameg #srnyou. It’s just a total different
different, oh what'’s the word, yeah, it's just aigaat in there.
Associating one’s intelligence through their speleab been going on for a long time, as is seen
above in the Literature Review chapter in sectighld, theDeficit Theory America, meaning

the US and moreso mainstream US, is very agentiserding to Alex. Mainstream America

associates people with their speech automatictdlying them “into that little bucket” which
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pours out your education level, your success aedy&vng else that one perceives about a
person. Yet, Alex counteracts Mainstream US’sjpdgiment, by taking full responsibility and
actively rebutting society’s stereotype. He naleg a person who may speak English as a
Second Language (ESL) may not speak English velly g that “doesn’t mean they’re not as
smart as you or that they can’'t do the same théngpa”. This passage ends with “it’s just a
variant in there”, most likely referring to the fdabat humans are varied, diverse and no one fits
neatly into a category or better yet, stereotype.

Still yet, on the contrary, Antonio asserts thag's first impression is important. People
will take notice of your speech and judge you adoaly. In another part of his interview, he
relayed that society puts people in categoriessanae people basically accept it as reality.
Thus, it is important to speak properly especidlbne is to advance job-wise, although to
Antonio that does not exclude AAE because he dgtameaks AAE, as seen below.

Antonio: You have what you call formal English, and you hewet you call slang.
Now, | may be | | mean will go into a job interviemad say good morning sir how are
you doing, or will | go into an interview in the mng say fo shizzle my nizzle [S
laughs]. He has no idea what I'm talking about r®ing that speaking in my own
language. | may be representing myself but what witéure am | painting for this man?
Is he a ignorant young man? Is | may be a mancttrae in come in on time everyday
happy smile and going to treat the customers thethey're supposed to be treated, but
because I'm say foshizzle my nizzle or what up deglon’t he don’t know that because
he his ears are only prone to what he knows ig.rigy, you have to kind of mold
yourself to what is what is known to be right sattilou can get ahead in life because yes
sir and yes ma’am has always done it for a loteafgbe, but you're young and you're a
little more urban so to speak so you wanna be fjeajnah [na:] what up dog [day],

you know. Then, you give them an impression okathaly have in they mind is drop it
like it's hot [from a rap song by Snoop Dogg andfeti] [S laughs] you know.

Antonio emphasizes the importance of being awhtieeocontext one is placed and
using appropriate language, according to societyrens, for that particular setting. He believes

that there is nothing wrong with “representing” sneelf, being, or speaking in this case, who
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you are. Nevertheless, it is important to be ablértold yourself’ to acquire different types of
speech, and know what situations to use and netédhose types of speech. This will allow
you to “get ahead in life” so that you will not aelged as “ignorant” or one who does not take
your life seriously as if all you want to do is dani.e. the reference to the rap song “drop € lik
it's hot”.

Linguistic attitudes fuel stereotypes equating ¢hstereotypes to the characterization of a
person. As Tony comments, people perceive intgilig even by the type of clothing one wears;
however, the perception that professional attingaégjintelligence and MAE can be erroneous.
Alex goes beyond American English dialects andgeaérsthand account of people wrongfully
stereotyping and discriminating against someonaumEs/he has a foreign accent, assuming the
person lacks intelligence. On the other hand, Alotsuggests, without complete mainstream
conformity or loss of oneself, you have to be dblspeak “proper” or “formal English” in
certain contexts because that is what society ég@égou if you want to “get ahead in life”. It
is in this regard, language in context, that the t@pic focuses on speech acts in different
contexts.

5.4.3 Speech Acts in Different Contexts

In my research, all of the participants believeat bne’s speech changes and/or is
somewhat different depending on the situation aguers in or to whom s/he is talking. Linda
advocates MAE for the majority of contexts onenishowever, she does say that there are
certain times when non-mainstream English is pesitvls, e.g. in informal settings and in
certain genres of writing, like poetry.

Linda: Yes, | think that most people feel more comfoltadpeaking to family members
or friends, close friends um as oppose to speakirgprofessional on on a professional
level, and I've noticed that with my colleaguesther department and even in my
department we usually try to speak on a professienal at all times. Now if we're
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having lunch together, if we’re having an inforrsatting then sometimes we may say
something, and most females usually call each ainejga-:1]. Uh, that's an affectionate
way of being friendly towards each othefsmacks lips, pause] | would say there is but
it's at a different place and different time. Iparson wants to talk about poetry or
perhaps read stories about uh people in their Eggor in their dialect then they could
perhaps use nonstandard English, but any othentienghould always use standard
English.

Linda believes that people tend to be at eadetiise that are “family members” or “close
friends”. This view is an example of familiaritwhich was discussed earlier in this chapter, and
how it can bring about trust and allow conversatmflow freely. Linda says that she and her
female colleagues in an informal setting may cadlreother “girl”, elongating the word when
addressing each other, which is a sign of frierqmlahid camaraderie. Yet, besides the familiar,
her complete approval with the use of non-mainstriEemguage stops there because she remarks
that a person “coulderhapsuse nonstandard English” in poetry or storiese @mphasis is on
“perhaps” because that is not definite. This pgssands with her reiterating, which she does
throughout her interview, that “we should always ggandard English”, definitely upholding
mainstream mores and ideologies concerning langulsigeE is a dialect of power advocated by
mainstream institutions such as the educationaésysand it is taken as a given that it is “good”
English, “proper”, and “correct”; in addition, ptise assumptions, such as being successful, are
made about those who speak it and negative peoospre made on those who do not
(Fairclough, 2003; Lippi-Green, 1997). Linda i®ative in that she supports the linguistic
values and power discourse of the corporate agengducational system.

In certain contextual situations, people changestexs, speaking more or less profane.
Angel discusses how church brings about a morestraemm or higher register of language.
However, she thinks that that language is contriieeople speak one way in the church and the

complete opposite outside of it. Angel gives thiefeing example,
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Angel: If they if they at school they talk the way theynivéo talk. If they at church
[mocks church folk] oh holy Jesus [S laughs] oh @&ogood. mmhmmm. When they at
school, oh you B-F- ing this you better get outfage and this uh this uh this. When
they at church oh he how ya doing sister. Womaallyreeally, the person, they really
want to say get out of my face most of time. | jostsitting in church. | don’t even be in
choir because | try not to say what | really wansay to people that look at you that
way.

Angel says that people purposely make a choicetat % say and how to say it. She mocks the
people in church with a voice sounding pious of-8ghteous. When she says “mmhmmm?, it
seems as if she is condemning them for this falsbecause she goes on to say that in school
they curse, which is totally opposite of their attuspeech. She claims that she knows how they
really feel despite the church act, “they reallyntvi say get out of my face”. Thus, she makes
a choice not to be involved in church activitiélse the choir, so as to not have to voice her true
opinion of those types of people.

The employment arena, which has come up in previeiesented passages, more
specifically Linda’s and Antonio’s, will be dealtitv more in a later section; it is also deemed a
place where MAE is preferable. Vanessa discusegdecause she is a professional, she has to
be careful of her speech, which means always spg&kAE. In addition, she states that being a
double minority, Black and female, it is even msoenecessary to speak MAE so that others
respect her.

Vanessa: Yes, [laughs] so language is very important,dgdin my take on it is it has to

be appropriate to the wor-to the audience. So, @hean speak with any particular

crowd, | can change it over to make it whateveerds to be. | think it takes time to

learn to do that, and some people, you know, sgfeakame way when they’re with

everybody. I've learned that when | am in the rogith physicians, I'm a Black female,

I’'m educated, and I'm already stepping on toes, ldral/en’t even opened my mouth.

So, | have to talk their lingo. If ’'m not speakindnere they are than they would respect

me even less because as a nurse practitioner yeud&now, you know, physicians are
afraid that we’re going to take their business.



125

Vanessa begins with stating that language “hae tappropriate to the audience”. As she did in
the earlier passage aboveRerceptions of Their Idiolecthe reiterates the fact that she knows
how to “speak with any particular crowd” and thattékes time to learn to do that”. That shows
that she believes that she is an effective comnatmi@and because of her experience, she has
full authority to say what she is saying. Althougdr speech is more mainstream and it is not as
evident that she is Black via it, she fully professvho she is through her discourse, “I'm a
Black female I'm educated”. She realizes that geirdouble minority and educated is not the
norm in society. Plus, she is a nurse practitiopetin her field she has to be on par and gain
respect with those who feel threatened by her, vhieans speaking “their lingo” and “where
they are”, which the majority of the time means MAE

Socially speaking, certain types of language aledis are expected depending on the
context. AAE is more acceptable in literary gensesh as poetry, and in settings among
family, friends, and/or those with whom you areywmiliar, according to the participants.
However, Linda declares that “any other time weusthalways” speak MAE espousing power
discourse on American English. According to Angelople consciously change their speech by
speaking politely in church and profanely in schodanessa notes that she uses MAE in order
to demand respect from those in the workplace wadraeatened by her because she is an
educated, Black woman. Thus, language can be gegto show advocacy of power discourse
and/or can be used to benefit one’s self baseti®rdcial norms of the mainstream or other
linguistic communities of practice.
5.4.4 Black Speech vs. White Speech

Race, and issues surrounding it, is an importgittin this research and not just because

the informants are members of a minority group tedopic is on a stigmatized and racialized
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dialect. Without having to ask the formulated e¥sh questions concerning race, the majority
of the participants willingly expressed their idesslanguage differences and similarities among
Blacks and Whites, as said earlier. Lela, whondiée predominantly White private schools,
talks about how she had to do the “umph thing”,chitwas to let others know through her
speech that she is educated and to not assumevigderShe says,

Lela: I was like yeah there are times when | will, yowWn when you do the umph
thing... excuse me | graduated from Dogwood Academginety five don’t talk to me
like an idiot, and that's when | have to do th#dibkay fine this is how | need to speak
so that you can talk to me then fine | can playrygame, but you be like hey, what's up,
how ya been duh-duh-duh, you know, then we’re caxd, | have White friends that do
the same thing.

It was necessary for her to do the “umph thing’duse there were people who assumed that
because she is Black, she was on a lower levelttiean. She does not appreciate that
misassumption especially due to the fact that sipedud to have attended her prestigious alma
mater, Dogwood Academy. She wants people to eedliat she is on their level; she is not “an
idiot” so she “plays the game”, learning mainstrearture and using it to her advantage. By
speaking MAE she is showing agency in accordante pawer discourse and mainstream
linguistic belief that MAE is equated to intelliggmand (formal) education. Moreover, Lela
claims that the White people she knows, who ardreards so she is familiar with what they do,
also “play the game”, speaking MAE to let peoplewrthat they are educated but use less
formal speech once they are comfortable and hattergto know the person.

Yvette notes that there are not much differenetaéden the speech of Blacks and
Whites, “it depends on what they were taught”. sild@ems somewhat equivalent to Lela’s
discourse on “playing the game”. However, soméigpants think that there are differences.

As a professor, Linda notices differences in hedshts’ speech,
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Linda: Caucasian students tend to talk flat sometimethey mispronounce words, or
they will try to blend in with the African Americastudents and talk the same lingo as
they talk.

She matter-of-factly describes her White studestsiking “flat”, which could mean plain or
monotone. She reveals that it is not just her IB&adents that mispronounce words but so do
her White students. Furthermore, she has alsoetbthat her White students tend to speak like
the African American students, who are the majasftthe population in the college. She gives
the following illustration, which is of AAE, of thiespeech,
Linda: The things that | hear my students say all the tusing the wortheyt-h-e-y [for
the possessive] rather thtoeir, and they will say sometimes say [mocks her stigjlen
I’m going to over they house rather than I'm gotagver their house, or the word seen
s-e-e-n seen uh they would say | seen her ratherlteaw her so in the past tense. So
those are similar phrases | hear a lot in the Bhgllass.
Angel and Tamika make note of a similar occurrand@eir majority Black high school. Angel

says there are “not anymore” differences betweerspieech of Blacks and Whites,

Angel: [slight laugh] ...‘cause some some White people bay they be thinking they’re
down and stuff they be talk the same way we talk.

Angel indicates that the White students try torfiby speaking like the Black students, hence
“they be thinking they're down”. Yet, Tamika takiss further, looking at the other side, and
says that she has experienced Blacks who “act White“acting White”, it is assumed speech
is included because she mentions this directly aie sister speaks about this subject.
Tamika: mm yeah because they're [White people] trying toli&e they're um they're

Black, but they're not, and then some [Black pepplying to act like they’re White, but
they're Black.

Blacks “acting White” is reminiscent of Ogbu’s raseh (1997), mentioned above in the
Literature Review, of Black students not wantingpeak MAE because they do not want to be
accused of “acting White”. By equating MAE withctang White”, it can be viewed as a way of

disassociating or alienating yourself from the Rlaommunity and aligning yourself with
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mainstream culture. This is frowned upon by mantghe Black community, including some of
the participants in this research. Alienating walirfrom the African American community by
speaking MAE or “acting White” does not necessasignify success, although institutional
discourse says the contrary. This conveniently sgguto the next section on African American
identity.
5.4.5 African American Identity

The Black community is a large and diverse comnyunithere are some who identify
with it more than others, depending on how theyewarsed. These upcoming excerpts show
personal narratives and examples of others whaedemr distance themselves from the
African American community. Many of the participamalk about this display of solidarity or
the lack thereof through language use. Continuiitlg her students, Linda notes that many of
her students purposely choose to speak AAE alivtiike knowing MAE.

Linda: They [her students] know correct English, butthleoose to be more
comfortable with their friends and using the nondtad English or sometimes Ebonics
or sometimes, and they don't really realize theya@deswitching, which is what the
African Americans used to do, and | remember whead in school we used
codeswitching. We would say something and switehatound so it would not be
understood as correct English.

She asserts that her students knowingly speak taodard English” or “Ebonics” in order to
affirm their membership in the Black community, tie more comfortable with their friends”.
However, there are some students who are not caginizat they codeswitch. Still yet, Linda
even looks at this as an act of agency among tdests because she goes on to recount a short
personal narrative that when she and her frienae imeschool they used to codeswitch in order
to “not be understood”. That is a sign of the axie ‘we’ community, which is discussed

earlier in section 5.2.2.
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Not all the participants completely identify witlhe Black community as a whole nor
share solidarity with other African Americans thgbuspeech. This is openly acknowledged by
Lela.

Lela: Daddy always wanted us to be more around Whitplpeso we wouldn'’t feel like

we’re inferior, and that’'s why he pushed us toadg pri-private school because |

begged and pleaded with them to go to Wilson Higlan walk to Wilson High School,

and Wilson is a good school but they said no.
Her father made her attend a predominantly Whiteape school so that she can acquire and be
familiar with mainstream culture norms. Lela doestake responsibility for her upbringing;
she gives it to her father. In addition, she makksown that she did try to attend a public
school by begging and pleading, which would mea $she would be around more Blacks. She
further reveals in a later passage that she has neally been comfortable in a majority Black
environment because “we [she and her brother lhak¢n’t been around Black people”, due to
her father’s insistence that she and her brothemibre around White people”. While talking
about growing up in a majority White neighborhoskle mistakenly calls herself White. Her
brother corrects her thereafter and they laugh tathat. Lela further comments that she is “not
as Black as she thought” because she is unfamiitarAfrican American slang,

Lela: | was really upset when | read in the Essence niagdBlack Women’s magazine]

that “crunk” [slang meaning crazy and drunk; oraging with Atlanta hip hop scene] is

now in the dictionary. | was like what the, whed that happen, and they defined it as a

noun, and | was like | guess I'm not as Black #®ught because | thought it was a

adjective [laughs]. I'm like um oops.

Yet, it seems that when she says that she is 8lack as she thought”, it is not as if she fully
regrets not being a total member of the communityis is assumed because she first discusses
how she was “upset” that a slang word, originatmthe Black community, is now included in

the dictionary. Just like her brother L.J., whislseen above, Lela prides herself in speaking

MAE. Her identity and agency were shaped by wsiiblished power discourses and structures
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in place. This passage and the one where her brailke about being raised as privilege,
encourages me to assume that the African Americamunity that they profess to belong to
not only looks at race but socioeconomic class¢ivican be connected to your education level,
as well.

Although a person may show racial identity throtigtir speech, what happens when
non-verbal language reveals your racial identity you are judged before you utter a sound?
Naming practices have given away the race of persamy times, where a person was not
selected for a job due to their perceived raciahidy. Regardless of the fact that Yvette was the
only participant who spoke about this, it is an ampnt sub-topic on language and identity
nonetheless. She states,

Yvette: uh like now they’re saying what you name yourahdkay, if you name your

child Mary and you go out and fill out a job applion, they going to look at that and say

oh huh this could be a White person or a Blackguerbut if you name your person okay
um like DayShawn oh this is a Black person so tnay not look at your application

after they look and see what you’re name is or Bju@nor Shanaqua or something like

that, you know, they may not look at your applicatiSo, they're already they’re judging

you before they even meet you, and they may betabi®u may be able to perform that
job better than um the Caucasian.

Parents have the power to show their child’s idgitty what they name their children, which is

a sign of agency on the part of the parents racsaltializing their children at birth. However,

this goes against mainstream society’s naming ioesctA name that is racially or ethnically
identifiable as minority, as in the Black Americaame of “DayShawn” or “Shaniqua” can

hinder a person in the future, especially when treyseeking employment. Seeing such a name
on an application or resume allows others to mgguithe applicant based on the stereotypes
associated with that particular race. Although itlegal to not employ someone based on race,
it is done covertly by associating names with ralbespite the fact that this is a social injustice,

Yvette’s account is proof that discrimination basechaming practice is real and an accepted
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form of discrimination, which is what Rymes et(@005) espoused the researcher to do when
employing CDA, which is to listen to the participsum order to inform theory and research,
which can lead to positive social change. In mafee to language and racial identity impeding
on one’s employment, this relates to the next seain Blacks in education and employment.
5.4.6 Blacks in Education and Employment

The theme of education and employment is a constamiighout the data collected.
This is not too surprising being that many of tlaetigipants gave numerous accounts and shared
their personal opinions of how speech can be pe$jtiand negatively linked to educational and
employment opportunities. James, the eldest [jgatit, recounts his memory of education.
Despite, the lack of resources, education was ajgteel, teachers were respected, and students
had discipline,

James:We were, they were disciplined in they own. Weevaaught respect in they own.
we respected the teachers... three type of gradgsidénts in the classroom, the second
third and fourth grade, and we’d all be in that alassroom. Yet, there was discipline in

the classroom nobody was would interrupt the othesses.

Emphasis along with the active voice is shown tbhothe use of repetition and rhythrwe'
werethey weredisciplinedin they ownwve weretaught respech they ownwerespected the
teachers”. The use of tonal semantics, where l@gsvand sounds are repeated in succession
for emphasis and effect, is characteristic of Bl&tkistian preachers like James (Smitherman,
1977, p. 142).

Although Virginia, who is about the same age aselarmagrees that when she was
growing up younger Blacks valued education more,ls#lieves that is not the case now. She
discusses a White American family that she worksaf@ how the parents promote education to

their children.
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Virginia: Their dad, they Mom make sure that they reads #whey go to camp or
whatever. They make sure they reads them booky. take them books with them and
read them. So, we as a Black people need to taaothddren more. We need to read not
sit in front of front of the TV too much... so, yondw you got to be positive about the
things that your children do because | learned sifece | I've been working for this
Whi-White family. | say that's why we’re so far el because we don’t think that we
supposed to do some of the stuff that we see tleerardl some of that stuff you need to
be doing because it helps you, it helps you geaale life.

Similarly, Yvette, who is Virginia’s daughter, tallabout emulating White people or acting in
ways that is perceived as actions of White pedpléjn a slightly different way. She declares
that the educational system is geared towards Vgeibgle. Just as Lela talks about “playing the
game” in the section dBlack Speech vs. White Speesthdoes Yvette. She tells a story about
how her daughter does this when she takes a stiredrtest in her marketing class.

Yvette: ...and they make these testsjs] that when they make, when they make them
up I think they really make them up to see if AfincAmericans can pass them, and
[smile slightly laugh] because she [her daughtaoktthis test in her | think it was a
marketing class, it was a marketing class thatable and so, she passed it, and | forget
one of the questions that she said it was, butstsetelling her friend. He said oh this is
like and he passed, he failed the test he saidgloypu failed. She said, oh | was just
playing when you when | said | failed the tesidlty passed the test. See, you got to
answer those questions like you are a Caucasiaoper she said sit down and think
about what would they say, what answer would theg,gand then answer the question,
and she said she passed the test. She said amdKk that's how they make most of these
guestions if you sit there and you really think @fdomm how would they [White people]
answer this question for a question you don't kitleevanswer to... how would they
answer it. She said you'll pass the test. | saidhhiimat’'s a good way of looking at it.

Yvette portrays her daughter as an active ageot.ofe, her daughter thinks that standardized
tests are created with White people in mind, “hkhihat’s how they make most of these
guestions”. Secondly, she claims to know or urtdacshow White people think and uses that to
her advantage. Yvette’s daughter told her fridrad she passed the test and that he could do so

too if he would “sit down and think about what wathey say what answer would they give and
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then answer the question”, especially if you dokmaiw the answer to a question. This example
ends with Yvette’'s support of her daughter’s thdygbcess and the action taken thereof. Thus,
Yvette is aware of some of the structural constsagmacted by institutional discourses that
curtail the agency of African Americans.

The acquisition of mainstream culture, or Whitéune as it is commonly referred to by
the participants, is considered not only necessageglucation but in employment as well. In
fact, many tie these two areas, education and gmaot, together. Esther insists, in another
part of the interview, that this is a “White mawsrld”; consequently, you have to be able to
navigate it, especially through the means of comoation.

Esther: In particularly, Black people because we, you kngou have to think back

we’re in slavery two hundred years, and now welre and we have to and to be honest

we have to impress the White man, the one with mare’s the one that’s going to

employ you, and it's all about communication, hoellwou or | communicate if you

can.

Linda corroborates this, stressing the importariddAE,

Linda: It can either be detrimental to a person’s welhgesometimes, or it may not. It
just depends, and also when we have students wbatgo apply in the business world
if they do not speak standard English, then thdlynet obtain the job.

Antonio also believes that, “the way you speak tatkdand carry yourself is going to determine
whether that you get that hundred thousand dajlaioy that fifteen thousand dollar job a year”.
However, on the other hand, he somewhat disagrigesnany of the above-mentioned
participants, saying it is not necessarily a “WhiteBlack man thing”, concerning life
improvement. It is about speaking well and edugpyiourself. This type of education does not
necessarily mean high end formal education, asimggo Harvard, as he says. This type of
education includes informal education that is tadlgtoughout life, hence him referring to it as

“long” education. Education is one of the factofsocioeconomic status, but it refers to formal
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education, such as degrees and certifications. edewy if Antonio’s view of informal or life-
learned education, i.e. helping one to be succkissaimployment, is taken into account, than it
expands the traditional view of education allowihgse who are not highly and formally
educated, who may or may not earn high incomdse tmembers of higher socioeconomic
brackets. This view alone is agentive, althougiounters the mainstream belief on success and
socioeconomic status.
5.4.7 Summary

Sections 5.4.1 through 5.4.6 extend from answdhadormulated metadiscourse
guestions of linguistic perceptions and languagepimtext to including other themes of African
American identity and education and employment ojpities. Some participants are pro
MAE while others just find it as a tool for advanuent and actively speak AAE. Others are
experiencing conflict concerning Black identity edon mainstream power discourse and the
discourse of their community. Yet, overall, everg@spouses the importance of education,
advancement or “getting ahead”, and speaking “welkich carries different meanings
depending on the person. The next topic will exensiocial identity and personal identity
through narratives from the data while highlightspgcific concepts of critical discourse
analysis, which are agency, as was seen in thiegand the moral and epistemic stances.

5.5 Metadiscourse Through Narratives

Identity is manifested through language. Accordmé&ckert and McConnell-Ginet
(2003), “...we tend to think of our linguistic varyedr varieties afundamental to who we
are...” and that from the variety of a speaker, isteher can gather social information regarding
class, ethnicity, age, gender and a range of [ralps and types (p. 269). Many people are on

an identity continuum where they pull out differaspects of their identity depending on the
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context. Along with that, many people also areadmguistic continuum where they extract a
certain variety which is deemed appropriate by tlepending on the situation. A person who
can speak multiple varieties is linguistically sgivmeaning that s/he can communicate with
any person; s/he is capable of using multiple Wi@seand registers from the non-mainstream to
the mainstream. Subsequently, a linguistic comtimis in conjunction with the identity
continuum. These two continua parallel each othdriatersect each other joining together
allowing the speaker to have the power to extrdwtever linguistic variety and identity s/he
wants to express or manifest at that particulae tomin that particular contextual situation.

In further examination of identity, it is made ufppt@wo components-social identity and
personal identity (Fairclough, 2003, p. 160). @diarther, Archer makes the point that “social
identity is only assumed in society: personal idgmegulates the subject’s relations with reality
as a whole” (Archer, 2000, p. 257). The interra@\ersations, that each and every one of us
has, are very important in the formation of oursp@al and social identities, which in turn shows
our success (or lack thereof) in how we get alongpiciety. And, how we get along in society is
very important as social beings where society hgaviluences our lives. For the most part, the
internal conversations are taken for granted aednéel as insignificant. Archer looks at internal
conversation as the major link to (or creator @)sonal and social identities.

According to Archer (2000), “the internal conveisa is fundamentally a process of
forging personal identity” (p. 241) and it allows 10 “remain active subjects in our own lives
and do not become passive objects to which thiagpén-this is our human power of personal
integrity” (p. 249). Returning to the idea of bgion an identity continuum, no matter what
(social) identity you are extracting at a given neomnin time, personal identity is ever-present

and always in existence. Archer says that sodaitity is a “subset” of personal identity (p.

32 \What Baugh calls a linguistic chameleon, | teringuistically savvy”.
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294). Because society’s rules dictate what is@mate and what is not, it can quiet down
personal identity (not erase it though) and mabhitsslf (usually by what is deemed appropriate)
through social identity. Following these concepeated by Archét, Fairclough (2003)
mentions that this is “a socially constrained pesepart of the dialectic between social identity
and personal identity or personality is that therfer constrains the latter” (p. 161). With more
of a profound explanation, Archer (2000) invites‘iasaccept the existence of a dialectal
relationship between personal and social identitiggd] that both personal and social identities
are emergent and distinct, although they contribtdeone another’'s emergence and
distinctiveness” (p. 288).

Social identity is easily revealed rather tharspeal identity. This is explained by Ochs
(1993) due to the fact that “speakers actively tos their social identity rather than passively
live out some cultural prescription for social itieyi (p. 296). Besides the fact that those who
participated in the interview wrote “Black” or “Afran American” on the background
guestionnaire given to them pre-interview, Blacdéntity is also shown through their use of
AAE, as seen in Chapter 4 and section 5.4. Thafesation of personal identity is not so
readily detectable due to the restrictions puttdoyisocial identity; however, it can be seen
through the display of emotions, “commentaries uponconcerns”. Emotions, along with
thoughts, are among the main constituents of marifives and are the fuel of our internal
conversation; thus, this is why they matter (p.)19%his study seeks to uncover personal
identity in order to discover who the participaate as individuals and how that contributes to

their social identity(ies).

3 Fairclough (2003) admits that he follows the cquse&reated by Archer (p. 160). This particulanaspt is
specifically discussed in Archer, 2000, p. 257.
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In the data collected, personal identity, alonthwsiocial identity, is recognizable through
the narratives. There is a concephafrativizingin African American culture. According to
Smitherman (2000) it is “Black rhetorical strategyexplain a point, to persuade holders of
opposing views to one’s own point of view, and teate world pictures about general, abstract
observations, about life, love and survival” (p527The narratives in this data include
“embedded nonlinear narratives” (Ochs & Capps, 2004any of these narratives are personal
narratives, which are “ubiquitous” (1) and a “wdysing language or another symbolic system
to imbue life events with a temporal and logicaler; to demystify them and establish coherence
across past, present, and as yet unrealized erpeti€2). Ochs and Capps (2001) continue this
by saying that, “embedded narratives have a distimn-taking format; they are relevant to a
topic already in discussion or underway” (p. 3A)so, narratives are “...tied to thematic and
rhetorical integration with surrounding conversatinarratives can be initiated abruptly, can be
interwoven with what interlocutors are thinking ataing, can be used to further a point made in
the surrounding discourse” (p. 39). Through rtaves, the participants are able to speak freely
allowing the listener to gain insight on their pgptions, ideas, attitudes, and opinions on the
subjects of language, race, and education.

Through these narratives two stances, which asplalys of socially recognized points
of view or attitudes”, are revealed: moral stanee epistemic stané&(Ochs, 1993). According
to Ochs and Capps (2001), moral stance is cewntraditrative, rooted in community and tradition
and showing what is good, valuable, and how oneldhive (p. 45). The epistemic stance is

simply how it is someone knows what they know aod they situate themselves to know what

** The affective stance is also another stance comnarlyzed but because these interviews are aedirded it
is difficult to capture and then relate to the myathis particular stance. The affective stancaalestrates your
emotions. It is synonymous with mood, attitudelifeg, disposition, emotional intensity, and degree ofmsity.
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they know. It is the judgment of the speaker aawthority to what s/he considers as reality or
the truth. It is synonymous with one’s knowledgelief, and the truth.
5.5.1 Analysis of Narratives

The following are passages of narratives from #ita.d Because the narratives tend to be
long, only five selected narratives will be showaras The narratives were chosen because they
are each representative of one of the followingcm this research: African American identity,
educational malpractices, Black-White relationdjraguistic attitudes. Each narrative will
analyze moral stance, epistemic stance, and agegether with personal and social identities
revealed through them.

Narrative 1: Correlation of Black people and educton

Antonio: There’s a lot what we call sellouts... they mainlynefrom a lot of them don’t
come from decent homes. A lot of them, uh somé&eift come from broken down
homes, and they're so they're so adamant aboujeing back to that that they just
separate theyself from their whole race altogetfieah I'm a Black man, but I'm Puerto
Rican, Latin, White, whatever that you want me ¢éadday, and and in order for me to
show you that I'm not, | will do whatever | gotd¢io to show you that | don’t care about
Black people. If if they ain’t on my level, | ainjot to deal with them, and those | feel
are [pause] the most pains in the butts becaus&agee what every other young Black
man needs, and you won’t share it. You won't giie them. Why won’t you go back
and help the ones that can't help themselves @rthel ones who do it so that they won’t
go down the road that you went down? But, you #tske¢hat now you have it. What's
the use of having it if you not willing to givetid get to share it with anybody? That’s
just lost information.

When Antonio describes sellouts, Black people wénelmade it but do not want to associate
themselves with the Black community, he talks dakefy are actually speaking. Itis as if he can
read their mind. For instance, he starts off desay them as people who “separate theyself
from their whole race altogether”. Then, he cami® by speaking as if he is the sellout, “I will

do whatever | got to do to show you that | donttecabout Black people”. By Antonio speaking
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as if he is the sellout, this is a portrayal of éygstemic stance. By doing this, he has given
himself the authority to know what sellouts arakimg.
Antonio’s moral stance is evident. He does notkinighly of sellouts calling them
“pains in the butts” and “selfish”. He resumeghwthis part of the conversation with an
explanation of why he thinks that. According tethsellouts do not share their knowledge with
other men in the Black community. This shared Kedge would help those after hifio
navigate life with less obstacles, “so that theyivgo down the road that you went down”.
Yet, because the sellouts do not share their espegi it is considered “lost information”.
Through both his moral stance and epistemic stgha®nio is an active agent. The
passage shows that he socially identifies himse# Black man and does not identify with
sellouts. As mentioned above, personal identiyreésted from our internal conversations.
Antonio’s rather lengthy and detailed opinion df@&s seems as if previously he has thought
about it. Thus, personally, it is presumed thatibes not like sellouts or people who disassociate
themselves with Blacks who may not be successfahdheir “level”. Plus, the sharing of
knowledge is empowerment and helpful for thosdneéndommunity who have not become
successful yet.
Narrative 2: Stereotyping based on race in the edational system

Yvette: They're [White people] judging you before they Bveeet you, and they may be
able to, you may be able to perform that job bettan um the Caucasian. It’s like let let
let me give you a a good a better example. A coapyears ago, | guess it's been three
years now, when they rebuilt National High Schatg4rs throat] my daughter [the
youngest daughter] was going to Apple Middle thagl baid they was trying to make
National High school a magnet school. They had g&tiany child that does not pass the
S-O-L’s [Standards of Learning standardized testife Commonwealth of Virginia]

could not come to National High School, but whatytlvere trying to do they they was
trying to wean out the Black kids versus the Whitks, but then once what they found

% | am assuming that the sellout is a man becausedufically refers to those who potentially coledrn from the
sellout’s knowledge as “every other young Blac&ri'.
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out was that more of African Americans were pas#iegSOL’s than the Caucasians
were so they they threw that out the window... [la]gh

Before sharing the narrative, Yvette straightfayasays that White people prejudge
Black people “before they even meet you” and thdgment has the potential to be incorrect.
Therefore, she is claiming that she knows how Wpéeple in the school system think; this is
her epistemic stance. By saying “let me give ygoad a better example”, her epistemic stance
is further authorized by her narrative as proof thiaat she says is true, which challenges
institutional discourse.

Yvette's moral stance is tied up with her epistestance. Her view that “they [White
people] was trying to wean out the Black kids verthe White kids” in order to make the school
predominantly White is a moral judgment on her pérshows that she believes White people in
the school system are capable of doing such aof aatism. Yet, she ends the narrative with
the fact that the school was not turned into a rmagchool. According to her, this is because
more Black students passed the SOL test than Wwhatdministration originally conceived. This
is the misjudgment that is considered part of Ya/stépistemic stance. Her laughter at the end
is also an example of her moral stance becausavteys that she thinks the plan of weaning out
a particular group of students based on race esiluas.

The Black students are the ones who are agemtitres passage because they disproved
the school system and passed the SOLs. Althougimdt explicit in this passage, Yvette
socially identifies herself as Black. Her persadahtity is difficult to pinpoint. | assume thiat
is reflected through her laughter. It is a moualgment as aforementioned but it also a
nonverbal display of her thoughts and feelings,clli$ part of the internal conversations. The
laughter transmits not only ridiculousness but alsnoyance. She does not agree with racist

actions nor does she believe that they will be ssgfuil.
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Narrative 3: Childhood experience of racial discnmination in the educational system

Carla: ...‘cause I, you know, when | was coming up in ikénston [town where she is
from] and the school system was predominantly Whitel a lot of times they try to keep
Black children down and in lower levels of readiagd so when | started out in school
they had me in the lowest reading level, you knamd of course I'm sitting here like this
is just so boring. Are we reading, you know, wetading a story, | be already finished
the story and they still on the first page. I'iktag about all the other kids that are
reading, and I'm already done and the teacher wiowlkl at me and say [she mocks
teacher] Carla what are you doing and I'm alreaniglied, you know, ‘cause | dealt with
this for five years until | had a teacher in sigtlade and she realized that | was about that
level, and so she gave me some tests a seriest@ine | ended up testing out all the way
to the top level in two days, mmhmm, that’s justdaese the school system was so bad.

Carla’s personal narrative is her epistemic stdreoause it is one that she has
experienced. Thus, that gives her full authoatgay that what she believes is true that “the
school system was predominantly White and a loinaés they try to keep Black children down
and in lower levels of reading”. She goes on toata that she was one of those children who
were kept “down”. Furthermore, she was one ofstindents who were actually more advanced
than the other children because she was boreddmuthee other would still be on the first page
while she is already finished. She even mocksuvénethe teacher spoke to her, changing her
voice to match the one of her teacher, who obwviodisl not believe she was finished with her
reading assignment. This is more proof that heancst is the truth.

Her moral stance comes about when she talks dooushe was redeemed in the sixth
grade by another teacher, who recognized herghisted her and placed her in the correct
reading level. Through an affective utterancerofthmm” her moral stance is more so realized.
She is not just “saying” that the school systemag@st and unfair, but actually “saying” shame
upon the school administration for their misjudgitmeflthough they kept her in lower level

reading classes for five years, she still won eehd.



142

She definitely socially identifies as Black becasghe is one of the Black kids whose
advanced abilities were not acknowledged by thealcdystem. Her personal identity is shown
through her commitment and determination to prénae she did not belong in the lower level
reading classes. Earlier in the interview, whhot represented in the above passage, Carla
states that she taught herself how to speak MA&UIT reading books constantly, which in turn
helped to improve her reading and comprehensidis si&ince she was young, she has been
very proactive in her educational career. Thatesdier very agentive.

Narrative 4: Imparting the importance of educationand lessons on race relations

Rose Marie: Sticks and stones many break my bones but namkesewigr hurt me. |

know one incidence that Marvin [her son] was onlihg, and he came home and he said
Mama this little [White] boy keep calling me a ngggeveryday, said I'm going to hurt
him, he keep calling me a nigger everyday. | Sslidivin don’t do that but what you do

is you turn around and say I've been learning alyoutfor years and now I'm so glad
that you learn about me, and the little boy neathéred him again. So what you get in
your head they can't take it... it's good that thatiyget a good education you have a
good foundation to stay on.

By saying “l know one incidence” as the prefacé® narrative she recounts, she makes
it clear to the listener that she is certified &y svhat she does, which is similar to what Yvette
does above. Rose Marie’s advice to her son tahtellittle boy who was harassing him, “I've
been learning about you for years and now I'm sal ghat you learn about me” is an explicit
statement of epistemic knowledge. This selectitth® passage means that “you do not know
yourself nor me, and | know myself better than  naw me”. Rose Marie tells her son to claim
how much he knows or to realize that he is verywkedgeable. She wants him to use that
knowledge against his adversaries instead of “hgitthem physically. By doing that it

communicates that “I know myself well enough to get in a fight with you”.
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This is another passage where the epistemicestamt moral stance are one in the same
or closely linked. Rose Marie’s moral stance & ps she says, “what you get in your head they
can't take it". What is in your head is a “goodiedtion” or “good foundation”. That “good
education” overrides and nullifies name-calling;lsas “nigger”, that is unsound or lacks
validity.

By advising her son not to do anything negativeaxs the little boy but to let him know
that he is the ignorant one and her son is notesimwered her son making him agentive in a
positive way. Just like the other participants shcially identifies herself and her son as Black.
In the beginning of the passage, Rose Marie retlishildren’s rhyme “sticks and stones”.
This introductory nursery rhyme is appropriatelte kesson she teaches her son and the message
she is sending to the listener about the importafeglucation. Through the recitation of the
children’s rhyme, that she most likely learned wkka was a child, it appears that Rose Marie
personally believes that education is the way tafead “so you don’t have work hard” and can
“be independent”. Additionally, a person is mdrart words and what others think about you.
Thus, she teaches her children this moral, “my rttamg was to instill into them is to be polite
to uh get an education”.
Narrative 5: Discrimination based on one’s languag or speech

Alex: | have a girlfriend, and she’s Filipino, and heaimlanguage is Tagalog, but um
well I go with her Mom sometimes, and she’s realig’s not very Americanized, but
anyway people talk down to her and stuff, and iketshe’s not, you know, good as
them. So, when | see that I'm like wow that tha€al that really happens.

In an earlier passage stated abd®4.2 Society’s Metadiscoudsdlex states that the US
associates one’s intelligence with the way a pesp@aks, and if they are from another country
people assume that they are not that intelligét&.further shares that that kind of association is

without merit and not true (moral stance). Thhg harrative of his girlfriend’s mother
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substantiates his belief. His epistemic stanstasvn when he says “I'm like wow that that’s
real that really happens”. lItis as if he has coonerms or realization with how people
misjudge others who are ESL speakers.

Alex’s moral stance mainly is revealed in the passfrom 5.4.2 and seen in the
paragraph above. Still yet, it is also made kntlwough him saying “wow”, which connotes
ridiculousness. This is akin to Yvette laughingl &arla saying “mmhmm?” at the end of their
narratives.

Alex socially identifies himself as Black althouiylis not quite evident in his speech,
through linguistic features and his discourse is pfarticular passage. It seems as if he was
talking to himself, which is an internal conversatiwhen he says, “I'm like wow that that’s real
that really happens”. Therefore, part of his peasantegrity is revealed through an emotional
thought and moral stance of the absurdity of juggine’s intelligence based on their language.

5.6 Summary

The narratives in section 5.5 are based on intetrpersonal experiences of the
participants or of the interracial experiencesedge close to them. The only exception, which
is intra-racial, is that of Antonio, who disclod@s personal opinions on sellouts and shares his
dislike for them because they lack solidarity vflacks as a whole. Through these narratives
agency is shown through the interviewees’ epistema moral stances. Additionally, what is
revealed is with whom and with what they do anddbidentify. Their social identity is easier
to detect through linguistic features and discautdewever, their personal identity is not so
readily divulged. Their discourse and what is ¢aregd as their internal conversation and verbal
and nonverbal commentary are assumed as a windpartof their personal identity. This

reasoning revisits and is based on Archer’s thqughich is mentioned earlier in 5.5, that social
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identity is a subset of personal identity. Therefdt is believed that personal identity, which
controls a person’s reality as a whole, can bealedethrough social identity. Through these
narratives discussed in this chapter, the partitgdgpersonal feelings, emotions, and beliefs are
revealed concerning the main topics of languages aad education. Sequentially, these
personal feelings, emotions, and beliefs on thexrtwpics impact how they portray themselves
socially. For instance, throughout the analyseptdrs, passages from Antonio’s interview have
been included showing his personal and social itiesit Antonio personally dislikes Black
people who are “sellouts”. He believes that Blpekple who are successful should share their
knowledge. He likes the way he speaks and corssitiggroper”; he considers “bad” English as
slang®, and that type of language should not be usedrindl settings, as in a job interview.
Also, he views being educated and successful asauatssarily meaning formal education but
life’s lessons, which he calls “long education’vesll. Thus, as a social being Antonio socially
identifies himself as Black and others who he peeseas like him as Black too, he speaks AAE
and limits slang use, and espouses “long” educamhteaches that to his children, nieces, and
nephews.

The analyses of chapters 4 and 5 together haes gnore complete and comprehensive
evidence of how identity(ies) is manifested throligbuistic features, speech acts and
metadiscourse alike. The next chapter looks atadMfindings from these analyses based on the
social factors of race, gender, socioeconomic @dasseducation. Comparisons are made and
showcased. This allows for a brief discussiorutdife improvements and works or analyses that

can arise from this research.

3 Antonio’s meaning of slang is similar to that ahguistics, which is lexicon that changes rapidiyd in African
American lexicon, many slang words usually arevastifrom music (Green, 2002) as in Antonio’s pregio
reference to “drop it like it's hot” (section 5.442 120).
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CHAPTER 6
FINDINGS

6.1 Introduction

The previous two chapters are analyses of thedriduesl interviews collected in this
research. Chapter 4 looks at major linguisticufes such as the copula, negation, and
agreement. Chapter 5 examines the metadiscoutke phrticipants through the methodology
of Critical Discourse Analysis (CDA). This chapsgmthesizes the findings from both chapters
4 and 5.

Section 6.2 presents the findings from the lingoifgatures. Comparisons will be made
based on the patrticipants, their family affiliati@md the social factors of age, gender, education
level and socioeconomic class. Section 6.3 displlag findings from the metadiscourse data
gathered. Section 6.4 seeks to respond to the thegn research questions posed in Chapter 1.
Those questions are the following: 1) What percgystiand attitudes do African American
speakers have on AAE? 2) How do the perceptiodsattitudes of the educational system
(teachers, administration and fellow students)caffiee perceptions and attitudes of AAE by
African American speakers (AAE)? What impact (@kenation, achievement/success, drop-out
rate, segregation, codeswitching) does/did the athal system have on African American
speakers of AAE? 3) How well does the socioecona@titus modél concerning non-
mainstream language use, perceptions and attitmodswith the two African American

communities of different socioeconomic classesistligh this research?

3" This model consists of “sub-elements of sociasavhich] include education, occupation, income gpe of
housing” (Chambers , 2003, p. 7).
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6.2 Findings from Linguistic Features
The participants are divided by family affiliatiospouses, siblings, parents and children,
and extended family (see Table 6.1 below). Adddity, there are three participants who are
considered singles because one of their family neesnyas not available to be interviewed.
Yet, their interviews are included anyway becabsy helped the data to be more diverse.

Table 6.1: Family Affiliation

Parents and Children Spouses Siblings
Vanessa and Alex Tony and Carla Tamika and Angel
Virginia and Yvette Rose Marie and James Lelalant

Yvette and Antonio

Singles Extended Family

Linda Marguerite (aunt) and Tamika and Angeéc¢eis)
Esther

Terri

6.2.1 Overview of the Participants’ AAE Features
Each AAE grammatical feature of the participant wabvidually counted. The

following chart shows the amount of AAE featuresmied for all the participants:
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African American English Linguistic Features per
Participant
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Figure 6.1

Members of a family unit are beside each other eéxample Angel, Tamika and Marguerite are
participants 1, 2 and 3, and they are a part ofekiended family’ family unit. Additionally,
Angel and Tamika are sisters and are a part obthiéngs’ family unit. The family with the
largest amount of AAE features is the three germral parent-child family of Virginia, Yvette
and Antonio with a total of 240 features. The figmaiith the smallest amount of AAE features
is the parent-child family of Vanessa and Alex. iAdividuals, Alex, Tony and Terri have the
lowest amount of AAE features, which is one, wMlgginia has the highest amount of AAE
features, which are 120.

It should be noted that all of the participantsha family units were interviewed together
except for Virginia, Yvette, Antonio and Marguentdo were interviewed separately. More
than likely, that accounts for the high count of Bgrammatical features for Virginia, Yvette
and Antonio. Even if they were interviewed togetftie first interview with Virginia and
Yvette and the second interview with Yvette anddhmb), it seems as if they still would have

the highest amount of AAE features. In regardstber family units, several points should be



149

made. Angel talked more than Tamika. Carla talkede than Tony. James talked more than
Rose Marie. Lela and L. J. talked about the samzuatrof time interrupting each other
throughout their interview.

Linda had a total of five AAE features, but shereoted herself on two of those features.
That is why she is listed as having only three AlA&tures. Esther’s interview was the longest,
about an hour and forty-five minutes long. She wery careful with her speech for about the
first half of her interview. She thought about wtasay before she said something, and her
voice was softer and had a higher pitch. Shewstded reassurance, asking if she was
sounding okay. However, pre-recording Esther wadér, talked faster, and was giving me
directives. It was not until the second half thla¢ was more like herself, which was exactly how
she was before the interview was recorded. kesBsther, James was also very conscience
about how he sounded. The recorder was stoppedadévnes per his request so that he could
think about what to say; although, it was told itm that he would not be judged on what he
says. Topics on language, race, and educatiobearry sensitive subjects. When a person
knows that s/he is being taped, s/he becomes hygidant of their speech because they know
that the listener has the potential to misjudgentb@sed on their speech. Additionally, once the
tape recorder begins | change from the young pergba is subordinate to them, and become
the Ph.D. student, which is a power role-reveisat ked to some discomfort on both sides at
times, especially in the beginning of the intengew

Gender-wise, the women conversed more than theregamdless of the fact that there
are more women represented in the data than maton® and Rose Marie are the exceptions.

Antonio’s interview was only about forty-five mireg long; he was very talkative and did not



150

need any urging to talk. On the other hand, aseafentioned, Rose Marie did not talk much,
and it was not until the end of the interview wier husband that she talked more.

The data in regards to socioeconomic class is rateywand to some extent more
complex and ironic. Below Figure 6.2 has the sarfegmation as Figure 6.1, but it also
includes the household income range of the paaintgp(see Appendix B or Chapter 3 for age

and education information).
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Figure 6.2

Vanessa and Virginia would be considered the soomamic status model prototypes. Vanessa,
who is a Ph.D. candidate, has the highest incordealy has two AAE features throughout her
interview while Virginia, who has a high school dima, has the lowest income and the most
AAE features. Yet, there are others who do natddtly into that box. L.J. is one of the
participants whose income is currently in the lowasge along with Virginia, Marguerite,

Angel, and Tamika. He is the only one working todgsa Bachelor’s degree in that income

range. The others have a high school diplomass: [&et, L.J.’s socioeconomic class
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background is much higher. His and Lela’s parbatsee made and still make $100,000 plus.
L.J.’s attitudes on language and community refiéstupper-class upbringing. Like L.J., Alex
also has a lower income range, but his Mother, ¥smemakes six-figures plus, and he is also
working toward a Bachelor’'s degree. Yvette andelkare a part of the same income category,
but Yvette has almost twice as many AAE featuras thames. James did not finish high school
and Yvette has an Associate’s degree. Terri'sfamdnio’s AAE count are drastically different
despite the similar income range. Terri has mdreation than him and was raised in an upper
class family®. Esther and Rose Marie, who are approximatelypéimee age, have the same
amount of AAE features represented in their intamg, but they have totally different income
levels.

The data from this research shows that the use@beconomic status in conjunction
with language use is complex. There are severttjgants that illustrate this. The following
are a few examples of this. Linda has the higbdstation, but makes less money than Esther
and Vanessa, who are working towards their B.A.Rind. respectively. Linda and Vanessa
each have very little AAE linguistic tokens in thepeech. However, Linda makes somewhat
less than half of Vanessa, and Vanessa professésige her speech, MAE to AAE, depending
on the context. In addition, the income level é&&Aand L.J. is low, but they are still in college
and have more education than some who make moreynban they do plus their parents make
more than $100,000. They also have lower tokedsAdt features.

6.2.2 Specific Look at Certain AAE Features
Chapter 4 begins with a brief literature reviewtree well-researched features in AAE.

As aforementioned, these features are the copetmtion, and agreement.

% 1n her interview, Terri recalls that people usedall her family “The Cosbys” after the fictitisdamily on the
sitcom, “The Cosby Show”. The parents were prabesgs, a medical doctor and lawyer, and the fafiid in a
large brownstone in New York City.
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Three Major AAE Features
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Figure 6.3
Out of these three features, agreement has thedtigbunt followed by the copula, which is a
close second. It makes sense that negation, vidheh actual account of multiple negation, has
the lowest count due to the fact that it is a higttigmatized feature of AAE, as stated in 4.2.3.
Virginia has the most uses of multiple negatiome Topula and agreement are broken up into
sub parts. The findings on these two featureseea below.

6.2.2a The CopulaThe copula is further divided into copula absenggethding on the
predicate type it precedes, habitheland remote BIN. These features and their cooredipg

token count are seen below in Figure 6.4.
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The Copula
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Figure 6.4
Copula absence has the highest representatiorf any®f the other sub-features of the copula.
The chart below further separates copula absenteelyredicate that follows it: locative,

verbal, adverbial, adjectival, and nominal.

Copula Absence before Predicates

M Locative
| Verbal

= Adverbial
B Adjectival

® Nominal

Figure 6.5
The verbal predicate has the highest percentagéfatbecause most of its examples are the
missing auxiliarybe Yvette and Virginia have the highest amountereach, of copula absence

in the verbal predicate. Only Yvette, Virginia, Anto, Angel, Tamika, Marguerite, and James



154

display the copula absence in the verbal predieditéhe other participants do not have this
feature represented in their interviews. Additibnat should be mentioned that copula absence
in the third person plural is 45%, in third persamgular is 30%, and in second person singular is
25%. As noted in 4.2.hre-absence is common not only in AAE but also in WHiteerican
English (WAE) as well. What makes AAE more uniggiéhat a great amount Fabsence also
occurs, and this data shows only a 15% differemteden the third person singular and third
person plural absence.

6.2.2b AgreementAgreement is sub-divided into subject-verb agredadjective-
noun agreement, and article agreement. As islselew, subject-verb agreement by far has the
highest count. It appears almost seven times mdfres data than the adjective-noun agreement,

which has the lowest percentage of 11%.

Agreement

B Subject-Verb
H Adjective-Noun

Article

Figure 6.6
Subject-Verb agreement is further broken up intt find third person singular, second person
singular, and first and third person plural. Thare only three examples of the second person

singular, all from the same family unit:
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Virginia: if you isany type of man
MAE: if you areany type of man
Yvette: you wasn'tlistening
MAE: you weren'tlistening
Antonio: youjustwastalking
MAE: youjustweretalking
The first and third person singular have the molstihs of lack of agreement at 52 followed by a

35- count lack of agreement in the first and tipiedson plural.

Subject-Verb Agreement

B 1stand 3rc person
singular

m 2nd person singular

1stand 3rc person
plural

Figure 6.7
Overall, Virginia has the highest calculations$abject-verb lack of agreement. James has the
highest count for adjective-noun lack of agreeméxitonio has the highest amount of lack of
agreement with articles and the noun that follows.

6.2.2c  SummaryThe findings of three major linguistic features slh@wcased above.
Tokens from the copula are highest in copula ales@iowed by habituabe There are only
four counts of remote BIN. Three out of four oé ttokens are spoken by Antonio, Angel, and

Tamika, who are all less than 30 years old. Thetlfioexample of remote BIN is by Rose Marie,
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who is one of the oldest participants. Multiplgagon in this data follows the trends in other
contemporary studies on AAE where it is not usethieyparticipants much because of the
stigma attached to it. Virginia and James, whaehame and four tokens respectively, have the
highest amount of this feature. They are alsodivibe oldest participants. Angel and Tamika,
who are two of the youngest, have only one couch e multiple negation. Agreement, or the
lack thereof when comparing AAE to MAE, has theé&sat amount of tokens out of the three
features. Subject-verb agreement has the highestirat of tokens at 119, where 89 of those
tokens are first and third person singular subyecb agreement.

There are two other interesting features, pron@amascontractions, which have a large
amount of tokens as well, which is typical of oteirdies on AAE. Pronouns are divided into

appositive, possessive, reflexive, demonstratind,expletive.

Pronouns

B Appositive

W Possessive
Reflexive

B Demonstrative

H Expletive

Figure 6.8
A total of 42 tokens are pronouns where the possepsonoun has the highest amount at 33%
while the demonstrative and expletive pronouns hlagdowest amounts at 14%.

There are two types of contractions examinedimdhata, one which consists of the

subjectpluswould haveand thesubjectpluswill/going to, for example:
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James:if I'd-a went during the time that | built this house
MAE: if | would havegone during the time that I built this house
Tamika: she be trying to act likehe-acry
MAE: she always tries to act lilghe is going tary
The other type of contraction is what is calledatag contraction in this data. It is the negative
contraction, which can be in the past or presehichvis discussed in this section. The negative
contractions o&in’t andwon't are analyzed. Both forms of the contraction thleeplace of the

copula plus the negataot. Yet, ain’t also includes the forms dfaveplusnot anddo plusnot.

Negative Contractions
15 14
Numberof 10
the AAE
4 4
Feature 5 3 . l
0 - M Contractions
ain't=to ain't=to ain't=to won't=
be + not have+ do+not tobe+
not not
Contractions
Figure 6.9

As is mentioned in Chapter wpn'’tis particularly special in this data because itiatsbeen
mentioned in any previous literature on AAE, astda my knowledge. Although it only has a
few tokens, spoken by Antonio (3 tokens) and Viigifl token), it is quite commonly heard
from the relatives and acquaintances of mine, wieoih the Tidewater area, and is also used by
me as well.

The findings from the linguistic analysis illuggasocial identity through the presentation

of linguistic features represented in the speedheinterviewees. By the participants’ use of
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AAE features, it shows their identification and nership in the Black community. The next
section displays the findings from the metadisceasalysis. It portrays the interviewees’ ideas
and views on language.
6.3 Findings from Metadiscourse

In addition to the analysis of linguistic featurags,examination of metadiscourse leads us
toward a better understanding of how identity isifested through language. Furthermore, it
gives us incite to people’s attitudes and perceptan language, personally and socially. The
metadiscourse data gathered in this research aegwhe twelve prearranged questions (see
Appendix A) specifically formulated for this partthe study. The following prose is a synopsis
of the interviewees’ answers to the questions.
6.3.1 Overview of the Metadiscourse

Many of the participants notice the nonmainstréanerican English (NAE) features in
their speech; however, they strive not to speakwlag, constantly correcting themselves and
advocating MAE to others, as in the case of Lintt® w@emonstrates this throughout her
interview. On the opposite end, there are thalse Antonio, who do not consider themselves
“proper” and think that others may not view therattivay either. It is not even certain if
Antonio realizes that he speaks AAE. He speaks A#&&ughout the interview and equates
mainstream speech to polite speech, e.g. as “ye&snhand “no ma’am”, making it a part of his
linguistic repertoire as he has gotten older redadithe benefits thereof.

While growing up, many of the interviewees saigitlspeech was corrected by teachers
(James, Yvette, and Tony), parents (Antonio, Alexnika and Angel), or both (Linda). A few
learned MAE outside of the home through teachergheir jobs from professionals (Esther), or

by constantly reading (Carla). Although their Fatpurposefully had them around White
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mainstream culture and the acquisition of MAE weggeeted in their household, Lela and L.J.
maintain that their Mother emphasized mainstreaititemrEnglish over mainstream speech.
Other parents in this research, such as Vanesgrsnd Linda, admit to correcting their
children’s speech.

There are also discussions on other people’s vigweir speech. Alex is the only one
who says that he does not think anyone has comudhentéis speech and told him their opinion
of it. Antonio has been labeled “polite” and “resfable” by his former drill sergeant and his
Mother’s acquaintances. Several participants haesm accused of sounding like a White
person. Vanessa tells a story of some of hertslieeing shocked that she was Black after
talking with her on the phone. Lela was calledfigowhite girl” by her former boyfriend’s
roommate when she called on the phone to spedlatdoyfriend. L.J. has been called “the
Whitest Black guy” by his friends and others.

Many patrticipants believe that people make judgsien the way a person speaks but
those judgments are not always correct. Somecpaatits have seen firsthand how associating
intelligence (Alex) and clothing or the way oneksedTony and Antonio) with speech is a
fallacy. Additionally, being highly educated or al#hy does not always signify that the person
speaks MAE neither (Yvette, Vanessa, and Lindaywéler, many of the same participants
agree that not being able to speak MAE can leadlack of educational and employment
opportunities (Antonio, Linda, Esther, Yvette, Vasa, Rose Marie, and Alex). All of the
participants declare having an education, formahfmrmal, is the key to success or “making a
better life for yourself”. This belief is espedjaémphasized by Virginia, Rose Marie, James,

Marguerite, Yvette, and Alex. Still yet, a pers#rould not disassociate him/herself from their
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community because of their higher education anttMaugh their speech (Virginia and
Antonio).

“Talking proper” or speaking MAE can alienate yioam others, especially in contexts
where it is socially incorrect (Alex, Antonio, Ytet and Virginia). Therefore, every contextual
situation has an acceptable form of speech. IncthWAE is mostly spoken with elements of
AAE (Linda). The speech of church members carobetous and superficial according to
Tamika and Angel. Yvette says, for the most ghet “church lingo” does not belong in the
workplace. Although Alex only has one AAE featureghe interview, he confesses that his
speech is “less standard” at the barbershop or \Wwheging out with friends because if it is not,
“the men will look at you funny”. However, his sgmh is “more formal” when he is on his
college’s campus in the classroom or in the laAntonio says it is okay to “speak your own
language” and “represent yourself” but not durirjglainterview because the employer could
misconstrue you as “ignorant”.

While many of the participants think that peopderd been misjudged by their speech,
some of them agree that you can infer a greatfdmal the way a person speaks. For instance,
your speech reveals where one is geographicalhy frothe US and abroad which is an example
of social identity. One participant even said th& wrong to judge others by the way they
speak, and later in the interview she admittedstautting down” and not listening to a person if
that person has a foreign accent. Alex and hiherdfanessa discuss the difference between
the speech of those in Norfolk and Virginia Bealhe speech and culture is deemed more
mainstream in Virginia Beach than Norfolk. L.Jhavis more of an MAE speaker than not, says

that people are surprised to find out that heamfiNorfolk because of the way he speaks.
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There are a few of the interviewees who comparespieech of Blacks and Whites.
Yvette does not think that there are Black-Whiteesyh differences; the way you are raised
makes the difference in how you speak. She nbtghtiere are White people who do not speak
MAE as well. Linda also says that some of her Whttudents also do not speak MAE, and a
few of them try to speak like her African Americstadents, who tend to speak “Ebonics” as a
means of solidarity. Still yet, when AAE is spakia the classroom, i.e. during a presentation,
her Black students tend to laugh and make funatfglkrson; thus showing that many of her
students do have some command of MAE whether theglsit or not. Lela says that the White
people that she knows change their speech, whighas she says she does, depending on with
whom they are talking. Both Lela and Antonio tabout the use of slang in the Black
community. Antonio talks about young, urban Blaaksg slang during job interviews. Lela
says that she guesses that she is not as Blatle ds@ight because she is not familiar with the
newer slang.

All of the participants in this study identify \Wwibeing Black or African American.
Vanessa is outspoken about making a distinctiowdst the labels African American and
Black, preferring the latter over the former. Qgheere not as forthright, but the majority of the
speakers referred themselves and others in the coitynas Black instead of African American.
Antonio and Virginia discuss at length their dislifor those Blacks who do not want to claim
nor help the African American community. Alex tslbout how some Blacks who are
educated, successful, and wealthy are tokenizallttite people and perceived and accepted by
them as non Blacks. L.J. makes an overt distindtietween Blacks who are well-to-do and

“privileged”, like himself, and those of lower soeconomic statuses.
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6.3.2 Summary

Although all of the pre-formulated metadiscoursesjions are answered in the data
collected, not every question was answered by paditipant. Some participants were not as
comfortable in sharing their views and perceptionsanguage. In fact, a couple of them
refused to do so and averted the conversation &t thiey wanted to discuss. At first it seemed
that they were digressing from the topic, but evelty it was realized that these tangents, such
as their childhood or their views on racism andoatdion, did complement the topic of language
and identity without specifically speaking on thubject. Whether the participant was on target
or tangential, all of the interviews contributedhe metadiscourse analysis. The upcoming and
final section brings the study full circle by attgtimg to answer the major research questions.

6.4 Main Research Questions

Both Chapters 4 and 5 answer the main researdtigne. However, the metadiscourse
analysis mostly answers questions 1 and 2 whilstopre3 is mostly answered by the linguistic
analysis. Nevertheless, in conjunction, each efamalyses supplements and gives more insight
to the other.
6.4.1 Responses to the Main Research Questions

Before responding the main research questions,stheyld be briefly restated:
1) What perceptions and attitudes do African Anaarispeakers have on AAE?
2) How do the perceptions and attitudes of the atiloigal system affect the perceptions and
attitudes of AAE by African American speakers (ARB)Vhat impact does/did the educational

system have on African American speakers of AAE?
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3) How well does the socioeconomic status modeteoring non-mainstream language use,
perceptions and attitudes work with the two Afridemerican communities of different
socioeconomic classes studied in this research?

6.4.1a Question 1The answer to question 1 varies. Every particijpattis research
has at least one feature of AAE noted in theirinév. However, one participant does not
believe that AAE exists. She believes that thoke say there is such a dialect exists is stating
that Black speech is inferior. Conversely, anothe thinks that AAE does exist, and it is
something that Blacks “genetically” inherit fromibg descendants of African slaves. She,
along with several others, promotes MAE while $iilling AAE acceptable specifically in
informal contexts (codeswitching). To many, sprgkhAE is an act of solidarity among those
in the Black community. Yet, there are a few iniewees who do not espouse AAE for any
speech situation.

6.4.1b Question 2Many of the participants say that they were coaedty their
teachers. Linda, a professor of English, talksuabow her students have laughed at those who
speak AAE in the classroom and called those whaesp@E negative names, such as “stupid”.
She makes a point to communicate to me that shiem@pds them for the name-calling. Several
participants recount specific events, personal eepees and those of others, where teachers
have mislabeled students and placed them into ltavet classes because of perceived linguistic
deficiencies. Interviewees also share accounpeople being stereotyped because of their
speech and missing employment opportunities beaaubeir speech. All of the interviewees,
in their own way, believe that how you speak wétefmine your success.

6.4.1c Question 3Generally speaking, the socioeconomic status neid#ds that the

higher the socioeconomic class, the less vernath#aspeech and the more standard or
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mainstream is the speech. The data in this stadploorates this to a certain extent. However,
several of the most mainstream speaking participadinit to speaking non mainstream or AAE
in certain contexts, particularly around familyefrds, and others with whom they are familiar.
The participants who are Virginia Beach residentsnraore MAE speakers than the ones from
Norfolk. Nonetheless, the interviewees from Ndtfehose socioeconomic class background is
relatively higher than the others speak MAE modgheftime and proudly announce that they do
so.
6.4.2 Summary

The main research questions have been thorougblyexed in chapters 4 and 5 through
analyses of linguistic features and metadiscoufsgeneral overview, understanding, and
explanation to these questions are given abovefimtimgs of this study, including the
responses to the main research questions, leanie imteresting questions for future research.

These conclusions and more will be expanded ifidttecoming and final chapter.
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CHAPTER 7
CONCLUSIONS AND IMPLICATIONS

The main point throughout this study is to analdgcan American English and identity
intra-racially, through the main topic of educatiamong various socioeconomic classes in two
very different cities which are geographically adjat to each other. A generally recognized
assumption in Sociolinguistics is that the higher $ocioeconomic class the more mainstream
the speech. AAE is considered a nonmainstrearadiallhus, for the majority of previous
studies on AAE, the participants have been mendfeise working class or the poor, as if they
were the only ones who speak AAE or have the bettermand of it. However, people and
language are too complex to be situated in sucplstic terms, as that theory proposes. As an
African American who speaks AAE and a linguist wias done previous research on AAE, |
have seen firsthand codeswitching between AAE aAdEMI also have witnessed disgust for
AAE and a love for MAE or vice versa. In additidrknow that just because you may speak the
dialect does not mean you are an advocate of &nyMimes those are the ones who do not even
realize they actually speak it; they are just fegdiff the stigma and stereotypes associated with
it. Nevertheless, research like this one questiy@meral linguistic thought and theory and forces
the discipline to re-evaluate previous and curideds and take more into account the
complexities that language presents. It shoulddied that all of the previous researches on
AAE are not taken lightly nor discounted. It isdhigh those groundbreaking studies that the

data on AAE is as rich and plentiful.
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However, it is time for more change, incorporatigyver ideas within Sociolinguistics
and from other fields of the social sciences, withedbbandoning older schools of thought. This
study makes an attempt to do all of this by soméwvidtapping out of the box” or going beyond
what typifies current and past research. It shinegiversity within the African American race
rather than diversity between Whites and Blacksciwis commonly done. It also shows
diversity among those in the same socioeconomgsclas seen in this study, not everyone in
the same socioeconomic bracket has the same amioMAE features in their speech. Despite
the fact there are features in this data thatygiedl of AAE in general, this research specifigall
looks at a geographic location and does not trpae great or absolute generalizations for the
African American community and AAE-speaking persatiarge. More importantly, this
research does not only count tokens of AAE featanekthen I, as the researcher, create labels
and make assumptions from there. It seeks togyeeence and authority to the interviewees
instead of merely using them as a means to an @ne. of the goals is to allow the voices of the
participants to be heard and to validate and exanheir perceptions, ideas, beliefs, and
experiences.

Another goal for this research is to seek waysontribute to changing social
conditions for those who are in a minority statnd have been discriminated against. There are
a few sociolinguists who have used their studidselp in the educational and employment
arenas and have encouraged more research to dotsmllectively, in regards to the discipline,
not much has been done beyond that. One of ther tiegmes from the interviewees throughout
this study that kept recurring is how language smekech has helped or hurt educational and
employment opportunities. Many of the participastiared (personal) narratives on this

particular subject. These narratives could beulsefthe cause of adding “language” to the
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Non-Discrimination Policy’ in these two arenas, for instance. Yet, just filsmerous other

investigations before it, there is always roomifoprovement which would only enhance,

supplement, and go beyond what has already bedyrada There are new research questions

that arise based on the findings in this dissematiThey are as follows:

1)

2)

3)

4)

It is politically correct to call someone of Africalescent in the US, African
American. However, this study has shown that spewple use both African
American and Black or just prefer one over the otiteen they racially identify
themselves. Through people’s characterizatiohefiselves (Black v. African
American), do researchers have the right to teerdthlect they speak African
American English instead of Black English? Shouloki labeled according to what
the majority of the participants in their studyéhii?

(When) is it acceptable for the researcher to lalmhlect, as AAE, and pronounce or
declare the participant a speaker of that dialtet analyzing the data of the speaker,
even if that particular speaker claims that s/hesdwot speak that dialect and/or does
not think that the dialect exists?

Is AAE really “not proper” or “not correct” whenéhe are those who speak it (like
Antonio in this study) all the time and considenfiroper speech” as slang and
“proper speech” as “yes ma’am” and “no ma’am”? W\dr& people’s perceptions on
different registers of speech versus differentatitsl of a language?

According to social realist theory, a person becomesocial actor after they become

agentive. Can you be a social actor and show gdeguistically without being

% This policy was created in 1964 as part of CivigiRs Act (Title VII). In subsequent years agesatiility,
political affiliation, and marital status were addeCurrently there is a drive to add sexual oggah. Many
employers have this as part of their non discritgmepolicy, stating that they do not discriminatethe basis of
race, color, national origin, gender, disabilitgeasexual orientation, religion, or marital statifet, language is
still not one of the areas that is protected by uwv.
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consciously aware of what you speak? For instédracperson speaks AAE but does
not think or believe that s/he speaks it or codehes between AAE and MAE, is
s/he still a social actor who shows agency? Duesseness have to be a requirement
for agency?

Besides the questions stimulated from the resdardimgs, there are also further
recommendations for future research on this pdai@iudy or other similar works. The
interviewer could be more acquainted with the paréints for a longer period of time doing
more of an ethnography. This way, the people wbeldnore willing to be interviewed
individually rather than with someone else. MowsEAfeatures from those of higher
socioeconomic classes might be gathered if thoge&ipants are taped in a more natural setting,
e.g. at church, at work, at a family reunion, ankgin school, etc. Many studies in Interactional
Sociolinguisticé’ attempt to do this by analyzing participants iougr settings. Also, it would
be interesting to not only gather data in a motanaasetting where other people are around but
also interview each participant individually andkimgy comparisons from there.

It would also be beneficial and more insightfuttdlaborate with a phonologist or
phonetician to look at AAE’s sound system. Peragptests could be created, specifically
analyzing standard AAE where people have MAE granmttodan AAE sound. That could aid
in the explanation of standard AAE, which is diBputed by some, and placing it on the AAE
linguistic continuum.

In terms of dialectology, more lexicon should béhgeed. This lexicon from the region

could be compared to other regional AAE lexicon aunpra-regional AAE lexicon. It could also

0 See Rampton, B. (2006). Language in Late Moderhitgraction in an Urban School. Cambridge: Cadge
University Press.
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go beyond the lexicon of AAE and look at how it Inaftuenced or has been influenced by
lexicon from other English dialects, African langes, and more. This could possibly contribute
to the research on the origins of AAE.

Despite the shortcomings and limitations, it isdewit that this research study contributes
to Linguistics as a whole and more specificallyiSliguistics. As stated above, it gives AAE
and its speakers more dimension. Plus, by examihi& dialect in different ways, it brings
AAE back to life rekindling interest in it. Thisadect has been the most studied (and exhausted)
dialect of all in US Sociolinguistics!

Furthermore, it is relevant to many fields witlicademia and beyond. In (Language)
Education this research helps to bridge the gapdset MAE and AAE. Many African
Americans find MAE as a valuable tool in socieBy learning AAE grammar, one can teach
MAE by translating AAE into MAE, which could pos$jtiead to increase literacy rates. In the
field of English, studies on AAE can help compasitand rhetoric teachers who are trying to
teach prescriptive written English to students winbe using AAE grammar. In addition, to
those who teach multicultural literature or AfricAmerican literature will be able to explain and
understand the literary works that contains som&Adit, as in the works of Zora Neale
Hurston. In (African) American Studies, works AAE contributes to the history and
knowledge of the US while understanding the cousmttgmplexities. AAE is a dialect born of
African slaves brought to the US. It is a diale@ated mainly from the interaction of the
Africans and the British along with other lingugstnfluences. In addition, it contributes to the
literature on African American families and the ion@ance of kinship on their survival and
preservation in the US. At first glance, it seahet Sociolinguistics and Sociology are closely

related to each other, sharing similar theoriesa@mtepts, but that is not always the case. This
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research tries to bridge that gap by showing hasiastheory can help and complement
Linguistics research.

Research is just research if it only stays witliademia and it is not available or of any
value to society. For the last eight years, | haesented my research on AAE in conferences
and given lectures on it in high school and collelgesroom settings and in church platforms
such as Black History month programs. | have atsated brochures on linguistic awareness
with another colleague. This study adds to the bafdyork on critical research by being
beneficial to society-at-large in doing away witiglistic stereotypes and discriminatory
practices through linguistic awareness. Linguidiscrimination has taken place and continues
to take place in multiple social domains, suchhasworkplace, in organizations, and in schools.
As seen in the Literature Review, the educatiopstiesn has a history of mislabeling students as
linguistically deficient and placing them in spé@ducation, speech pathology and/or lower
reading classes. Foremost, it is with this in mthdt this research hopefully makes a difference

and encourages future researches in all fieldsuofy2o do the same.
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APPENDICES
Appendix A: Pre-Formulated Questions

1. Tell me about the way you speak. Do you like it?atmakes your speech different from
the way mainstream English speakers speak?

2. Were there attempts to correct your speech?

3. Who speaks like you do (family, friends, etc.)?

4. Tell me how people speak where you live.

5. Has a teacher (principal or any school officialgesorrected your speech? Tell me what
happened. How did you react?

6. Give me an example of “correct” or “proper” English

7. Describe how people should speak at school, chtwahg, etc.

8. What can you tell about a person from the way sfigaks?

9. How do Black people speak?

10.Tell me what people say about the speech of Bladple.

11.How do you think White people speak?

12.How do people judge the way others speak?



Appendix B: Background Information of the Participants

PARTICIPANTS

HOUSE-
NAME AGE GENDER CITY EDUCATION | HOLD INCOME
Angel 18 Female Norfolk in high school $0-9K
Tamika 21 Female Norfolk high school $0-9K
Lela 30 Female Norfolk B.A. $50-59K
L.J. 20 Male Norfolk | working on B.A. $0-9K
Tony 34 Male VA Beach B.A. $60-69K
Carla 33 Female VA Beach B.A. $60-69K
Rose Marie 66 Female Norfolk high school $10-19K
James 68 Male Norfolk | some high schoo| $30-39K
Virginia 66 Female Norfolk high school $0-9K
Yvette 45 Female Norfolk AA. $30-39K
Antonio 29 Male Norfolk | working on A.A. $20-29K
Vanessa 47 Female VA Beactworking on $100K +
Alex 21 Male VA Beach Pvr:/'(JIDri(ing on B.A, $10-19K
Marguerite 46 Female VA Beach working on GED $0-9K
Esther 62 Female Norfolk working on B.A. $70-79K
Terri 38 Female VA Beach working on B.A. $20-29K
Linda 54 Female VA Beach Ph.D. $60-69K
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Appendix C: Background Questionnaire
Background QuestionnaireAcknowledging the Voices of Families
Please answer the following:

Race/Ethnicity:

Age:

Gender:

Place of Birth:

Married: yes no Children: yes no If, dnén, how many?

Where did you grow up?

City/County/Town of Residence?

Schools and Colleges Attended:

Highest Level of Education (circle one): High 8oh  GED Community College
4-yr College  Graduate/Professionallégy

Occupation:

Approximate Family Income (circle one):

$0-9999 $10,000-19,999 $20,000-29,999 $30,0009%9,9
$40,000-49,999 $50,000-59,999 $60,000-69,999 $00780999
$80,000-89,999 $90,000-99,999 $100,000+

Anything you would like to say about yourself (®ample, where you have traveled, hobbies,
etc.):



