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MEHRSPRACHIGE UNIVERSITATEN SOLLTEN EINE
SELBSTVERSTANDLICHKEIT WERDEN:

CAPACITA COGNITIVE, AND THE ASSET OF MULTILINGUALISM
RITA FRANCESCHINI

Es lohnt sich dariiber nachzudenken, weshalb in den letzten zehn Jahren im-
mer mehr Universitaten versuchen, sich Profile zu geben, welche die Aspekte
der Mehrsprachigkeit als kennzeichnende Merkmale in Statuten und Program-
me aufnehmen. Stehen wir vor einer echten Bewegung mehrsprachiger Uni-
versitaten — wie sie sich beispielsweise im Verbund der europaischen ,,BiMu“-
Universitaten manifestiert — oder lediglich vor einem Trend, welcher der immer
starkeren Notwendigkeit, sich auf dem ,Bildungsmarkt’ zu positionieren, ge-
schuldet ist, oder handelt es sich bei dieser mit Uberzeugung vorangetriebe-
nen Ausrichtung tatsdchlich um ein weitsichtiges Engagement fiir eine Thema-
tik, die reelle Zukunftsperspektiven hat? Wenn es stimmt, dass Universitdaten
sensible Orte sind, in denen vorausschauendes Denken stattfindet, dann ist
die Profilbildung mit Einbezug von Mehrsprachigkeit zu letzterer Méglichkeit
zu schlagen.

Die Offnung der Universitaten zur Mehrsprachigkeit hin — in den unterschied-
lichsten Formen, die die Mehrsprachigkeit haben kann — steht sicherlich mit
einem epochalen Wechsel in Verbindung, bei dem bspw. die endgiiltige Verab-
schiedung von starken Annahmen zu Homogenitat im Zentrum steht. Der Fokus
wird vermehrt gesetzt auf Diversitat, Kreativitdt und auf den Wertediskurs — mit
Betonung von Ethik, Lebens- und Beziehungsqualitat sowie Nachhaltigkeit — und
somit auf das Individuum, seine Geschichte und Verantwortung. Es ist daher nur
natiirlich, dass entdeckt wird, wie vielfdltige sprachliche und kulturelle Lebens-
lagen in einer Studentenpopulation und bei Dozierenden vorhanden sind. Die
Vielfalt der sprachlichen Repertoires, die heute (aber auch frither) eine durch-
schnittliche Universitdt aufweist, ist hoch. Neu ist dies nicht, doch heute wird
diese Tatsache als entwicklungsfahige Eigenschaft angesehen, da wohl erkannt
wird, dass Mehrsprachigkeit eine Eigenschaft darstellt, die fiir Studium und Ge-
sellschaft einen kulturellen, sozialen und innovativen Mehrwert mit sich bringt.

E non diciamo neppure nulla di nuovo se riportiamo risultati delle prime ricer-
che degli anni ’7o del secolo scorso sui confronti fra allievi mono- e bilingui
nei sistemi scolastici del Canada, da dove sono partite le prime indagini sugli
effetti (nocivi si temeva allora) dell’educazione bilingue dalle prime classi delle
scuole primarie in poi. Una delle liste che si possono estrarre dagli studi pionie-
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ristici attorno alla figura di Wallace E. Lambert* € la seguente: gli scolari bilingui
mostravano la tendenza di essere in media migliori dei loro coetanei monolingui
nelle seguenti capacita:

verbal and non-verbal intelligence
reconstruction of a perceptual situation
verbal originality

verbal divergence

semantic relations

creative thinking

non-verbal perception task

verbal transformation

symbol substitution

metalinguistic types of performance

Come si vede, nella lista non figurano soltanto capacita prettamente linguistiche,
ma anche capacita in genere cognitive. Se ne pud dedurre che l'acquiszione di
pit lingue aiuta a rafforzare anche altre capacita cognitive. Vi & perd un caveat: i
risultati erano soltanto positivi se si confrontavano bambini della stessa estrazione
sociale. Tale variabile sembra quindi essere piu forte degli effetti benefici del bilin-
guismo. Si pensi a ragazzi di famiglie di migranti: tuttora essi non sembrano trarre
quel grande vantaggio dal loro potenziale multilingue quanto i ragazzi di famiglie
integrate da generazioni.

Gli studi di Ellen Bialsystok, p.es.,2 hanno aiutato notevolmente a vedere pid chiaro
in tale campo di studi dedicato al confronto di capacita cognitive di soggetti bilin-
gui: con analisi psicolinguistiche avanzate il team attorno alla studiosa statunitense
ha potuto dimostrare che le capacita di soggetti bilingui sono specifiche e persino
salutari per mantenere una flessibilita mentale in eta avanzata. Gli individui bilingui
hanno specifiche capacita di dirigere e mantenere l'attenzione su un focus, ed una
capacita nell’inibire stimoli. Ci si pud immaginare che cid deriva dal fatto che un
bilingue sa focalizzare su una delle sue lingue, come sa inibire ’altra ad emergere
in superficie.

Seit Wallace Lamberts Studien in den Siebziger Jahren des letzen Jahrhunderts ist
die obige Liste erweitert worden. Zudem scheint das Bewusstsein fiir Mehrspra-
chigkeit erhdht vorhanden zu sein. Die vielen Initiativen des Europarates und der
Europdischen Union haben sicherlich dazu beigetragen, Lehrpersonen und Entschei-
dungstrager von der Notwendigkeit zu (berzeugen, dass mehr Anstrengungen in
den Erwerb und ebenso sehr auf den Erhalt mehrer Sprachen zu setzen sind. Gerade

1 Nei lontani anni ’7o p.es. in: Lambert, W. E., Tucker, Richard G. & d’Anglejan, A. 1973. Cognitive and attitudinal
consequences of bilingual schooling. Journal of Educational Psychology 85/2: 141-159; e cfr. Lambert, W. E. 1977.
In Hornby, P. (ed.). Bilingualism, 15-28. Academic Press: New York.

2 Cfr. p.es.: Bialystok, E. 2001. Bilingualism in Development. Cambridge University Press: Cambridge.
Bialystok, E., Craik, F. & Klein, R. 2004. Bilingualism, aging, and cognitive control: Evidence from the Simon Task.
Psychology and aging 19(2): 290-303.
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im Jahr 2009, das zum ,,Jahr der Kreativitat und Innovation“ ausgerufen worden ist,
hatte eine Auftragsstudie der Europdischen Kommission der Frage nachzugehen, ob
die Mehrsprachigkeit einen Beitrag zur Kreativitdt leistet.> Aus einer umfangreichen
Literatursichtung der letzten Jahrzehnte gelangte die Studiengruppe zum Schluss,
dass dies in folgenden Bereichen der Fall sein kann:

erhohte mentale Flexibilitat

bessere Fahigkeit, Probleme zu l6sen

grofiere metalinguistische Fahigkeit

bessere Fahigkeit zu lernen

bessere zwischenmenschliche Fahigkeiten

Verlangsamung der altersbedingten Minderung der geistigen Fahigkeiten

Die Mehrsprachigkeit entwickelt individuelle Fahigkeiten; doch {iber diese Befunde
hinaus ist es nun an der Zeit, dass sie auf universitarem Niveau einen institutionel-
len Platz finden und Wertschatzung erfahren. In diesem Sinne leistet Mehrsprachig-
keit einen Beitrag auf mehreren Ebenen: zur Entwicklung sozialer Institutionen, zur
Entwicklung von Kenntnissen, zur Entwicklung der Wirtschaft.

Nichts ist anfalliger fiir Kritik als eine Sonntagsrede. Die Umsetzung von Mehrspra-
chigkeit in Institutionen ist alles andere als einfach. In vielen Fallen muss dazu erst
noch die Bereitschaft geschaffen werden, von den sozialen, didaktischen und finan-
ziellen Rahmenbedingungen ganz zu schweigen. Dieser Band zeigt dies eindriick-
lich: Es missen noch viele wichtige Akteure tberzeugt werden, Formen evaluiert
werden, Mut zur Erprobung unterschiedlichster Profile gefunden werden.

Dabei gilt es, sich mehrere organisatorische Optionen vorzufiihren, je nach dem, auf
was die Mehrsprachigkeit abzielt. Es muss die Frage gekldrt werden, wer ist das Ob-
jekt der Mehrsprachigkeit: Der Studierende, die Institution, das Angebot, oder etwa
alle drei?

A tale riguardo — e ai tre livelli — & necessario chiarire le seguenti domande: con
quali capacita linguistiche uno studente inizia e termina il suo corso di studio? Deve
uscirne trilingue come propaga I'Unione europea o deve semplicemente sapere
inglese accanto ad una sua L1? Quali attivita si mettono in atto per permettergli di
diventare p.es. trilingue: si usa un metodo tradizionale di sostegno linguistico attra-
verso corsi di lingua, mentre 'insegnamento & impartito in altre lingue (magari solo
in inglese)? O si usa un modello CLIL-universitario, dove anche le materie vengono
trasmesse in una delle lingue da acquisire? Che ruolo gioca il contesto sociale della
regione in cui lo studente potrebbe usare le lingue che sta per acquisire?

A livello di istituzione le domande da chiarire riguardano lo sviluppo delle compe-
tenze del personale amministrativo ed accademico da un lato e la policy di comuni-
cazione da adottare. Il personale universitario ha da essere bi- e multilingue? Com’é

3 Aus: ,Studie iiber den Beitrag der Mehrsprachigkeit zur Kreativitat“, EU 2009, www.europubblic.com.
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da reclutare? | testi scritti e le comunicazioni sono da diffondere sempre in pid
lingue o il multilinguismo € usato in modo facoltativo ovunque, ma non nei testi
ufficiali? Le lingue minoritarie presenti in loco giocano un ruolo particolare e fanno
parte del profilo dell’universita o non sono visibili? Darsi il sigillo del multilinguismo
finisce soltanto per attirare studenti internazionali e di offrire corsi in inglese per
tutti, uniformando cosi di nuovo la comunicazione e il pensiero?

Alivello di offerta formativa, le domande critiche si riferiscono al peso che si da alla
componente linguistica: essa pud essere parallela, additiva, o integrata e vissuta
anche per la trasmissione del sapere. Laspetto linguistico pud essere solo aggiunti-
vo, come approfondimento piti o meno facoltativo: 'offerta formativa sarebbe allo-
ra multilingue, perché si prevedono pill lingue da acquisire e/o da studiare (p.es.
separatamente in un centro linguistico che se ne occupa). Lofferta formativa di
materie non-linguistiche pud essere invece differenziata, prevedendo corsi paralleli
in pil lingue, tenendo per questa via separati i vari gruppi e rendendo piu difficile
che interagendo fra loro possano acquisire conoscenze reciproche.

A tutte queste domande e forme organizzative opzionali il volume fornisce esempi di
pratiche, spesso virtuose, e offre un nutrito potenziale di riflessione. E’ pit il campo
di sperimentazione condiviso che forma il tratto comune degli aspetti che si discuto-
no in questo volume che non le soluzioni ampiamente valutate e convalidate.

A multilingual university is an organization where linguistic diversity is taken for
granted. In a multilingual university, languages are not merely or separately held in
juxtaposition, nor should they be considered as having an ancillary function. In a
multilingual university it is the attitude towards languages which makes the diffe-
rence: multilingualism is taken as an asset for growth in communicative complexity.
Thus, in a multilingual university different languages are intertwined in practice and
thinking — even to make the most of the above-mentioned increased faculties. And
if a territory has a historical multilingual background or is to begin to have one by
new immigration, now is the time to take the opportunity to develop and make
these communication skills visible.

Therefore, the enhancement of multilingualism in Higher Education should have
its grounds in the deep conviction that diversity is an overarching asset and ad-
vantage. Our societies are evolving within increasingly complex constructs, which
require an empathetic, in-depth capacity to understand others. More chances will
be given to us if we manage to reach to form future generations with these faculties
developed, and multilingualism is an essential tool for achieving this.

Prof. Dr. Rita Franceschini

Former Rector of the Free University of Bozen-Bolzano,
Director of the Language Study Unit

Freie Unversitdt Bozen-Libera Universita di Bolzano
http://www.unibz.it/en/public/research/language



Introduction

In September 2007 the Language Study Unit (Kompetenzzentrum Sprachen, Cen-
tro di Competenza Lingue) of the Free University of Bozen-Bolzano organized the
international conference “Bi- and multilingual universities: European perspectives
and beyond”.

The initiative, which was meant to continue the discussion on multilingualism in
higher education started in 2003 by a conference in Fribourg/Freiburg and carried
on with a second one in Helsinki in 2005, aimed at bringing together scholars, in-
structors, university leaders and administrative personnel working in bi- and multi-
lingual universities, for the critical analysis of practices and policies on the one
hand, and the promotion of exchange of experiences and information on the other.
A major objective of the conference in Bolzano/Bozen was to highlight current best
practices, but also obstacles and limits faced by multilingual institutions across
Europe, and relate them to the language policy adopted by the EU to promote
functional multilingualism in society. A look into experiences coming from countries
across the world, furthermore, was intended to provide a terrain for comparison
and foster scholarly interaction.

The very definition of what constitutes a bilingual or multilingual university is in
fact still an open question, and the European panorama of higher education shows
the different interpretations associated with this concept as it is stated in official
language policy documents, targeted by concrete measures and practiced in actual
spoken and written interaction.

A first set of examples of such variety is represented by a number of well-
established and more recently founded multiligual universities, which provide study
programmes, fully or in part, in two languages (German and French, Spanish and
Catalan or Basque, Finnish and Swedish, Italian and German, to mention but a few
cases), integrating English as a further language of instruction and, what is more,
carrying out their daily organisational and administrative activities in two or three
of these languages.

At the same time, we are experiencing a constantly growing offer of educational
programmes in English, complementing instruction in a national language: driven
by the will and need for academic internationalisation, against the background of
student mobility, and given the consolidated role of English as the language of
international communication and as lingua franca in academic contexts, over the
last decade more and more universities and colleges in Europe have been offering
not only summer schools, PhD and masters programmes, but also bachelor degrees
in English.

The present volume, which collects a good part of investigations and experiences
presented and discussed during the conference, offers a glance into this complex
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picture, highlighting some of the major issues faced by universities when they de-
cide to offer courses taught through the medium of an L2 or to thoroughly orient
themselves towards institutional multilingualism.

The multi-faceted nature of using more languages in higher education is a reality
experienced by students, educators, scholars, administrators and university lead-
ers involved in a variety of activities — teaching and learning, participating in work
meetings, providing and requesting study and work supporting services, discuss-
ing strategies to implement language policies. If it is clear that all these different
social actors might experience and view multilingualism according to their own
focus, priorities and goals, it is also clear that each of them is stronlgy connected
to the others, and that solutions to obstacles can be only found in dialogue and
interaction.

This seems relevant not only if applied to cooperation between different actors
within the institutions themselves, as many contributions in this volume report, but
also as concerns investigations in the area of sociolinguistics and applied linguis-
tics on the one hand, and practice-driven research action from the perspective of
language teaching on the other.

The issue of English as a medium of instruction and as lingua franca, for instance,
involves not only questions of international standards and certifications, but also
the consideration of the communicative habits of the single disciplines; planning
coaching measures for subject-matter instructors teaching in a foreign language
can be based on established CLIL-experiences and profit from investigations on
academic communicative styles; discussing the kind of competence required by
prospective students and the competence to be reached upon graduation has to
take into account, among other things, the needs of the labour market but also to
establish solid links with secondary education prior to university.

Given the strong interplay between perspectives, the choice that was taken to
shape both the conference programme and its proceedings into sections is arbitrary
by necessity; nevertheless, we hope that the point of view taken here can highlight
some previously unseen connections.

The volume opens with three papers which provide a general introduction to spe-
cific issues in multilingualism research by addressing current investigations on this
topic in Europe, the peculiarities of testing bilingualism in higher education, and
the changes in communities’ and individuals’ repertoires against the background of
modernisation.

In his article, Georges Liidi offers a reflection on how linguistic diversity characteriz-
ing contemporary Europe can be managed in higher education, in that it represents
not only a challenge, but also a chance for the construction and dissemination of
knowledge and it can thus be an important factor for students’ success on the lab-
our market. Based on initial results from the European integrated project DYLAN,
the author provides examples of spoken and written communication in a private
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company and in some multilingual universities, discussing how the use of more
languages becomes a resource against the background of interlocutors’ varying rep-
ertories and linguistic preferences, and in the elaboration of disciplinary concepts
in the classroom. University language policies as well as professors’ and students’
representations of languages and of multilingualism are also critically examined, as
is the definition of “multilingual university” itself, thus showing the importance of
data-driven research for the development and the evaluation of multilingual higher
education.

Anu Virkkunen gives an outline of present-day testing theory and looks in particular
into the practice and the consequences of testing bilingual language proficiency at
university level. Right from the beginning she points out that “It is of vital import-
ance for bi- and multilingual universities to be able to verify that entering students
have the required language skills in order to succeed in their prospective studies
in a timely fashion”. Virkkunen argues that “Bilingual universities differ in when
they expect their students to show proficiency in two languages.” There really is
a wide range of ways of testing students’ proficiency: on the one hand there are
universities like Bozen-Bolzano that have introduced language assessment as part
of the enrolment procedure for some of their degree courses as well as compulsory
language courses for students who do not meet the requirements. On the other
hand there are universities like Helsinki where L2 proficiency (either in Swedish or
Finnish) is a graduation requirement. In both cases it is a difficult task to link tests
of bi- or trilingual proficiency somehow to the Common European Framework of Ref-
erence, thus defining entrance and exit levels as well as giving the tests a reliable
and valid design. Virkkunen pleads for a very careful handling of specific tests at
university because of the risks of an increasing dropout rate caused by inadequate
testing methods. Obviously bi- and multilingual universities are always in a biased
situation where the overall advantages of studying in multilingual and multicultural
environment and exposure to teaching and learning in L2-medium-courses may at
the same time lead even gifted students to abandon a degree course if the lan-
guage requirements are too demanding.

If testing bi- or trilingual proficiency for higher education is still an open question,
there is no doubt that contemporary societies cannot be any longer considered
monolingual, as it is shown by Tullio Telmon in his discussion of the Italian situa-
tion, characterised by the strong presence of dialects and regional varieties and by
alloglottal communities across the country. Starting with general observations on
phenomena of language contact which show the vitality of Italian dialects but also
the influence of English, the author underlines the growing awareness, both in Ital-
ian society at large and in the scientific community, towards multilingualism, with
particular reference to historical heteroglossic situations. Such heightened attention
has led in recent years to large-scale sociolinguistic surveys, which involved more
than a hundred local communities in the north-western Italian region of Piedmont,
investigating speakers’ linguistic repertoires by means of self-evaluation question-
naries. Results provide interesting insights as to the stability of minority languages



Introduction

(Occitan, Franco-Provencal and Walser), which go along with both standard Italian
and the regional variety, thus contrasting with classical theories of modernisa-
tion which would foresee the decay of local varieties against standard prestigious
languages. On the contrary, in the contemporary post-modern era, the tension
between global and local seems to lead to a new configuration, one where poly-
glot individuals participate in a variety of local and cultural communities and have
multiple identities, a phenomenon which has shed new light on common views of
globalisation and poses new questions about education.

The section “Institutional language policies” offers an interesting insight into multi-
fold approaches towards bi- and multilingual teaching at university level as well as
into the question of how these universities fit into an often complicated political
and linguistic ambience. For instance, the founding of a trilingual university in Bol-
zano/Bozen seems to be the logical outcome of a long-running discussion in South
Tyrol, a highly prosperous and dynamic border region with a notoriously small
percentage of graduates. But fitting a university into a very delicate ethnic and
linguistic situation with a majority of German-speaking citizens on a regional level
and a vast Italian-speaking majority in Bolzano was a difficult task. The underlying
conflict between German and lItalian was counter-balanced by introducing English
as the third teaching language. The founders of the university broadened the
university’s horizon in every sense towards the international scientific community
as well as a much larger number of potential students. Therefore they introduced
English as the lingua franca of science and the globalized economy. This decision
must be considered a sagacious and politically far-sighted strategic choice. The way
in which the initial idea of a trilingual university with all its pros and cons devel-
oped is described by Christoph Nickenig’s paper which provides a critical analysis
of the state- of- the -art of language teaching and learning in Bolzano/Bozen.

The University of the Basque Country has chosen a completely different way to fost-
er internationalization and boost the use other languages in their degree courses.
As from 2005-2006 students have been able to choose to attend various English-
medium lectures. Although this is called “Plan de Plurilingliismo”, favouring the use
of foreign languages as a medium of teaching actually means favouring English.
Therefore the strategic planning of the University of the Basque Country is in line
with what is happening all over Europe. The situation that David Lasagabaster
describes in the University of the Basque Country is particular, though, because a
considerable number of students are speakers of Basque or attend lectures in the
Basque language and Spanish. In comparison to Bolzano with its declared trilin-
gual approach, this is a sort of hidden trilingualism. The University of the Basque
Country’s “Plan de Plurilingliismo” has encountered an enthusiastic reaction from
the lecturers but seems to be much less attractive to students. Therefore Lasaga-
baster carried out a survey amongst students who did not chose to attend lectures
in English. The findings of this enquiry can be summarized as follows: more than
50% of the students are convinced that their English isn’t good enough in order to
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attend an English-medium course and pass the exam and assignments successfully.
Another 28% is not willing to spend more energy than necessary in subject-matter-
courses taught in English. The level of English among Spanish students is notor-
iously low despite all the attempts of introducing CLIL in secondary schools along
with teaching English (or another foreign language) as from an early age.

What seems to prevent students at the University of the Basque Country from
chosing English as a medium of teaching and learning doesn’t seem to be an issue
for the students of the Babes-Bolyai-University in Cluj-Napoca in Romania. Stefan
Oltean points out in his paper how the multicultural character of the Transylvanian
area is reflected in the university’s language policy where students can choose bet-
ween streams in Romanian, Hungarian and German. Lectures in one of the three
languages are accompanied by language courses in two foreign languages. Oltean
describes a rather complex system of requirements and benchmarks against a
background of a region with multilingual schools. It seems that the students of
Babes-Bolyai-University are rather happy with the language provisions as proven by
the results of a survey carried out by Oltean and others. The students seem to be
quite keen on language learning and obviously want to grasp the opportunities of
a globalized labour market.

A completely different approach towards multilingualism in tertiary instruction is
offered by Narva College of the University of Tartu in Estonia. All degree courses are
officially taught in Estonian although the people in the border region of Ida-Virumaa
are predominantly speakers of Russian. Therefore in Estonian-medium classes,
elements of Russian and English are to be taken into account. There are even
curricula in Russian and English but the predominant language at Narva College is
Estonian. Katrin Reinvere and Nina Raud try to categorize the students’ attitude
towards teaching in Estonian. Motivation basically varies from so called “deaf-
mutes” with a low motivation and equally low language skills to “fully-fledged”
motivation and language skills. Obviously there is an issue of acceptance of the
single official language of Estonia, namely Estonian.

While the language policy of the Estonian government tends towards monolin-
gualism despite the fact that there is a high percentage of speakers of Russian
in that country, in Catalonia, for instance, the regional government is implement-
ing a policy of bilingualism, and in addition to Castillian and Catalan, English is
establishing itself ever more as a third language. Miquel Strubell deplores in his
paper that Catalonia up to this moment is not trilingual, that the teaching of Eng-
lish and French in Catalonian schools is highly deficient and that languages other
than the two official languages and English as lingua franca are not taken into
account. In comparison to Narva college the Universidad Oberta de Catalunya (UOC)
has undergone a process of involuntary deregulation. The outcome of this con-
sists of a recession of Catalan from certain spheres and the progress of Spanish
and English especially in postgraduate courses. Strubell consequently describes an
action plan of the UOC to foster real trilingualism. Boasting language acquisition in
an open university means investing in powerful language tools such as automatic
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translations, terminology tools and corpus-based instruments as well as research.
Stressing the importance of English as the lingua franca of the globalized world
and fostering teaching and learning of English are not only in line with the policy of
the European Union but with national and regional policies. In the Flemish part of
Belgium the situation is different from Catalunya. Dutch (in its Flemish variety) was
introduced as a medium of higher education only in 1930 as Frank van Splunder
points out. This could be one reason why the University of Antwerp has adopted a
language policy according to national law that strongly supports the position of the
Dutch language despite the fact that in a globalized world English as a medium of
instruction is of ever-growing importance.

Another interesting example for an institutional multilingual language policy is
given by Zsuzsanna Eva Kiss whose paper deals with the relatively young private
university, Sapientia, in Transylvania, a region in Romania with a numerous Hungar-
ian-speaking minority. Kiss carried out a series of semi-structured interviews with
students and members of the teaching and aministrative staff. Kiss explains why
the language policy of Sapientia University — after three years during which Hungar-
ian was the sole medium of instruction — switched to a more flexible model in which
Romanian plays a very important role although the number of really proficient
bilinguals is low. At the same time, due to a lack of English language proficiency,
English medium courses have been cancelled and Sapientia is — as a matter of fact
— becoming a bilingual university.

A completely different geographical area where language-in-education is a highly
sensitive issue is South Africa. Marianna Visser exemplifies in her paper what kind
of balancing act Stellenbosch University is accomplishing because there is a strong
link to the Afrikaans-speaking community and at the same time there is a growing
number of students whose L1 is one of the nine indegenous African languages or
English. Basically Stellenbosch University’s language policy stresses the importance
of English and Afrikaans as the predominant mediums of instruction and communi-
cation between students.

In Cameroon, as Jean-Paul Kouega points out in his contribution — for historical rea-
sons — French and English have been the official languages since the independance
of the country from France and Britain in 1961. Investigating into the use of French
and English at the University of Yaounde Il and language use of ex-students from
this university in their professional life, Kouega reveals that French is becoming the
predominant language in certain spheres of the civil service.

Against the background of official language policies, little is known yet of how so-
cial actors — instructors, students, administrative staff etc. — use languages for the
accomplishment of their communicative goals in the context of multilingual univer-
sities, just as little is known about the way declared institutional language orienta-
tions are ‘translated’ in the classroom. The section “Analysing communication inside
and outside the classroom” provides some results of ongoing studies on this topic,
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tackling questions such as the emergence of multilingual communicative practices
in students’ group work, specific characteristics of native-non native interaction as
they arise from the need of negotiating meaning in exolingual, asymmetric contexts,
as well as students’ patterns of language use in informal settings.

Melinda Dooly and Emilee Moore present an analysis of a CLIL science education
lesson held in English at the Universitat Autonoma de Barcelona, which, besides
having Catalan and Castillian as official languages, is introducing more and more
instruction through the medium of English. By adopting a qualitative, ethnographic
approach, the authors examine how multilingualism becomes a resource in stu-
dents’ groupwork interaction, and comment on the use of Catalan, Castillian and
English for the management of the assigned task. Is is claimed that, in the context
of an institutional monolingual vision of instructional activities, codeswitching is
not only present in actual classroom and informal pratices, but also proves to be
a resource upon which participants draw both for subject knowledge construction
and for the accomplishment of discourse-related goals.

From a different perspective, Lorenzo Spreafico addresses the communicative prob-
lems faced by non-native speakers against the background of limited lexical re-
sources, and provides a phenomenology of strategies of lexical compensation in
native- non native interaction. His analysis, based on seminars videorecorded at
the Free University of Bozen-Bolzano, sheds light on patterns of language use in
a multilingual educational context in that it examines the role of specific verbal
strategies in overcoming lexical deficits and, when applied by tutors, in facilitating
understanding.

Further observations on pedagogical interactions are provided by Daniela Veronesi,
who examines academic lectures by looking at how professors shape their dis-
course for students as new members of the academic community in an exolingual
context like the one represented by the Free University of Bozen-Bolzano. After
illustrating the language orientation of the institution, the analysis, based on a
collection of videorecorded lectures, focuses on metacommunication as a strategy
to orient listeners within lecturers’ extended contributions, as well as on the way
the complexity of LSPs is handled. Final considerations are devoted to research
perspectives for the investigation of lectures as dialogic and multimodal face-to-
face communicative events, thus going beyond a mainly monological view still
characterising studies in the field.

The study of academic communication, though, need not be confined to university
classrooms: on the contrary, a look at how students interact in informal situations
outside the institution can provide fruitful insights into whether and how official
language policies and actual pedagogical practices are reflected in students’ so-
cial lives. Such interactions are analysed by Alessandro Vietti, who, by examining
language diaries and conversations collected by students at the Free University of
Bozen-Bolzano, comments on a range of phenomena of language contact deriving,
for instance, from the use of English as a lingua franca and German as L2 in native-
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non native communication. Observations on the dynamic character of language
use and on speakers’ flexibility in multilingual contexts are thus provided, together
with some hypotheses on the interplay between students’ social networks and pat-
terns of language use.

The spread of English in international communication, leading in the past decade
to an area of investigation in its own rights under the label “English Lingua Franca”
(ELF), has become in academic pedagogical contexts, at a tangent to the concept
of “English for Academic Purposes” (EAP), giving rise to a number of studies
addressing questions such as the evaluation of English-taught programmes and
students’ language proficiency and the discursive and linguistic characteristics of
language use, as illustrated in the section “English as a Lingua Franca”.

This section is opened by Iris Schaller-Schwaner, who provides a general intro-
duction to some of the main issues currently debated and who proposes a con-
ceptualisation of the overlap of ELF and EAP by utilizing the notion of “English for
Plurilingual Academic Purposes” (EPAP), thus taking into account the new linguis-
tic scenarios emerging in higher education in Europe. Against this background, the
case of the bilingual German-French University of Fribourg/Freiburg is examined, by
discussing the development of its language policy over time and its ambiguities,
and illustrating an ethnographic research carried on in several faculties. By ana-
lysing in detail interviews, textual, and conversational data, the author highlights
attitudes and patterns of language use in the communities of pratices under con-
sideration, showing how English becomes integrated into multilingual speakers’
rich repertories.

If a detailed examination of discourse and interaction provides encouraging results
as to the use of ELF in the classroom, many more aspects have to be taken into
account when evaluating the feasability and the success of programmes run in
English, expecially if this takes place in non-English environments. Tuula Lethonen,
Kari Pitkdnen, Roy Siddall and Anu Virkkunen-Fullenwider, active at the Helsinki
University Language Centre, tackle this question by focusing on Master’s degree
programmes and by applying a method of analysis which takes into account the
perspectives of all subjects involved - students, instructors, the university admin-
istration and society at large. The analysis examines the strengths, weaknesses,
threats and opportunities of English-medium instruction at Helsinki University, and
is proposed as an instrument to be applied in institutions operating under similar
conditions.

The use of English as a medium of instruction in non-English speaking environ-
ments can indeed represent a major issue for a multilingual university, as Jemma
Prior discusses on the basis of her experience at the Language Centre of the Free
University of Bozen-Bolzano. Given the German-Italian bilingual background of the
area, English represents a foreign language for most students, and opportunities
to use it in daily communication are quite rare. As an example of concrete actions
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taken in order to enhance interaction in English, the author reports on a tandem
project carried out via videoconference in cooperation with a university in the
United States, and discusses methodological, technical and pedagogical aspects of
the initiative.

A further much-debated aspect of L2-based instruction concerns its impact on stu-
dents’ language proficiency. Cristina Mariotti addresses such an issue by reporting
on a study conducted at the University of Pavia, where Italian and Erasmus students
attending a history and sociology class in English were tested with regard to the re-
tention of lexical items and improvements in syntax. On the basis of results, which
did not show any significant variation, it is argued that linguistic input needs to be
elaborated through interaction, supporting the case for more dialogically-oriented
teaching styles in lectures.

The question whether teaching through the medium of an L2 can be considered
effective both from a content and from a linguistic point of view has long been
at the centre of discussion and investigation in compulsory and secondary edu-
cation, where teacher training and co-teaching were first activated in the context
of immersion and CLIL-programmes (Content and Language Integrated Learning).
Based on such experiences, some bi- and multilingual universities, as documented
in the section “Subject Matter Instructors and CLIL” are now facing issues such
as the quality of L2-subject matter-instruction and the integration of content and
language, by providing language support for instructors teaching in an L2, testing
their L2-competence and encouraging cooperation between language and subject
matter educators.

Virve-Anneli Vihman and Jennifer Uhler, both active at the Estonian University of
Tartu, illustrate an English language programme for instructors and administrators
developed in this university, which, along with instruction in Estonian, offers entire
masters programmes and single BA classes in English. The authors first discuss
measures set up to initiate the programme, such as placement tests and question-
naires, and focus in particular on the course curricula for academic teaching pur-
poses. These consisted in several modules designed to enhance academic speaking
and listening abilities, and included activities like observations and discussions of
classes delivered in English and analysis of speech styles in lectures; a writing re-
source lab and several seminars rounded up the programme. Final observations are
devoted to problems faced and to the conditions that can make such initiatives in
support of staff language development most beneficial for institutions.

The issue of the effectiveness of L2-based instruction is addressed from a different
perspective by Robert Wilkinson, who takes his personal experience — that of an
English native speaker teaching professional skills in Dutch at Maastricht University
- as a point of departure. The contribution presents a case study conducted on one
of the author’s classes in a framework of action research, which explores students
responses - as native or near-native speakers - to instruction in a lecturer’s L2 other
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than English. After discussing some possible factors affecting the absence of criti-
cism upon the lecturer’s use of Dutch, which partially contrasts with other findings
of English-medium instruction, the author outlines perspectives for future research
in bi- and multilingual universities, such as designing new instruments for students’
classes evaluation, and carrying out detailed analyses on the impact of lecturers’
language use on student performance in the studied disciplines.

A further experience from the Netherlands is provided in the contribution by Renate
Klaassen, Madeleine Bos and Tim Roubos, who report of a large-scale mandatory
screening which took place at Delft University of Technology in order to assess the
English language proficiency of non-native English scientific staff. The authors show
in detail how such action was planned and proceeded to take into account institu-
tional language policies, pratical organisation and types of tests. Language training
programmes provided on the basis of results are also discussed, together with
further language policy measures adopted by the institution in order to improve
quality requirements with respect to the English language proficiency of its staff.

Maria Grazia Borsalino, instead, offers an example of cooperation between a lan-
guage and a subject matter lecturer at the Catholic University of Milan, which result-
ed in bilingual team teaching (Sociology and English) for MA students. The author,
who participated in the module as English language lecturer, discusses preliminary
work conducted in tandem with an Italian Sociology lecturer and the task-based
approach adopted in the classroom, which involved a variety of activities such as
reading comprehension, group work, written and oral reports and language skills
feedback in English. Based on students’ positive follow up comments on the mod-
ule, the author stresses the value of such multidisciplinary orientation towards the
integration of an ESP perspective into a broader CLIL framework which can provide
students and lecturers with new opportunities for learning and enriching profes-
sional awareness.

The section is concluded by a discussion, led by Enrica Piccardo, of the challenges
and opportunities posed by the multilingual reconfiguration of higher education in
Europe. Against the background of a survey conducted on a sample of universities, the
author examines the measures implemented for specific bi-multilingual academic staff
training and discusses the main aspects of CLIL, in particular cognition and culture,
highlighting possible perspectives for the new role educators are called to play in the
development of competent plurilingual and multicultural European citizens.

“Students’ communicative competence” is at the centre of six contributions which
demonstrate how to boost students’ language skills inside and outside the class-
room in a more practical than theoretical mode.

Although the European Union continuously declares and promotes multilingualism
(mother tongue + 2 etc.) and despite the overwhelming success of the Erasmus
programme there seems to be a lack of concrete measures and instruments in order
to prepare exchange students on a content and linguistic level for their life in a
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different academic setting. The exchange students’ linguistic competence does not
always correspond to the challenges of everyday life at a university abroad. This
is not just a general remark but the background of Carmen Argondizzo’s and Jean
Jimenez’ contribution to this volume in which they present the outcome of an inter-
esting project of six European universities (from the Netherlands, Portugal, Slova-
kia, Spain, Great Britain and Italy) funded by the EU focusing on the linguistic skills
of exchange students by developing and providing an open learning environment.

Autonomous learning is taken into account from a completely different point of
view in Carmela Briguglio’s paper. Australian tertiary education institutions are fac-
ing a rapidly-increasing number of students from non-English-speaking countries.
At Curtin University and specifically Curtin Business School, the growing diversity of
the student body and the subsequent diversity of students’ English and academic
language skills is tackled by a number of language learning advisers who focus on
student development and fostering students’ responsibility for their own work.

The assessment of the Italian language skills of future students of the Free Univer-
sity of Bozen-Bolzano is the core topic of the contribution of Mariella Natale and
Claudia Provenzano who compare the testing methods of the final exam of Italian
as a Second Language in the German-speaking high schools of South Tyrol, the
test of bilingualism that is an important pre-requisite for public servants, the Italian
entrance exam at the Free University of Bozen-Bolzano, and last but not least the
Certificato di Lingua Italiana of the Universita per Stranieri in Perugia.

Sandra Montali reflects on the teaching and ways of stimulating autonomous learning
of Italian as a Second Language at the Free University of Bozen-Bolzano. Interestingly
learners of Italian in Bolzano are sometimes frustrated by the citizens’ bilingualism
and their willingness to switch to German if they notice that their interlocutor’s Italian
skills are deficient. Montali is raising the issue that the University of Bolzano accepts
absolute beginners in one sometimes even two of the teaching languages.

Paola Vettorel in her paper on self-access centres addresses some issues discussed
by Argondizzo/Jimenez, Briguglio and Montali and these are the specific needs of
exchange students in more and more multilingual university settings, the important
role of language learning advisors and the importance of autonomous learning in
general. Vettorel stresses the importance of acquiring study skills as well as an in-
sight into the specific academic settings to which exchange students are exposed.
If a self-access-centre that takes into account the specific needs of incoming and
outgoing students, a library in a multilingual university has to satisfy the needs of
heterogeneous groups of users with different linguistic backgrounds.

Ulrike Kugler and Raffaella Bernardi illustrate the example of the Library of the Free
University of Bozen-Bolzano plus its plurilingual OPAC and the possibility of check-
ing something out on the OPAC system in one language and having search results
based on the literature in various languages. The outcome of a joint project with
the computational linguists at the Faculty of Computer Science is a system for a
multilingual search in libraries (MuSil).

11
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To conclude our introduction, we would like to express our thanks to all the
people who contributed to the discussion documented here: the conference par-
ticipants, the members of the Scientific Committee — Anne-Claude Berthoud, Lu-
cie Courteau, Liliana Dozza, Rita Franceschini and Mirja Saari — and, last but not
least, our collegues of the Language Study Unit (Centre for Language Studies and
Language Centre), whose support and engagement in organising the conference it-
self was vital. Our gratitude goes to Rita Franceschini, for constantly encouraging this
initiative, and to the Library of the Free University of Bozen-Bolzano, its head, Elisa-
beth Frasnelli, and in particular to Astrid Parteli, for taking care of all the big and
the tiny details that the publication of this book brought along.

Daniela Veronesi, Christoph Nickenig
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MEHRSPRACHIGE UNIVERSITATEN ALS BEITRAG ZUR

ERHALTUNG DER SPRACHLICHEN VIELFALT EUROPAS
DiE PERSPEKTIVE DES EUROPAISCHEN FORSCHUNGSPROJEKTS DYLAN
GEORGES LUDI — UNIVERSITAT BASEL

Linguistic diversity represents both a challenge and a chance for the European system of higher
education. Multilingual universities and multilingual programmes have been developed to meet
this challenge. However, these products are not always thought through. More research is
necessary, not only concerning linguistic and disciplinary knowledge, but also the added value
of multilingualism for the construction and dissemination of knowledge and the advantages of
plurilingual alumni on the labour market. That is what the DYLAN project is about.

In addition, the term ‘multilingual university’ is ambiguous. It can mean an institution where
students are encouraged to follow an English-medium education for the sake of their - and
their university’s - integration in international networks. In terms of bilingual studies these are
weak bilingual programmes that will eventually lead to a definitive switch towards English as
the only language of science and higher education. This contrasts with a “polyglossic” image
of multilingual universities where teachers, collaborators and students draw on plurilingual
repertoires constituted by more or less partial competences in all their languages, and know how
to make use of the creative potential of their multilingualism. Indeed, strong bilingual programmes
aim at preserving the academic status of most European languages (English included).

Our first results confirm the hypothesis that in institutions of higher education as well as in the
working world, the use of various languages in the second sense, as tools for the coordination of
activities, for risk management, for access to information, for internal cohesion in mixed teams,
is an important factor for (economic) success. We start to understand better how plurilingual
repertoires are activated, but also in which different ways the dynamics of linguistic diversity
can be managed.

If students’ plurilingual competences aim principally at enhancing their opportunities on the
labour market (and therefore indirectly the attractiveness of their alma mater), it is not “academic
plurilingualism”, as documented by a language diploma, that is needed, but the faculty to
adapt flexibly to continually new linguistic contexts, including the experience of exolinguistic
and intercultural communication techniques, for example in the form of bilingual teaching. The
question of how to evaluate and document this experience will be the next challenge for the
systems of higher education throughout Europe.

Keywords: multilingualism, language diversity, higher education, workplace communication,
representations

1. Einleitung

Danemark ist eines jener europdischen Lander, welche dem Englischen als Fremd-
sprache am meisten Gewicht beimessen. 94% aller Ddnen bewerten Englisch als die
wichtigste Fremdsprache (EU25 Durchschnitt 68%); 86% geben an, eine Konversa-
tion auf Englisch fiihren zu konnen (EU25 Durchschnitt 38%); 44% geben an, tédg-
lich Englisch zu sprechen (EU25 Durchschnitt 12%) (alle Zahlen aus: European Com-
mission 2006). Sprachpolitisch forderte die Sozial-Liberale Partei Dénemarks denn

15



16

Mehrsprachige Universitdaten und sprachliche Vielfalt

auch, das Land offiziell als zweisprachig danisch-englisch zu erklaren. In einer Pres-
semitteilung heisst es dazu:

This could include traffic signs, web sites and correspondence from local councils in both
Danish and English. The authorities should to a greater extent be able to help with dai-
ly and practical things in English, just as university degrees should be taken in Eng-
lish. Everything in order to attract international students and qualified manpower.
(http://www.copcap.com/composite-9624.htm. 7.3.2008)

Die University of Southern Denmark in Odense hat letztere Massnahme bereits
vorweggenommen. Auf ihrer Webseite werden ausldndische Studierende jedenfalls
wie folgt zitiert (http://www1.sdu.dk/E/new/testimonials.html):

| would recommend studying abroad at the University [sc.] to other international students. It’s an irre-
placeable experience. I've learnt a lot about myself, my research area and become more independent. All
my classes and exams are in English, so communicating is not a problem — in or out of class.

Qihang Huang, China, degree student

All Danes speak English so you don’t have to learn Danish but it definitely helps — and | think Danes
appreciate you making an effort.
Lyndsi Witsaman, US, exchange student

Freilich stiitzen andere Umfragergebnisse aus dem Eurobarometer diese Massnahme
nicht unbedingt. So pladiert nur eine Minderheit der Danen fiir eine einzige Sprache
fur die Kommunikation der EU mit ihren Biirgern (43%, EU25 Durchschnitt 55%),
und auch die Zustimmungswerte zur Aussage, alle Menschen in der Union sollten
eine gemeinsame Sprache sprechen (dies kdnnte zurzeit wohl nur Englisch sein),
liegen mit 54% deutlich unter dem europédischen Durchschnitt (70%); gleichzeitig
sind 73% (EU25 Durchschnitt 72%) fiir die grundsétzliche Gleichbehandlung aller
Sprachen der Union. Offensichtlich mochten die Danen nicht auf ihre Sprache ver-
zichten, wie dies auch die amerikanische Austauschstudentin richtig beobachtet
hat. Sie sind, wie viele andere Europder auch, hin- und her gerissen zwischen der
Faszination des Englischen — nicht ohne Grund wirbt eine englische Sprachschu-
le in Basel mit dem Slogan: ,Investieren Sie in die Zukunft Ihrer Kinder* — und
der Furcht, die europdischen Sprachen, und besonders Kleinsprachen wie Danisch
kénnten im Rahmen einer allgemeinen Diglossie zu ,,Low Varieties“ verkommen, als
Nahesprachen fiir den informellen, lokalen und familidaren Bereich, wahrend o6ffent-
liche Funktionen in Politik, Wissenschaft und Kultur zunehmend von Englisch do-
miniert wadren.

Aber welches wédren denn die optimalen Ldsungen fiir Europa, welche gleichzei-
tig der historischen Sprachenvielfalt Rechnung triigen und die wirtschaftliche Kon-
kurrenzfahigkeit nicht beeintrachtigten, sondern erhfhten? Das europdische For-
schungsprojekt DYLAN soll dazu beitragen, Antworten auf diese Fragen zu liefern,
auch und besonders was die Rolle der Hochschulen am Erhalt — oder am Verlust —
der Sprachenvielfalt betrifft.



Georges Ludi

2. Das Projekt DYLAN

Gegenstand des seit 2006 von der Europdischen Kommission finanzierten Projekts!
ist die Dynamik und Handhabung der Sprachenvielfalt in Europa (http://www.dylan-
project.org). Es geht darum die Bedingungen zu identifizieren, unter welchen die
Sprachenvielfalt Europas unter Beriicksichtigung der Vielzahl von wirtschaftlichen,
politischen und schulischen Kontexten einen Vorteil fiir die Entwicklung, die Ver-
mittlung und die Umsetzung von Wissen und Erkenntnissen darstellt. Dabei gilt es,
das Vorurteil zu entkraften, wonach es ohnehin giinstiger ware, eine einzige Spra-
che fiir Europa zu wahlen; in diesem Sinne sollen, nach Kriterien der Kostenwirk-
samkeit, nicht nur die Vor- und Nachteile der Mehrsprachigkeit, sondern auch die
langfristigen Folgen einer allfalligen Einsprachigkeit gemessen werden. Zu diesem
Zwecke soll beschrieben werden, in welcher Form sich die mit mehrsprachigen Re-
pertoires einhergehende Vielfalt von Denk-, Argumentations- und Handlungsweisen
auf Prozesse der Handlungskontrolle, der Problemlosung und der Entscheidungs-
findung auswirken.

Im Rahmen der Projekteingabe (Berthoud, Grin & Lidi 2005) wurde ein Analy-
seraster entwickelt, welches vier Dimensionen zueinander in Beziehung setzt: (1)
der tatsdchliche Sprachgebrauch; (2) Vorstellungen von Sprachenvielfalt und Mehr-
sprachigkeit wie sie, als Spuren der sozialen Vorstellungen der Akteure, in deren
Diskursen sichtbar werden; (3) die Sprachpolitik von Staaten und anderen 6ffent-
lichen Instanzen sowie die Sprachstrategien von Unternehmen, Universitdten usw.;
(4) die sprachlichen Umgebungen oder Kontexte, in welchen sich die Akteure be-
wegen. Dabei gilt das Interesse ganz besonders den vielféltigen Beziehungen zwi-
schen diesen Dimensionen, oft iber mehrere Stationen, welche im folgenden Sche-
ma durch Pfeile angedeutet werden. Diese Beziehungen stellten die Grundlage fiir
die Ausarbeitung der Forschungsaufgaben und ihre Zuweisung an die verschiedenen
Teams dar. Untersucht werden in diesem Sinne nicht die Sprachstrategien einer Uni-
versitdt, sondern zum Beispiel deren Spiegelung in den Vorstellungen der Studie-
renden und Mitarbeiter oder deren Einfluss auf Studienpldne oder auf den tatsach-
lichen Sprachgebrauch im Unterricht, in der Administration und in den Labors.

1 DYLAN ist ein integriertes Projekt (Vertrag N° 028702) mit einer Laufzeit von fiinf Jahren, das innerhalb des sech-
sten Rahmenprogramms der EU gefordert wird. Das Projekt vereint 20 Forschungseinrichtungen aus 12 europa-
ischen Landern.
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Diskurse,
Sprachgebrauch Vorstellungen

Umgebung

Die Forschungsergebnisse konnten Konsequenzen auf verschiedenen Ebenen ha-
ben: (a) auf der politischen Ebene eine grossere Fairness in der Weise, wie verschie-
dene Sprachen und deren Sprecher behandelt werden, mehr soziale Gerechtigkeit
durch erleichterten Zugang aller Biirger zur Mehrsprachigkeit, ein wirksamerer Um-
gang mit Risiken in Gesellschaft und Umwelt durch Sprachgebrauch, der den Aus-
schluss ganzer Gruppen vermeidet; (b) auf der wirtschaftlichen Ebene eine bessere
Performanz durch Beriicksichtigung von an unterschiedliche Sprachen gebundenen
Formen der Kontrolle, der Problemldsung und der Entscheidungsfindung; (c) auf der
didaktischen Ebene eine Verbesserung der Fremdsprachdidaktik aufgrund eines ver-
tieften Verstandnisses der Funktionsweise mehrsprachiger Repertoires.

Eine besondere Herausforderung ergibt sich aus der Integration komplementarer
Herangehensweisen wie Konversationsanalyse, Diskursanalyse oder Kosten-Nutzen-
Analyse in drei so unterschiedlichen Forschungsfeldern wie Unternehmen (,workpa-
ckage 1), europdische Institutionen (,workpackage 2*) und Bildungsinstitutionen
des tertidren Bereichs (,workpackage 3“). Einige erste Resultate und Uberlegungen
zu den workpackages 1 (am Beispiel des Basler Moduls) und 2 (am Beispiel der Mo-
dule aus Barcelona, Bozen und Lausanne) sollen in der Folge kurz vorgestellt wer-
den.
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3. Das Basler Modul

Aufgabe des Forschungsteams der Universitdt Basel® ist es, die Sprachstrategien
von Unternehmen zu beschreiben und deren Einfluss auf den tatsachlichen Sprach-
gebrauch zu analysieren. Im Detail fragen wir danach, (a) welche Strategien die Un-
ternehmen formulieren und/oder verfolgen, (b) wie die Mitarbeiter in einer durch
grosse Sprachenvielfalt charakterisierten Umgebung ihre Sprachrepertoires einset-
zen und (c) welche Beziehungen zwischen den ersten beiden Bereichen bestehen.
Die Vorgehensweise ist qualitativ und multimethodologisch: Analyse von Texten,
welche explizite Sprachstrategien festschreiben; Gesprache mit Verantwortlichen,
um etwas uber ,implizitere“ Sprachstrategien zu erfahren, und mit Mitarbeitern
tiber deren Wahrnehmung dieser Sprachstrategien und tber ihren eigenen Sprach-
gebrauch; Interpretation von allen moglichen Typen von schriftlichen Texten; Doku-
mentation und Analyse der semiotischen Landschaft des Unternehmens; Video- und
Audioaufnahmen von miindlicher Interaktion an der Arbeit.

Nach 12 Monaten zeichnen sich erste Ergebnisse ab, die man am Beispiel des Un-
ternehmens Pharma A wie folgt zusammenfassen konnte.

1. Die interne und externe Kommunikation des Unternehmens erweist sich, wie
nicht anders erwartet, als extrem komplex (vgl. z. B. den Analyseraster in Brun
2005). Sprachenwahl und Sprachverhalten sind stark vom Grad der Férmlichkeit
und von der Einordnung der Kommunikation auf einem Distanz-Ndhe-Kontinu-
um (Koch & Oesterreicher 1990) abhdngig, mit klaren Unterschieden zwischen
Schriftlichkeit und Mindlichkeit. Weitere Unterschiede sind zu beobachten zwi-
schen Sprachgebrauch ,als Arbeit“ (z.B. Formulieren eines Textes), ,,als Teil der
Arbeit“ (z.B. Leitung einer Arbeitssitzung) und ,arbeitsbegleitend* (z.B. Pausen-
gesprache) (vgl. Boutet 1995).

2. Sprachstrategien von Unternehmen — hier definiert als jegliche Form der Ein-
greifens eines Unternehmens auf die Zusammensetzung, die Weiterentwicklung
und die Verwendung der Sprachrepertoires der Mitarbeiterlnnen und anderer
Stakeholders — sind alles andere als monolithisch. Sie sind nur teilweise zen-
tral gesteuert, sondern werden von Vorgesetzten auf unterschiedlichen Hierar-
chiestufen definiert. Und sie werden in den seltensten Fallen umfassend in po-
litischen Dokumenten festgehalten, sondern miissen aus bestimmten Praktiken
erschlossen werden. Einige dieser Interventionsgebiete sind (a) die Gestaltung
der semiotischen Landschaft des Unternehmens, (b) die Anstellungspolitik, (c)
die Weiterbildungspolitik, (d) Formen des Sprachaustauschs innerhalb des Un-
ternehmens (z.B. Lehrlingsaustausch zwischen unterschiedlichen Sprachgebie-
ten), (e) die Sprachauswahl der Mitarbeitenden bei der Kommunikation mit dem
Unternehmen (Mitteilungen, Vertrage, Mitarbeitermagazin u.d.), (f) die Sprache
der Werbung usw.

2 Dem Team gehdren ausser Georges Liidi, Patchareerat Yanaprasart und Katharina Hochle als externe Mitar-
beiterinnen auch Carmela Garifoli und Linda Pfefferli sowie etliche M.A.-Studierende an. Vgl. fiir erste Resultate
auch Ludi et al. (2007) sowie Liidi, Hochle & Yanaprasart (im Druck).
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3. Sprachstrategien sind heterogen. Dies sei am Beispiel der semiotischen Land-
schaft auf dem Werkgelande von Pharma A illustriert3, welches den Biirgern
von Basel, mit Zdunen und Stacheldraht abgesperrt und mit strengen Zugangs-
kontrollen versehen, wie ein extraterritoriales Gebiet vorkommt. Die Hypothese
liegt nahe, dass alles auf dem Werkgelande von der Firmenleitung angeordnet,
kontrolliert oder zumindest geduldet wird. Die 190 Fotos“ lassen sich wie folgt
interpretieren:

- Bei den Gebédudeinschriften ist ein diachroner Wechsel zu beobachten; die
neusten Gebdude sind beinahe ausschliesslich auf Englisch beschriftet, dltere
mehrheitlich auf Deutsch.

- Auf einer Bauwand sind Werbeplakate von Pharma A aus aller Welt ange-
bracht, alle auf Englisch, z.T. mit chinesischen Einschiiben.

- Mitteilungen an die Mitarbeitenden (z.B. tber die Verdnderungen auf dem
Werkareal oder tiber Sicherheitsvorschriften) sind jeweils zweisprachig deutsch-
englisch, wobei das Deutsche privilegiert wird (jeweils oberhalb des Engli-
schen, mit etwas grosseren Buchstaben).

- Einladungen an wissenschaftliche Veranstaltungen (z.B. zur Basel Lunchtime
Scientific Seminar Series), die sich an ein ausgewdhltes Publikum von Wissen-
schaftlern richten, werden systematisch auf Englisch publiziert.

- Die Bedienungsfiihrung der Stempeluhren ist dreisprachig (Deutsch, Englisch,
Franzosisch), an den Geldautomaten (an welchen viele Mitarbeiter ihre Salar-
und Sparkonten verwaltem) kann man zuséatzlich Italienisch wahlen.

- Die Sicherheitsinfrastruktur (Organisation der Gebdudeevakuation, Notausgan-
ge, Warnsignale an Gasabfiillstationen u.d.) ist mehrheitlich deutsch, selten
zwei- oder gar mehrsprachig (Abb. 1, 2 und 3).

B [ AcHTunG FLUCHTWEG
Sammelplatz | BITTE HIER KEINE VELOS

im Alarmfall | NEOTECHES

£ Vorplatz ' Emzmcmrr EXIT
errriguish Personal_REStaurani FLEAS KEEP EXIT CLEAR

Dasger dmpkpn

Bau 501 | oF B

Abb. 1, 2 und 3

3 Wir verwenden hier die Definition von Landry & Bourhis (1997: 25): ,,The landscape of public road signs, advertis-
ing billboards, street names, place names, commercial shop signs, and public signs on government buildings com-
bines to form the linguistic landscape of a given territory, region or urban agglomeration.“ Vgl. Gorter ed. (2006)
und Backhaus (2007) fiir einen Forschungsiiberblick und Lidi (2008) fiir die Anwendung auf die Stadt Basel.

4 Mit einer Digitalkamera wurden alle Beschriftungen auf dem Werkgeldande aufgenommen (inklusive privaten Anzei-
gen auf den dafiir vorgesehenen Pinwinden), die ohne Zusatzbewilligung (fiir den Eintritt in die Geb&dude iiber die
Eingangshalle hinaus) zugénglich waren.
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- Im Fabrikladen findet man fast nur Deutsch, die E
Beschriftung in den — von einem externen Unter- uﬂ%m
nehmen betriebenen — Restaurants ist systema-
tisch zweisprachig deutsch/englisch.

- Private Anzeigen sind meist einsprachig, eine Ein- b
ladung fiir Kindertenniskurse auf Deutsch, jene

i
i

1= Frday
fir einen ,,club aikido* im benachbarten Frank- L
reich (wo viele der Mitarbeitenden herstammen) F—

auf Franzosisch. o 5Y [Benan) 4.
=

- Manchmal kann man kreative Sprachmischungen
beobachten (Abb. 4). Abb. 4

Wir haben es hier offensichtlich mit einer Reihe von schriftlichen Ausserungen
unterschiedlicher Akteure (Architektenteams, Hauswarte, Verantwortliche fiir ein
Restaurant usw.) zu tun, die unterschiedliche Maximen verfolgen, von der Um-
setzung des Slogans ,,our corporate language is English“ da, wo die Kommu-
nikation eher symbolisch ist, zur pragmatischen Beriicksichtigung der tatsachli-
chen Sprachkenntnisse der Mitarbeitenden bei Fragen der Arbeitssicherheit oder
bei Anweisungen im Alltag, die verstanden werden missen.

4. Dennoch fligen sich die unterschiedlichen Strategien zu einem kohdrenten Ge-
samtbild. Sprachkenntnisse sind, in der Schweiz vielleicht noch mehr als an-
derswo, vom Bildungsniveau abhangig. Entsprechend werden Akademikerstellen
systematisch auf Englisch ausgeschriebens, Laborantenstellen aber auf Deutsch,
werden Versuchsprotokolle im Labor B auf Deutsch formuliert (vgl. unten Seite
15), wissenschaftliche Berichte jedoch auf Englisch. Wie uns der nichtdeutsch-
sprachige Laborleiter Jamal H. erklarte:

Tous les rapports doivent étre en anglais. Tout document officiel, le study plan, doit étre en an-
glais. Le travail expérimental, ca peut étre en allemand ou anglais. Il y a ce que nous appelons
raw data, les données brutes, c’est en allemand. Les working documents, les documents avec
lesquels elles [sc les laborantines] travaillent, sont en allemand, et ¢a, c’est un peu toléré parce
gu’on est en Suisse. C’est un mélange. Parfois c’est intéressant, mais je ne me rends pas comp-
te quand je parle et parfois il y a un mélange linguistique.

Mischungen zwischen Englisch und der Ortssprache — an vielen Arbeitsplatzen
auch Franzosisch aufgrund der hohen Anzahl von Frankophonen — werden viel-
leicht nicht speziell geférdert, aber zumindest toleriert.

5 Mit den Worten eines Abteilungsleiters: ,Ja also wir schreiben im Allgemeinen ,excellent knowledge in English or
German required/requested’, also er muss mindestens die eine oder andere Sprache wirklich perfekt beherrschen,
das ist generell, und ich wiirde eigentlich sagen, wenn’s ein Wissenschaftler ist, miisste das eigentlich fiir Englisch
gelten, fiir einen Laboranten kann ich akzeptieren, dass er nur gut Deutsch kann. Das zweite ist dann eben, gut, also
wenn es jetzt ein Deutschsprachiger ist, muss der mindestens gute Englischkenntnisse haben, das wiirde ich eigent-
lich wiinschen. Gut, da kann man ein bisschen Abstriche machen, wenn alles andere sehr gut ist, wenn er technisch
sehr gut ist, dann schickt man ihn halt in den Sprachkurs. Aber fiir einen Wissenschaftler, der muss gut oder sogar
exzellent Englisch kénnen, weil sonst kann er gar nicht kommunizieren, kann sich in der Firma nicht einbringen.“

21



22

Mehrsprachige Universitdaten und sprachliche Vielfalt

5. Diese pragmatischen Vorstellungen bestatigen sich in den Audioaufnahmen an un-
terschiedlichen Arbeitspldtzen. Etwa im folgenden Beispiel aus einer Redaktions-
sitzung flir das Mitarbeitermagazin (es geht um die Auflage der englischsprachigen
Ausgabe), wo zwischen Englisch, Deutsch und Schwyzertiitsch abgewechselt wird:

51
52
53
54
55
56
57
58
59
60
61
62
61
64
65
66
67
68
69
70
71
72
73
74
75
76
77
78
79
80
81

JK:
BK:
JK:
BK:

PW:

BK:
CB:
JK:

can we have more [in the +site B+ ((anonymisiert)) then]
[yes yes sure yeah]

german and french is fine but english is really::

((zu CB) °kasch du das em +markus+ ((anonymisiert)) sage®
after two days it’s gone

°im +site B+°((anonymisiert))

ah xxx

two to three days yeah and i i ask the gate personal&

&if they have some boxes left or so but

PW: xxx how many you would send them=

BK:

PW:

((zu CB)) =me muess es eifach&

&der druckerei sage dass s’+site B+ ((anonymisiert))&
&mehr anglischi griegt

let’s send- keep your eye on it for the next month=

JK: =hmm

PW:

JK:
CF:
CB:
JK:
CB:
JK:
CB:
BK:
CB:
JK:

PW:

JK:

=we’ll see what the right balance is=

=yeah

((a ?279)) °ich glaub nit meinsch?°
((@ BK)) wie viel danksch denn?
wie viel warde jetzt gschiggt so?
kei ahnig=

=das lauft nod tber eus

tiber d’druckerei

vom herr +meier+ ((anonymisiert))

aso ich nimm aso i think now there is the same&
&quantity in german english french=

—ah=

=and i would&

&honestly | would double the English=

BK: =hmm

Zusammenfassend ist einerseits das Bewusstsein von der Bedeutung des Englischen
fir die Firma und das Leben in der Firma durchgangig, auch bei jenen, die nicht Eng-
lisch sprechen. Andererseits beobachten wir eine grosse sprachliche Vielfalt nicht nur im
eigentlichen Sprachgebrauch, sondern auch auf der Ebene der Sprachstrategien. Man
konnte daraus eine zweite Maxime ableiten, welche aber kaum explizit ausgesprochen
wird, sondern eine Analyseresultat darstellt: ,,Wir sind ein mehrsprachiges Unternehmen
und sind gehalten, die mehrsprachigen Repertoires unserer Mitarbeitenden so effizient
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wie moglich zu nutzen und dabei gleichzeitig ihr Wohlbefinden zu verbessern.“ Diese
Ziele stehen im Ubrigen keineswegs im Widerspruch zueinander, wenn man akzeptiert,
dass inklusive Kommunikationspraktiken nicht nur das Wohlbefinden der Akteure stei-
gern, sondern auch ihre Motivation und dadurch die Qualitat ihrer Arbeit.

Fest steht, dass unsere Resultate ihre Bedeutung nur dann preisgeben, wenn wir ei-
nen ,mehrsprachigen Blick“ auf die Art und Weise werfen, wie Unternehmen — die
anderen Beispiele aus unserem Korpus zeichnen ein ganz dhnliches Bild, nur dass bei
national tdtigen Firmen das Englische gegeniiber den Landessprachen eine sehr un-
tergeordnete Rolle spielt, — mit der sprachlichen Vielfalt umgehen. Offensichtlich nut-
zen sie in der Praxis die mehrsprachigen Repertoires der Mitarbeitenden nicht nur aus,
sondern fordern sie mit Fortbildungsmassnahmen auch aktiv. Allerdings sind sie in ei-
nem bedeutenden Masse abhdngig von der Sprachausbildung in den Bildungssyste-
men, aufgrund der steigenden Mobilitdt der Arbeitsnehmer weit {iber den regionalen
Kreis hinaus. Dies stellt die Briicke zum Thema dieses Kongresses her.

4. Arbeitswelt und Hochschulen

Die Beziehungen der Universitaten zur Arbeitswelt sind vielfaltig. Zunachst sind sie
selber Arbeitgeberinnen fiir administratives Personal, fiir Wissenschaftler und tech-
nisches Personal sowie fiir akademische Lehrer. Von daher sind dhnliche Resultate
wie bei Unternehmen zu erwarten, wobei sich die Frage stellt, inwiefern der Spiel-
raum von staatlichen und privaten/autonomen Universitdten in der Frage der Sprach-
strategien variiert. Universitdten und Unternehmen bewegen sich zweitens im selben
sprachpolitischen, gesellschaftlichen, kulturellen und demographischen Kontext. Ent-
sprechend eng sind im Ubrigen hiufig die Beziehungen zwischen Universititen und
Unternehmen (z.B. zwischen der Universitdt Basel sowie der ETH Ziirich und Pharma
A). Drittens sind die Hochschulen Platze der Ausbildung, auch auf sprachlicher Ebene:
die Studierenden sollen fiir die Bediirfnisse der Arbeitswelt vorbereitet werden.

Auf all diesen Ebenen stehen die Hochschulen in einem mehrdimensionalen Span-
nungsfeld zwischen gleichsam ,zentripetalen“ und ,zentrifugalen“ Trends. Wenn
die Eidgendssische Technische Hochschule in Lausanne beschliesst, ihre Master-
studiengdnge ausschliesslich auf Englisch anzubieten, beugt sie sich, dhnlich wie
die eingangs zitierte University of Southern Denmark, dem Trend nach der globa-
len Sprache. Die Griindung der Universita della Svizzera italiana 1996 — der einzi-
gen italienischsprachigen Universitat ausserhalb Italiens — sollte explizit die Kul-
tur des italienischsprachigen Landesteils unterstiitzen und férdern und Briicken zu
den lombardischen Universitdten herstellen; dennoch versteht sie sich als mehr-
sprachig.® Die offiziell zweisprachige Universitat Freiburg i. Ue. bietet neben paral-
lelen Studiengdngen auf Deutsch und Franzosisch in zunehmendem Masse integ-

6  “LUSI ha una spiccata apertura internazionale, con docenti e studenti da oltre 30 nazioni e un forte multilingui-
smo. Se la lingua ufficiale dell’universita é litaliano, alcuni corsi e interi programmi di Master sono tenuti in ingle-
se; si incoraggia anche la conoscenza del francese e del tedesco. Corsi di base e avanzati sulle principali lingue e
culture europee preparano gli studenti a carriere internazionali” (http://www.unisi.ch/universita/about_usi/mission.
htm).
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rierte, zweisprachige Ausbildungsgange an’. In durch Regionalsprachen gepragten
europdischen Regionen stellt sich die Frage nach dem Verhiltnis zwischen der Re-
gionalsprache, der Staatssprache und Englisch, so in Barcelona (Katalanisch, Spa-
nisch Englisch) und in Bozen (Deutsch und Ladinisch, Italienisch und Englisch).

5. Was sind ,,mehrsprachige Hochschulen“?

Man konnte die Frage auch anders stellen: stehen mehrsprachige Universitaten in ei-
ner der Einsprachigkeit verpflichteten Tradition der territorialen Mehrsprachigkeit (mehr-
sprachige Institutionen als Garantie fiir die Einsprachigkeit der Mehrheit der Biirgerinnen
und Biirger) oder streben sie breite mehrsprachige individuelle Repertoires an? Und ist
im zweiten Fall eine nachhaltige Mehrsprachigkeit das Ziel oder geht es letztlich nur um
die Forderung des Englischen als einzige akademische Sprache auf Kosten aller anderen?

Auf dem Hintergrund dieser Fragestellung ist auch die Geschichte der Sprachstrate-
gien der Universitat Autonoma de Barcelona zu verstehen, die nach 1975 einzig die
Forderung des Katalanischen anvisierte und zunehmend auf eine Politik der Mehr-
sprachigkeit umgeschwenkt ist (gemdss Codd et al. 2007):

The Universitat Autonoma de Barcelona has a long history of commitment to the university language policy. From
1975 to the present, the UAB has taken different language policy actions in accordance with the changing socio-
linguistic reality and the legal framework. In this manner, the early years were characterised by the revival of Cat-
alan as a language of public use at the University and its promotion as a language of use within the university
community. Later, the language policy changed its focus towards the aim of consolidating the use of Catalan as an
‘own’ language in the framework of growing globalisation and the introduction of new information and communi-
cation technologies — all of which have quickly and radically transformed society. This same global environment
— which makes learning and use of diverse languages both a possibility and a necessity — has meant that in re-
cent years the University has approached language policy from a multilingual perspective. This perspective aims
to guarantee the promotion of the Catalan language as the University’s own language and as a minority language
in the global context. It aims at the recognition of the language rights stemming from the existence of two official
languages, Catalan and Spanish, and the use of other working languages when necessary, among which English
must have an important role.” (Pla de Qualitat Lingtiistica [Language Quality Plan], S. 3)

Man wird freilich die Sprachstrategien der Hochschulen an ihren Taten, d.h. konkret
an ihren Studienpldanen messen wollen. So ist z.B. das Verhdltnis der Unterrichts-
sprachen in den einzelnen Studiengdngen quantifizierbar. Ein Beispiel dafiir findet
sich in folgender Ubersicht fiir Bachelor-Studiengénge fiir drei der inzwischen fiinf
Fakultaten, die vom Forschungsteam der Universitat Bozen zusammengestellt wur-
de (Franceschini et al. 2007: 8)%:

7  Die Universitat Freiburg befindet sich in einem zweisprachigen Kanton, am Schnittpunkt der frankophonen und
der deutschen Sprachkultur. Sie ist die einzige Universitdt in der Schweiz und in Europa, die ein vollstandiges
Bildungsangebot in jeder von beiden Sprachen anbietet. Seit ihrer Griindung gehen hier Studierende beider
Sprachgemeinschaften ein und aus. Einige unter ihnen haben sich fiir ein Studium ausschliesslich in Franzdsisch
entschieden, andere studieren ausschliesslich auf Deutsch oder absolvieren ein zweisprachiges Studium. Wie an
den meisten Universitaten kénnen die Studierenden auch gewisse Lehrveranstaltungen auf Englisch besuchen.

8  Die hier angegebenen Daten beziehen sich auf das akademische Jahr 2006 — 2007; zum aktuellen Verhéltnis zwi-
schen den drei Unterrichtssprachen vgl. Veronesi (in diesem Band).
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Bachelor School of Economics | Faculty of Design and | Faculty of Computer
and Management Art Science
language requirements | at least 1 language at least 1 language; no formal requirements;
for admission absolute beginners (logical thinking)
only in 1 language admission test in
English
Non certified languages | compulsory language | compulsory language | not compulsory
classes (1st year, 8o- | classes (100+120 “English Refresher
90 to 120 hours) hours + 40 hours; 50 | Course” for 1st year
hours) students (40 hours,
September)
2nd year enrolment and | LAT passed LAT passed no language
attendance of classes requirements
Language courses 2 language courses |3 language courses (9 | 3 language courses (1st
within the curriculum (2nd and 3rd year, 10 | credits) and 2nd year, general
credits) language, LSP, 12
credits)
Language incentives 1 credit for thesis
none abstract in L2 and L3 | none
Languages of 40% English, 35% 40% ltalian; 40% 90% English, 5%
instruction (subject Italian, German, 20% English | Italian, 5% German
matters) 25% German
Further aspects work with TAs in “Integrated projects” | 1st year labs in English,
more languages with 3 professors/3 German, ltalian
languages 2 courses in Italian
or German (“General
Skills“)
1 course in German (3rd
year)

Wie Studierende und Dozierende der Universitat Bozen mit diesem mehrsprachigen
Angebot umgehen, ist zurzeit Gegenstand vertiefter Untersuchungen des Bozener
Teams (vgl. die Beitrage von Spreafico, Veronesi und Vietti in diesem Band).

Zu denken gibt uns Tatsache, dass in der Fakultat fiir Computerwissenschaften der An-
teil des Deutschen und des lItalienischen nur je symbolische 5% betrdgt. Dies hat wohl
weniger mit dem Standort Bozen zu tun als mit verbreiteten Vorstellungen dariiber, in
welcher Sprache Computertechnologie angeboten werden soll. Derartige Erwartungen
beziiglich des Englischen schimmern beispielsweise auch am Schluss des folgenden
Gesprachsausschnitts mit dem Generalsekretar der UAB mit (Codé et al. 2007):

yes and also as secretary general | am the- . person in charge of language policy at the university- . therefore
| preside the language policy commission of the board of governors\ . and therefore- . in some way- . the
university language policy stands out here\ . in fact_ for a university like the UAB_ . we have Catalan as the
‘own’ language _ the language policy is a sine qua non requisite\l . in fact in the beginning the language pol-
icy started\ . as\ .basically Catalan normalisation policy\ . and it was then later- . now about five years ago
when we made a change in language policy- . {(F) explicitly} plurilingual\ . and which aims to make the cam-
pus a place where one works\ . indistinctively- . in the future\ . in Catalan Spanish and English- . apart from
in other languages but in these three as the basic objective etcetera\ ... Catalan as the own language of the
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university\ . Spanish as a co-official language and at the same time as a contact language for the most part
of the students- . postgraduate foreigners\ . who come from Latin America\ . and English because- . it is not
the only language- .but in fact it is the language of the culture XXX\ . XX the language they expect of us\ »

Es geht hier nicht darum, diese Aussagen zu bewerten. Wichtig ist aus der Perspek-
tive von DYLAN, sie erstens im Detail zu beschreiben, zweitens zu versuchen, ih-
ren historischen Werdegang nachzuzeichnen, drittens aber, auch und besonders, die
Konsequenzen dieser Vorstellungen nachzuzeichnen, in diesem Fall auf die weitere
Ausgestaltung der Sprachenpolitik der UAB durch ihren Generalsekretar.

Bedeutsam aus der Perspektive des DYLAN-Moduls {ber ,,emergent varieties” bzw.
iber die Formen von Englisch als lingua franca sind auch Aussagen iiber die Quali-
tat des Englischen wie z. B. jene eines Dozenten an der Fakultat fiir Informatik, der
zu seinem eigenen Sprachgebrauch sagt (Franceschini et al. 2007: 14):

[...] Peuropeo tende a parlare un inglese: eh a volte meno: cioé magari anche pil ricco di paroloni
di quanto non faccia, e:h () ed & un classico perché a noi rimangono pii facilmente impressi, e agli
americani poi piace molto perché le parole di origine latina la hanno un che di, di=di, diciamo culturale
che viene apprezzato. quindi, e:::h nelle mie lezioni, ci sono un po’ di questi termini, che sono impor-
tanti anche da un punto di vista cosi, della letteratura tecnica che loro ((gli studenti)) troveranno, e che
probabilmente un inglese UK (.) troverebbe () pretenziosi [...].

Ob seine Vorstellung von seinem akademischen Englisch, welches nicht vereinfacht wer-
de (und diesbeziiglich in einem gewissen Widerspruch zum Stereotyp steht), auch zu-
trifft, wird eine detaillierte Analyse seines effektiven Sprachgebrauchs zeigen miissen.

Nach der Meinung einer aus Osteuropa stammenden Studentin der Universitat Bo-
zen, welche einen zweisprachigen Studiengang an der Fakultat fiir Bildungswissen-
schaften in Brixen besucht, haben viele ihrer Kommilitonen Probleme mit der zwei-
sprachigen Universitatsausbildung, wahlen ihre Vorlesungen und Seminare haufig
weniger nach inhaltlichen als nach sprachlichen Kriterien und sind in ihrer zweiten
Sprache viel weniger aktiv (Franceschini et al. 2007: 16).

Sollte diese Meinung verbreitet sein, so kdnnte sie einen unmittelbaren Einfluss auf
die Erfolgschancen des multilingualen Projekts haben. In diesem Sinne ist die Erfor-
schung derartiger Vorstellungen fiir das DYLAN-Projekt von zentralem Interesse. Nur
wer sie genau kennt und ihre Konsequenzen einschatzen kann wird in der Lage sein,
allenfalls an den Vorstellungen der Studenten, Professoren und Administratoren zu ar-
beiten, insofern sie Erfolg versprechenden multilingualen Strategien im Wege stehen.

Denn dass die volle Ausnutzung mehrsprachiger Repertoires auch an den Hochschu-
len fiir Wissenserwerb und -vermittlung fruchtbar gemacht werden kann, ldsst sich
empirisch nachweisen. Hier ein Beispiel aus des Arbeit des Lausanner Moduls (Bert-
houd et al. 2007: 9ff.). Wir sind an der rechtswissenschaftlichen Fakultat der Univer-
sitat Zdrich. In einer Arbeitsgruppe bestehend aus einem Professor und drei Studie-
renden, davon zwei deutsch- und einer franzdsischsprachig, soll ein auf Franzésisch
verfasstes Bundesgerichtsurteil analysiert werden. Dafiir sind Kenntnisse der fran-
zosischen Rechtssprache unerldsslich.
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PH: ((lu)) <il a mis & la charge de x une créance ((saccadé)) <compensatrice>
de trente milles francs/ |((aspiration)) ((baisse de woix)) & verser &
1'état du valais/ ainsi que les frais de la cause\> .. c'est quoi ga\
((& 1"adresse de JR)) est-ce gque vous comprenez vous comme francophonel ...
ou bien est-ce gque wvous- wvous DEvinez ce gque ga peut @tre cette créance
compensatrice’

(2.0)

MB: ((bas)) das ist (euh)

PW: was heisat es wirtlich)

(4.6)

MB: eine kompensatorische (1.3) ja das ist nichts and[(eres als) XXX

W2 [eine kompensatorische
was/

MB: ja (das) XX&

PW: &((rire))

L8: kaution

PW: euh- . hid/
MB: kauption

TE v

LS: X

HB: © g8 LAG85HET

HB: & galdgabar

L57: créf

3 H jdas ist der créancier [ist der . ist der . gliubiger’

L5?: [eréan-cier

PW: und die créance ist/

(4.0}

PW: wom gliubiger aus gesehen/ . der hat eben eine créance/ drum ist er der
créanciers

L5: eine schuld)

PW: euh- schuld hat eigentlich eher der anderes

LS: &der andere ja stimmt ((petit rire))

PH: was hat der créancier de- wenn de- wenn der eine(n) schuld{ner/en) hat hat
der was/k

L8: &(einen) anspruch

PW: einen anspruch cder eine forderung nicht\é

i BKAE
PW: &jawohl\

Die Kollegen aus Lausanne zeigen in ihrer Analyse auf, wie aus einer rein metalin-
guistischen Aktivitdt (der Ubersetzung) allmahlich eine integrierte metalinguistisch-
fachbezogene Aktivitat wird, in dem ein zundchst isolierter Wissensgegenstand in
ein Netzwerk von Kenntnissen eingebettet wird, deren Verkniipfungen gemeinsam
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erarbeitet werden. Dabei dient ein zweisprachiges Repertoire den Partnern als Res-
source, um nicht nur ein sprachliches, sondern auch ein begriffliches Problem zu
l6sen; dariiber hinaus werden aber auch diskursive Strategien der sprachiibergrei-
fenden Problembewadltigung eingeiibt (z.B. mittels diskursbezogener und nicht per-
sonenbezogener Funktionen des Code-switching). Die aus dieser Arbeit an den Be-
griffen des Privatrechts resultierende Bereicherung sei auch fiir den franzdsischen
Muttersprachler vorteilhaft, meinen die analysierenden Forscher (Berthoud et al.
2007: 11).

Mit diesem Beispiel sind wir weit weg von Einsprachigkeitsideologien, aber auch
von der Vorstellung von Universitaten als ,,Hoheren Sprachschulen®. Mehrsprachig-
keit im Unterricht ist hier kein Selbstzweck. Die Ressourcen einer — grundsatzlich
vorausgesetzten, sich aber durchaus weiterentwickelnden — mehrsprachigen Kom-
petenz sind vielmehr die Voraussetzung fiir das Entstehen von Wissen. In diesem
Fall geht es noch um Wissen, welches beim Dozenten schon vorhanden ist; bei ahn-
lichen Beispielen in Forschungslaboratorien oder an wissenschaftlichen Kolloquien
handelt es sich aber durchaus um die Generierung neuen Wissens. Da u. a. auch
die Module aus Bozen und Barcelona derartige Gesprachsanalysen vornehmen, darf
man auf eine Vielfalt von diesbeziiglichen Erkenntnisse hoffen.

6. Bilanz

Der Begriff ,Mehrsprachigkeit’ oder ,Mehrsprachige Universitat’ hat, wie wir ange-
deutet haben, unterschiedliche Definitionen und Konnotationen. Viele verstehen
darunter ein Nebeneinander von mehreren Einzelsprachen, wie es einer ,homoglos-
sischen“ Vorstellung von Europa entspricht, gleichsam als Mosaik unantastbarer,
moglichst einsprachiger Sprachterritorien, mit einer libergreifenden Lingua Franca
(vgl. Ludi 2007a). In diesem Modell sollen die Studierenden zusatzlich zur Regional-
bzw. Nationalsprache moglichst gute Englischkenntnisse erwerben; immersive Lehr-
veranstaltungen auf Englisch dienen diesem Ziel und gleichzeitig der Einbindung
der betreffenden Hochschule in ein globales Netzwerk. Mutatis mutandis kdnnte
man in der Terminologie der bilingual studies von ,schwachen*“ Programmen (weak
bilingual programs) sprechen, deren Ziel nicht die nachhaltige Mehrsprachigkeit,
sondern der moglichst reibungslose Wechsel in die dominante Sprache (transitional
bilingualism) darstellt (Baker 2001).

Dem steht ein ,,polyglossisches” Idealbild von mehrsprachigen Universitaten gegen-
tiber, in denen sich mehrere Sprachen begegnen und miteinander interagieren. Pro-
fessoren, Mitarbeiter und Studierende verfiigen nach dieser Vision {iber ein mehr-
sprachiges Repertoire bestehend aus der Integration all ihrer mehr oder weniger
partiellen Kenntnisse in allen ihren Sprachen (vgl. z. B. Coste et al. 1997, Monda-
da 2004, Liidi 2004, 2006, Pekarek Doehler 2005) und wissen, den Mehrwert ihrer
Mehrsprachigkeit bei der Wissenskonstruktion zu nutzen. Hier geht es um ,starke®
Programme (strong bilingual programs) mit dem Ziel, méglichst alle europaischen
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Sprachen als akademische Sprachen zu erhalten® und gleichzeitig der Lingua fran-
ca gebiihrend Rechnung zu tragen.

Es war oben von den Bediirfnissen der Arbeitswelt die Rede. In diesem Zusammen-
hang sei daran erinnert, dass Unternehmen an Mehrsprachigkeit ,an sich® kaum
interessiert sind. In Handbiichern zur Kommunikation im Unternehmen (z.B. Bruhn
2005) kommt sie nicht vor. Allerdings konnen Sprachen in einer zunehmend von
sprachlicher Vielfalt gekennzeichneten Umgebung als Werkzeug fiir die Koordina-
tion, fiir das Risikomanagement, fiir den Zugang zur Information, fiir die inter-
ne Kohdsion, aber auch fiir die Anpassung an die Erschiitterungen der Mdrkte den
wirtschaftlichen Erfolg oder Misserfolg wesentlich mitbestimmen. Dies ist der Hin-
tergrund fiir die Sprachstrategien der Unternehmen, die sich an Kriterien der Wirk-
samkeit (aus der Perspektive des Unternehmens) und der Verteilungsgerechtigkeit
(aus der Perspektive der Sprachgruppen und Sprecher) orientieren. Bedeutsam ist
die Antwort des schon erwdhnten Forschungsgruppenleiters Jamal H. auf die Fra-
ge, weshalb er, des Deutschen nur sehr teilweise machtig, Forschungsprotokolle auf
Deutsch zulasse oder gar verlange:

Mara ne comprend pas assez l’anglais et je sais que Marianne s’exprime mieux en allemand qu’en
anglais. Pour moi, le plus important c’est que ELLES s’entendent et se comprennent sur les change-
ments qu’ils vont faire sur le protocole, parce que c’est un document que ELLES utilisent chaque jour
pour travailler.»

Unsere ersten Resultate bestdtigen die Hypothese, dass mehrsprachige Repertoires
eine wertvolle Ressource darstellen (vgl. z.B. Boulea & Jeanneret 2007, Liidi & Py
2009), welche Arbeitnehmer in spezifischen Kommunikationsereignissen flexibel aus-
schopfen. Wir beginnen besser zu verstehen, wie dies geschieht, wie sie die Mehr-
sprachigkeit und Multikulturalitdt in ,,gemischten Teams“ sehen und aktiv gestal-
ten, wie sie Sprachenvielfalt in dieser Dynamik regulieren und vorschreiben, ihr
Geltung verschaffen oder aber sie auf ein Mindestmass zu verkleinern versuchen.
Dabei sind erhebliche Unterschiede unter den Unternehmen, aber auch und be-
sonders zwischen unterschiedlichen Kommunikationsereignissen zu beobachten.

Dies ist an Hochschulen nicht grundsatzlich anders. Dazu kommt freilich, dass,
insofern Mehrsprachigkeit der Studienabgdnger als Anstellungsvoraussetzung fun-
giert, mehrsprachige Ausbildungsgdnge den betreffenden Hochschulen einen Wett-
bewerbsvorteil zu bringen versprechen (dies ist zum Beispiel der Hintergrund fiir die
Einfihrung von zweisprachig franzosisch-deutschen Studiengangen an der Rechts-
wissenschaftlichen Fakultat der Universitdt Freiburg i. Ue.).

9 Die Hypothese ist erlaubt, dass die Verwendung als akademische Sprache — auch in den Naturwissenschaften —
langfristig eine Uberlebensvoraussetzung fiir kleinere standardisierte europdische Sprachen sein wird.
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Drei Aspekte seien in diesem Zusammenhang noch betont:

1.

Es geht nicht um das dekontextualisierte Lernen von Sprachen. Ziel ist nicht aka-
demische Mehrsprachigkeit an sich in Form von Sprachdiplomen, sondern die
Fahigkeit, sich flexibel in immer neuen mehrsprachigen Umgebungen zurecht-
zufinden. Wir erwdhnen hier das Beispiel des mehrfach zitierten Forschungs-
gruppenleiters Jamal H., der mit Arabisch-, Franzosisch-, Niederlandisch-, Spa-
nisch- und Englischkenntnissen seine neue Stelle angetreten hat und sofort mit
dem Bediirfnis konfrontiert wurde, Deutsch zu lernen. Dies ist ihm hervorra-
gend gelungen, auch wenn sein Deutsch zurzeit keinen akademischen Masssta-
ben geniigen wiirde. Nicht zuletzt geht es um das Einiiben von exolingualer und
interkultureller Kommunikation, wie dies beispielsweise in Form von Immersi-
onsunterricht geschieht.

Normvorstellungen aller Akteure spielen dabei eine grosse Rolle. Werden Code-
switching und andere Formen der mehrsprachigen Rede als Ressource oder
aber als Fehlentwicklung und Verwirrung betrachtet? Grundsatzlich besteht in
der Erforschung der Rolle von Vorstellungen bei der Sprachenwabhl fiir bestimm-
te Kommunikationsereignisse, inklusive bei der Wahl zwischen einsprachigen
und mehrsprachigen Formen der Rede, ein erheblicher Forschungsbedarf, den
DYLAN ein Stiick weit abzudecken versucht. Von speziellem Interesse sind da-
bei die Kongruenz oder Inkongruenz zwischen den Sprachvorstellungen in der
Arbeitswelt und jenen der universitaren Akteure (namentlich in den Sprachen-
zentren). Mindestens tut eine Sensibilisierung der letzteren fiir mehrsprachige
Praktiken Not.

Offen ist schliesslich die Frage danach, wie mehrsprachige Repertoires gemessen
und dokumentiert werden koénnen. Traditionell werden die Kompetenzen in den
einzelnen Sprachen mit Hilfe von ausgekliigelten, sich oft am Europdischen Re-
ferenzrahmen orientierenden, Messinstrumenten getrennt evaluiert. Angesichts
der Bediirfnisse der Arbeitswelt wdren aber auch Evaluationsinstrumente von
No6ten, welche den kontextbezogenen, flexiblen Einsatz von mehrsprachigen Re-
pertoires zu messen erlaubten (vgl. Lidi 2007). Hier ist zweifellos noch ein gros-
ser Forschungs- und Entwicklungsbedarf vorhanden.

Zusammenfassend ist zu sagen, dass die Sprachenvielfalt einerseits eine Heraus-
forderung, andererseits aber auch eine Chance fiir die europdischen Hochschulen
darstellt. Unter welchen Bedingungen und nach welchen Mustern kdnnen sie dieser
Herausforderung erfolgreich begegnen? Notwendig sind dafiir forschungsgestiitz-
te Sprachstrategien, gerade auch in der Entwicklung mehrsprachiger Studiengén-
ge, aber umgekehrt auch wissenschaftliche Evaluationen des Erfolgs dieser Studien-
gange, nicht nur beziiglich der sprachlichen und disziplindren Kenntnisse, sondern
auch beziglich ihres spezifischen Mehrwerts fiir die Konstruktion und Vermittlung
von Wissen und fiir die Konkurrenzfahigkeit der Absolventen auf dem Arbeitsmarkt.
Genau darum geht es im Forschungsprojekt DYLAN.
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TESTING FOR BILINGUALISM IN HIGHER EDUCATION

ANU VIRKKUNEN-FULLENWIDER — UNIVERSITY OF HELSINKI LANGUAGE
CENTRE

It is of vital importance for bi- or multilingual universities to be able to verify that entering
students have the required language skills in order to succeed in their prospective studies in
a timely fashion. Unfortunately, assessment and measurement of bilingualism are not simple
matters. Neither international commercial testing services nor national testing/assessment
operations seem to be interested in assessing language skills in more than one language at a
time. This means that assessing bilingualism is the responsibility of the institution in question.

In testing theory, the focus is shifting from the purpose of testing to the consequences of
testing. Thus, a stated ‘purpose’ may not always yield the expected consequences, and the actual
consequences in the real world are more important than the purpose.

Following an introduction, various definitions of bilingualism and bilinguals are reviewed.
Thereafter, current tests of bilingualism, testing practices and the most common administrative
policies are explained: in several universities, language tests seem to be gate keepers.

Principally, this paper discusses 1) problems in the measurement and assessment of bilingualism,
especially from the point of view of higher education, 2) various political and legal rationales in
the definitions of who is a bilingual person and how one’s mother tongue is defined in various
contexts, and 3) universities’ options for tackling the problems in a way that satisfies the
administration, the testers/assessors and the students themselves.

Key words: assessment, bilingualism, language proficiency, testing, university

1. Introduction

Why is there such an interest in bilingual students? Why are language decisions
concerning bilingualism so important in Europe just now?

At the moment, the European Union and the Council of Europe are very interested in
people who know more than one language. Countries are discussing the statuses of
the various languages spoken within their borders. A good example of this discus-
sion is the final report of a Finnish Ministry of Education national language educa-
tion project published in 2007. It discusses the statuses of the languages in Finland
very extensively, ranging from the two sign languages used in Finland to the goals
of language instruction and assessment in schools, polytechnics and universities.

One special issue is the number of languages that are going to die in the next few
years. Many constitutions express in some form the idea that citizens have a right
to their mother tongue, but how is this principle being applied? Does it mean spe-
cial government funding in the case of small, endangered languages like the three
Saami languages in Finland? Or should all nations admitting immigrants into their
countries be held responsible for providing them with services in their own mother
tongues? And if yes, what grounds can be used to decide which languages should
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get special support and which should not? All these are political questions which
have to do with human rights and various national language policies, but the ra-
tionale used in decision making is often based on historical considerations.

There is no denying that the interest in people who know more than one language
is significantly driven by financial considerations. European policies on labour mo-
bility underline the importance of knowing several languages. But financial deci-
sions are needed when governments define the level of required language skills,
provide funding for the language instruction needed to reach that level and for as-
sessing the acquired language competences.

In universities, the academic interest in bi- and multilingualism has, for some time,
been twofold. On one hand, researchers have always yearned for and cherished in-
ternational contacts. Now, on the other hand, more and more European universities
are looking for bi- and multilingual students because there is a special interest in
having foreign students and student exchanges in every university. This special in-
terest may wax or wane depending on the availability of special funding.

Several universities now offer Master’s programmes that are taught in a language
that is a foreign language in the country in question. These, mostly English-medi-
um, programmes require teachers and students that are fluent and capable of ac-
ademic communication in that language. This may also apply to the administra-
tion of these programmes to the extent that the foreign language in question is the
only lingua franca. Accordingly, English as a lingua franca (ELF) has become a pop-
ular object of study.

In this paper, | am first going to explain the theoretical background for my con-
ceptions of bilingualism, bilingual people and universities, and attitudes towards
testing bilingualism in general. Then, in a discussion of testing, | focus on specif-
ic aspects that also play a role in testing bilingualism. | elaborate on problems en-
countered in testing and, finally, give my own suggestions for how to improve test-
ing in university language centres.

2. Bilingualism

Bilingualism is defined as knowledge of two languages and the ability to communi-
cate in them, in other words, as “proficiency in the use of two languages” (EB, Mi-
cropaedia ll, 1979: 17). Whereas natural bilingualism is the result of regular contact
with people who speak two different languages, institutional bilingualism is the re-
sult of formal language study. A naturally bilingual person may well come from a bi-
lingual family and is thus bilingual without formal language education. An “institu-
tionally” bilingual person is bilingual because of language education, e.g., having
had schooling in an L2.

Although a bilingual person is usually expected to be quite fluent in two languag-
es, much like a native speaker, bilingualism takes many forms.
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2.1. Degree of bilingualism

One way to define bilingual proficiency is to use a bilingual continuum (see, e.g.,
Sanchez 2006: 125). This continuum has ”non-non” at one end and ”"ambilingual”
at the other. “Non-non” means that the person in question is proficient in neither
language, and an “ambilingual” person can communicate like a native speaker in
both languages and change languages without any difficulty or having to lower the
level of proficiency. These people can also be called “equilingual” or “balanced bi-
linguals” (Edwards 2006: 9). Somewhere between “non-non” and “ambilingual”
proficiency is “semilingualism, which refers to the lack of complete fluency in either
language” (ibid. 10). In this definition, the emphasis should be on the word “com-
plete”, which means that a semilingual person has much more language proficien-
cy in the two languages than does a non-non bilingual.

Edwards also discusses divisions into “productive and receptive bilingualism”, “ad-
ditive and subtractive bilingualism” (ibid. 10) and “primary and secondary bilin-
gualism” (ibid. 11). Because these divisions do not directly reflect the degree of
bilingualism but rather the kind of bilingualism, they are only mentioned here in
passing.

In most bilingual people, one language dominates, but the language in the domi-
nant position can change according to the situation in life, most often according to
how much the language is used. Other factors can also influence language domi-
nance. Edwards mentions social pressures and needs (ibid. 10), but individual at-
titudes towards languages and respect or disrespect for some language may also
play a role—some languages simply have more prestige than others. In addition,
there are languages whose speakers refuse to use them in public for fear of being
stigmatized.

The environment may be more overtly hostile to people using some language. In
fall 2007, in Uppsala, Sweden, two Finnish social workers were forbidden to use
Finnish while talking to one another in the office. In Finland, the use of Saami lan-
guages in Finnish schools in Lapland was prohibited in the first half of the 20th cen-
tury. Nowadays, in the Saami regions, the instruction and use of Saami languages
are protected by law (Nakkalgjarvi & Rahko 2007: 253).

In this connection, it is important to mention the terms “transference”, “interfer-
ence” and “code switching”. The languages used by a person for communication
affect one another, and the above-mentioned terms describe this influence. Inter-
ference has been studied since the 1950s (e.g. Weinreich 1953) and is mainly un-
derstood to refer to the negative influence one language has on the other. Edwards
(2006: 18-20) points out the differences between the three terms: transference is a
more positive term than interference, and code switching is the most value-neutral
of all. According to him, this order (interference-transference-code switching) also
expresses the degree of volition and conscious choice between the two languages.
Transference can be divided into such subcategories as syntactic, lexical and pho-
nological, and these are the characteristics of one language found in the other. As
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is well-known, some accents (i.e. phonological transference) may even be fashion-
able. On the other hand, literal translation of certain terms in one language into
the other, i.e. lexical transference, is also a survival skill when one is at a loss for
the actual terms.

Code switching is conscious and takes place during speech production, for exam-
ple: something can be better expressed in the other language or it simply feels
more natural to be speaking about something in a certain language. Code switching
has been studied in various languages: English and Spanish especially in the USA,
English and French in Canada, Swedish and Finnish in Finland, to mention a few.

2.2. Testing for bilingualism

Testing for bilingualism usually takes the form of testing the two languages sepa-
rately. Traditional language tests of bilingualism are few and far between. Tests in-
volving both adults and children have often been designed with the help of second
language acquisition (SLA) theory. Such tests can be sociolinguistic questionnaires
that have been used to study attitudes towards languages or self-assessment. Oth-
er tests are more specifically language tests, varying from measures of mean length
of utterance (MLU) (e.g. Yip & Matthews 2006) to sentence repetition and verbal
fluency (e.g. MacSwan 1997), to rating scales and the fluency, flexibility and dom-
inance tests mentioned by Edwards (2007: 9). He also lists several variables that
influence the outcomes of these tests: attitude, age, sex, intelligence, memory, lin-
guistic distance between the two languages, and context of testing. To the list must
be added educational background.

The Dienststelle fiir Zwei- und Dreisprachigkeitspriifungen, in the Autonomous
Province of Bozen in South Tyrol is the only official institution | know of that spe-
cializes in bilingual adults and testing their proficiency. The agency, with headquar-
ters in Bozen, tests both written and oral skills on four different levels of difficul-
ty. It is interesting to note that this agency has age limits for those taking various
tests: enrolees must be over 14 to take the lower level C and D tests and over 17
to take the upper level A and B tests. Its web sites include the form to enrol in the
four tests as well as materials to prepare for them. It seems that a satisfactory per-
formance on their A tests will demonstrate language proficiency requested by the
Free University of Bozen-Bolzano.

2.3. Officially bilingual universities

In officially bilingual universities, bilingualism is defined in legal documents relat-
ing to the university, its staff and management, its instruction and research, and
its students (for example, on what linguistic basis the students are admitted to a
programme) as well as to what and how the students are taught and tested, and
to their graduation requirements. Bilingual universities differ in when they expect
their students to show proficiency in two languages. It may happen before enter-
ing the university (English tested as part of the entrance examinations in Israeli
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universities) or before graduation (the University of Helsinki). The Free University
of Bozen-Bolzano requires students attending trilingual courses to show proficien-
cy in at least one of the three languages upon enrolment, and proficiency in the re-
maining two languages by the end of the first year of study (for those studying for
the Bachelor’s degree in Communication Science the admission requirement is the
knowledge of two languages).

In the officially bilingual universities, the two operative languages are legally de-
fined, and the selection of these two languages has explicit, often historic, reasons.
A good example is the University of Helsinki. Its official languages are Finnish and
Swedish, and to secure bilingualism, it has quotas for the numbers of Finnish and
Swedish speaking students admitted annually. Certain professorships are reserved
for Swedish speakers, and their instruction is in Swedish. Because the study rights
of Swedish or Finnish speaking students are not limited to the departments where
the instruction is in their mother tongues, students can take tests in either lan-
guage. They must also be able to obtain a full range of administrative assistance in
either language. This means that all university faculty and staff holding permanent
positions have language requirements to fulfil. All university documents are issued
in both languages, including test instructions and certificates. Even in academic fes-
tivities, both languages are always used.

2.4. The bilingual student the universities are looking for

Jeffrey MacSwan’s definition (1997: 48) of the balanced or proficient bilingual best
describes the kind of bilingual students the universities would like to have. Accord-
ing to him, the student is “one who is relatively evenly competent in both languag-
es, has actively used both languages [preferably] since infancy, has had continued,
sustained exposure to both languages, and appears to have generally high verbal
fluency”.

2.5. L1 versus bilingualism in Finland

In Finland, one cannot be legally bilingual; in other words, a formal declaration of
mother tongue must be made and kept on file in the national archives. The empha-
sis on one mother tongue extends so far that it is impossible to show one’s profi-
ciency in two languages by taking two L1 tests in, for example, the national matric-
ulation examinations.

The other side of the Finnish attitude towards bilingualism has been the reluctance
to allow children to enter an L2 elementary or junior high school, with the excep-
tion of language immersion schools. Many elementary school teachers have ex-
pressed their concern that teaching first-year pupils the language along with read-
ing and writing skills takes a lot of their energy, and they are unable to concentrate
on the majority of the children. Changes are taking place because of the many im-
migrant children now coming to Finnish schools and having to learn the language
alongside other basic skills.
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Even though it is impossible to be bilingual by law, it is possible to change one’s
mother tongue without having to take a test or to show one’s proficiency in any
other way. Just an official announcement suffices.

The heading of the official form* refers to correcting (korjaaminen) or changing (mu-
uttaminen) the designation of one’s mother tongue. The form for doing this can be
found on the web pages of Maistraatit — Magistraterna. It can be filled in on-line
but has to be printed out so that the authentic signature of the person changing L1
information can be verified. The list of alternative mother tongues is very long, but
there are only two languages, Finnish and Swedish, that people can choose from
when they decide in which language they want to receive official information. How-
ever, some national Finnish offices also have their information available in English,
e.g. the Tax Office.

3. Various university approaches to students’ bilingualism

Just as different countries have found different ways to identify and address issues
arising from the bilingualism of their populations, universities differ from one an-
other as to how they expect their students to show evidence of their bilingualism
and when they have to do so.

3.1. External versus internal certification

External certification means that the institution admitting bilingual students eval-
uates the evidence of language proficiency provided through businesses or test-
ing services not part of the university itself. Internal certification takes place with-
in the university.

It is possible to identify four different practices when it comes to accepting lan-
guage certificates as proof of students’ L2 proficiency. Firstly, several commercial-
ly available tests, like the TOEFL test, are considered worldwide to be reliable ev-
idence of language skills. The TOEFL has become so popular as the international
English test because of its wide availability, the clear results and the ease to de-
fine the cut-off scores for acceptable performance recommended by the test provid-
er (with research to back up the claims), and the possibility to find out whether the
document is authentic. The second group of externally available language certifi-
cates consists of official tests administered by an official national provider like the
Dienststelle fiir Zwei- und Dreisprachigkeitspriifungen, Autonome Provinz Bozen —
Siidtirol. Both of these services provide external certification.

Although it falls short of proficiency certification per se, recognition of prior learn-
ing (RPL) has become a current topic in the discussion of language requirements. To
decide whether an incoming student is sufficiently competent in the two languages,
a university may accept the results or achievements of prior language studies. This
previous assessment or evaluation may take the form of an external (high school/

1 The name of the form in Finnish is AIDINKIELITIEDON KORJAAMINEN/MUUTTAMINEN.



Anu Virkkunen-Fullenwider

upper secondary matriculation) diploma that refers explicitly to an assessment of
a language or languages. It may also take the form of successful performance on
a matriculation examination with a language in it, of previous language studies in
some other university or polytechnic or of internal (previous) studies at the same
university. Now that recognition of prior learning (RPL) is playing a more important
role, because of the emphasis on taking into account all of the student’s achieve-
ments, a university may regard, for example, completed non-language coursework
in a foreign university during a student exchange as proof of language proficien-
cy (external).

But still some universities wish to test or assess the language skills of all the stu-
dents in that university. Generally speaking, the decision to resort to internal certifi-
cation only has two grounds. Either the university has had very bad experiences of
accepting external certification, or its expectations with respect to those skills are
so special that they are not addressed in any external instrument.

3.2. Entrance or exit

Secondly, every bilingual university must decide when its students have to show
they are bilingual. If L2 proficiency at a certain level is part of the entrance require-
ments then either a language test is included in the entrance examination or the
university admits only those students who have valid certificates of their language
proficiency. The test can be a clear-cut language test or a psychometric test, such
as those in use at Israeli universities. Some universities require scholastic aptitude
tests either with a language component or taken totally in an L2.

At the Free University of Bozen-Bolzano, for example in the Faculty of Design and
Art and the Faculty of Science and Technology, students are admitted in without
language certification for all the three languages. The students are given a year to
achieve the required level in the required languages and be able to show the doc-
umentation for their achievement. To quote the web pages, “by the end of their
first year of study, students will have had to demonstrate an adequate knowledge
of the three official languages of the University”2. The Study Guide 2008/2009 gives
detailed information on the language skills required when students enter the uni-
versity: “For enrolment into the first year, it is necessary to: - have certified knowl-
edge of at least one of the three official teaching languages, - demonstrate at least
elementary knowledge of the other two languages” (p. 200). In other words, all the
language requirements are part of neither entrance nor exit assessment but the re-
quired language proficiency has to be certified within the first year of study. To help
the students in their language studies, the University offers language courses, some
of which are compulsory (ibid., p. 208).3

On the other hand, at the University of Helsinki, L2 proficiency is part of graduation
requirements: there is a special language component in the degree. Students have

2 www.unibz.it/design-art/studium/bewerbung/index.html?LanguagelD=EN&trigMenu=3, 13 June 2007.
3 www.unibz.it/webgarchiv/objects/pdf/standard/advisary_service/guidastudenteweb2008_enridotto.pdf 3 January 2009.
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to pass the L2 test on a pre-determined level defined in the law. However, RPL may
play a role, and successful completion of coursework in L2 may be accepted as at
least partial proof of required proficiency.

4. Testing

According to traditional testing theory, there are decisions that have to do with all
tests, and a number of special factors must always be taken into account when
designing language tests. First these factors or key concepts are discussed. Then,
the focus is shifted to difficulties or potential problem areas in testing.

4.1. Key concepts

The fundamental question, that of speed versus power, concerns all tests that can
be placed in a continuum with speed as one end and power as the other end. Un-
fortunately, it is impossible to concentrate exclusively on the power of the test taker
in the area to be tested—every test has to have some time limits. But neither does
it seem appropriate for universities to use speed tests. At any rate, it is important
to keep in mind that not only common sense but also research results (see Asher
1990) show that, in test situations, the processing times required by bilinguals in
their less dominant language are longer than in the dominant language.

The test designer should make many decisions before the actual language test is
made. The mode of testing depends on what kinds of language skills are to be test-
ed. A division into receptive (listening and reading) and productive (speaking and
writing) skills is customary, and the testing format shows the mode. However, espe-
cially in designing tests of receptive skills, one ought to ensure that the results do
not actually depend on the productive skills. One typical such error is the use of a
dictation as a listening comprehension exercise if the test takers have to fill in the
blanks with the words they hear and spelling mistakes affect the scores.

The division of language tests into direct and indirect tests indicates how the skills
are being tested. The use of writing tasks to test writing is an example of direct
testing. An example of an indirect test, in this case of speaking, is the test devel-
oped by Carol Norris in the University of Helsinki Language Centre in the 1980s. As
the only English teacher in a large medical faculty, she had to test the speaking
skills of the numerous graduating students. She simply did not have enough time
to assess each student separately. Therefore, she had written down the patient’s
comments in a discussion with a medical doctor, and she gave that to the students,
who had to add what the doctor said. In a later unpublished study, she was able
to show that the results of the indirect test of speaking ability correlated very well
with those of a direct test.

After having decided which skills are going to be assessed and how, the test type
has to be chosen. Achievement tests, performance tests and proficiency tests differ
from one another in their relationship to formal instruction. Tim McNamara (2000)
defines these tests in the following way:
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Achievement tests aim to establish what has been learned in a course of instruc-
tion (p.131).

In a performance test, an assessment is carried out in a context where the candi-
date is involved in an act of communication (p.135).

Proficiency tests are tests which aim to establish a candidate’s readiness for a par-
ticular communicative role, e.g. in a work or educational setting (p. 135).

Achievement tests are the most common and are familiar to anyone who has ever
studied any language. The other two definitions can be complemented by the fol-
lowing. Performance tests can, to a certain extent, be prepared for although the em-
phasis is on performance in a given setting. Proficiency tests cannot be practiced
for, and even though they also are given in a context, they aim at a more compre-
hensive, perhaps global, assessment of proficiency.

Typically, final examinations in foreign language courses are achievement tests. Bi-
lingual university students show their language skills in performance or proficien-
cy tests.

Language tests have to be scored. There are two ways to do that: holistic (subjec-
tive) or objective scoring. The latter refers to the fact that for all items in the test,
there is a list of correct, accepted answers. Test correction takes place according to
this key which should be so clear that even people who do not know the language
in question can correct the test.

Holistic scoring is more problematic. It used to be called “subjective” because the
correction depends very much on the rater, i.e. there are many correct ways of an-
swering questions or completing test tasks, and there is no key. The rater has to
decide not only what is correct and what is not but also what is good and what is
poor quality. The whole task, e.g. an L2 essay, is assessed even though attention is
also paid to “item-like” matters such as articles, prepositions, congruency between
verbs and nouns, and spelling mistakes.

In holistic scoring, both intra-rater and inter-rater reliability must be taken into ac-
count. That means that whether one person or several persons correct a certain
test, the results should be approximately the same, i.e. rating must be reliable. Usu-
ally inter-rater reliability is strengthened by training sessions and by shared crite-
ria and benchmarks for assessment. In high-stakes testing, training takes place af-
ter every test session. If only one person is the corrector, he or she must be made
aware of how intra-rater reliability may be impeded by, for example, the time of the
day the tests are corrected, the number of papers corrected at the same time and
many similar factors.

Scoring the tests depends on how the tested population is taken into account. In
norm-referenced testing, the reference population is larger than the population of
students in one school or university. Widely used international, and usually stand-
ardised, tests are norm-referenced, and that norm has been achieved at through pi-
loting the tests, several administrations of the test and a lot of research that sup-
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port the concepts of the norms. Criterion-referenced testing means that there are
certain set criteria that the test takers have to fulfil in order to pass the test. Uni-
versities rely on criterion-referenced testing and they also wish the used criteria to
be known by the test takers.

What can be said about the adult test taker in this context? University students as
test takers are no tabula rasas. They come to a testing situation with their own at-
titudes, personalities and life conditions. They may have preconceived ideas of lan-
guage testing, based on their previous experiences. In addition, students have a lot
of background knowledge (BK). Weir, Huizhong and Yan (2000: 26) compare Bern-
hardt’s ideas about BK with those advanced in the schema theory. Both recognize
three kinds of BK. Bernhardt divides BK into 1) idiosyncratic BK, i.e. held by indi-
viduals, 2) domain-specific BK, i.e. gained by schooling, and 3) culture-specific BK,
i.e. transmitted from generation to generation. Schema theory pays less attention
to the persons and more attention to the knowledge itself with its division into con-
tent, cultural and formal knowledge (ibid.). From a tester’s point of view, it is im-
portant to keep in mind that the test takers may have very different kinds of BK,
some of which may not even be in conscious awareness but which will influence
test results. The effect of BK on test results has been studied. It has, for example,
been shown that how well students do in reading comprehension tests has to do
with the subject matter of the tests. If students are given texts in their own subject
area (where they have BK), that correlates positively with their test results (Clap-
ham 1996: 186-7). A student of biology may expect to demonstrate a higher level of
reading comprehension if the subject of the test is biology than if it is economics.

4.2. Potential problem areas in testing

When well done, language testing is always expensive: commercially available
standardised tests incur direct expenses, and testing within a university takes a lot
of time and effort, these incurring indirect expenses. Though the commercial tests
are internationally seen as valid, they do not necessarily cover the types of skills
needed by university students. On the other hand, if language testing is done with-
in the university, the staff must include teachers who know about testing if testing
specialists cannot be afforded. The university employer must be aware of the fact
that even today, many language teachers have had limited, if any, testing training
in their pedagogical studies and official teacher training. There are no free lunch-
es in language testing.

Recognition of prior learning (RPL) may be useful, but grades given for previous
language study reflect only the student’s achievement in that particular institute
at the level of language studies there and at that time. Though these grades have
a certain prognostic value, they give no reliable information about how well/poor-
ly the student will succeed in the next phase. The catch phrase that testing is like
“taking the temperature that day” refers to the fact that the test results of the same
student vary, and they may vary greatly even from day to day. In addition, a lan-
guage profile, i.e. a set of results of various language tests, describes a student’s
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language proficiency much better than a single test result of some skill or compe-
tence.

One important question remains: What kind of language should we test from the
viewpoint of the purposes of the language use? Should it be Language for Specific
Purposes (LSP) or Language for Academic Purposes (LAP)? The difference between
LSP and LAP is that LSP concentrates on the academic or professional field and
the language skills needed there, for example Business English or Medical French,
while LAP includes also skills needed in the study environment, for example, know-
ing how to deal with the bureaucracy every student faces in every university. The
next questions we must ask are: Who is an LSP/LAP expert? And how should we test
LSP/LAP? So far, there are no unambiguous answers to these questions, and each
institution has found its own solutions.

5. Common European Framework of Reference

The growing emphasis on languages is evident also in the work of the Council of
Europe, whose major undertaking, Common European Framework of Reference for
Languages: Learning, teaching, assessment, was published in English in 2001. Now
it has been translated into dozens of languages, including non-European languages
such as Japanese, and its popularity in Asia has taken Europeans by surprise. This
book, which is based to a great extent on Brian North’s doctoral dissertation, pro-
vides a good basis for discussing the present situation of language instruction and
testing or assessment in Europe and elsewhere.

CEFR takes up many issues central to language learning, teaching and assessment.
First, and perhaps the most important approach to language instruction is that the
model for a proficient language user is NO LONGER a native speaker. This comes as
a relief to teachers of languages that are spoken as mother tongues in many var-
iants around the world (e.g., Spanish, French or English) because the question of
which native speaker should serve as a model is now moot. Proficient foreign lan-
guage users are those who get their messages across even though, e.g., there may
be traces of L1 influence in the pronunciation.

The second clear stand taken in CEFR is how to understand the concept of profi-
ciency. In second/foreign language theory, language proficiency has been defined
dichotomously either in terms of some general underlying factor or in terms of
some components or subskills (see the discussion in Brown & Hudson 2002: 16-
17). In CEFR, proficiency is divided into 57 competences. Most of these competenc-
es are divided into six levels of proficiency starting with level A1 (Breakthrough)
and ending in level C2 (Mastery) (CEFR, 2001: 22-36). However, some competences
are “topless” or “bottomless”. The competence called “turntaking” (ibid., 124) has
no descriptors for level A1 or level C2. This seems to mean that the highest level of
this competence is already reached in C1.

One purpose for CEFR has clearly been to create a shared set of concepts (“a com-
mon language”) for European language instructors, testers and language learners.
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These concepts should bring transparency to language studies and achievement in
all the school systems within the Council of Europe. For this reason, CEFR has po-
litical support in many countries. The Finnish Ministry of Education supports efforts
to introduce CEFR in universities, and it recommends that CEFR levels be used to
describe the students’ language achievements in their certificates and diplomas
(Pyykko, Tuomi, Juurakko-Paavola & Fiilin 2007: 148).

CEFR levels are already used in the descriptions of language courses and tests
in many university prospectuses. Unfortunately, it is not enough just to start us-
ing the levels, for certain linking procedures must be completed before a test or
a course can really be described as being at the C1 or B2 level. The Council of
Europe, more exactly, the Language Policy Division in Strasbourg, has two doc-
uments on line to assist testers and test designers. The first one, the Prelimi-
nary Pilot Version of the Manual entitled Relating Language Examinations to the
Common European Framework of Reference for Languages: Learning, Teaching,
Assessment (CEF) was published in English in September 2003. It was followed
by Reference Supplement to the Preliminary Pilot Version of the Manual for Re-
lating Language Examinations to the Common European Framework of Reference
for Languages: Learning, Teaching, Assessment, which has several sections deal-
ing with standard setting, qualitative linking measures and item response theo-
ry, to give a few examples.

Training courses are now available also for university language teachers and
testers, to officially link their teaching and testing to CEFR, but very few have
had enough training to really be able to do that. Language teachers in pre-
university institutions, including polytechnics, have had more training and for
a longer time. During one international project with European funding called
Ceftrain (with Neus Figueras and Raili Hildén as coordinators), a training pro-
gramme for teachers was developed for secondary level, and it can be now ac-
cessed at www.ceftrain.net. Something similar might be provided to university
language teachers.

One means of linking language studies to CEFR would be the creation of an in-
ternational working committee that would check whether the necessary crite-
ria are being fulfilled. There is no such permanent body, but an international
group of experts has accepted the linkage of some European Language Portfo-
lios (ELPs) to CEFR. An ELP consists of a language passport, a biography and a
dossier. Although ELPs are more commonly used in pre-university language in-
struction, university-level ELPs also exist. For instance, the university-level ELP
developed for use by The European Confederation of Language Centres in High-
er Education (CercleS) was certified by this body of experts to have correctly
been linked to CEFR.

Universities must cope with the special problem that CEFR was not developed with
them in mind. CEFR’s competences and domains need fine-tuning for academic pur-
poses. It would be very helpful if universities could agree on descriptors/criteria for
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the competence levels, but university-level language studies need special attention
before that can happen. Languages for both academic purposes (LAP) and for spe-
cific purposes (LSP) have to be described at levels needed in universities, and then,
in meetings and negotiations, agreement should be reached and lists of common-
ly accepted criteria and descriptors produced. Once they exist, a lot of training is
needed in how to understand and to use the descriptors in real life.

Transparency is a worthy goal that is not easily reached. National agreement and
transparency are no longer enough. Ideally, language proficiency should be relia-
bly described with CEFR levels that are interpreted in the very same way in all Eu-
ropean countries.

6. Purposes verses consequences

The purpose of any university language test is to find out whether the students in
question have the language skills they need in order to successfully complete their
university studies. In addition, the tests on the second/third language at bi- or mul-
tilingual universities should also ascertain whether the students can pursue their
future careers using these languages. Unfortunately, purposes are not enough—we
should also be aware of the consequences of these tests, which can be either pos-
itive or negative.

Positive consequences might include the following: The tests give correct results—
the students are or are not sufficiently bi- or trilingual. Ultimately, this happens to
the benefit of all stakeholders. A testing or assessment system that functions well
will produce reliable results and facilitate long-term successful employment.

Negative consequences are produced by a dysfunctional testing or assessment sys-
tem with unreliable results. Such a system causes lots of extra work for testers (in-
cluding the development of tests to meet genuine professional needs).

Otherwise linguistically well-prepared students may receive poor results and be ex-
cluded from further study. That is not only a loss for them, but also for universities
and perhaps the whole society.

On the other hand, while good students may do poorly, students with serious L2/
L3 deficiencies may do well enough to be accepted into the university. Because
the flawed test results do not show their true proficiency, these students may have
poor, protracted graduation studies and prolonged times of study, if they do grad-
uate. In the worst case scenario, they drop out.

But this is not all. It is painful to disappoint students who have had false ideas of
their language skills. It is troublesome to have teachers and testers invest time and
effort into a testing system that does not work properly. But, administrative staff
also suffer because they have to handle an increased amount of time-consuming
complaints. Finally, all this detracts from the quality of the whole university.
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7. Reccomendations and suggestions

A university can do many things to enhance good testing and assessment of bilin-
guals. A core content analysis of the programme can identify many of the students’
general needs for language proficiency. However, a more detailed analysis of the
needs of at least the following groups should be represented: departmental and
language teachers, students and graduates already in the workforce. This analysis
should focus on both the kinds of skills and competences needed and the neces-
sary levels within these skills and competences.

Once the testing/assessment system has been developed, on the basis of the re-
sults of that needs analysis, both the system and the results should be made trans-
parent. Students should be able to verify why they passed or failed a test, and they
should be provided with reasonable opportunities to retake the test or to be reas-
sessed.

Cooperation is highly recommended between departmental and language teachers,
between teachers and international relations offices, and between the institutes of
higher education nationally. Pan-European cooperation is also necessary, and better
contacts with universities outside Europe would be very advantageous.

Fortunately, we already have practical tools to work for the common good. One
such tool is student and teacher exchanges, which should be encouraged. The in-
dividual communities of educators should know more about one another. Several
international assessment/testing projects are already underway, and more are be-
ing planned. Pan-European and national assessment training programmes should
be devised and offered to university teachers because inter-rater reliability on uni-
versity level is very important. This training must also be seen as a continuum, not
a “one-time deal”. The existence, goals and activities of these programmes should
be advertised and university language teachers and testers should be able to ben-
efit from them.
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PLURILINGUISMI COMUNITARI E PLURILINGUISMI
FAMILIARI NELL'ITALIA CHE TRANSITA DAL SECONDO AL

TERZO MILLENNIO
TuLLio TELMON — UNIVERSITA DI TORINO, DIPARTIMENTO DI SCIENZE DEL
LINGUAGGIO

As plurality within the Italian language and dialects becomes recognised, the idea of Italy as a
monolingual country now belongs to the past. Some aspects of Italian plurilingualism, however,
still need to be solved or thoroughly clarified. These can be summed up as follows:

a) The difference between the so called “historical” heteroglossy situations / situations of
heteroglossy and the whole of the Italian dialects as far as genetic nature is concerned (and
therefore the different ways they relate to Italian language);

b) The different composition of the common linguistic repertoires above all but not exclusively
when isolated heteroglossy is concerned;

¢ Typological diversity within each heteroglossy not just in terms of isolation versus offshoot,
versus constellation, etc., but also of presence/absence of “roof languages” and the
relationship with theese;

d) The underlying ambiguity which characterizes the concept of the repertoire itself and, as a
consequence, its related concept of bi- or plurilingualism;

e) How toinsert all these aspects into the framework of the unique wealth of changes occurring
over the last century?

Many more questions arise from this issue (such as the geographical collocation and different
socioeconomic aspects of the local languages which conflict with Italian (such as diglossia
situations) which however will not be considered in this paper which aims at presenting, as
“thoughts out loud”, an outline of the present situation as the author sees it.

Keywords: plurilingualism, heteroglossy, globalisation

1. Sintomi di intossicazione linguistica?

Come molti certamente sapranno, da qualche anno una delle futili polemiche politi-
che che infuriano in Italia € quella della “sicurezza”. A giudicare dalle prime pagine
dei giornali, si direbbe infatti che la sicurezza dei cittadini sia seriamente minaccia-
ta dai lavavetri, dai venditori di accendini a gas e di braccialettini portafortuna, in-
somma, in una parola, da quel popolo eterogeneo e variegato che fino a poco tem-
po fa veniva classificato come “i vucumpra™, e che oggi viene visto, nel migliore
dei casi, come un fastidioso incidente nella vita quotidiana, ma sempre piu spes-

1 La parola & regolarmente registrata nei pill aggiornati ed attenti vocabolari. Per non fare che un esempio, cfr.
Simone, dir. (2003: 1154). Poiché la parola, malgrado la sua origine scherzosa e in fondo bonaria, & perd andata
gradualmente assumendo una connotazione sempre pill negativa (parallelamente ad una crescita dell’intolleranza
razziale?), si direbbe che il suo uso stia diminuendo, probabilmente perché gli interessati stessi, resi consapevoli
di tale tendenza, hanno abbandonato quasi completamente I'abitudine di rivolgersi con tale frase ai loro potenziali
clienti.
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so — ed € questo il peggiore dei casi — come un esercito potenzialmente pronto a
sconvolgere la sicurezza dei cittadini.

Parto di qui non soltanto perché gia da questa prima considerazione si puo ben ve-
dere il legame con le tematiche del plurilinguismo odierno e dei suoi diversi effet-
ti (mistilinguismo e arricchimento lessicale, nella fattispecie del termine vucumpra),
ma anche perché, di recente, un episodio ha specialmente attirato la mia atten-
zione linguistica. Qualcuno sapra che Radiotre, uno dei canali della RAI, l'azienda
radiotelevisiva pubblica italiana, trasmette ogni mattina, dalle 7.15 alle 8.40, un
programma dal titolo “Prima pagina”. Si tratta di una rassegna della stampa quo-
tidiana, condotta ogni settimana da un diverso giornalista “della carta stampata”,
come si usa dire. La mattina del 31 agosto 2007, tale rassegna era condotta da
Marcello Veneziani, editorialista del quotidiano “Il Giornale” e intellettuale tra i pit
noti nell’ltalia contemporanea?; nel rispondere ad un ascoltatore che gli aveva po-
sto una domanda sull’argomento, appunto, della sicurezza, ad un certo punto il
giornalista disse che le forze dell’ordine avevano sequestrato a taluni extracomuni-
tari “accendini, [‘@rbroe ‘medzik]” ed altre merci del genere. Avrei dovuto sobbalza-
re, da cittadino civile e democratico, nel percepire che quegli accendini, quei fazzo-
lettini, quegli arbres magiques parevano quasi voler prefigurare delle terribili armi
di distruzione. Invece, il sobbalzo c’é stato, ma & stato un sobbalzo da sociolin-
guista: “a tanto siam giunti?” mi sono chiesto parafrasando Manzoni. Passi per gli
item che diventano [‘aitems]; passi per i collant e per i dépliant che diventano dei
[‘kollants] e dei [‘depliants]; passi pure (anche se per me & particolarmente duro
da digerire) per il Sestriére che diventa [‘sestrier], ma che un “intellettuale” scam-
bi un innocuo arbre magique per un sintagma inglese & proprio un gran brutto se-
gno. Un gran brutto segno per lui, perché, ovviamente, dimostra che l'inglese non
lo mastica meglio di quel francese per il quale sembra provare un’evidente idiosin-
crasia; ma soprattutto un gran brutto segno per le caratteristiche e la qualita del
plurilinguismo —anzi, del bilinguismo anglo-italiano- che, sotto 'egida della moder-
nizzazione, dovrebbe ormai caratterizzare le societa avanzate e globalizzate, e quel-
la italiana tra esse.

Sulla modernizzazione e sui suoi riflessi sociolinguistici ritorneremo perd piu avan-
ti. Per ora, proviamo invece a soffermarci sui sintomi di intossicazione linguistica
che abbiamo potuto cogliere in queste poche battute iniziali. E da un lato molto
chiaro che l'apertura dei mercati, delle frontiere, delle reti sociali, non poteva che
accrescere tendenze a contatti, commistioni, prestiti, mescolanze linguistiche che
hanno in realta sempre contraddistinto i rapporti tra popoli sia di lingua differente
sia di lingua almeno parzialmente simile. Se nel torinese e in larga parte delle par-

2 “Marcello Veneziani & nato a Bisceglie, nel 1955, e vive a Roma. Laureato in Filosofia & autore di alcuni saggi tra i
quali La rivoluzione conservatrice in Italia. Genesi e sviluppo dell’ideologia italiana (1987); Processo all’Occiden-
te. La societa globale e i suoi nemici (1990); Sul destino (1992); Sinistra e destra. Risposta a Norberto Bobbio
(1995); L’Antinovecento (1996); Decamerone italiano (1997); Il secolo sterminato (1998), e Comunitari o liberal
(1999). Ha diretto e fondato case editrici e riviste culturali e politiche (Intervento, Pagine Libere, Ultalia settima-
nale). Attualmente dirige il settimanale Lo Stato, & editorialista de Il Giornale e de Il Messaggero e collabora con
la RAI”. (Informazione tratta il 14.09.07, alle ore 12.30, dal sito internet http://www.emsf.rai.it/biografie/anagrafico.
asp?d=215 ).
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late pedemontane occidentali, per non fare che un esempio, il “pisello” (Pisum sa-
tivum Linn., per evitare ambiguita) & chiamato [‘p0is], cid & dovuto, evidentemen-
te, ad un influsso almeno settecentesco del francese; ma non del francese inteso
come lingua parlata (se cosi fosse, il torinese non avrebbe avuto difficolta ad as-
sumere la forma [pwal?), bensi del francese scritto. E questo starebbe a dimostrare
che, in fondo, anche il Piemonte settecentesco, di francese ne masticava piuttosto
poco. Ma non c’é bisogno di fare degli esempi per sapere che forme diverse di plu-
rilinguismo, manifestantisi attraverso le modalita piu diverse, sono la norma, e non
eccezione, quasi in qualsiasi comunita linguistica e quasi in qualsiasi tempo. Dun-
que, niente da stupire se nell’italiano odierno troviamo dei vu cumpra o dei vucum-
prat, dei collant, dei depliant (con o senza differenze ortografiche). Ci sara invece
da stupirsi se questi lessemi vengono indiscriminatamente trattati come se doves-
sero tutti, necessariamente, essere inglesi. Ancora di pid, se il trattamento di angli-
cizzazione va contro le regole stesse dell’inglese, sia sintatticamente (in un sintag-
ma inglese corrispondente ad arbre magique il determinante dovrebbe precedere
il determinato), sia lessicalmente (’inglese non ha bisogno di un lessema come
&rbro, visto che gia possiede un analogo lessema generico per designare l'albe-
ro), sia ortograficamente®, dal momento che 'aggettivo inglese & ortografato ma-
gic e non magique. Dal punto di vista della modernizzazione (della quale, come ho
gia detto, riparleremo pili ampiamente pil avanti), ci troviamo cosi davanti a due
fenomeni contraddittori: da un lato, il codice dialetto, che dovrebbe essere quello
soccombente, ha ancora tanta vitalita da essere imparato dagli immigrati e da im-
porre dei propri prestiti alla lingua di diffusione nazionale. Dall’altro lato, il codice
dominante di diffusione internazionale ha a sua volta tanta forza e tale prestigio
da appropriarsi anche dei prestiti provenienti da altri codici. Il punto massimo del-
la sua egemonia si avra quando il suo influsso pieghera anche le regole (lessicali,
fonologiche, ortografiche) dell’italiano stesso; qualche avvisaglia si & potuta osser-
vare attraverso certe parodie di attori comici (non dimentichiamo che, per eserci-
tare bene il proprio mestiere, devono essere dotati di una specialissima sensibili-
ta linguistica), la dove, per esempio, anglizzavano ogni parola italiana contenente
la vocale i tonica, trasformando costantemente quest’ultima nel dittongo ai (paiz-
za per “pizza”, ecc.)®.

Quello che é certo, & che lintensificarsi, in ltalia, delle interferenze, delle commu-
tazioni di codice, del mistilinguismo, e di tutte le manifestazioni, diciamo cosi, “di
livello basso” del plurilinguismo, sara dovuto si alla trasformazione del paese da

3 Il passaggio a [weé] e quindi a [wa] (o la sua riduzione a [&]) (ess.: cortoasie, Englais) dell’antico dittongo [0i] data
gia del XIIl secolo: cfr. Chaurand (1972: 28).

4  Particolare interesse riveste, per il sociodialettologo, il fatto che questa forma rivela che gli extracomunitari che
hanno appreso e impiegato questo sintagma, tanto da farlo divenire un lessema adottato dagli stessi italofoni per
designare i venditori ambulanti di cianfrusaglie, lo hanno assunto da qualche dialetto centro-meridionale E cio &,
ovviamente, significativo della vitalita di tali dialetti. Non si tratta infatti, come qualcuno sostiene (ad es. Gabrielli
2007: 2936), di una storpiatura della frase italiana vuoi comprare, ma dell’adozione di una frase dialettale.

5 Non dimentichiamo che il giornalista leggeva il sintagma da una cronaca di un quotidiano.

6  Mi riferisco qui all’attore Francesco Paolantoni e al personaggio da lui creato ed interpretato del pizzaiolo napole-
tano Ciairo (@appunto, per “Ciro”) Boccia, nel 1997.
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bacino di esportazione a bacino di importazione di mano d’opera, ma & dovuto si-
curamente anche ad una certa qual presa di coscienza, da parte degli italiani, del
fatto che l'asserito monolinguismo italofono non & mai esistito e che anche oggi,
pure in un clima di apparente degrado e abbandono dei dialetti, questi trovano le
vie per imporre molteplici ed insospettate forme di resistenza e manifestazioni di
esistenza.

A livello di ricerca scientifica, ’emergenza di forme di plurilinguismo di questo ge-
nere trova conferma in alcuni fatti significativi. Cultimo, collegato anche con la re-
cente scoperta legislativa dell’esistenza di minoranze linguistiche nel nostro paese?,
é rappresentato dal XLI Congresso della Societa di Linguistica Italiana.

2. Le comunicazioni del Congresso SLI

SLI €, come certamente molti sapranno, 'acronimo di “Societa di Linguistica Italia-
na”: I'associazione che riunisce quasi tutti gli studiosi italiani che, professionalmen-
te o per diletto personale, si occupano di linguistica (in ogni sua specializzazione)
e anche numerosissimi studiosi non italiani, generalmente dediti alla linguistica
italiana. Dalla sua nascita, nel 19678, la Societa ha organizzato annualmente un
Congresso internazionale, dedicato ogni volta ad un tema diverso. Il tema del
quarantunesimo Congresso, tenutosi a Pescara dal 27 al 29 Settembre 2007, era
“Alloglossie e comunita alloglotte nell’ltalia contemporanea. Teorie, applicazioni
e descrizioni, prospettive”. Sia ben chiaro: la comunita scientifica & sempre stata
perfettamente consapevole del fatto che non tutti i cittadini italiani avessero per
lingua materna litaliano o uno dei cosiddetti “dialetti italiani”?; cid che essa ha
invece avuto talvolta la tendenza a dimenticare € il fatto che tutti questi cittadini,
imparando e facendo propria la lingua nazionale, venivano con cido a formare una
schiera di parlanti bi- o plurilingui (o di- o poliglotti®).

Ebbene: se si guarda al programma del XLI Congresso della SLI di quest’anno e
ai riassunti delle comunicazioni riportate nel sito della Societa™, si ha la sensazio-
ne che si sia sviluppata una sorta di palingenesi. Su un totale di 23 comunicazio-

7 La legge 482 che, in attuazione dell’articolo 6 della Costituzione, tutela le cosiddette “minoranze linguistiche
storiche”, data del 15 dicembre 1999.

8  Sulla nascita e sui primi sviluppi della SLI, cfr. De Mauro (1991: 13-29).

9  Su questa nozione, e sul fatto che anche tra i linguisti di professione non sia sempre ben chiaro che essa vuole
alludere non gia a “dialetti dell’italiano” ma a “dialetti esistenti in Italia” ci sarebbe da aprire un intero capitolo.
Anche perché la questione ha a sua volta a che fare con due importanti corollari: da un lato, quello dell’autonomia
di ciascuna varieta locale rispetto all’italiano stesso e alle altre varieta, anche vicinissime; dall’altro lato, quello
della identicita, almeno teorica, tra lo status di ciascuna di queste lingue locali con le lingue locali il cui insieme
viene a costituire quelle entita linguistiche che sono chiamate “minoranze linguistiche”.

10 Mi riferisco qui, in modo ancora assolutamente generico, alle distinzioni di ascendenza fergusoniana (cfr. Fer-
guson 1959: 325-340), prescindendo dalle successive discussioni e proposte di rimodellazione (per le quali si
veda Berruto 1995: 227 ss.). Noterd qui soltanto, di sfuggita, che mentre nell’italiano comune i termini diglossia,
poliglossia e anche poliglottismo, non essendo stati mai di uso comune, possono senza difficolta assumere il
valore semantico specializzato che Ferguson o altri studiosi intendono assegnare loro, lo stesso non pud dirsi degli
aggettivi-sostantivi diglotto/-a e poliglotto/-a, che nella tradizione hanno visto il loro uso riservato soprattutto se
non esclusivamente in riferimento alla condizione dell’individuo bi- o plurilingue.

11 http://www.societadilinguisticaitaliana.org/congressoSLI/XLICongressoSLI.htm.
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ni, sono infatti ben poche quelle che annunciano o che lasciano presagire studi ed
analisi di carattere “interno” alle lingue scelte dai loro autori come oggetto di inda-
gine, mentre la quasi totalita mostra di avere inteso la tematica congressuale come
tematica squisitamente sociolinguistica e focalizzata sul contatto tra codici diversi
e compresenti nei repertori dei parlanti. Basta guardare anche soltanto ai titoli: si
pud constatare che, direttamente o indirettamente, la pluralita linguistica & presen-
te in ben 17 di essi su, ripeto, un totale di 23. Pili in particolare:

1 volta compare la parola plurilinguismo;

3 volte le parole bilingue o bilinguismo;

5 volte la parola contatto (con o senza l'aggettivo linguistico);
1 volta la parola mistilinguismo;

1 volta la parola interferenza;

1 volta il sintagma mescolanza linguistica?;

3 volte il sintagma italiano L2;

1 volta il sintagma italiano delle ucraine;

1 volta il sintagma italiano LS.

Finalmente, viene da dirsi, ci si & accorti che le problematiche delle alloglossie van-
no affrontate primariamente come problematiche relazionali e non come tematiche
di linguistica interna in cui il massimo della concessione relazionale € quella del
raffronto diacronico con ipotetiche varieta “storiche” di riferimento®; soprattutto,
finalmente ci si € accorti che, in nessun momento, nessuna delle “lingue” di mino-
ranza & mai vissuta in condizione di monolinguismo. Cio di cui ci si deve ancora ac-
corgere pienamente, se non forse in sede di comunita scientifica certamente in sede
di comunita civile e nazionale, é che tali “lingue”, pur sottoposte a tutela a norma
di legge, esistono di fatto soltanto nelle disposizioni legislative e regolamentari,
poiché la loro realta, come qualsiasi dialettologo sa bene, € quella che si incarna in
tante lingue quanti sono i paesi che in attuazione della legge 482 hanno dichiara-
to la propria alloglossia. La prova che tale consapevolezza € ancora lontana é for-
nita dal fatto che ancora nel Giugno 2007 (non pil di tre/quattro mesi prima dello
svolgimento del Convegno BIMU di Bolzano), all’interno della Commissione tecni-
ca istituita dalla Presidenza del Consiglio, un alto funzionario del Ministero ebbe a
osservare con perentorieta che mai e poi mai si sarebbero dovute dare delle risor-
se per il vocabolario dialettale di Giaglione®: si sarebbe trattato di un puro spreco,
perché le risorse dovevano andare semmai al vocabolario del francoprovenzale! In-
segnare ad un funzionario ministeriale la differenza tra 'etichetta con cui conven-
zionalmente, in base alla comune risposta ad una serie di tratti, viene designato un
raggruppamento linguistico, e la realta della variabilita diatopica & un’impresa di

12 Arigore, perd, tale concetto potrebbe anche rimandare ad una realta sentita come unitaria, monoglotta. Potreb-
bero suffragare questa ipotesi i due glottonimi “misti” slavo-molisano e croato-molisano, che possono essere
interpretati come “slavo (o “croato”) del Molise” o “slavo (o “croato”) condizionato o influenzato o contaminato
dal molisano”.

13 Penso qui soprattutto ai rapporti tra le parlate walser (o quelle cimbre) e gli strati antico e medio dell’alto tede-
sco.

14 Giaglione & un paesino appartenente all’area delle parlate francoprovenzali.
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incerto successo... E ancora pit difficile — tanto difficile che forse non vale neppure
la pena di tentare — & mostrare che, all’interno delle realta alloglotte, le condizioni
dei rapporti tra le diverse componenti del repertorio possono mutare in modo ad-
dirittura polare, sulla base di variabili le pit diverse. Possiamo cosi avere, all’inter-
no ad esempio del plurilinguismo valdostano, il caso della grande citta capoluogo
dove l'uso della parlata francoprovenzale locale € relegato ad un numero minimo
di utenti, pressato com’&, anche nei domini pil tipicamente bassi, dall’italiano®, e
dove l'uso del francese, pur considerato ufficialmente alla pari con litaliano, & re-
legato a funzioni ben lontane dalla quotidianita. Ma numerose altre variabili pos-
sono agire nel provocare differenze interne nell’equilibrio dei repertori: la distanza
rispetto i margini dell’area (e per conseguenza, una maggior facilita di intrattenere
rapporti di ogni tipo, compresi quelli lavorativi o quelli di eterogamia, con le comu-
nita esterne ad essa), come dimostrano, sempre in Valle d’Aosta, il caso di La Thui-
le per quanto riguarda il francese o quelli dei comuni di Bassa Valle per quanto ri-
guarda il piemontese; l'isolamento rispetto alle correnti culturali interne dell’area,
come mostra l'alta italofonia di Cogne rispetto al resto della Valle; I'isolamento
rispetto alle concentrazioni industriali, come mostra l'alta dialettofonia francopro-
venzale di un paese della Bassa Valle come Arnad, rispetto a tutti i paesi circostan-
ti (Verres, Bard, ecc.)v

3. Le grandi inchieste sociolinguistiche

Laccresciuta sensibilita agli aspetti relazionali e sociolinguistici del “caso Italia” e,
per conseguenza, la consapevolezza, a livello scientifico, della necessita di applica-
re I'attenzione della ricerca sugli aspetti del plurilinguismo che ad esso sono ine-
renti, ha moltiplicato, negli ultimi anni, il numero delle inchieste sociolinguistiche
di grande respiro. Dalle indagini personali che, per forza di cose, dovevano limitarsi
ad una sola, piccola comunita, come quelle peraltro esemplari di Anna Giacalone
Ramat a Gressoney® o di Giuseppe Francescato e Paola Solari a Timau® si € cosi
passati ad indagini di ampiezza regionale, svolte con grande dispiegamento di
forze e distribuendo talvolta questionari di dimensioni anche piuttosto notevoli a
migliaia di informanti. Anche in questo caso, la Valle d’Aosta ha subito una vera e
propria valanga di inchieste®. La pill approfondita pare essere l'indagine condotta
per conto della Fondazione Emile Chanoux in 79 comuni o frazioni (o, nel caso di
Aosta, quartieri) della Valle d’Aosta. Un minuziosissimo questionario & stato som-

15 Caso tipico di dilalia, per usare la terminologia introdotta da Berruto.
16 Cfr. a questo proposito Berruto (2003: 44-53).

17 Cfr. Joly (2007).

18 Cfr. Giacalone Ramat (1979).

19 Cfr. Francescato & Solari (1994). Numerose le tesi di laurea prodotte, su modelli analoghi, presso I'Universita di
Torino, inerenti specialmente comunita appartenenti alle minoranze occitano-provenzale alpina, francoprovenzale,
walser e, da ultimo, anche quella cimbra di Giazza.

20 Basti vedere quelle citate da Berruto (2003: nota 16). Mi risulta comunque che anche presso le comunita di par-
lata walser del Piemonte settentrionale e anche presso le popolazioni di parlata ladina delle Dolomiti siano state
condotte delle analoghe survey sociolinguistiche.
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ministrato a ben 7200 informanti e le risposte sono quindi state elaborate elet-
tronicamente. | dati statistici sono inoltre stati forniti, in una versione preliminare,
a numerosi studiosi, successivamente convocati in un Convegno? per discuterne i
risultati. Nel suo intervento??, in particolare, Gaetano Berruto si sofferma a lungo a
discutere del modello di repertorio che emerge dai dati dell’indagine, osservando
le talvolta anche profonde differenze che si evidenziano tra alta e bassa valle, tra
fondovalle e versanti vallivi, tra realta urbane e realta rurali, tra localita turistiche
e localita a prevalente economia agricola, e cosi via. “Limmagine sociolinguistica
complessiva dei valdostani che emerge molto bene dai dati PASVA, egli osserva,
é quella di una comunita i cui membri si sentono fondamentalmente e soprattutto
[...] valdostani, e la cui identita & garantita dai, ed appoggiata ai, patois franco-
provenzali. In questo contesto, ‘conoscere’ —non usare, si badi- il francese risulta
assai importante per sentirsi membri a pieno titolo della comunita locale, ma allo
stesso tempo la maggioranza dei valdostani € grosso modo per il mantenimento
della situazione attuale quanto a gestione dei rapporti fra le lingue”. Nel conclu-
dere, considerando gli aspetti contraddittori che caratterizzano, in particolare, lo
statuto e il ruolo sociale del francese, lo studioso torinese osserva inoltre che “la
contraddizione pil palese consiste forse nella diaclasi fra la realta empirica effettiva
e la sua prospezione ideologica presso molti intellettuali valdostani ma soprattutto
presso U'élite politica locale, che porta a fondare e motivare la promozione del fran-
cese su una sua presunta effettiva vitalita negli usi comunicativi valdostani”: una
vitalita, come é facile constatare dai risultati dell’indagine, ben lontana dall’essere
evidente.

4. L’inchiesta IRES

Altrettanto interessanti si sono mostrati i risultati di un’altra indagine a largo rag-
gio, svolta in Piemonte dall’'IRES?# Piemonte e dai Dipartimenti di Scienze del Lin-
guaggio e di Scienze Sociali dell’Universita di Torino. Liniziativa, che é stata fatta
propria dal’Assessorato alla Cultura della Regione Piemonte, € nata dalla consta-
tazione di una ampia differenza tra il numero di comuni piemontesi di cui, sulla
base di indagini precedentis, era ben conosciuta la natura eteroglossa (provenzali
alpini, francoprovenzali, francofoni o walser), e gli assai pili numerosi comuni che,
applicando il dettato della pit volte cit. Legge 482, si erano autodichiarati come ap-
partenenti ad una delle citate minoranze linguistiche. Per operare una verifica, si &

21 | cui Atti sono ora pubblicati: cfr. Fondation Emile Chanoux (2003).
22 Gia cit. sopra: cfr. nota 16.

23 Cfr. G. Berruto (2003). La sigla serve a Berruto per abbreviare “Plurilinguismo scolastico e amministrativo in Valle
d’Aosta”, titolo dell’indagine.

24 Istituto di Ricerche Economiche e Sociali.

25 Mi riferisco qui, in particolare, all’indagine conoscitiva sulle Minoranze linguistiche galloromanze nelle province
di Torino e Cuneo svolta da Silvia Colosso e Tullio Telmon nel 1973 per conto dell’Ufficio Studi della Camera dei
deputati. Tale indagine si articola in due fascicoli, il primo dei quali contiene una premessa, una bibliografia ge-
nerale e una serie di 52 schede, ciascuna dedicata a un Comune, ordinate alfabeticamente sotto il titolo generale
“Comuni francoprovenzali”, mentre il secondo fascicolo contiene, a sua volta, una serie di 81 schede, dedicate ai
“Comuni provenzali”.
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cosi stabilito di interrogare, con un questionario specialmente puntato sugli aspetti
della percezione di sé e delle proprie lingue e sulla valutazione delle competenze
passive ed attive, un informatore privilegiato e sei altri informatori suddivisi per
sesso e classe di eta in ciascuno dei comuni che, al momento della stesura del pia-
no operativo della ricerca, presentavano, ai nostri occhi, qualche anomalia. Abbia-
mo cosi stabilito di operare 'indagine su 106 localita, vale a dire in tutte quelle che
non avevano (ancora) deliberato 'appartenenza ad una minoranza pur essendone
comprese, € in tutte quelle che, al contrario, lo avevano fatto pur non rientrando, in
teoria, in quell’insieme. La tabella n° 1 rappresenta in cifre 'intera situazione:

Tab. 1 — Minoranze del Piemonte, per Comuni

Minoranza appartenenti deliberanti anomali regolari
l’appartenenza | indagati indagati

Walser 5 12 7 2

Francoprovenzale 52 42 20 9

Occitana-provenzale 81 103 28 20

Francofona 19 15 16 4

Totale 157 172 71 35

~

A questo insieme di “punti anomali” & stato inoltre aggiunto, come termine di
raffronto e al tempo stesso come manifestazione concreta delle realta minoritarie
della regione, un altro insieme di 35 “punti regolari” (2 walser, 9 francoprovenzali,
20 occitani, 4 francofoni), la cui delibera di appartenenza ad una minoranza corri-
sponde cioé con le risultanze scientifiche.

Sottratti i testimoni privilegiati, la cui funzione era quella di fornire informazioni di
carattere generale e, soprattutto, la registrazione dei test linguistici da sottoporre
agli altri per la verifica delle competenze passive, sono dunque stati interrogati
complessivamente 636 informanti per i 106 punti indagati. Non & possibile, qui,
dare conto di tutti i risultati dell’indagine®®; puo tuttavia risultare interessante co-
noscere alcune delle risultanze pit interessanti.

La prima domanda della “parte sociolinguistica” riguardava la lingua materna, inte-
sa come la lingua della prima socializzazione, ovvero quella usata dai genitori dei
nostri informanti per insegnar loro a parlare. Per I'esattezza, la domanda suona cosi
nel questionario: “Quale lingua ha imparato per prima?”. Complessivamente, le 636
risposte si sono ripartite come nella Tabella n° 2:

Tab. 2 — Lingue materne dichiarate

Lingua/-e materna/-e | Parlanti | Percentuale
1 Italiano 130 20,4
Italiano + X 27 4,2
3 Francese 25 4,0

26 Un primo sguardo su tali risultati si pud trovare in Telmon & Ferrier (2007). Una discussione pidl ampia ed appro-
fondita si trova inoltre in Ferrier (2008).
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4 Francese + X 7 1,7

5 Tedesco o) 0,0

6 Tedesco + X o) 0,0

7 Piemontese 209 32,9

8 Piemontese + X 17 2,7

9 X 207 32,6

10 | X+ X 4 0,6

11 | Altre lingue 10 2,3
TOTALE 636 100,0

In questa tabella vengono selezionate sia le risposte che prevedevano una sola
lingua, sia quelle in cui, accanto a una prima lingua dichiarata come materna, gli
informanti ne aggiungevano una seconda, che asserivano essere non gia appresa
successivamente (ad esempio, all’ingresso nella scuola, nel caso dell’italiano per chi
avesse avuto il piemontese o un patois come lingua materna®), ma appreso simul-
taneamente; per esempio, grazie all’'insegnamento diversificato da parte di uno dei
genitori, o grazie al diverso codice utilizzato con i nonni conviventi, o in qualsiasi
altro modo. Sono dunque questi i casi, ricavabili nella tabella dalle linee pari (2, 4,
6, 8, 10) in cui, accanto al nome di una delle lingue elencate, appare il simbolo “+
X”, di cio che potremmo chiamare “bilinguismo materno”. Si noti che il valore di X
&, per ora, quello di uno qualsiasi dei codici linguistici: esso potra percio significare
-e di fatto tale & il suo significato nella quasi totalita dei casi- “lingua locale”?®, ma
anche in qualche caso, francese accanto a italiano (o viceversa), oppure piemontese/
torinese accanto a italiano, ecc. Aggiungo che, essendo i nomi di tutti gli altri codici
espressi con i loro rispettivi glottonimi, il valore della X da sola (quello, per intender-
ci, della linea 9) & invece da interpretare come “lingua locale”, ovvero patois, nostra
moda, tittschu, ecc., ossia varieta locale di walser, occitano o francoprovenzale.

Poiché le domande del questionario (e anche le relative risposte, tolte quelle che
dovevano mostrare la competenza attiva di altre lingue) sono state poste in italia-
no, dalla tabella n® 2 siamo in grado di stabilire 'esistenza, presso il nostro cam-
pione, di due diversi tipi di bilinguismo:
@) un “bilinguismo implicito”, presente il quel 79,6% di informanti che si
deduce dalla sottrazione, dal totale, del 20,4% di individui che hanno di-
chiarato di avere avuto una prima socializzazione in italiano®;

b) un “bilinguismo materno”, che nel nostro campione € rappresentato da

27 Per testimonianza personale, posso dire che tale casistica ricopriva il 99% presso gli alunni di prima elementare
nel paesino di parlata francoprovenzale in cui abitavo io quando, nel 1949, ho iniziato la scuola. Quanto a me,
italofono, subito dopo l'ingresso nella scuola ho incominciato a comunicare con i miei compagni nel patois locale
o, in taluni casi, in piemontese.

28 Qualsiasi lingua locale, si badi bene; e dunque, varieta locale di walser oppure di occitano oppure di francopro-
venzale, ma anche varieta locale, non necessariamente torinese, del galloitalico pedemontano.

29 Si noti che questa schiera non pud essere considerata necessariamente monolingue: il mio caso personale, accen-
nato nella nota n°® 27, mostra che il monolinguismo materno pud non restare tale (starei quasi per dire “non pud
restare tale”) nell’intero arco della vita.
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ben 55 (8,65%) soggetti che si dichiarano plurilingui fin dalla prima socia-
lizzazione linguistica.

5. Le testimonianze di Scheuermeier

Ritorneremo sulla tabella n® 2. Vorrei pero, prima, invitare a riflettere su una que-
stione che si & appena affacciata, e che ha a che fare con una percezione, per cosi
dire, intuitiva del plurilinguismo. Ho appena accennato al fatto che le domande
dell’inchiesta svolta in Piemonte erano state poste in italiano, e che la capacita di
rispondere comportava ovviamente, nei soggetti che asserivano di avere avuto un
altro codice come lingua materna, il possesso di un repertorio personale plurilingue.
E’ facile pensare che sarebbe strano il contrario, visto che la competenza dell’italia-
no, stando alle stime della Doxa e dell’'ISTAT, & diventata ormai patrimonio condiviso
di almeno il 90% della popolazione italiana. Ma sara stata davvero molto diversa la
situazione quando, poniamo negli anni tra le due guerre mondiali, l’italofonia non
aveva ancora, stando alle fonti pi autorevoli®®, raggiunto neppure la meta degli ita-
liani? La mia impressione & che, molto spesso, quando 'argomento € quello del o dei
bilinguismo/-i, le stime ufficiali e gli studi che ne conseguono trascurino gli aspetti
sfumati e mutabili della realta. Tutto cid che riguarda i domini di uso, i rapporti di
dominanza, i compromessi linguistici interpersonali e intercomunitari, le differenze
tra competenza attiva e competenza passiva, le differenze tra scrittura e parlato, le
differenze tra lingue di prestigio e lingue di tradizione orale, e cosi via, viene spesso
spazzato via e sostituito da sintesi un po’ svilenti, che si traducono, di necessita, in
numeri e, per conseguenza, in asserzioni perentorie. Se fosse davvero cosi netta ed
assoluta I'affermazione secondo la quale, tra le due guerre, la popolazione italiana
si divideva linguisticamente in due schiere, 'una delle quali monolingue e dialetto-
fona, e l'altra altrettanto monolingue, ma italofona, come avrebbero potuto, per non
citare che un caso particolarmente vicino alla storia degli studi linguistici, svolgere
le loro inchieste i raccoglitori degli atlanti linguistici>*? E evidente che un secolo fa,
come un secolo prima e come oggi, la realta dei repertori linguistici non era una re-
alta di lingue monadicamente isolate, ma piuttosto quella di individui e di comunita
che presentavano tutta una gamma di variabilita, sia in fatto di presenza di codici
diversi nel proprio repertorio, sia in fatto di competenze in ciascuno di tali codici.
Confondere I’analfabetismo, il non saper né leggere né scrivere, con la mancanza di
competenza &, per I'appunto, uno di quegli schematismi semplificatori che possono
andare bene per operare grandi affreschi storico-sociali, ma che non da sicuramente
conto della variegata realta linguistica.

Parlavo poco fa delle inchieste svolte in Italia negli anni ’20 e ’30 dello scorso secolo
per raccogliere i materiali dialettali degli atlanti linguistici. Prendiamo, ad esempio,
CAIS, il cosiddetto “Atlante italo-svizzero”s?, le cui inchieste, iniziate sul finire del 1919,

30 Per es., De Mauro (1963).

31 Mi riferisco, ovviamente, a Paul Scheuermeier, Gerhard Rohlfs e Max Leopold Wagner, i tre raccoglitori dell’AlS, e
a Ugo Pellis, raccoglitore delle inchieste prebelliche dell’ALI.

32 Jaberg & Jud (1928-1940).
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hanno occupato praticamente l'intero decennio successivo, svolte, come & noto, da
Paul Scheuermeier per la Svizzera meridionale e per I'ltalia centro-settentrionale, da
Gerhard Rohlfs per l'ltalia meridionale e da Max Leopold Wagner per la Sardegna.
Jaberg & Jud (1928) riportano, alle pp. 59-170%, i verbali delle inchieste, con anno-
tazioni sulle principali caratteristiche di ogni singolo punto e dei relativi informatori.
Si tratta di annotazioni per lo pit molto laconiche e fortemente riassuntive e tuttavia
la loro lettura non manca di dare un’immagine piuttosto precisa di situazioni in cui
anche gli informatori dei pit bassi strati sociali, anche i pur numerosi analfabeti non
soltanto erano in grado di tradurre le parole e le frasi che i raccoglitori proponevano
loro (e non si trattava soltanto del lessico generico, ma anche di linguaggi settoriali
piuttosto specifici, quali la flora e la fauna, ad es.), ma mostravano spesso sorpren-
denti disponibilita di repertori plurilingui, sia nel padroneggiare varieta dialettali
diverse, sia nel mostrarsi in grado di tradurre nel proprio dialetto domande rivolte
attingendo, a seconda dei casi, dal questionario italiano, o da quello tedesco, o da
quello francese. Provo a pescare, un po’ a caso, alcuni esempi significativi:

e punto 117, Ornavasso34: “linformatore ricorda anche un significativo nume-
ro di vecchie parole del dialetto tedesco, sentite quando era giovane”3

e punto 121, Rhémes-Saint-Georges: “l'informatore parla francese e italiano,

preferisce perd che linchiesta venga fatta in francese”

e punto 131, Noasca: “Dialetto [dell’informatore] influenzato dal piemontese,
che parla”

e punto 132, Bruzolo: “Il dialetto del misero paese rurale si distingue dalla
parlata piemontese di Bussoleno”

e punto 152 Ruata, frazione di Pramollo: “Quasi tutti parlano, oltre al loro
dialetto, piemontese, italiano, francese”,

e cosi via. Si noti che le annotazioni riportate nel volume introduttivo dell’AIS rappre-
sentano in realta una sintesi dei verbali di inchiesta dei raccoglitori. Ho avuto la possi-
bilita di consultare i taccuini originali di Scheuermeier3®, e mi sono cosi potuto rendere
conto dellimportanza, dal punto di vista sociolinguistico, delle parti che, di tali appunti,
gli editori dell’AlS avevano dovuto sacrificare. Prendiamo, ad esempio, il caso di 132
Bruzolo: cid che nella notazione del volume introduttivo era una semplice constatazione
di differenza diatopica (il dialetto di Bruzolo si distingue dalla parlata piemontese di
Bussoleno), aveva in realta nelle annotazioni originali anche delle valenze diacroniche e

33 Mi riferisco qui all’edizione italiana, curata da Glauco Sanga e tradotta da Serenella Baggio.

34 Ornavasso € una localita di antico insediamento walser che al momento dell'inchiesta aveva gia da molto tempo
sostituito la parlata alemannica con una parlata galloitalica di tipo ossolano.

35 Sinoti che linchiesta & stata fatta il 10-11 settembre 1923, con un contadino di 72 anni (nato percié intorno alla
meta dell’800).

36 Conservati, assieme alla stupenda documentazione fotografica, nell’apposito fondo presso I'Universita di Berna.
Una parte cospicua di tali materiali & stata pubblicata, in volumi separati, per il Trentino e per la Lombardia (cfr.,
per il Trentino, Kezich, Gentili & Mott 1997 e, per la Lombardia, Bonfadini, Caltagirone & Sordi 2001; Bonfadini,
Caltagirone & Sordi 2002 e Caltagirone, Sanga & Sordi 2007). | materiali piemontesi della provincia di Torino sono
ora consultabili in Canobbio & Telmon (2007), mentre quelli delle restanti province lo sono in Canobbio & Telmon
(2009).
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diastratiche. Leggiamo, nella traduzione italiana del testo stenografato in tedesco:

“A Bruzolo, un misero e disperso nido di contadini, si parla ancora il caratteristico dialetto che, insieme con quello de-
gli altri paesini, si distingue dal torinese di Bussoleno. Nella parte inferiore del paese, intorno al Castello, di sicuro co-

minciano gia, anche a Bruzolo, a parlar bianco37”.

Rispetto alle informazioni dei verbali ufficiali, veniamo a sapere:

1) che, al momento dell’inchiesta di Scheuermeier, la parlata francoprovenzale
vive a Bruzolo e nei paesi circostanti (San Didero, Chianocco, Borgone, Villar-
focchiardo, San Giorio...);

2) che la lingua parlata a Bussoleno non € il piemontese, ma il torinese. Il che
significa che non si tratta di una varieta autoctona del galloitalico pedemon-
tano, ma di una varieta ben precisa, paracadutata dal capoluogo regionale in
un centro divenuto importante, con la costruzione della ferrovia e del traforo
del Fréjus;

3) che il torinese importato a Bussoleno ha, nella valutazione sociolinguistica
dell’area, un valore diastratico superiore (il “parlare bianco”) a quello attribuito
alle parlate francoprovenzali;

4) che, in conseguenza di cid, le parti del paese che pili sono vicine al nuovo
focolare linguistico incominciano a fare proprio il nuovo codice.

Anche per 152 Ruata di Pramollo le informazioni fornite da Scheuermeier sono ben
pill consistenti di quanto non mostri la sintesi del volume introduttivo. A proposito
dell’informatore, troviamo scritto in Jaberg — Jud (1928):

“Linformatore parla bene il francese percio il raccoglitore usa il Questionario
francese”

Questa & invece I'annotazione originale di Scheuermeier:

“Padroneggia il suo francese in modo sorprendente. Naturalmente, ho dovuto
usare il Questionario francese; solo in pochi casi mi sono dovuto aiutare con
l’italiano, cosa che ho indicato con il contrassegno “Ital.”. Non sembra avere
una buona padronanza del piemontese o pare averlo dimenticato. Risponde
alle domande in francese con quieta sicurezza e pazienza. E molto orgoglioso
di capire tutto e anche di poter tradurre con precisione la grammatica, i verbi
e gli aspetti formali” (Canobbio & Telmon, a c. di, 2007: 71).

Anche in questo caso, le informazioni circa il repertorio, e soprattutto circa i valori
che, al suo interno, vengono attribuiti ai diversi codici, erano sfuggite nella sintetica
notazione sullo Sprachatlas als Forschungsinstrument.

Se proviamo a trarre un senso generale dall’osservazione di questi appunti della
prima meta del Novecento, possiamo dire che non soltanto il bi- o il plurilinguismo
pareva gia allora costituire la norma presso i dialettofoni interrogati per le inchie-

37 In italiano (non stenografico) nel testo. Cfr. Canobbio & Telmon (2007: 70).
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ste dell’AIS; non soltanto litaliano era comunque una componente integrante di
tale plurilinguismo; ma, soprattutto, i diversi codici posseduti dagli informatori
assumevano, sia a livello individuale sia a livello comunitario, valori diversi e
venivano diversamente collocati nel repertorio. Si tratta, anche in questo caso,
di una disposizione e di una tendenza che certamente hanno caratterizzato ogni
momento della storia dei contatti linguistici. Va aggiunto perd che, colte in quel
particolare momento, quella disposizione e quella tendenza assumono un’impor-
tanza tutta speciale.

6. L’inchiesta IRES: dall’arcaicita contadina alla modernita e dalla
modernita alla postmodernita (dal globale al glocale)

Trasportato dalla fenomenicita del particolare momento storico (Iltalia tra le due
guerre mondiali) alla -mi si passi 'apparente ossimoro- storia lunga del “secolo
corto”, quanto si € appena visto assume un valore di prefigurazione del grande
modello di sviluppo sociolinguistico che ha caratterizzato tale secolo: un’intera co-
munita, composta da decine di milioni di cittadini, ha compiuto in un solo secolo
un mutamento linguistico la cui portata, in altri frangenti, avrebbe comportato pit
secoli. Basti pensare alla latinizzazione della cosiddetta Romania. Trascurando le
riserve espresse pil sopra, infatti, possiamo assumere, con De Mauro, che effet-
tivamente i cittadini italiani hanno, nel volgere di poche generazioni, cambiato di
lingua. Se I’hanno fatto, evidentemente, era perché hanno ritenuto che la nuova
lingua sarebbe stata piu utile, in senso generale. Ecco, appunto: in senso generale.
Hanno imparato a leggere e a scrivere, e per fare cid hanno ritenuto che fosse pil
economico, oltre che pil funzionale, adottare l'unica lingua disponibile dotata di
tradizione scritta. Hanno moltiplicato le reti sociali e le occasioni di movimento,
sia orizzontale, geografico, sia verticale, attraverso gli strati sociali, e anche per
fare cio, almeno in definitiva, si sono serviti della lingua italiana. La loro econo-
mia € passata dall’autosufficienza al mercato, dalla prevalenza dell’agricoltura alla
prevalenza dell’industria, e poi del terziario, e poi ancora del terziario avanzato, e
anche questa serie di passaggi ha causato, ma al tempo stesso ne € stata consen-
tita, 'uso preferenziale dell’italiano. Litaliano stesso, in questi trapassi, ha subito
modificazioni profondissime, passando da un modello esclusivamente letterario
ad un’apparente unitarieta o, meglio, ad un accordo pragmatico sul reciproco ri-
conoscimento di varieta regionali spesso diversissime a livello di oralita ma, tutto
sommato, abbastanza unitarie a livello di scrittura. Tutto cid ha portato, con una
frequenza ed una credibilita superiore ad ogni altro momento storico, a parlare
di “morte del dialetto”. Ancora una volta, senza fare i conti con il fatto che né la
lingua né la comunicazione sono delle entita monadiche e monolitiche. Proviamo
a ritornare allora alla nostra inchiesta piemontese. Se riandiamo alla tabella n° 2,
troviamo che circa un terzo dei nostri testimoni (32,6%) ha dichiarato di avere per
lingua materna proprio quella X (linea 9) che abbiamo detto rappresentare la “lin-
gua locale”. Aggiungiamo che, per quanto attiene agli altri codici segnalati come
lingue materne dai nostri informatori, il piemontese/torinese detiene il primo posto
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con il 32,9%, litaliano si trova al terzo posto con il 20,4%, mentre il francese oc-
cupa il quarto posto, con il 4%.

Come & noto, non soltanto il cosiddetto “paradigma della modernizzazione” preve-
de, nella sua applicazione linguistica, un passaggio dalle lingue a diffusione locale
a quelle a diffusione regionale e da queste alle lingue nazionali*®, ma ci0 che da
pill parti & stato finora osservato nell’lambito degli studi sociolinguistici relativi alle
aree del Piemonte alpino € che tale graduale trapasso tende a corrispondere ad un
cambio di codici linguistici piuttosto netto, nelle ultime tre generazioni, secondo
uno schema cronologico-generazionale come quello illustrato nello schema n° 1:

Schema 1 — Corrispondenze tra generazioni e lingue materne

Generazione Nati negli anni Lingua materna

Nonni (anziani) 1910 - 1940 Lingua locale (patois)

Genitori (adulti) 1941 - 1970 Lingua regionale (piemontese/torinese)
Figli (giovani) 1971 — 2000 € SS. Lingua nazionale (italiano)

Ebbene: se osserviamo le percentuali di lingua materna della tabella 2, ci accorgia-
mo che quel 32,6% attribuito dai nostri informatori alle lingue locali va certamen-
te ben oltre la percentuale che, pur in una situazione demografica caratterizzata
dall’invecchiamento della popolazione, potremmo attenderci per una schiera che
va dai 65 anni in avanti; per contro, mentre pud apparire abbastanza coerente il
33% circa attribuito al piemontese —che dovrebbe essere appannaggio degli adulti-
la percentuale del 20,4% attribuita all’italiano (dei giovani fino a 30 anni) appare
nettamente al di sotto di cid che parrebbe logico attendersi. All'interno della stessa
indagine, un’altra inchiesta é stata effettuata, con il metodo CAPI, su circa 3000
individui dell’intera regione; i risultati da essa forniti sembrano ampiamente con-
fermare, a livello di lingua conosciuta sincronicamente anziché a livello di lingua
materna, i risultati dell’indagine sociolinguistica:

Tab. 3 — Lingue conosciute (oltre all’italiano), per Area

nessuna altra lingua Occitano | Francoprovenzale | Piemontese
Area occitana 1,6 5,1 39,4 (o] 53,9
Area francoprovenzale 3,0 7,8 0,1 29,3 59,8
Area metropolitana 6,0 27,5 0,5 0,5 65,6
Resto del Piemonte 3,7 10,5 0,7 0,7 84,4
Totale regione WA 16,1 1,9 1,1 76,6

“Il dato regionale —osserva Allasino (2007: 63) - conferma che le lingue minoritarie
tutelate sono conosciute da una quota esigua della popolazione complessiva: ap-
pena tre su cento conoscono l'occitano o il francoprovenzale come prima lingua. Il
piemontese € noto al 77% dei residenti. In particolare il torinese & conosciuto da un

38 E anche queste dovrebbero, nel paradigma della modernizzazione, lasciare il posto a quelle “internazionali”, e
cioé, fuori dal velo eufemistico, all’inglese.



Tullio Telmon

quarto del campione, le altre varianti di piemontese dal 52%. Rispetto al dato delle
altre lingue, 16%, va considerato che i figli e i nipoti degli immigrati di altre regioni
italiane perdono competenza nei dialetti degli antenati. D’altra parte la presenza
di immigrati stranieri —oltre 231.000 alla fine del 2005- e la ridotta, ma persistente
immigrazione interna alimentano questo gruppo. Il quadro cambia se osserviamo
invece le due aree di minoranza linguistica occitana e francoprovenzale. Il piemon-
tese resta sempre oltre il 50%, ma in area occitana la conoscenza della lingua d’oc
arriva al 39%; il francoprovenzale sale al 29% nell’area linguistica corrispondente.
Trascurando le esigue percentuali di persone che conoscono le lingue minoritarie
fuori dai territori tutelati, si nota la presenza di dialetti non piemontesi — degli im-
migrati da altre regioni italiane — in area metropolitana e, in minor misura, nel resto
del Piemonte e la maggior quota di persone che non conoscono dialetti a Torino e
cintura”.

A quanto osserva Allasino, possiamo aggiungere un’altra osservazione derivante
dalla lettura di questa tabella, che integra e conferma quanto gia si era visto a
proposito delle lingue materne: tanto in area occitana quanto in quella francopro-
venzale, dopo litaliano (per il quale si postula il 100% di conoscenza, anche se non
é detto che sia per tutti la lingua pili 0 meglio conosciuta), & proprio il piemontese
la lingua pil conosciuta, pil delle lingue locali delle rispettive appartenenze.

Che cosa cid possa significare, ce lo dice con chiarezza Sergio Scamuzzi nel suo con-
tributo al pit volte citato volume che riporta i primi risultati dell’indagine®. Secondo
il sociologo, la relativa vitalita delle lingue locali e, soprattutto, la loro mancata scom-
parsa e la tendenza a convivere con la lingua nazionale e anche con altre lingue sono i
segni di una relativa fragilita o quantomeno di una certa parzialita della teoria classica
e standard della modernizzazione, nel cui quadro “la rivendicazione a favore di par-
late locali contro la lingua nazionale da parte di culture locali & stata una resistenza
antimoderna di ceti in declino, temporanea e perdente” (p. 99). Poiché i processi di
modernizzazione possono dirsi, per quanto attiene gli indicatori sociologici, ormai
compiuti praticamente dovunque, & subentrata — osserva ancora Scamuzzi — una nuova
fase, detta “postmoderna” o di “modernita avanzata”, fortemente globalizzata. “Nel
suo idealtipo, si sono affermate identita individuali e collettive non pit cosi uniforma-
te, ma multiple e conviventi talora nelle stesse persone e gruppi sociali°, e sono stati
conseguentemente rivalutati i dialetti, non solo tra gli intellettuali”. | segnali o gli esiti
linguistici di tale nuova fase sarebbero, ad esempio, i numerosi casi di frantumazione
delle lingue egemoni (pidgin english o spanish) una nuova disponibilita di lingue che
vorrebbero essere egemoni o che hanno perduto la loro posizione di egemonia, come
il francese, a lasciarsi pidginizzare (in altre parole, un allentamento della morsa norma-
tiva che lo contraddistingueva), e poi il multiculturalismo, ecc.

In questa nuova fase, la lingua effettivamente parlata cessa di essere un segnale di
“appartenenza esclusiva”, per ridiventare 'effetto pragmatico di una scelta dettata
dalle circostanze e dagli interlocutori; “'uomo postmoderno, aggiunge Scamuzzi, &

39 Cfr. S. Scamuzzi (2007).
40 Cfr., per i rapporti tra lingue, culture e identita coesistenti, Maalouf (1998) e Nouss (2005).
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un poliglotta con pit appartenenze locali e culturali”, cosicché il possesso di lingue
locali, anziché costituire un residuo antiquario, passatista e tutto sommato reazio-
nario, “pud diventare un indicatore interessante del tipo e del grado di modernita
e apertura alla globalizzazione di una popolazione in un’area specifica”. Mentre
il paradigma della modernizzazione prevedeva una contrapposizione tra centro e
periferia, la prospettiva postmoderna sembra invece prefigurare una dialettica tra
globale e locale con delle allettanti sintesi delle quali il termine “glocale” pare
riassumere, dal punto di vista delle lingue locali, tutte le potenzialita di veicolare
aspetti della cultura investibili in direzione del potenziamento di politiche formative
nel campo dell’educazione linguistica. In primis, nel campo dell’educazione ad una
cittadinanza plurale e ad una identita multipla.
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PERSPEKTIVEN DER SPRACHAUSBILDUNG AN EINER
MEHRSPRACHIGEN UNIVERSITAT
CHRISTOPH NICKENIG — FREIE UNIVERSITAT BOZEN

Right from the start the linguistic models of the Free University Bozen-Bolzano have been an
important issue. Even the Language Working Group that had been installed by the former rector,
Rita Franceschini has been concentrating on the evaluation of the mono-, bi- and trilingual
approach in the various degree courses. There has been an intense discussion focusing on the
Language Assessment Test and language teaching through compulsory courses. At the same
time there has been a shift of interest towards international language certification that seems
to offer a more reliable evaluations of the students’ actual language skills in comparison to the
LAT and a more rewarding goal than a test that tries to assess the candidate’s ability to attend
lectures in a specific language. The paper will give an overview of the existing linguistic models
at the Free University of Bozen-Bolzano and the state of the art of language teaching excluding
intentionally the discussion on CLIL. It will give an insight into an ongoing discussion on more
flexible and innovative ways of teaching and assessing language skills and closely connected to
all this the attempt to introduce language counseling on a larger scale. The question is: how can
we raise the students’ responsibility for the outcome of their individual learning processes. Some
general reflections have to be made about the overall language awareness throughout the whole
organization as well.

Keywords: socio-political ambience for a trilingual university, tailor-made linguistic models

1. Einleitung

Die Freie Universitdat Bozen hat sich einem sehr anspruchsvollen Modell verschrie-
ben, denn sie versteht sich als dreisprachige Hochschule in einem von der deut-
schen und italienischen Sprache geprdagten Umfeld. Politisch war die Entscheidung
fiir die Griindung der Universitdt in Bozen alles andere als unumstritten. Klar war
jedoch, dass die Akzeptanz der Institution im Land Sidtirol mit der Zwei- bzw.
Dreisprachigkeit stehen und fallen wiirde und dass weder eine rein deutschspra-
chige noch eine italienischsprachige Hochschule in Bozen iiberlebensfahig sein
wiirde. Andeutungsweise geht dies etwa aus der ,Vereinbarung iiber Leistungen
und Finanzierung der Freien Universitat Bozen hervor, welche am 23.12.2008 zwi-
schen dem Land Sudtirol und der Freien Universitdt Bozen geschlossen wurde.
Dort heifdt es:

»Mit der Griindung der Freien Universitdt Bozen verfolgte die Autonome Provinz Bozen bildungspoliti-
sche, wirtschaftspolitische sowie allgemeine kultur- und sozialpolitische Ziele. Oberstes bildungspo-
litisches Ziel war die dynamische Weiterentwicklung des Bildungssystems im Rahmen der Siidtiroler
Autonomie nach den Bedirfnissen der drei Sprachgruppen. Dazu gehdrten die Erh6hung der Akademi-
kerquote, der Ausbau des gesamten Bildungswesens und die Schaffung von lokalen Weiterbildungs-
moglichkeiten auf akademischer Ebene® (Leistungsvereinbarung 2008: 3).
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An Sprachenfragen scheiden sich in Siidtirol immer wieder die Geister und das
scheinbar friedliche Zusammenleben der Sprachgruppen ist sehr stéranfallig. Bei
der Volkszahlung im Jahr 2001 ergab sich prozentual folgendes Bild: 64,0 % der
Sudtiroler gehoren der deutschen, 24,5 % der italienischen, 4 % der ladinischen
und 7,4 % anderen Sprachgruppen an. In der Gemeinde Bozen hingegen ist das
Mehrheitsverhdltnis umgekehrt, denn hier sind die italienischsprachigen Ein-
wohner mit 73,0 % in der Uberzahl.* Schon unter diesem demografischen Aspekt
wadre die Praponderanz einer Sprache an der Freien Universitdat Bozen ein riskan-
tes Unterfangen gewesen. Dass man in diesem Kontext die englische Sprache
als kleinsten gemeinsamen Nenner der Internationalitat und minimale Voraus-
setzung fiir die Arbeit auf dem globalen Markt hinzunehmen musste, war quasi
unumstritten und kann angesichts der immer weiteren Verbreitung von englisch-
sprachigen Bachelor- und inshesondere Masterstudiengangen in weiten Teilen
Europas nur als konsequent betrachtet werden. Ob sich die Vater der Freien
Universitdat Bozen von vornherein iiber die Folgen ihrer universitdtspolitischen
Grundsatzentscheidung und die damit verbundene Weichenstellung im Klaren
waren, bleibt dahingestellt. Die Kosten und der Aufwand fiir die Dreisprachig-
keit jedoch sind beachtlich und lassen sich zum Teil nur schwer quantifizieren.
Mehrkosten fallen in den verschiedensten Bereichen des Universitdtslebens an.
Da ist der Aufwand fiir die Anfertigung zweisprachiger Versionen von offiziellen
Dokumenten, Internetseiten und Veroffentlichungen und die damit verbundenen
Ubersetzungs- und Druckkosten. Das reicht bis hin zu Aufschriften an Gebiuden,
Tiren usw. Im Personalwesen gestalten sich die Auswahlverfahren teils schwie-
rig, weil Stellen in der Verwaltung nach sprachlich-ethnischem Proporz verge-
ben werden, was keine Garantie dafiir ist, dass immer die qualifizierteste Person
die Stelle erhdlt. Die Rekrutierung eines internationalen Corps an Dozenten ist
ein beachtlicher Kostenfaktor, wenn die fest angestellten Professoren so weit zu
bringen sind, dass sie Sitzungen in den beiden Landessprachen folgen kénnen,
ganz zu schweigen von den Sprachkompetenzen, die notig sind, um ein hohes
Amt in der Uni zu bekleiden. Der Léwenanteil der Kosten fiir die Mehrsprachig-
keit entfillt aber sicherlich auf die Uberpriifung der Sprachkenntnisse seitens
der angehenden Studierenden und den obligatorischen Sprachunterricht fiir all
jene, die die sprachliche Hiirde im Rahmen des Aufnahme- und Bewerbungsver-
fahrens nicht im ersten Anlauf nehmen. Man darf natiirlich auch nicht die Augen
davor verschlieBen, dass das mehrsprachige Modell nicht nur auf der Seite des
Anbieters, also der Uni Bozen, Kosten verursacht, sondern auch auf der Seite
der Abnehmer, namlich der Studierenden. Im Klartext bedeutet dies, dass sich
Studienzeiten verlangern, wenn man nicht von Anfang an solide Sprachfertigkei-
ten in allen Unterrichtssprachen mitbringt. Das erfiillen jedoch nur die wenigs-
ten Bewerber. Wie sich dieses dreisprachige Modell in der Praxis ausdifferenziert
hat, welche Probleme es aufwirft und wie es sich weiterentwickeln kann, soll auf
den folgenden Seiten aufgezeigt werden.

1 Autonome Provinz Siidtirol (2007: 116 ff.).
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2. Die Ausgestaltung des dreisprachigen Modells

Die Freie Universitdt Bozen hat zur Zeit 5 Fakultdten, von denen sich drei als dezi-
diert dreisprachig verstehen, namlich die Fakultdten fiir Wirtschaft, fiir Design und
Kiinste sowie Naturwissenschaft und Technik. In den Studiengédngen dieser Fakulta-
ten, insbesondere im Bereich der Bachelor-Ausbildung, strebt man ein paritatisches
Verhdltnis bei den Lehrveranstaltungen an. Jeweils etwa ein Drittel der Vorlesun-
gen und Seminare wird auf Deutsch, Englisch und Italienisch abgehalten. Bestimm-
te Facher werden in jeweils einer Sprache angeboten. Wahlfreiheit gibt es nicht,
weil bislang, auf Grund der geringen Studierendenzahlen, keine Parallelveranstal-
tungen in verschiedenen Sprachen angeboten werden miissen und in den Studien-
planen meist sogar festgelegt ist, in welcher Sprache die Veranstaltung angeboten
wird. ,,Grundlagen der Betriebsfiihrung” wird also auf Deutsch, ,Financial Markets
and Institutions A“ auf Englisch und ,,Diritto commerciale A“ auf Italienisch gehal-
ten. Im Falle von personellen Veranderungen kann dies zur Folge haben, dass eine
bisher auf Deutsch gehaltene Vorlesung dann auf Italienisch gelesen wird. Die Ba-
lance zwischen den Sprachen ist nicht ganz einfach zu halten. Die Fakultat fiir In-
formatik hingegen beschreitet einen etwas anderen Weg, indem sie Fachsprachen-
und Softskills-Kurse in Italienisch und Deutsch anbietet, im tbrigen aber samtliche
fachbezogenen Veranstaltungen auf Englisch durchgefiihrt werden. Am differenzier-
testen ist die Situation an der Fakultat fiir Bildungswissenschaften in Brixen. Dort
werden die angehenden Kindergdrtner/-innen und Grundschullehrer/-innen in ihrer
jeweiligen Erstsprache unterrichtet.? Die beiden Studiengédnge fiir Sozialarbeit und
Sozialpadagogik verfiigen tiber zwei Unterrichtssprachen, namlich Deutsch und Ita-
lienisch, wahrend sich der Studiengang Kommunikationswissenschaften im mehr-
sprachigen Kontext als dreisprachig versteht. Somit gibt es an der Fakultat fiir Bil-
dungswissenschaft, vereinfacht gesagt, drei Sprachmodelle. Es gilt hier in der Tat
noch weiter zu differenzieren, denn die Ausbildung der Betreuer/-innen und Lehrer/-
innen fiir die ladinischen Kindergarten und Grundschulen erfolgt auf Deutsch und
Italienisch und ist durch Veranstaltungen in ladinischer Sprache flankiert, wodurch
in diesem Sonderfall eine mehrsprachige Ausbildung gewahrleistet werden muss.
Die Gesamtsituation ist also komplex und orientiert sich stark an lokalen Gegeben-
heiten und am regionalen Arbeitsmarkt. Zugleich bemiiht sich die Uni Bozen um die
Anwerbung von internationalen Studierenden, insbesondere aus Mittel- und Ost-
europa, denen man ein Studium in Bozen mit der exzellenten Infrastruktur, tiber-
schaubaren Gruppen, einem internationalen Lehrkorper und der mehrsprachigen
Ausbildung schmackhaft macht. Betrachtet man die statistischen Daten, welche das
Studentensekretariat fiir das akademische Jahr 2008-2009 erstellt hat, so erweist
sich, dass von den circa 3200 eingeschriebenen Studierenden 2770 italienische

2 Der Landeshauptmann von Sidtirol, Luis Durnwalder, dufiert sich in einem Interview in der Festschrift zum 10-
jahrigen Bestehen der Freien Universitdt Bozen sehr dezidiert zu diesem Ansatz, indem er sagt: ,,Aber es muss
schon klar sein, dass die Fakultdt Lehrer fiir den muttersprachlichen Unterricht ausbildet. Es ist ja so, dass der
Betreffende, der da als Student hineingeht und als Lehrer herauskommt, danach in seiner Muttersprache unter-
richten muss. Und deshalb muss die Ausbildung auch sprachlich in dieser Form erfolgen, weil die Sprache fiir eine
Minderheit das Um und Auf ist“. Peterlini (2008: 374).
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Staatsangehorige sind.? Der Anteil der Ausldnder an der Studierendenschaft betragt
also 13,85 %. Die italienische Staatsangehorigkeit deckt sich aber keineswegs mit
der Erstsprache lItalienisch, denn 57,18 % der Eingeschriebenen geben Deutsch als
»Verkehrssprache“ (communication language) an und nur 9 Studierende Ladinisch.
In Wirklichkeit liegt der Anteil der ladinischen Studierenden mit Sicherheit hoher.
Aus datenschutzrechtlichen Griinden jedoch ist die Frage nach der Muttersprache
nicht gestattet. Was sich auf jeden Fall an den Zahlen ablesen lasst, ist der hohe An-
teil von deutschsprachigen Sidtirolern an der Studierendenpopulation. Zieht man
von den 2770 Studierenden mit italienischer Staatsangehdrigkeit die aus Sudetirol
und dem benachbarten Trentino, also der Region Trentino-Siidtirol stammenden ab,
so verbleiben 631 Studierende aus dem restlichen Italien.

Fir die sprachliche Férderung und Ausbildung der Studierenden ergeben sich aus
diesen statistischen Daten einige interessante Konsequenzen. Zum einen besitzt die
deutsche Sprache fiir die Kommunikation innerhalb der gesamten Universitdt einen
sehr hohen Stellenwert, wenn man nicht gar von einer Prddominanz sprechen kann.
Uber die Verwendung der deutschen, italienischen oder englischen Sprache in der
Alltagskommunikation in der Verwaltung, zwischen den Professor(inn)en und unter
den Studierenden liegen keine zuverldssigen statistischen Daten vor, vieles deutet
aber auf einen hohen Anteil des Deutschen hin.

3. Anfdnger in Deutsch und/oder Italienisch

Nachdem viele Studierende an der Uni Bozen entweder aus deutschsprachigen Lan-
dern stammen, wo ltalienisch als Schulfach nur eine sehr marginale Rolle spielt, ist
die Zahl der Anfanger in Italienisch jedes Jahr ziemlich hoch. Zwar werden intensive
Anfangerkurse mit einer Dauer von 6 Wochen und 120 Unterrichtsstunden vor Be-
ginn der Vorlesungszeit angeboten, aber nicht alle Nullanfanger nutzen diese Mog-
lichkeit und nur in Design sind sie dazu verpflichtet, sich intensiv mit der Sprache
zu beschéftigen, um nicht vollkommen unbeleckt in ein Studium zu starten, wo sie
von Anfang an, Vorlesungen in dieser Sprache besuchen miissen. Auf der anderen
Seite miissen die Betroffenen die Liicke moglichst schnell schlieffen und das bedeu-
tet von Null auf Niveau B2 des Europdischen Referenzrahmens zu kommen. Dies ab-
sorbiert viel Zeit und Energie, die fiir das Fachstudium zwangsldufig fehlt. Eine Ver-
langerung der Regelstudienzeit ist in diesen Fallen hdufig vorprogrammiert und der
Weg von ein paar Brocken ltalienisch zur ersten Priifung in ,,Diritto Commerciale®
ist dornig, von einer wirklich differenzierten Sprachbeherrschung mal ganz abgese-
hen. Im Grunde gibt es hier nur zwei realistische Losungsansatze: dem Fachstudium
eine intensive Phase der Beschaftigung mit der neuen Sprache und dem Studium
in dieser Sprache in Form eines ,pre-semester-course“ vorschalten oder Anfanger
vom Studium in Bozen ausschlieBen, wobei diese Losung hochschulpolitisch sicher
nicht akzeptabel erscheint, denn dies wiirde zu einer Verringerung des Auslander-
anteils fiihren. An der Notwendigkeit jedoch, Anfanger moglichst frith ,,abzuholen®

3 Die Zahlen sind den Internetseiten des Studentensekretariats fiir den internen Gebrauch entnommen.
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dndert dies jedoch nichts. Studierende mit gar keinen oder geringfiigigen Kenntnis-
sen in ein Studium in dieser Sprache hineinzustofRen, fiihrt hingegen zu Frustration
und im schlimmsten Fall sogar zum Abbruch des Studiums. Das gilt erst recht fiir
Anféanger in zwei Sprachen!

4. Unterricht in der Zweitsprache

Es mag verwunderlich klingen: die Zahl der Teilnehmer an den obligatorischen
Sprachkursen in Deutsch und ltalienisch aus den Reihen der Sidtiroler Studenten
ist konstant hoch. Nehmen an den obligatorischen Deutschkursen im akademischen
Jahr 2008/2009 insgesamt 57 Studierende teil, so stammen 12 von diesen aus Siid-
tirol, was einem Prozentanteil von 21,05 % entspricht. Die allermeisten dieser Stu-
denten hat — und das klingt noch frappierender — zum Teil 12 Jahre Unterricht in
der Zweitsprache, also Italienisch flir deutschsprachige Schiiler und Deutsch fiir ita-
lienischsprachige, hinter sich. An der ungeliebten Zweitsprache fiihrt aber an der
Freien Universitat Bozen kaum ein Weg vorbei. Schon die Tatsache, dass die Spra-
che, in welcher das Abitur abgelegt wurde, anerkannt wird, aber nicht die Zweit-
sprache, erziirnt manchen Studienbewerber. Als Ausweg kann die Vorlage des Zerti-
fikats der Zweisprachigkeitspriifung A gelten, welche fiir den Einstieg in die héhere
Laufbahn in &ffentlichen Amtern in Siidtirol zwingend vorgeschrieben ist. Die An-
erkennung der Zweisprachigkeitspriifung A in Italienisch und Deutsch ist letztlich
ein Zugestdandnis an die Siidtiroler Studienanwarter, von denen viele die nur vor
Ort abgenommene und giiltige Priifung schon wihrend der Schulzeit ablegen. Uber
die Tatsache jedoch, dass viele Schulabgdnger in Siidtirol keine zufrieden stellen-
den Kompetenzen in der Zweitsprache besitzen, um ein Studium in dieser Sprache
absolvieren zu konnen, kann dies nicht hinwegtauschen. Eine Sprachpriifung, be-
stehend aus der Zusammenfassung eines in vier bis fiinf Absdtze gegliederten Zei-
tungstextes in einem Satz pro Abschnitt, einem kurzen Statement zu einem allge-
meinen Thema und einer miindlichen Befragung iiber Interessen, Motivation fiir die
Wahl des Studienorts, Sprachbiografie, Auslandsaufenthalte etc., die auf einem Ni-
veau zwischen B1 und B2 des Referenzrahmens anzusiedeln ist, sollte nach so vie-
len Jahren Unterricht in der Zweitsprache eigentlich kein Hindernis darstellen. Dies
ist aber leider nicht so. Die Tatsache, dass die Priifung jedoch nicht im ersten An-
lauf bewdltigt wird, woran sich ein obligatorischer Sprachkurs anschliet, fiihrt ge-
rade bei den Studierenden aus Siidtirol zu Unverstandnis, Frustration, Ablehnung
oder Nichtbesuch des obligatorischen Kurses und Klagen tiber das Priifungsformat,
die Kriterien oder den genossenen Schulunterricht.

5. Motivation und Lernerautonomie

Mangelnde Motivation wird immer wieder von den Dozent/-innen in den obligato-
rischen Sprachkursen beklagt. Das gilt nicht nur fiir Deutsch- und Italienischkurse,
in denen vornehmlich Siidtiroler Studierende sitzen. Das Dilemma hierbei ist die
Anwesenheitspflicht von 75% der Kursstunden iiber das akademische Jahr hinweg,
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um zur Sprachpriifung zugelassen zu werden. Gravierender wird das Problem noch
durch die Tatsache, dass am Ende des obligatorischen Sprachkurses eine in Form
und Inhalt identische Priifung steht wie am Anfang. Vielfach wird der gesamte Kurs
von den Teilnehmern nur als Vorbereitung auf die Priifung verstanden und man sitzt
die Stunden ab. Mit eigenverantwortlichem Lernen hat dies — das muss selbstkri-
tisch gesagt werden — wenig zu tun. Um die Studierenden fiir die Notwendigkeit zu
sensibilisieren, Ihren Lernprozess und damit ihren Lernerfolg in die eigenen Hén-
de zu nehmen, hat das Sprachenzentrum, ausgehend von der Idee fiir ein Vademe-
cum zum Sprachenlernen aus der Mitte der Arbeitsgruppe Sprachen, eine Broschii-
re mit praktischen Lerntipps in drei Sprachen entwickelt. Ziel des Heftchens ist es
unter anderem, das Bewusstsein fiir die Zweisprachigkeit in der Provinz Bozen zu
scharfen und die vorhandenen Maglichkeiten zum Uberschreiten von Sprachgren-
zen aufzuzeigen.

6. Priifungsfixierung, Eingangs- und Abgangsniveaus

Das Sprachenzentrum {berpriift zur Zeit die Sprachkenntnisse der Studienbewer-
berlnnen und verwendet damit viele Ressourcen fiir eine Aktivitat, deren Nutzen
durchaus diskutabel ist, denn wir priifen einen hohen Prozentsatz an Kandidat(inn)-
en, die sich letztlich nicht einschreiben werden. Im Grunde ware es viel wichtiger,
den Sprachstand der Neuimmatrikulierten zu ermitteln und ihnen konkrete Vorga-
ben zu machen, um fit flir das Studium in der betreffenden Sprache zu werden. Dies
konnte auch anhand von alternativen Formen des Testens und Beratens geschehen,
vorausgesetzt, das Sprachenlernen wird grundsatzlich als ,,iiberlebensnotwendig®
flir das Studium angesehen und nicht blof} als zu meisternde Hiirde, wie es gegen-
wartig leider oft der Fall ist. Vielen Studierenden ist nicht klar, dass das Bestehen
des LAT nur bedeutet, dass man ein Studium in dieser Sprache aufnehmen, Vor-
lesungen horen und Priifungen ablegen kann. Der Ausgangspunkt fiir die weitere
Beschaftigung mit der Sprache ist damit definiert, jedoch nicht der Endpunkt. Was
aber sollten die Absolvent(inn)en am Ende ihres Studiums und beim Eintritt in das
Berufsleben in den drei Unterrichtssprachen konkret konnen. Dies ist bisher weder
global noch im Hinblick auf die jeweils zu erwartenden kommunikativen Anforde-
rungen im Berufsalltag definiert. Dabei kdnnten Kompetenzprofile entwickelt wer-
den, die bei der sprachlichen Ausbildung mitgedacht und in entsprechenden Syllabi
zum Ausdruck kommen miissten. Im Moment jedoch ist die Abnahme der Sprach-
priifungen, die Durchfiihrung der obligatorischen Kurse, welche im Falle des Nicht-
bestehens zu absolvieren sind auf der einen Seite und die curricularen Sprachkur-
se, welche an den Fakultaten angesiedelt sind, nicht aufeinander abgestimmt. Die
mit Kreditpunkten ausgestatteten Sprachkurse im Laufe des Studiums gehen teils
von unrealistisch hohen Niveaus aus und leiden unter der Heterogenitat der Teil-
nehmergruppen. Um eine sinnvolle Diskussion zwischen allen Stake-Holdern ein-
zuleiten, miisste das Sprachbewuf3tsein der gesamten Organisation gehoben und
deutlich gemacht werden, dass Mehrsprachigkeit nicht allein in Sprachkursen ver-
mittelt, sondern aktiv und tiberall von der Universitatsgemeinschaft gelebt werden
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muss. Dazu gehort nicht zuletzt die Erkenntnis, dass Sprachfertigkeiten durch Vorle-
sungen, Rezeption von Fachtexten, Diskussionen in Seminaren und im Kontakt mit
Dozent(inn)en vermittelt werden.

7. Interne Weiterbildung fiir Dozenten und Mitarbeiter

Nicht nur die Sprachkenntnisse der Studierenden miissen gefordert werden, son-
dern auch die Sprachkenntnisse der Mitarbeiter in der Verwaltung und die der
Dozent(inn)en miissen kontinuierlich ausgebaut werden. Dazu wédre zundchst ein-
mal eine Bestandsaufnahme und daran anschlieBend eine Bedarfsanalyse anzu-
stellen. Beides hat bisher an der Freien Universitat Bozen nicht stattgefunden. Die
Bedarfsanalyse unter den Mitarbeitern miisste konkret die Anforderungen in den
drei Sprachen an jedem einzelnen Arbeitsplatz beriicksichtigen. Eine Verwaltungs-
angestellte im Sprachenzentrum, die schriftlich und mindlich mit den Sprachleh-
rern kommuniziert und im “Front-Office mit teils komplexen Fragen tber Kursin-
halte und -ablauf konfrontiert ist, muss in allen drei Sprachen der Uni ein Niveau
B2 mitbringen oder im Laufe der Zeit erreichen. Fiir Mitarbeiter in Dienststellen wie
dem Rechnungswesen hingegen reichen sehr gute Kenntnisse des Deutschen und
Italienischen aus und Grundkenntnisse im Englischen. Ein Screening der vorhande-
nen Kompetenzen und eine gezielte Planung von WeiterbildungsmaBnahmen ist an-
ders kaum zu bewerkstelligen. An anderen Stellen wiederum ist die Beherrschung
der englischen Sprache in Wort und Schrift ganz entscheidend, etwa bei der Betreu-
ung von Gastprofessoren und fest angestellten Dozent(inn)en aus dem englischen
Sprachraum. Letztere unterliegen, sofern sie entsprechende Vorkenntnisse nicht
schon besitzen, der Verpflichtung das Niveau B1 zu erreichen, um an den Sitzungen
der verschiedenen Gremien teilnehmen zu kdnnen. Die Beschliisse dieser Gremi-
en werden auf Deutsch und lItalienisch abgefasst, wie auch alle anderen offiziellen
Dokumente der FUB und somit muss gewahrleistet sein, dass die zur Abstimmung
kommenden Vorlagen von den Votanten auch verstanden worden sind. Uberdies
bendtigen alle langerfristig in Siidtirol sesshaften Personen ohnehin Grundkennt-
nisse in wenigstens einer der beiden grofien Landessprachen, um eine Wohnung zu
finden, Behordengdnge zu erledigen usw.

8. Zusammenfassung

Die verschiedenen Aspekte und Problembereiche im Zusammenhang mit dem Spra-
chenlernen an der dreisprachigen Universitdt Bozen konnten an dieser Stelle nur an-
gerissen werden. Das Panorama der anstehenden Fragen ist breit gefachert. Grund-
satzlich ist aber festzuhalten, dass sich die Freie Universitdat Bozen in den ersten 11
Jahren ihres Bestehens ernsthaft und mit Erfolg darum bemiiht hat, ihre Studieren-
den in den drei Unterrichtssprachen studierfahig zu machen. Die Anerkennung von
internationalen Sprachzertifikaten und die Durchfiihrung von Priifungen als offizi-
ell anerkanntes Priifungszentrum, die Abnahme des — nicht ganz unumstrittenen —
LAT zu Studienbeginn und die Durchfiihrung von obligatorischen Sprachkursen ist

75



76

Sprachausbildung an einer mehrsprachigen Universitat

das Kerngeschaft des Sprachenzentrums. Bislang bewegen wir uns jedoch in einem
traditionellen Rahmen, der kaum Spielrdume fiir didaktische Innovation, auf ver-
schiedene Lernertypen abgestimmtes Kursdesign und autonomes Lernen ldsst. Hier
missen in den kommenden Jahren Akzente gesetzt werden. Dies kann aber nur ge-
lingen, wenn die Diskussion auf eine breite Ebene gestellt wird und alle Beteiligten
bereit sind, liebgewordene Positionen in Frage zu stellen. Die Beibehaltung und Ver-
waltung des Ist-Zustandes kame der Fossilisierung einer noch jungen Institution mit
einem ambitionierten Anspruch gleich. Das kann und darf sich die Freie Universitat
Bozen nicht erlauben, wenn sie ihren mehrsprachigen Zuschnitt pflegen und aus-
bauen und nicht nur als Marketing-Instrument einsetzen will. Hilfreich ware in die-
sem Kontext ein Grundsatzpapier ahnlich dem der Universitat Helsinki, in welchem
die Leitlinien der Sprachpolitik unserer Universitat festgehalten sind sowie alterna-
tiver Formen des Unterrichtens und der Leistungsmessung.
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The University of the Basque Country is the public university of the Basque Autonomous Community
(BAQ) in Spain. This is a bilingual community in which both Basque and Spanish are official languages
and, therefore, taught both at preuniversity and university levels. At the University of the Basque
Country about 42% of first year undergraduates currently choose to study all or part of their different
degrees in Basque. The staff is made up of 4,100 lecturers and researchers, 1,258 of whom (30.6%)
are fluently bilingual, and of 1,568 administratives, 773 of whom (49.3%) are bilingual to different
degrees (there are four language profiles for those working in the university administration).

In an attempt to foster the internationalization of our university, during the 2005-06 the so-called
Multilingual Progamme was implemented, whose objective wasfis to boost the use of foreign
languages as means of instruction in the different degrees. However, English has become the only
foreign language used so far. In this presentation the objectives, procedure and results of this
Multilingual Progamme will be briefly put forward. Through this plan undergraduates are given the
possibility to join subjects in English which run parallel to the groups taught in Basque or Spanish.

Last but not least, the results obtained in a survey carried out among students who could have
participated in the plan (but finally did not) will be analysed. The students who eventually decided
not to participate in the Plan based their decision on two main factors: (i) Their lack of English
proficiency, and (i) Their unwillingness to make the extra-effort that learning through English
requires. Finally, the article summarizes different courses of action which may help to dissipate fears
that undergraduates display with respect to the use of a foreign language to teach content.

Keywords: foreign languages, CLIL, multilingualism, university

1. Introduccion

Desde las instancias europeas se esta impulsando decididamente el aprendizaje de
lenguas extranjeras con el objetivo de fortalecer la diversidad lingtistica que histé-
ricamente ha caracterizado al continente europeo. Asi, se ha despertado un franco
interés entre la ciudadania europea por el impulso del multilingliismo, lo que ha
llevado a que el aprendizaje temprano de lenguas extranjeras y su uso vehicular se
estén extendiendo por todos los Estados miembros de la UE. Esto ha traido con-
sigo la transicidn de sistemas educativos en los que las lenguas extranjeras se ve-
nian ensefiando de la manera tradicional a una creciente presencia de experiencias
educativas en las que se han puesto en marcha programas AICLE (Aprendizaje In-
tegrado de Contenidos y Lengua Extranjera, también conocido por su acrénimo en
inglés: CLIL), programas en lo que la lengua extranjera se utiliza para ensefiar con-
tenidos del curriculo. La presencia de este tipo de programas ha sufrido de hecho
un dramatico incremento durante los Gltimos afos en Espana en general (Mufioz &
Navés 2007) y en la Comunidad Auténoma Vasca (CAV) en particular (Lasagabaster

77



78

El inglés como lengua de instruccion

2008). Mediante este enfoque lo que se pretende es que se produzca una fusién
tanto del aprendizaje lingiistico como de contenidos, de manera que ambos apren-
dizajes reciban atencion en las aulas.

Habitualmente los objetivos fundamentales del enfoque AICLE se condensan en los
cuatro siguientes (Maljers, Marsh & Wolff 2007):

Promocion de la diversidad lingtistica: el ideal europeo pretende fomentar
el multilingliismo y el multiculturalismo entre la ciudadania europea.

Mejora de la competencia en la lengua extranjera: existe un descontento
generalizado en relacién con el nivel de competencia logrado a la finaliza-
cion de la ensefanza obligatoria.

Impulso al aprendizaje lingtiistico en general: se toma como punto de par-
tida la idea de que la metodologia AICLE redundara en una mayor compe-
tencia en todas las lenguas presentes en el curriculo.

Internacionalizacion de la educacion: el uso de las lenguas extranjeras
como medio de instruccidn se presenta como estimulo y acicate a la hora
de que los estudiantes participen méas activamente en los distintos progra-
mas de movilidad puestos en marcha desde las instituciones europeas.

A estas premisas, Van de Craen et al. (2008) afiaden las siguientes:

Fomento de actitudes y motivacién positivas: partiendo de estudios rea-
lizados en programas AICLE puestos en marcha en Bruselas, estos auto-
res concluyen que los estudiantes muestran una mayor motivacién y mejo-
res actitudes, al tiempo que su identidad no se ve negativamente afectada
mientras que se aumenta su autoestima. Marsh (2000) coincide en este jui-
cio y apunta que de entre los efectos positivos del enfoque AICLE se pue-
de destacar el fomento de unas mejores actitudes hacia las demas lenguas
y su aprendizaje.

Efectos beneficiosos en aspectos cognitivos: el enfoque AICLE requiere que
el aprendiz esté cognitivamente mas activo, lo que redunda en beneficios
cognitivos.

Funcionamiento cerebral con menos esfuerzo: partiendo de estudios en
los que se analiza el esfuerzo que precisa realizar el estudiante monolin-
glie con respecto al bilingiie en la realizacion de tareas, Van de Craen et al.
concluyen que el trabajar siguiendo una metodologia AICLE fomenta una
mayor plasticidad cerebral.

Todos estos supuestos beneficios de la metodologia AICLE han traido consigo que,
aunque originariamente se tratara de programas que se circunscribian a regiones
concretas y en muchas ocasiones a programas educativos de marcado caracter eli-
tista, su presencia en los diferentes sistemas educativos europeos sea cada vez
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mas conspicua (Maljers, Marsh & Wolff 2007). Las experiencias de programas Al-
CLE abarcan tanto desde la educacién primaria, pasando por la secundaria, hasta
la terciaria o universtaria. Este Gltimo es el estadio educativo del que nos ocupa-
remos en este articulo.

Durante los Gltimos veinte afios la utilizaciéon del inglés como medio de instruccién
se ha extendido por muchos paises europeos, hasta el punto de que algunas voces
se han alzado preocupadas por la posicion hegeménica que ocupa la lengua ingle-
sa (Ammon 2006; Canagarajah 1999; Ritzen 2006). Pero esta situacién no se limi-
ta al contexto europeo, sino que cada vez son mas las universidades de todas las
partes del globo que han decidido impulsar este tipo de politica linglistica en el
ambito educativo (Wilkinson & Zegers 2006). Por ello, es importante que las insti-
tuciones sean conscientes de las opiniones de todos aquellos que se ven envueltos
en estas experiencias, de manera que se analice en detalle cémo se puede mejo-
rar la organizacién, implementacion y evaluaciéon de estas experiencias. En este ar-
ticulo pretendemos en concreto ahondar en las opiniones del alumnado de la Uni-
versidad del Pais Vasco/Euskal Herriko Unibertsitatea.

2. La Universidad del Pais Vasco / Euskal Herriko Unibertsitatea (UPV/EHU)

La UPV/EHU es la Gnica universidad piblica de la CAV y cuenta con aproximada-
mente 43.000 estudiantes de grado. Estd ubicada en una de las comunidades au-
tdnomas espafiolas que cuenta con dos lenguas oficiales, por lo que tanto la ense-
fianza preuniversitaria como la universitaria se imparten en lengua vasca (euskera)
y lengua espaiiola. Asi, mas del 42% del alumnado universitario de primer curso
estudia al menos parte de su titulacion en euskera.

Sin embargo, en la CAV existe una clara apuesta por fomentar la presencia de len-
guas extranjeras, entre las que la posicion hegeménica corresponde sin ningln gé-
nero de dudas al inglés. Esta clara preponderancia se refleja en la universalizacion
de su ensenanza desde los 4 afos y en la puesta en marcha de programas experi-
mentales en Educacion Secundaria y Bachiller en los que el inglés también se utiliza
como lengua de instruccién. Esta es una tendencia creciente que se observa tanto
en otras comunidades bilingiies como en el resto de Europa y que tiene un poten-
cial muy claro en el ambito universitario, como lo demuestran las publicaciones re-
cientes sobre esta cuestion (van Leeuwen & Wilkinson 2003; Wilkinson 2004; Wil-
kinson, van Leeuwen & Zegers 2006).

En un deseo de impulsar la internacionalizacion de la UPV/EHU, durante el curso
académico 2005/06 se puso en marcha el denominado Plan de Plurilingiiismo, cuyo
objetivo radica en fomentar la utilizacién de lenguas extranjeras como medio de
instruccidn en los diferentes grados ofertados. A pesar de que el objetivo inicial era
que se incluyesen al menos dos o tres lenguas extranjeras, la realidad es que el pa-
pel predominante del inglés ha conducido a que esta lengua sea practicamente la
Gnica que hasta el momento cuenta con presencia entre las asignaturas que com-
pletan la oferta del Plan de Plurilingliismo durante el curso académico 2007/08.
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A continuacion se presentaran brevemente los objetivos del plan, el procedimien-
to utilizado para su puesta en marcha, asi como los resultados obtenidos hasta el
momento. Hay que recordar que debido al caracter bilingtie de la UPV/EHU, la do-
cencia de los grupos de inglés debe impartirse de modo paralelo con la de los gru-
pos de espafol y euskera. Con el objetivo de ofrecer una imagen detallada del plan
de plurilingtiismo y de presentar los principales retos que se deberan afrontar para
asegurar el éxito de su implementacién, se mostraran los resultados obtenidos a
través de un estudio en el que se encuestd a 158 estudiantes que podian haber
pasado a formar parte del grupo de inglés, pero que por diferentes motivos prefi-
rieron no hacerlo. El andlisis de las respuestas obtenidas nos permitird conocer en
detalle las razones que motivaron su opcion de no participar en este tipo de inicia-
tiva, asi como las medidas que deberan tomarse en el futuro para estimular la par-
ticipacion del alumnado.

3. El plan de plurilingiiismo

A la hora de poner en marcha el Plan de Plurilingliismo en la UPV/EHU se tuvieron
en cuenta los siguientes objetivos:

(@) Asegurar la continuidad de los programas experimentales trilinglies que
ya estan en funcionamiento en los niveles preuniversitarios.

(b) Mejorar la competencia lingliistica en lenguas extranjeras de nuestro
alumnado, lo que les permitira participar mas activamente en programas
de movilidad.

(o) Atraer a estudiantes extranjeros por medio de la oferta académica en
lenguas extranjeras.

(d) Desarrollar el lenguaje especifico de cada una de las especialidades
del alumnado, de manera que éstos puedan obtener el mayor beneficio de
las publicaciones internacionales y de las visitas del profesorado extran-
jero visitante.

(e) Mejorar las posibilidades en el mercado laboral, donde el conocimiento
de lenguas extranjeras se ha convertido en un valor afiadido.

Cuando el programa comenzdé su andadura en el curso 2005/06 se incluyeron
16 asignaturas en siete titulaciones diferentes. Para el curso 2007/08 el nimero
ha aumentado hasta las 42 asignaturas a impartir en 15 titulaciones. Sin embar-
go, y debido a la cada vez mayor hegemonia del inglés en el ambito universitario
(Coleman 2006; Wilkinson 2004), todas las asignaturas menos una (que se imparte
en francés) tienen el inglés como lengua vehicular. La explicacion a esta tendencia
lingliistica monocromatica la encontramos en que en los niveles preuniversitarios el
inglés se ha convertido en la lengua hegemonica, a pesar de la presencia del fran-
cés y aleman como lenguas optativas en algunos centros.

El programa es muy popular entre el profesorado, hasta el punto de que mas de
220 profesores se han acreditado para poder impartir su docencia en lenguas ex-
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tranjeras. En este caso también el inglés es también la lengua claramente dominan-
te (200 aproximadamente se han acreditado en dicha lengua). Para el profesora-
do de nueva incorporacién se organizan cursos preparatorios y se les concede una
ayuda econémica para la traduccién de algunos de los materiales que utilizan en
clase si asi lo desean.

No obstante, el eco del programa entre el alumnado no ha sido el esperado, hasta
el punto de que la matriculacién de los grupos ronda los 8 estudiantes por asigna-
tura, una cifra baja si consideramos el potencial existente. En cualquier caso, tam-
bién hay que apuntar que existen grupos con 20 alumnos, pero éstos son los me-
nos. Esta situacion fue la que nos empujé a realizar un estudio que nos permitiera
analizar las razones que desanimaron al alumnado cuando tuvieron la oportunidad
de unirse al Plan.

4. El estudio

El estudio se llevé a cabo en la Facultad de Ciencias Econdmicas y Empresariales,
la Facultad que contaba a la sazon (primer cuatrimestre del curso 2006/07) con el
mayor nimero de asignaturas en el Plan de Plurilingtiismo. La licenciatura en Eco-
nomia consta de cuatro cursos académicos y todas las asignaturas del Plan se ofer-
taban en inglés y aparecen reflejadas en la tabla 1.

Asignatura Tipo / Curso

Teoria Microecondmica | Obligatoria / 22 curso
Teoria Microeconomica Obligatoria / 22 curso
Teoria Macroeconomica | Obligatoria / 22 curso
Teoria Macroeconomica I Obligatoria / 22 curso
Teoria Macroeconomica IlI Obligatoria / 42 curso
Teoria Macroeconomica IV Obligatoria / 42 curso
Matematicas IlI Obligatoria / 22 curso
Matematicas IV Obligatoria / 22 curso
Introduccién a la Econometria Obligatoria / 32 curso
Econometria Obligatoria / 32 curso

Tabla 1 — Asignaturas ofertadas en la licenciatura en Econémicas.

El objetivo del estudio radicaba en obtener informacién sobre las razones que ha-
bian conducido a quienes podian haberse incorporado a estos cursos a finalmente
no hacerlo, de manera que este conocimiento permitiera disefar politicas activas
que condujeran a una mayor participacion en el Plan en afios venideros. Para ello
158 estudiantes fueron invitados a completar un breve cuestionario en el que se
les solicitaba que expusieran las razones que habfan motivado su eleccion de los
grupos en castellano o en euskera en lugar de los grupos en inglés. Todos los par-
ticipantes podian haber cursado la asignatura Teoria Macroeconémica Il, pero deci-
dieron no disfrutar de esta posibilidad.
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El cuestionario se repartié tanto en euskera como en castellano y constaba de tres
secciones: (1) En la primera se les invitaba a que expresaran las razones por las
que no se habian apuntado a los grupos de inglés. (2) Puesto que la asignatura
Teoria Macroecondmica consta de cuatro niveles, en la segunda seccion se les pre-
guntd por la posibilidad de unirse al Plan durante el curso siguiente. (3) Finalmen-
te, se les solicitd que expresaran libremente su opinidn sobre el Plan. El cuestiona-
rio fue cumplimentado anénimamente para que el alumnado tuviera total libertad
a la hora de expresar sus opiniones.

5. Resultados

Comenzaremos resumiendo los resultados de la primera parte del cuestionario,
donde se les solicité que indicasen las razones que les habian empujado a no cur-
sar en inglés la asignatura Teoria Macroecondmica. El nimero de estudiantes y los
porcentajes para cada una de las principales razones esgrimidas fueron los siguien-
tes (la suma de los porcentajes excede el 100% porque algunos estudiantes apun-
taron mas de una razon):

Razones esgrimidas N2 estudiantes Porcentaje
Mi inglés no es lo suficientemente bueno 85 54,4%
Aungue mi inglés es lo suficientemente bueno para haber cursado 44 28,2%

esta asignatura en inglés, no estoy dispuesto a hacer el esfuerzo
que requiere estudiarla en inglés

No sabia que esta asignatura se ofertaba en inglés 33 21,1%
El solapamiento de horarios impedia que pudiera cursarla en inglés 21 13,4%
Otras razones varias 12 7,6%
Prefiero seguir en el mismo grupo que mis amigos 8 5,1%

Tabla 2 — Razones esgrimidas por los estudiantes.

Por tanto, mas de la mitad de los participantes apuntaron como razon principal su
falta de competencia idiomatica. Estos resultados se pueden interpretar en dos di-
recciones. Por un lado, se podria pensar que el alumnado percibe que su dominio
de la lengua no es bueno por falta de confianza o por miedo a una situacién aca-
démica desconocida (la imparticion de contenidos en inglés). Asi, puede que tengan
miedo de cursar la asignatura en inglés cuando realmente si que serfan capaces de
hacerlo. Por otro lado, la segunda interpretacion seria que tienen razén y que ca-
recen de dominio linglistico para unirse al grupo de inglés. De hecho, estudios re-
cientes reflejan que la competencia en lenguas extranjeras entre los espanoles es de
las mas bajas de Europa (Comision Europea 2006; Lasagabaster & Huguet 2007). En
un estudio reciente (Lasagabaster 2003) en el que participaron mas de un millar de
universitarios vascos se observd que sélo el 6% consideraba que su nivel de inglés
era muy bueno, mientras que practicamente el 50% apunt6 que su competencia era
baja, y esto a pesar de habian dedicado mas de 10 afos al aprendizaje del inglés.
Asi, parece que esta segunda interpretacion seria la mas acertada.
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La segunda principal razén esgrimida para no unirse al grupo de inglés radicaba
en que no estaban dispuestos a hacer el esfuerzo extra que requiere cursar la asig-
natura en inglés. Esta es una justificacién muy preocupante, puesto que casi 3 de
cada 10 estudiantes podria haber elegido el grupo de inglés, pero simplemente pre-
firieron no hacerlo porque supone un trabajo adicional.

La tercera razon refleja que 2 de cada 10 ni siquiera conocia el Plan de Pluri-
lingliismo, a pesar de que ésta ha sido publicitado a través de diversos medios
tales como carteles, difusién a través de la pagina Web institucional, listas de
distribucion, etc. Finalmente la cuarta razén de méas peso hace referencia al sola-
pamiento de horarios. Llegados a este punto hay que recordar que las asignaturas
incluidas en el programa se imparten asimismo en euskera y castellano y que, por
lo tanto, hay tres grupos lingliisticos por asignatura, por lo que no siempre es facil
que los horarios se acoplen a los intereses de todo el alumnado.

La segunda cuestion analizada en el cuestionario se referfa a su interés por cursar
la asignatura de Teoria Macroecondmica en inglés en el segundo cuatrimestre. La
gran mayoria de los encuestados seguian mostrandose contrarios a esta opcidn,
hasta el punto de que 158 s6lo 6 reconsideraron su primera decision. Cinco de es-
tos estudiantes se encontraban entre quienes no habian conocido el plan hasta que
se les requirid que completaran el cuestionario del estudio.

A estos 6 alumnos, se sumaron otros 10 que se encontraban indecisos y cuya de-
cision final dependeria en los resultados que lograran en el primer cuatrimestre de
la asignatura. Si tenfan problemas, ya fuera en el grupo de euskera o en el de cas-
tellano, no se apuntarian al grupo de inglés. Algunos de ellos también apuntaban
que antes de tomar una decisién hablarian con el profesor de la asignatura y con
los alumnos que se encontraban cursando la asignatura en el primer cuatrimestre.
En palabras de uno de ellos: “Lo que mas me preocupa es el examen escrito, por-
que no creo que sea capaz de expresarme con precisién en inglés.”

Cuando entre la gran mayoria que habia decidido no cursar la asignatura en inglés
se les concedid la posibilidad de expresarse libremente, las limitaciones lingiiis-
ticas surgieron nuevamente como principal escollo. Las tres siguientes citas resu-
men el sentir general:

e “Miinglés es tan pobre que ni me lo planteo.”
e “Ya es duro aprobar el examen en espafiol, como para hacerlo en inglés.”

e “Se trata de asignaturas complicadas, por lo que cursarlas en inglés se
convertiria en una carga extra. Estoy a punto de licenciarme y no quiero
complicaciones adicionales.”

En la seccidn final, en la que se les concedi6 total libertad para opinar sobre el Plan
de Plurilingliismo, los estudiantes se mostraron favorables y la mayoria de sus co-
mentarios fueron positivos. Y esto fue asi incluso entre quienes no tenfan intencién
de participar en el Plan, ya que reconocian la importancia de lograr una buena ca-
pacitacion en el inglés especifico de su titulacién y con vistas al mercado laboral;
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también destacaban que la bibliografia que utilizan esta habitualmente en inglés.
Muchos se escudaban nuevamente en su falta de competencia, por lo que reclama-
ban una asignatura de inglés para fines especificos, opcion esta que no esta dis-
ponible en todos los centros. Curiosamente, algunos estudiantes apuntaban que
el Plan es una iniciativa interesante para los estudiantes extranjeros que visitan la
UPV/EHU a través de programas de movilidad, en lugar de considerarlo como un
programa adecuado para ellos.

Tres fueron sus principales contribuciones para el éxito de la empresa:

(@) Algunos consideraban que las asignaturas deberian ser optativas en lu-
gar de obligatorias.

(b) Algunos se mostraban reacios a la presencia hegemoénica del inglés.
(c) Otros solicitaron cursos de inglés para fines especificos.

Finalmente, cabe destacar que algunos estudiantes de los grupos de euskera se
mostraban cautos porque en su opinién primero se debe mejorar la situacién del
euskera: “Primero hay que asegurar que todas las asignaturas se oferten en euske-
ra. Es nuestra lengua y debe tener total prioridad.” Sin embargo, también hay que
destacar que (nicamente una minoria de estudiantes del grupo de euskera se mos-
traba reluctante al Plan, mientras que la mayoria simplemente era cauta.

6. Consideraciones finales

Los resultados de este estudio reflejan que la principal limitacién del alumnado a la
hora de plantearse su participacién en el Plan de Plurilingliismo tiene que ver con
su baja competencia en inglés. En la actualidad en la CAV la imparticion de asig-
naturas en inglés en los niveles preuniversitarios se esta convirtiendo en una op-
cion implementada por varios centros y consideraba por otros muchos, con lo que
en un futuro el grado de competencia puede verse mejorado y esto, en consecuen-
cia, traeria consigo el aumento de alumnado universitario dispuesto a unirse a este
tipo de iniciativa. De hecho, durante el curso académico 2007/08 en educacion se-
cundaria el enfoque CLIL en inglés se ha puesto en marcha en 25 centros y en 10
mas en francés en la red p(blica, a los que se unen las experiencias implementa-
das en la red privada.

La universidad debe otorgar una continuidad a estas experiencias, pero para ello
es necesario realizar estudios como el aqui presentado que nos permita conocer de
primera mano la opinién de todos los actores implicados en este proceso. A la vis-
ta de los resultados obtenidos en la UPV/EHU, las siguientes acciones pueden ayu-
dar a que el alumnado se anime en mayor medida a cursar asignaturas en lenguas
extranjeras en el ambito universitario:

1) Realizacion de reuniones informativas con el alumnado potencial, es decir, con
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quienes el curso que viene pueden elegir la asignatura que se imparte en una
lengua extanjera. El proceder habitual seguido en la UPV/EHU ha consistido en
que el profesorado participante en el Plan solicita a algln/alguna colega la ce-
sién de unos minutos al comienzo o final de una clase para dar a conocer la
existencia de asignaturas en lenguas extranjeras al alumnado potencial y para
hacer hincapié en los beneficios que este tipo de experiencia reporta al alumna-
do participante. Esta es también una muy buena ocasién para discutir y tratar
de minimizar los miedos infundados que en muchas ocasiones retraen al alum-
nado y que por medio de este tipo de contactos nos consta que desaparecen.
Es muy importante que tengan la posibilidad de contactar con el profesorado
implicado en el Plan de Plurilingliismo y que puedan aclarar las dudas que ha-
bitualmente se les presentan. Es conveniente que estas reuniones se realicen
antes de la finalizacion del curso académico anterior para que el alumnado sea
consciente de que ésta es una oportunidad que merece la pena aprovechar. La
publicidad del Plan y de la oferta existente para el curso 2008-09 se lleva anual-
mente a cabo por los medios habituales (tripticos, carteles, informacién dispo-
nible en la pagina Web de la UPV/EHU, guia docente, etc.), pero estas reuniones
se convierten en un complemento de gran importancia.

En aquellos casos en los que la asignatura en cuestion ya se esta impartiendo po-
dria resultar interesante que acudiera también a la reunién informativa algin alum-
no o alumna que la haya cursado y que pueda contar su experiencia. En muchas
ocasiones el contacto entre el propio alumnado resulta muy efectivo.

2)

3)

Posibilidad de realizar la prueba escrita o el trabajo final (si los hubiere) en al-
guna de las lenguas oficiales de la comunidad. Uno de los principales impedi-
mentos para parte del alumnado radica en las pruebas escritas. Para evitar este
obstaculo en algunos centros el profesorado permite que la prueba escrita o el
trabajo final (si los hubiere) se pueda realizar en castellano o euskera, ya que
hay una parte importante del alumnado a la que esta cuestion le produce exce-
Sivo respeto. Esto no quiere decir que en todos los casos se les deba conceder
esta posibilidad, pero si que, quien considere que puede ayudar a incremen-
tar la matricula, la pueda poner en practica. Asi se ha realizado en algunos cen-
tros de la UPV/EHU y se han conseguido eliminar las trabas que desanimaban a
parte del alumnado. Se trata de una medida transitoria hasta que el Plan vaya
asentandose.

Concesion de créditos de libre eleccion. En otros centros también se ha proce-
dido a incentivar la participacién por medio de la concesion de créditos de libre
eleccién, de manera que por cada 6 créditos cursados en asignaturas engloba-
das en el Plan, se conceden 2 o 3 créditos de libre eleccion. Como se ha podi-
do observar en la encuesta realizada entre alumnado de la UPV/EHU que podia
haber participado en el Plan y que finalmente no lo hizo, una de las principa-
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les razones esgrimidas radicaba en el esfuerzo adicional que supone cursar una
asignatura en una lengua extranjera. Este tipo de medidas puede ayudar a ani-
mar al alumnado.

4) Establecimiento de horarios compatibles. En la medida de lo posible, es impor-
tante que las asignaturas enmarcadas en el Plan se ofrezcan en horario prefe-
rente y que se evite el solapamiento con asignaturas obligatorias/troncales.

5) Asignacion de estatus preferente o concesion de puntos adicionales para la
participacion en programas de intercambio con universidades de habla inglesa
o francesa. La asistencia a clases de la especialidad por parte del o de la estu-
diante en una lengua extranjera, sin duda alguna, animara al alumnado a reali-
zar una estancia en el extranjero y, una vez alli, facilitara su adaptacion.

Como toda nueva iniciativa, el Plan de Plurilingiiismo necesitara de cierto tiempo
para su regularizacion, pero no nos cabe duda de que en unos pocos afos logra-
ra asentarse como una opcion atractiva y a la larga muy fructifera para gran parte
del alumnado. El Espacio Europeo de Educacién Superior al que ineluctablemente
nos dirigimos pone especial énfasis en la internacionalizacion de las universidades
y esto implica intercambios y movilidad extensiva de profesorado, personal de ad-
ministracién y servicios y alumnado. Parece por tanto evidente que ha llegado la
hora de hacer una decidida apuesta por fomentar el aprendizaje de lenguas extran-
jeras entre los miembros de la comunidad universitaria y el enfoque CLIL se antoja
como el instrumento mas razonable para el éxito de esta empresa. Queda mucho
trabajo por hacer en relacion con la educacion multilingiie, como es el caso del sis-
tema educativo de la CAV, pero parece imprescindible que tanto el alumnado como
el profesorado sea cada vez mas consciente de la riqueza que conlleva el aprendi-
zaje de diferentes lenguas (De Angelis 2007; Jessner 2008; Ringbom 2007).
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The paper proposes an account of the language policy of Babes-Bolyai University (BBU) — a
Romanian multilingual and multicultural higher education institution. The issue of what
constitutes a European language policy is discussed, the European, Romanian and regional
contexts are described, and the benchmarks of the University’s language policy are presented,
which contain provisions for foreign languages and for regional languages (Hungarian, German)
in addition to Romanian. The representations among undergraduate students, academic staff and
academic leadership of this language policy are then assessed on the basis of questionnaires and
interviews targeting attitudes relating to the multilingual practices in the University (teaching of
foreign languages, CLIL, the study-lines/streams of study). The data thus collected are analyzed
and discussed.

Keywords: language policy, multilingualism, LSP, CLIL, study-line at BBU

1. Introduction

This paper proposes to present (1) the backdrop against which Babes-Bolyai Uni-
versity (BBU) — a Romanian multilingual and multicultural higher education institu-
tion located in the city of Cluj — designed its language policy; (2) the guidelines of
this language policy; and (3) representations among students, academic staff and
academic leadership associated with this language policy.

1.1. The European Context

The European Union is a conglomerate of nations, languages and cultures; it is a
unity in diversity. Far from being a disadvantage, this diversity represents an op-
portunity that Europe can turn to by supporting the development of skills neces-
sary to bridge the gap that divides peoples, communities or language groups. In
higher education this demand for stronger ties has led to the creation of the Euro-
pean Higher Education Area, whose guidelines are provided by The Sorbone Dec-
laration (1998); The Bologna Declaration (1999); The Salamanca Message (2001);
The Prague Comuniqué (2001); The Berlin Declaration (2001); as well as other doc-
uments.

Within this framework, the role of languages has been reassessed, given that they
are of paramount importance in the new knowledge based society, for communi-
cative purposes mainly, but also because languages have many other functions:

1 This paper integrates results from Cotrdu, D. et al. (2007), and from Cotrau, D. et al. (2008).
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cognitive, directive or expressive. With the help of languages reality is categorized,
thought and emotions are expressed, knowledge and decisions are transmitted.

In European higher education this linguistic dimension is provided by the docu-
ments mentioned above, as well as other more specific documents, such as the
White Paper on Education and Training — Towards the Learning Society (EU Com-
mission 1995); The European Language Portfolio (EU Commission 2000); Multilin-
gualism and New Learning Environments (Berlin 2001); The Bologna Process and
the Issue of Languages (Brussels 2002); Promoting Language Learning and Lin-
quistic Diversity — Consultation (2002); and, more recently, The Nancy Declaration
(2006).

These documents highlight the importance of languages in European higher edu-
cation by invoking: (1) the need to improve student mobility, teaching staff mobil-
ity, mobility of researchers and of personnel working in the field of nonacademic
administration and services in universities; (2) the need to promote the Europe-
an dimension of higher education through interinstitutional cooperation, curricular
development and joint degrees; and (3) the need to create higher education pro-
grams that enhance employability on the European labour market with a view to
developing the European dimension of employability, a declared purpose of the Eu-
ropean Union.

The implementation of these aspects, which pertain to the linguistic dimension of
the Bologna Declaration, requires reconsideration of the role of language speciali-
zations in keeping with the existing professions and job profiles, on the one hand,
and the development of new teaching methods, on the other. Given the crucial im-
portance of this problem, the European Language Council (CEL/ELC) called upon
the authorities and organizations carrying forward the Bologna Process to put the
problem of language learning on their agenda and to elaborate their own language
policies (Mackiewicz 2002), since only by adopting a “multilingual ethos” (ibid.) can
they carry out their roles as institutions in the European Higher Education Area.

But what are the guidelines for the language policy recommended by the Europe-
an Union, considering that Europe has now more than 20 official languages and
that many other languages are spoken on its territory, or considering the biologi-
cal constraints on language acquisition? Which is the best formula for a European
language policy? A lingua franca like English is not seen as the optimal solution,
not only because of Europe’s extremely rich linguistic and cultural heritage, which
must be kept alive by all means, but also because, although English is an interna-
tional language, it is nevertheless not spoken by a considerable number of Europe-
an citizens® (EU Commision 2006), who prefer to use their national languages (e.g.,
French, German, ltalian, Spanish), or who are bilingual in languages other than Eng-
lish. As a result, a different formula has been suggested, which has regard for the
prestige of the language of each member state, namely the 1 + 2 formula (mother

2 English is the first language of 13% of the EU citizens (the U.K. and Northern Ireland), while for another 38% of
these citizens it is a second language, with a higher number of speakers in Western and Northern Europe (86% in
Denmark, 89% in Sweden) and a lower number in Eastern and Southern Europe (between 20% and 29%).
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tongue and two foreign languages, languages B and (). It is this formula that gov-
ernments and education institutions should seek to implement through their lan-
guage policies. They need to insure the study of two modern languages not only in
school, but also at the university, or even to develop methods for life long learning.
On the one hand, it is estimated that the implementation of such language policy
should not raise special problems, since the inhabitants of many European states
speak at least two languages, thus multilingualism having actual existence. On the
other hand, concrete implementation programs are requested, considering the man-
ifold implications of multilingualism in the creation of a genuine European dimen-
sion, and the benefits associated with knowledge of many languages.

Now, the following points should be noted in connection with higher education Eu-
ropean language policies (Chambers 2004) : (1) there may be differences between
the language policies of institutions located in states where “big” languages are
spoken (The United Kingdom, France, Germany, Spain, for example), and states with
“small” languages; (2) a language policy does not consist entirely in foreign lan-
guage classes being offered at BA level, but it should be extended to the MA level
as well and to the teaching of specialized topics in foreign languages; (3) foreign
language classes should be credited in the ECTS system; (4) the official language of
the state (mother tongue) should be taught to international students; (5) a Europe-
an language policy should not exclude the study of non-European languages.

1.2. The Romanian context

Knowledge of foreign languages has been considered important in Romania and it
is fairly common, firstly because of the benefits issuing from this, Romanian being
a “small” language, and secondly as a result of the multilingual and multicultural
traditions associated with some of its historical provinces, where side by side with
the Romanian population there have lived Hungarians, Germans (Transylvania), or
Ukrainians (Maramures, Bucovina).

There is no explicit language policy at national level, but the guidelines for teaching
languages, provided by Romanian legislation (Parlamentul Romaniei 1995), are two
modern languages in school in addition to the state language or mother tongue,
and one or two languages at the university.

1.3. The regional Context

The regional context is provided by Transylvania’s multicultural, multiconfessional
and multilingual profile (Romanian, Hungarian, German) (see Chelaru 2001; Petyt
1975; Steinke 2006). Bilingualism or even trilingualism is common or at least it is
not infrequent, and there are, in addition to Romanian institutions, secondary, high
school or even higher education institutions in the minority languages. In this re-
spect, in Hungarian there are 48 high schools (most of which also comprise second-
ary and primary schools) and 65 study-lines (departments) in mixed (Romanian and
Hungarian) schools (Ministerul Educatiei, Cercetarii si Tineretului 2006), as well as
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around 150 more primary and secondary schools, while in German there are 5 high
schools (which also comprise secondary and primary schools) and 19 study-lines
(departments) in mixed (Romanian and German) schools (ibid.). In addition, there
are 2 private Hungarian Universities (Partium Christian University in Oradea, and
The Sapientia University, with campuses in Cluj-Napoca, Targu-Mures and Miercu-
rea Ciuc), and two state universities have Hungarian study-lines/streams of study
(Babes-Bolyai University in Cluj-Napoca, and the University of Medicine and Phar-
macy in Targu-Mures). Thus the overall regional context sustains a greater emphasis
on Hungarian and German than seen in other parts of the country.

Babes-Bolyai University of Cluj-Napoca best embodies this enriched academic tra-
dition of Transylvania, by organizing its programs along three study-lines (Romani-
an, Hungarian, German) and defining itself as a multilingual and multicultural high-
er education institution. Its beginnings go back to a Jesuit College founded in 1581,
and it has more than 50,000 BA, MA and doctoral students, enrolled in 21 facul-
ties. It thus stands out as the oldest and one of the most important universities of
Romania.

2. The language policy of Babes-Bolyai University

2.1. Foreign language provisions

In keeping with EU recommendations BBU elaborated a language policy of its own —
the first of this kind in Romania —, titled Pentru o politicd lingvisticd europeand in Uni-
versitatea Babes-Bolyai (“For a European Language Policy at Babes-Bolyai Universi-
ty”), which was adopted by the University Senate in 2001. The Senate also endorsed
the decision to introduce language proficiency certificates issued by two language
centres of the university (the Alpha Language Centre and the Lingua Language Cen-
tre) or internationally recognized language certificates as a condition for acceptance
to the BA exam or to an MA or PhD program, as well as for participation in European
mobilities and in tenure competitions, in keeping with Romanian legislation.

What are the benchmarks of the BBU language policy, how does it meet the EU de-
mands and how does it contribute to the development of the concept of Europe-
an language policy?

e |t fits into a European framework.

e |t makes explicit reference to the Bologna process.

e |t sanctions the 1 + 2 formula, whereby two modern languages should be
studied in addition to the mother tongue.

e |t does not exclude the study of non-European languages.

e |t contains provisions for the development of skills necessary for European
citizens, such as communicational competences and (inter)cultural compe-
tences, and it makes references to self-learning.

e It makes explicit references to foreign languages for special purposes.
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e |t sets level B2 in the first foreign language (language B) — equivalent to
20 points out of 30 — as the necessary proficiency level for acceptance to
the BA exam.

e |t contains provisions for teaching optional courses in the mother tongue
with the purpose of improving competence in verbal and written communi-
cation in the academic environment.

e |t highlights the study and importance of regional and of minority lan-
guages as constituent parts of the European cultural and linguistic her-
itage.

In 2006, as a result of implementing the Bologna Declaration in the field of Roma-
nian higher education in light of new national legislation, this language policy was
updated such that the study of two foreign languages stipulated in the original BBU
language policy document shall be enforced in all faculties, and that the reduction
of BA studies from 4 to 3 years does not result in shortening the duration of foreign
language study. This updating meant reaching a flexible and balanced formula, both
in terms of the demands made on the students, of its share in the new curriculum,
and of the costs associated with it. The new document, Hotdrdre privind reactuali-
zarea politicii lingvistice a UBB (“Resolution for updating BBU’s language policy”),
retains the guidelines of the previous document (e.g., 1 + 2 formula, B2 level for ac-
ceptance to the BA exam, focus on the use of languages for special purposes), but
makes the following additional provisions:

e Two foreign languages shall be studied for an interval of four semesters,
but not for less than three semesters.

e language B, the first modern language, is one of the following six languages
studied in high school: English, French, German, ltalian, Spanish, Russian.

e Language Cis any foreign language (including non-European languages).
e The proficiency in language C shall be at least 15 points (out of 30).

e Acceptance into MA programs is conditioned by a 20 point proficiency lan-
guage certificate (out of 30) in language B, and, upon MA graduation, a
certificate in language C (15 points) is requested.

e In the BA cycle foreign languages receive at least 2.5 credits per semester.

Considering that all students studied two languages in school> and that many
speak regional or minority languages (e.g., Hungarian), this option is reasonable;
it does not make great financial and curricular demands on the University, and it is

3 A first modern language and a second modern language are studied in Romanian schools. The study of the first
language (2 hours/week as a rule) — English, French, German, Spanish, Italian, Russian — begins in elementary
school and continues in secondary school and high school, while the study of the second language (also 2 hours/
week as a rule) — one of the languages from above, but it can also be some other language, like Norwegian,
Portuguese — is introduced in secondary school and continues through high school. In bilingual classes, the study
of the first language can be 6 hours/week. One language (generally the first) is obligatory for Baccalaureate (oral
or written, depending upon school profile); language competence certificates are issued by request for graduates
of bilingual schools (Oltean 2004).
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to the students’ definite advantage. In their turn, the faculties of the university en-
joy freedom in implementing these Senate decisions®.

2.2, Study-lines at BBU

As already shown, BBU has a multilingual and multicultural profile, in accordance
with the multilingual and multicultural character of the province of Transylvania,
where it is located. This profile was defined in the 1995 University Charter (Carta
Universitatii Babes-Bolyai 2000), which provides for organizing the university along
three study-lines or streams of study, in keeping with which complete education-
al programs are provided in Romanian, Hungarian and German at all levels: BA,
MA and PhD. The study-lines are each headed by a vice-rector and enjoy autono-
my by making their own decisions with regard to human resources, research, pub-
lishing, international relations, development and offer of study programs. Thus the
University has defined a specific organizational structure, which ensures the prac-
tice of multilingualism in the actual teaching process and in other domains of ac-
ademic activity.

A few figures will prove useful with respect to BBU’s multilingual and multicultural
profile. First, out of its 21 faculties, 15 provide a curriculum in both Romanian and
Hungarian, 9 provide a curriculum in Romanian and in German, and 2 faculties (the
Faculty of Reformed Theology and the Faculty of Roman-Catholic Theology) teach
exclusively in Hungarian. Second, the university offers 105 full programs in Roma-
nian, 52 full programs in Hungarian and 13 full programs in German, at BA, MA or
doctoral level. Third, the number of students registered in these programs in 2005
was that of 37,711 students in the Romanian study-line, 6,672 in the Hungarian
study-line, and 1,779 in the German study-line (Babes-Bolyai University. The multi-
cultural character 2008).

Admission to these study-lines is made through an entrance exam, with the possi-
bility of native speakers of Hungarian and German to opt for full packages of class-
es in their mother tongue; for non-native speakers, e.g., of German, language re-
quirements need to be met, i.e., the candidates need either to be graduates of
German high schools, or to possess language certificates in this language. Lan-
guage requirements are also the case with those who take specializations in oth-
er languages, such as English (4 BA programs, MA programs), which the university
also offers, along with some specializations in French and Italian.

Thus, on the one hand, BBU promotes in addition to education in Romanian an
education in regional languages (Hungarian and German) by setting up special
study-lines, as well as an education in widely spoken languages (English, French,

4  Implementation of this compelx language policy (teaching, testing) is done by the specialized departments of
the university (The Department of Foreign Languages for Specific Purposes, The Department of Applied Modern
Languages for Economics and Business Administration, the foreign languages departments of the Faculty of
Letters), as well as the Alpha and Lingua language centers of the university. It is a process which requires constant
monitoring of the students’ competence in modern languages in order that it fits within the defined standards (at
least 20 points for language B).
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German). For BBU German occupies a position where the two directions overlap,
considering that the German study-line is attended by native speakers of German
as well as by students for whom German is a foreign language acquired through
previous instruction. On the other hand, programs in English, French or Italian are
as a rule attended by non-native speakers and thus the classes taught in these lan-
guages are seen as CLIL classes. The students are enrolled in one or another of the
study-lines, but they can move from one to the other along their studies, mainly
at the beginning of the academic year; they can also have transversal options, and
thus take specific courses in another language (e.g., in Romanian, English or Ger-
man); however, each of the study-lines offers a full course package in its own lan-
guage, including common core courses.

The faculty involved in teaching are, as a rule, native speakers (the Romanian, Hun-
garian and German study-lines), but they can be non-natives as well (e.g., native
speakers of Hungarian or German can teach in the Romanian study-line as well, and
native speakers of Romanian or Hungarian can teach in the German study-line, on
condition they are fluent in this langauge). In no one of these cases are language
certificates or tests required; what counts, however, is the experience of the respec-
tive teachers, who quite often spent periods abroad (research, teaching, training)
and are fluent in the foreign language.

In light of the above, BBU’s multilingual education has many facets, it consisting in
an education furnished in (1) the national language, (2) a regional language, or (3)
an international language.

3. Representations

In the following, | shall focus on the representations and attitudes among students,
academic staff and academic leadership regarding the language policy of the uni-
versity and the learning practices associated with it. Provisional results from re-
search within the Dylan project (Language dynamics and management of diversity)
(see Cotrau 2007; 2008) — in which BBU participates — are integrated.

In order to assess what representations or attitudes the students, the academic
staff and the academic leaders have about the teaching of foreign languages and
in foreign languages (CLIL) at BBU, two questionnaires were administered to a rep-
resentative sample of students (264 and, respectively, 130) attending the three
study-lines, and academic staff, deans of several faculties and two vice rectors were
interviewed (23). The questionnaires and the interview focused both on foreign lan-
guage teaching, on teaching in foreign languages and on the study-line structure/
streams of study (Romanian, Hungarian, German) of the university.

3.1. Questionnaires applied to undergraduates
The first questionnaire featured 10 questions revolving around the issue of studying
foreign languages at BBU: the range and number of languages offered for study, the
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possibilities of studying of and in a foreign language, studying a foreign language
during the three cycles: bachelor, master, PhD, course duration and number of mod-
ules, type of language to be studied (general or special), the relevance of holding
a Language Proficiency Certificate, etc.

The total number of questionnaires administered is 264.

The respondents are undergraduates from 8 BBU faculties®.

The data collected support the following conclusions as to the undergraduates’ rep-
resentation of language study:

Almost all undergraduates (97.34%) consider that the offer of lines in var-
ied languages is to their advantage;

More than half (54.16%) would like to acquire or become knowledgeable
in two foreign languages;

Most undergraduates would like to study at least one foreign language
throughout the bachelor level, i.e., six semesters (67.04%), followed by the
second option of four modules/semesters (21.21%).

From among the minority languages (other than Hungarian), undergradu-
ates are in favor of the study of German (47.72%), followed by Russian
(8.71%), Rromani (7.57%), and ‘no language’ (14.01%).

Most undergraduates list English (74.24%) at the top of their preferences
for language study, followed by German (47.72%), Spanish (46.96%), Ital-
ian (45.83%) and French (30.30%). Some less widely spoken foreign lan-
guages are also mentioned: Polish (15.53%), Japanese (13.63%) and Arabic
(13.25%) (the subjects listed three language options in a ranking order).

Undergraduates are obviously in favor of studying a combination of a gen-
eral and special type language (70.83%), as opposed to general language
(20.83%) and special language (7.95%) only.

Almost two thirds (63.25%) are favorable towards holding a Language Pro-
ficiency Certificate.

More than half consider that it would be useful to attend specializations in
widely spoken languages at BA (50.37%), MA (63.25%) and PhD (56.43%)
levels.

In addition, the following representations relating to CLIL have emerged from the
second questionnaire, administered to 130 undergraduates:

45% indicate labour market as playing a determining role in their attend-
ance of CLIL courses;

Another 40% indicate their own language proficiency as being instrumen-
tal in their choice of such specializations;

5 The Faculties of: Letters, Business, Economic Sciences, Biology and Geology, History and Philosophy, Psychology,
European Studies, and Sociology and Social Sciences.
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Most undergraduates list English at the top of their preferences for CLIL
specializations (82%), followed by German, French, Spanish and Italian;

As concerns the problems faced while attending these classes, 30% list
teaching methods (reading the course, lack of teacher-student interaction
and of clarity in explanation), 27 % the instructor’s language proficiency
(pronunciation, vocabulary and “fluency” mainly), and 15% their own pro-
ficiency in the foreign language;

Almost 60% consider it an advantage if the instructor resorts to code
switching from the foreign language to the mother tongue during teaching,
while about 30% consider it a disadvantage;

Most respondents (80%) indicate that taking a course in a widely spoken
modern language improves language competence;

35% consider that the teaching in a foreign language has a slight negative
impact on knowledge transmission, almost 33% are of the opinion that it
leaves knowledge transmission intact, while 22% think that it affects this
transmission seriously.

3.2. Interviews applied to academic staff
The interview featured 9 questions revolving around the issue of foreign language
study and study in foreign languages at BBU.

The total number of interviews is 23.

The respondents were vice rectors, deans, department heads and teaching staff at
12 BBU faculties®.

The data collected support the following conclusions as to what attitudes to, and
representations about, the study of and in modern languages these categories of
“stake holders” have:

Two-thirds consider that students should be proficient in two foreign languag-
es during their university studies, while almost all say that students should
be proficient in two foreign languages at the end of their BA studies;

Foreign languages should be studied preferably in the BA cycle, for periods
ranging from two to six semesters, four or three semesters being more of-
ten recommended; about half of the respondents consider that foreign lan-
guages should also be studied at MA level, while only one third are of the
opinion that they should also form part of the doctoral program;

As for high school graduates’ language competence in foreign languages,
only 6 respondents consider that it is good or satisfactory; about half are
of the opinion that this knowledge depends on the location of the high
school (urban or rural area, being better in the case of the former);

6 Letters, Business, Sociology and Social Sciences, Sport and Physical Education, Mathematics and Computer Scien-
ce, History and Philosophy, Roman-Catholic Theology, Environmental Sciences, Physics, European Studies, Political
Science, and Economics.
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e About half of the respondents consider that general competences should
be developed at BA level, and specific competences at MA level; almost
half write that competences in specialized languages should be developed
in the BA cycle;

e Almost all consider it important or very important for graduates to have
language proficiency certificates;

e Almost all consider that it is useful to study a minority language as part of
the foreign language offer of the university;

e Likewise, almost all think that BBU’s study-line structure (Romanian, Hun-
garian, German) is a timely issue.

One question in the interview, Question 7, “Do you think it is important to teach in
widely spoken languages (English, French, German, Italian, Spanish) at BA, MA and
PhD levels?” — elicited the respondents’ (academic leaders) favourable attitude to
this practice, more than two thirds of them being of the opinion that it is impor-
tant to teach in widely spoken languages (English — the first choice —, followed by
French and German) at MA level, followed by PhD, and lastly by the BA levels, while
a few consider this to be important only at MA and PhD levels and on condition
that competence in language is good. The justification for CLIL courses or speciali-
zations ranges from informatory effectiveness to cooperative or strategic effective-
ness, or equity in access and competences, including intercultural and communica-
tive competence.

Here are some interview sentences that support the respondents’ choices:

Respondent 1 (Vice Rector)

da\: se impune cunoasterea limbilor strdine de catre toti studentii\

De ce/

R: acces la materiale bibliografice de specialitate Tn limbi de circulatie internationald/ competente
egale si sanse egale cu absolventi din UE/ consolidarea unor competente interculturale si de co-
municare/ acces la mobilitatile studentesti Erasmus/ CEEPUS etc\ [...] mobilitate pe piata mun-
cii UE\

“It is essential that all students know foreign languages [because of] access to reading materials in
widely spoken languages, equal competences and chances with EU graduates, reinforcement of in-
tercultural and communicative competences, access to Erasmus, CEEPUS, etc. mobility on the EU la-
bour market.|[...]

Respondent 2 (Vice Rector)

R: mi se pare foarte importantd/ [...] pentru ca [...] exista bibliografie foarte importanta/ si la
unele discipline este hotaritoare predominant aceasta bibliografie in limbi strdine/ care trebu-
ie sa fie consultatd/ sa fie accesibild studentilor\ [...] foarte multi profesori din strainatate care
sustin cursuri/ conferinte Tn diferite limbi/ adica Tn limbi europene/ si desigur cunoasterea aces-
tor conferinte ce se traduc din ce Tn ce mai putin Tn limba romana/ asa ca trebuie cunoscuta lim-
ba strdind respectiva\
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“It seems to me very important [...] because [...] there is a very important literature and for some sub-
jects it basically prevails this literature in foreign languages that must be read, must be accessible
to the students, [..] very many professors come from abroad, who teach classes and give talks in
different languages, in European languages, and understanding these conferences requires knowl-
edge of the respective language.”

Respondent 3 (Dean)

[...] raspunsul este/...a...pozitiv/, da\ [...] pentru ca [...] este necesar ca si colegii nostri sa propuna
cursuri la nivel master/ la scoala doctorala/ in limbi de circulatie sau in problematici/ sa spunem/
care/ care-s cultivate Tn cultura in care limba ajungem sa tinem cursul/ pentru cd/ spre exemplu/ cum
avem masterat de filozofie francezd/ evident ca este profitabil ca lucrurile sa se intimple in limba
franceza\

“The answer is ... a ... positive; yes [..], because [...] it is necessary that our colleagues, too, pro-
pose courses at MA level, for the doctoral school in widely spoken foreign languages or in domains
which, let’s say, which are cultivated in the culture in the language of which we come to teach the
course, because, for instance, since we have an MA in French philosophy, it is obviously a gain for
things to be in French.”

There are also respondents who convey their reserve for teaching specializations in
widely spoken foreign languages. Sometimes the justification lies in the neglect for
the native language that such a trend may bring about. Here is an interview sam-
ple that supports this view:

Respondent 5 (Dean)

Considerati ca este necesara predarea in limbi moderne de circulatie la nivel licenta, master sau
doctorat/

R : Sigur ca da\ cu o conditie\ ca sa nu se neglijeze limba tarii/ deci limba romana/ pentru ca exista
iar o tendintd/ o tendinta care e discutabild in momentul in care se neglijeaza limba nationala\

“Do you consider it necessary to teach in widely spoken modern languages at BA, MA or PhD
level?”

R: “Of course, on one condition, namely that the country’s language be not neglected, that is Ro-
manian, because there is another tendency, a tendency that can be disputed if the native language
is neglected.”

3.3. Discussion

As the answers to the questionnaires and the interviews indicate, there is con-
vergence between students and faculty on several issues relating to the study
of modern languages at BBU, such as the importance of studying them, of hav-
ing the possibility to choose between several languages, the number of mod-
ern languages to be studied (2/3 suggest two languages), the importance for
graduates to have a language proficiency certificate, the importance of study-
ing/teaching in widely spoken languages (the students seem to be enthusiastic
about it: more than half consider it useful to take all subjects in a widely spoken
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language at BA level, about 2/3rds at MA level, and more than half at PhD level).
This indicates their positive attitude to BBU’s language policy and to the study-
line structure of its programs. There are divergences, too, which issue from the
different perspectives from which students and academics see the language pol-
icy issue, or ways they relate to it. Such divergence exists on the issue of du-
ration of language study (2/3rds of the students opt for a six semester interval,
while academics prefer four or three semesters); this reflects different interests
in the modern language issue of the two groups of “stake holders”: academics
are more interested in securing room in the curriculum for the specialized top-
ics, or in reduced costs associated with foreign language training (the deans, es-
pecially), while students are more pragmatically oriented. Divergence also exists
on the matter of language competences (general or specific) to be developed at
BA and respectively MA levels. In this respect, while 2/3 students opt for both
competences to be developed at BA level, part of the faculty and academic lead-
ers’ responses (interview question 5: “What language competences — general or
specific — should be developed at BA and, respectively, MA levels?”) stress the
importance of general competences at BA level and specific competences at MA
level, with very few being in favor of only general competences at BA level, and
1/3 only for language for specific purposes. (It is interesting to note that only
about 10% of the students consider that only LSP should be taught, and almost
25% prefer only general language.) This option again reflects the different per-
spective on the language study associated with the two groups, students being
less aware of the importance of widely spoken modern languages for reading
scholarly literature, for research or cognition in general (which rank high in the
academics’ responses), and considering it more important to be knowledgeable
in foreign languages for personal advantage, free movement and equal chances
on the job market with other European citizens.

The questionnaires and the interview answers also contained some critical points
and suggestions. Thus, while almost all students indicate that taking/teaching CLIL
courses / specializations improves proficiency in the foreign language, more than
half of them consider that the teaching in a foreign language has a negative im-
pact on knowledge transmission, this ranging from slight to serious. Likewise, stu-
dents list problems associated with these classes, which are to do either with their
own language proficiency, or the teaching methods (lack of clarity, lack of teach-
er-student interaction, reading the course), or the instructor’s language proficiency
(vocabulary, grammar, pronunciation, and “fluency”). These findings indicate that
teaching CLIL specializations in widely spoken languages at BBU sometimes faces
the challenge of the mastery of/proficiency in the foreign language, which may af-
fect the content of teaching and thus knowledge transmission and acquisition. It
is most likely that such drawbacks prompted the majority of students to consider
that code switching to the native language during teaching on the part of instruc-
tors is an advantage.



Stefan Oltean

4. Conclusion

BBU’s option for its language policy has been prompted by institutional interests
that have been shaped by several factors: the European context, the national and
regional context, the Romanian legislation relating to the implementation of the Bo-
logna process, student benefits and interests, stakes involved in language study
and curricular structure. The interplay of these factors has yielded a flexible formu-
la, both in terms of the demands it makes on the students, the modern language
course duration, costs and training methods. Thus, on the one hand, BBU’s lan-
guage policy is meant to motivate and stimulate the students in improving their
knowledge of modern languages by forming general and specific language com-
petences, as well as (inter)cultural competences. On the other hand, it has to do
with BBU’s multilingual profile coupled with its three study-lines (Romanian, Hun-
garian, German), in which complete educational programs are offered. The imple-
mentation of this language policy has been a challenge for the university, its fac-
ulties and its departments, which have had to constantly make adjustments in the
curriculum and undertake various other actions in order to live up to the require-
ments of multilingualism.

It can be anticipated that modern languages will continue to strengthen their po-
sition in the curriculum in the future, both in terms of the diversification of BBU’s
language offer and language course duration, as well as in terms of the role of lan-
guages in teaching (CLIL). This will most likely lead to the deepening of the uni-
versity’s study-line structure, which has already started to expand, by the inclusion
of new specializations in English, French or Italian side by side with the traditional
specializations in the regional languages.
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This article explores a variety of issues related to the topic of teaching bi/multilingual classes on the
example of Narva College of the University of Tartu, Estonia. Due to its location in the area where
Russian speakers constitute the majority of the population, Narva College presents a unique case
study in terms of teaching content curricula in Estonian to students at the tertiary level of education
- students who form classes of mixed Estonian language ability and various levels of motivation. The
general theme of the article concerns the description of such bilingual classes and problems related
to teaching in such contexts. The authors of the article apply the ideas of the new paradigm of the
systems theory to suggest a metaphor of teaching in such contexts, thus creating prerequisites for
finding the inner causal relationships of problems observed in their classes.

Keywords: bilingual students, mother tongue, language of instruction, content curricula

1. Introduction

The issue of bi/multilingual classes where students speak a variety of first languag-
es but use one target language in the classroom has been in the focus of research-
ers for many years. This interest is predetermined by demands of modern teaching
environment where intercultural and multilingual coexistence of different nations
greatly influences not only ways and methods of teaching but its aims and out-
comes as well. Thus, the process of teaching such classes has to take into consid-
eration the variety of languages spoken by students in the class and the ability of
teachers/lecturers to communicate in these languages and to provide a qualitative
student-centered teaching of academic subjects in the language accepted as the
language of instruction in a particular system of education. The present article is
aimed at revealing these aspects of the student-teacher relations in bi/multilingual
classes at the tertiary level of education on the example of teaching such classes in
Narva College of the University of Tartu, Estonia. The authors believe that Narva Col-
lege’s situation is unique in many ways due to Narva’s border location and the im-
pact of the relations between Estonia and Russia, due to the fact that the first lan-
guage of students other than the language of instruction inevitably influences ways
of class interaction and teaching methods. And yet, general tendencies and require-
ments of bi/multilingual classes can be applied to the solution of some problems
faced by lecturers in Narva College.

Estonia is officially a monolingual country with the Estonian language being the lan-
guage of instruction at all levels of education. However, the country can be charac-
terised by a number of multilingual features which are deeply rooted in its Soviet
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past and European present. Historically, Russian population of Estonia is big, and
at present it constitutes about 26% (Rahvaloendus 2000) of the total population of
Estonia. Quite naturally, there are schools in Estonia which provide primary and sec-
ondary education to children whose native language is Russian. State education at
the tertiary level is to be in Estonian, which might place school leavers of Russian
schools (Estonian schools with Russian as the language of instruction) in a less ad-
vantageous situation when it comes to entering a state university or a college.

Narva College of the University of Tartu enjoys a unique position as it is the only
Estonian state tertiary educational institution which offers curricula in three lan-
guages: Estonian, Russian and English. This prominent position and role of Narva
College can be explained by its location in the border city of Narva where the major-
ity of its population (about 85.4%, Rahvaloendus 2000) are people whose mother
tongue is Russian. Moreover, Narva is situated in the area — the county of Ida-Viru-
maa — which is also predominantly Russian (about 70%, ibid.). The residents of this
area are in most cases bilingual/ multilingual people whose languages of everyday
communication are either Estonian or Russian, and whose functional language has
to be Estonian as the Estonian language is the language of official communication,
education, etc. On the one hand, Russian is used in various informal contexts while
Estonian is a functional and official language. Poor knowledge of Estonian in case
of many Russians of older and even younger generations makes their usage of Es-
tonian for official purposes rather limited. On the other hand, with the large major-
ity of population in this area being Russian speakers with limited knowledge of Es-
tonian there is an excessive use of Russian as a regional language.

Being placed in this language situation, native speakers of Russian fall under differ-
ent categories in terms of their level of bi/multilingualism. We find with them speak-
ers who are equally influent in the two languages — Estonian and Russian — (simul-
taneous bilinguals, Lightbown & Spada 2006: 25), and those who begin to learn
Estonian as a second language and either reach or do not reach a certain threshold
of competence (“additive bilingualism” and “semi bilingualism”, ibid.). Thus, Narva
College’s target group of students can be characterised as a group of learners who
might have various levels of Estonian language competence and who are mostly na-
tive speakers of Russian. In fact, among 800 students of Narva College at present,
90% (Narva College of the University of Tartu 2008) are native Russian speakers and
10% (ibid.) are native Estonian speakers. Unfortunately, there has not been con-
ducted any specific studies into the language repertoires of the college students as
for the purposes of the study process planning this information is collected auto-
matically when the results of state exams are entered into the admission data base.
The data base provides information on the first language of students and their re-
sult of Estonian proficiency test.

The influence of the European multilingual/multicultural context brings English into
the group of everyday/functional languages in Estonia; it is the first foreign lan-
guage to be studied in Estonian schools and the second foreign language in Esto-
nian schools with Russian as the language of instruction. The use of English as the
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medium of international communication, the freedom of movement within the Euro-
pean Union area and opportunities to study abroad have motivated people in Esto-
nia for intensive studies of English. This tendency is also reflected in Narva College
curricula “Teacher of Humanities in Basic School” which is 60% taught in English.

2. Narva College Classes through the Metaphor of the Systems Theory

The described multilingual situation in Narva College places lecturers in a quite dif-
ferent teaching environment which is greatly influenced by the language of instruc-
tion used. In case of foreign language classes and classes taught in English both
the language of instruction and that of the content matter coincide. The languag-
es used in the classroom are foreign to both students and teachers as it happens
in case of non-native speakers of English who constitute the majority of teaching
staff of the Division of Foreign languages in Narva College. This enables both stu-
dents and teachers to create a safe environment for the successful transfer of their
cultural/language background into their classes. Russian and Estonian identities of
students in classes of English contribute to the creation of multidimensional and
multicultural perspective for learning. According to the outcomes of the survey con-
ducted in Narva College at the beginning of the academic year of 2007/2008 among
students of the second and the third year of Bachelor’s studies of the speciality
“Teacher of Humanities in Basic School” (in total 95 students), classes taught in
English foster multiculturalism, empathy and interest in other languages and cul-
ture. All lecturers who work in English also testify to the fact that their classes are
the most natural way to enrich the subject content by means of contrastive/ com-
parative analyses, i.e. by using examples and illustrations from different cultural
models students are familiar with.

However, classes with Estonian as the language of instruction present a different
picture and that is why the issue of teaching academic subjects to mixed Estoni-
an language mastery classes has been one of the research priorities of Narva Col-
lege since the moment it was founded. This area is important due to a number of
factors, namely the usage of three languages of instruction (Estonian, Russian and
English) in Narva College with the priority given to Estonian being the state lan-
guage, mixed language groups of students (Russian and Estonian) whereas Russian
mother-tongue students might have a quite varying competence in Estonian as an
L2 and, hence, the use of at least two languages of instruction (with subject mat-
ter teaching) by lecturers simultaneously. Lectures cannot choose a language of in-
struction depending on the linguistic background of their students or the availabil-
ity of study materials, etc. but they are sometimes forced to switch into Russian or
English when students experience problems with understanding complex subject
matter in Estonian (the language of instruction). Moreover, the graduates of Nar-
va College are expected to be working in bi- and multi-lingual environment of Ida-
Virumaa county in Estonia, which makes them a potentially highly motivated tar-
get group of learners.
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The authors of the present article have made a number of observations regarding
structural peculiarities of classes where the majority of students are native speak-
ers of Russian and the subject matter is taught in Estonian by Estonian lecturers.
The research covers the period from 2005 till 2008 and is based on the analysis of
reflective teaching experience of the authors of the article. Basic data for the anal-
ysis was gained from the statements made by the lecturers to reflect upon their
teaching experience (twenty courses of five special subjects taught to 420 students
of Narva College during the period of three years). The focus of the analysis was
on the revealing of organisational peculiarities of classes to prepare the ground for
further researches into the study of teaching strategies. To define the structure of
such classes the ideas of the new paradigm of the organisational theory (Ausmees
2004) were used to represent the classes with the help of metaphorical generalisa-
tions. The idea of organisational metaphor allows to create prerequisites for a bet-
ter analysis of a situation rather than for a solution of some sub problems (see also
Handy 1996). Thus, for a lecturer who teaches various subjects in Estonian there
seem to be four different groups of students in class depending on their level of
motivation (low/ high) and language skills, i.e. the mastery of Estonian, the lan-
guage of instruction (low/high):

Table 1 — Motivation and Language Skills

Motivation ‘AWAKEN’ ‘FULL-FLEDGED’
High
Motivation ‘DEAF-MUTES’ ‘SLEEPERS’
Low

Low High

Language skills Language skills

When the lecturer begins a course and meets his/her group of students for the first
time the very first impression he/she often gets is the impression that the students
in the group are ‘deaf and ‘mute’, i.e. they just do not hear and do not speak. This
happens quite regularly in Narva College when an Estonian lecturer has a class of
semi-bilingual students who are Russian native speakers with some knowledge of
Estonian. This group of students can be metaphorically called ‘deaf-mutes’. It seems
to the lecturer that students do not react to any of his/her questions or non-ver-
bal signs of communication. Slowly this group of passive students is turning into a
group of just ‘mutes’: they start using non-verbal tools such as gestures to express
their comments and to communicate their comprehension of lecture materials. This
group can be characterised as a group with poor usage of Estonian language skil-
ls, which leads to the lack of confidence, low participation and low level of general
motivation in studies. ‘Deaf-mutes’ are a real challenge to the lecturer as they form
a kind of no communication — no feedback group and remain as such for a consi-
derable period of time which varies from one two even three months. The lecturer
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who is not supposed to be a language teacher finds it frustrating to teach both the
language of instruction and the content matter at the same time. Co-teaching and
bilingual teaching in “integrated classes” (Freeman 2006: 7) where both native and
non-native speakers of the language of instruction study, have been highly recom-
mended for such cases (see Cloud et al. 2000, Freeman 2006, Brutt-Griffer and Var-
ghese 2004); yet, when the group of ‘deaf-mutes’ represents only a part of a class,
though the biggest one sometimes, the lecturers cannot afford bilingual or co-te-
aching as it is, firstly, time-consuming and, secondly, contradicts the very idea of
content teaching at the tertiary level in Estonia (see Development Strategy of the
Estonian Language 2004:34).

The second in size group of students in the class is what we call group of ‘sleepers’,
i.e. students whose low motivation for studies makes them ‘sleep’ in class and
not respond to the lecturer’s questions, remarks and instructions. Students in this
group usually have a level of Estonian sufficient for communication and studies,
but still represent a problem group of learners to the lecturer. This group comprises
about twenty percent of the total number of students and, thus, greatly influences
the outcomes of studies. One of the main reasons behind the formation of such a
group is the fact that proficient speakers of Estonian usually do not enter bilingual
universities. However, if they do, then they often become passive when they find
themselves in groups of students with very poor, if any, Estonian language skills.

The third group — ‘awaken’ — is the one which benefits from content teaching in
Estonian to a greater extent. At the beginning of a course this group is small in
number -— about 10% only — and is practically invisible because of low skills in
the language of instruction (Estonian). Students of this group are highly motiva-
ted for studies but lack proficiency in Estonian. Being immersed into Estonian du-
ring their studies, which also includes their classes of Estonian with language tea-
chers, they gradually develop confidence as Estonian language speakers and begin
to use Estonian in practice during their lectures and seminars. Due to their motiva-
tion they accept the challenge and do their best to cope with language difficulties
they face. Support language classes of Estonian which are offered to all students
in Narva College as optional and elective courses provide the students with neces-
sary language practice. However, all language classes of Estonian as well as of En-
glish and other foreign languages have very little, if any, connection with teaching
of content area courses in terms of vocabulary and structures. In spite of this draw-
back, students of the ‘awaken’ group find it possible to make the most of their clas-
ses of General Estonian to acquire the necessary level of language skills. As a rule,
by the end of the course this group has joined the one which can be metaphorical-
ly called ‘full-fledged’.

In case of ‘full-fledged’ students, there are both motivation and language skills high
enough to acquire subject knowledge, required competences and skills. The main tran-
sitional processes within a class in terms of motivation, language mastery and outco-
mes of teaching take place with the purpose of transferring students of the other th-
ree groups into this one of fully benefited from teaching students. The main aim and
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task of a lecturer is to bring all his/her students to the stage of ‘full-fledged’ students.
The size of this fourth group can give an idea of how successful the teaching has been
done and can be used as a criterion to assess the quality and outcomes of teaching.
The more of actively participating students there are in the class, the higher level of
their involvement is. The level of involvement shows an increase in students’ motiva-
tion for studies and their ability to cope with content teaching in Estonian.

Fig. 1 — Transitional processes in a four-group semi-bilingual/bilingual integrated class

7

Language skills
poor language skills and motivation

f)

No language skills Language Skills
no motivation but no motivation

L

Taking into consideration the importance of the teacher’s/lecturer’s role in the abo-
ve described four-group semi-bilingual/bilingual integrated class it can be assumed
that he/she has to combine elements of immersion and bilingual teaching within
the format of monolingual content teaching. The lecturer has to find answers to the
question placed in the center of Fig.1 — the question asking how to manage these
processes to create a class of ‘fully-fledged’ students.

3. Conclusions and Perspectives

The first step of such a research — the definition of the target group of students in
terms of their motivation and language mastery — is understood by the authors of
the article as the very first stage based on practical observations and their analy-
ses. However, to answer the main research question of how to turn all students
into highly motivated and proficient in the language of instruction (Estonian, in this
case) learners, other relevant issues are to be considered and researched, namely,
what the role of a lecturer in such processes is, what kind of support he/she might
need in a situation when bilingual teaching and co-teaching are out of the question
due to extra costs, lack of time and recourses. The key question remains about ap-
propriate methods and ways of content teaching in a class where only every tenth
student is ready to work productively.

Unfortunately, the lecturer him/herself can do very little to influence the situation
when there are students in his/her class without any motivation and with insuf-
ficient language skills to follow a subject matter. In general, language classes as
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all other classes at the tertiary level are students’ own responsibility. The spheres
which represent the most interest in terms of practical impact on the outcomes and
results of teaching in the above described university class are areas that are rela-
ted directly to teaching methods and tools.

To be aware of problems which a lecturer can find in a semi/true bilingual class is
of great importance, but to know what techniques and instruments can be used
for teaching classes of low motivation and poor language skills is believed to be
one of the key priorities. One of methods which has already become quite popular
in Narva College is e-learning. E-learning makes teaching more flexible and gives
more possibilities for individual training and student-centered teaching. Moreover,
it brings a considerable change in the traditional proportion between lectures and
seminars in university classrooms and leads to the refusal from the predominance
of lectures in favour of smaller and more learner-centered forms of teaching.

Another thing to consider is a new type of study materials which comprise some
elements of a “semi-bilingual” dictionary which is being now widely discussed in
the media in Estonia (see Magi (2008)) as an alternative to existing monolingual
and bilingual dictionaries. This new type of a reference book has entries which con-
sist of two parts — the main one in a foreign language (Estonian in this case) and
a shorter follow-up explanation/translation in the first language (Russian). The au-
thors believe that this idea can be used in their future work on the development
of new course books for students of Narva College. In addition, such semi-bilingual
course books can be used as a basis to compose course readers in English which
can be semi-multilingual with the main body text written in English.

The role of the administration and government bodies involved in decision-making
processes regarding bi- and multilingual education, however, should not be unde-
restimated. Their role is very important, especially the one of government bodies,
when the issue of motivation comes into focus. The strongest motivational factor is
the demand of the labour market. In Estonia there are still unused opportunities as
to how establish direct connections between university studies and prospective em-
ployment. Professional training which is a part of tertiary education has to become
more practical and has to be placed in various language environments. Moreover,
the effort of academic staff to improve teaching and to turn classes of ‘deaf-mutes’
into ‘fully-fledged’ ones should be adequately supported by all these structures at
the tertiary level of education by paying special attention to the implementation of
co-teaching and bilingual teaching of disciplines other than foreign languages.
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UNIVERSITAT OBERTA DE CATALUNYA: A CASE StuDY!
MIQUEL STRUBELL — UNIVERSITAT OBERTA DE CATALUNYA

This University, founded in 1994 on grounds directly related to language, is one of a small group of
pioneers in the delivery of higher education through the internet. The University, a member of ICDE
and EADTU, has designed its highly innovative educational model placing the learner, and not the
teacher, at the centre.

The development of the university has involved language issues right from the start, and in view of
the fact that decisions have sometimes been made which are inconsistent with its overall philosophy,
the governing body felt it was time to design an institutional language policy, to cope with a
multilingual context.

The paper presents our institutional policy and explains the criteria involved and the areas covered.
It exemplifies the policy in the fields of language technology development and use, foreign language
competence, language in the student-teacher-examiner relationship, etc.

Keywords: e-learning, human language technology, machine translation, Catalan

1. Introduction

A distinguishing feature of the Universitat Oberta de Catalunya (U.0.C., Open Uni-
versity of Catalonia) throughout its history has been its desire to place Catalan so-
ciety in the cutting-edge context to which Catalonia as a country aspires. The UOC
is by definition a university that is open to the world, one that neglects neither its
social facet nor its intellectual heritage, those being the most attractive and potent
assets in building its project. That background is consistent with the values that
most readily define the University, i.e. cooperation, solidarity, commitment to di-
versity, innovation as the driving force behind change and combating all forms of
inequality. This impetus also contributes to renewal and the response to the con-
cerns of our time, in Catalonia, as a country of reference, and the world in general,
in terms of the context for the development of an online university.

However, the U.O.C. also seeks to serve to encourage criticism and the building of
a world that is more committed to the future by offering academic training to match
our aspirations for the medium term. Consequently, the models that society cur-
rently regards as being essential need to be constantly revised if we are to equip
people for the present and for the future. This has been the real impetus that has
been driving the U.0.C. to date, and we wish to continue that drive through pro-
spective policies that take account of the current state of play of the multilingual

1 Aversion of this paper was delivered at the Bozen Conference jointly, by Dra. Mavi Dolz, at the time the U.0.C.’s
Vicerectora for Multilingualism and Culture, and myself. After leaving this post, she asked Miquel Strubell to sign
it as a single author. Her untimely death after a sudden illness, in May 2009, left me with no time to discuss her
request, which | have therefore respected. | dedicate this paper to her memory.
| wish to express my gratitude for the information and feedback received from fellow colleagues Salvador Climent,
Antoni Oliver and Imma Sanchez.
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situation of the new Catalan society and where we would like our society to be in
20 years’ time.

1.1. The current language situation in Catalonia

In terms of results, the language policies implemented over the last 30 years by
the Spanish central government and the Catalan regional government have moved
between the monolingualism advocated in central government policy and the bi-
lingualism of the Catalan government’s policy. That vision for the country rests on
a discourse that has become outdated, since neither Spanish nor Catalan can cov-
er all communication needs or define the country that Catalonia wishes to build.
Bilingualism today is neither effective nor inspiring — it is not, and indeed it can-
not be. Trilingualism with English in the new scenario is not so much a policy as a
necessary condition. To take its place in the present day, Catalonia should be tri-
lingual. But it is not, or we are not. The other languages present in the country,
brought from abroad by newcomers, are not reflected in any way in our political
programmes. We have failed to embrace as assets languages such as Chinese and
Tamazight, which now form part of our everyday surroundings.

In this situation, a way must be found to weigh up and remedy the risks that will be
faced in a few years’ time by paying attention to (a) the two official languages — Spanish
and Catalan; (b) the languages most used internationally — English and to some extent
French; and (c) the languages of the new Catalans — Arabic, Tamazight, Chinese, etc.

If the policy of Catalonia (as a country) is focussed on trilingualism, we run the risk of
facing another situation of dissatisfaction in ten years’ time, relegated to the second
or third row among the world’s developed societies. We cannot afford the luxury of let-
ting ourselves be dragged along by circumstances and becoming a society hampered
by flaws, like those that ail us today.

Foreign language skills are among the most seriously neglected areas in the public
education system. Anyone wishing to learn a foreign language in Catalonia has to in-
vest financial resources and time in that pursuit, and so only the most well-to-do and
forward-looking social classes, and academics, have trained their offspring to be able
to cope with present-day needs with the necessary skills and a chance of competing.
Many generations in the past were given a highly deficient schooling in French, and
more recently much the same is happening with English. We now have a society that
is not properly equipped to cope with the requirements of the present-day globalised
world, and only a small section of the elite (though fortunately an ever larger one) has
managed to reach a competitive level in language proficiency. The knowledge economy
has created a new divide because the new skills and technological practices are direct-
ly associated with competence in English, and our society has dragged its feet in this.
The so-called digital divide is not just about access to and awareness of technology: it
is also about the ability to understand the content transmitted.

Trilingualism cannot be a project for the future; rather it is a requirement that we must
meet now, urgently and belatedly, for we are falling behind when it comes to compet-
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ing with English-speaking countries or other countries with language policies assuring
high competence in English, such as the countries of northern Europe.

Consequently, language policy in Catalonia and in its universities must reinstate lan-
guages in their proper place in the short term, with a forward-looking commitment re-
garding the needs of the future so as not to miss out again on the chance to lead so-
cial changes in the immediate future.

1.2. Multilingualism in universities

Language policy in Catalan universities in the 1980s and 1990s was a policy of active
and passive bilingualism. In the late 1970s, Catalan universities were committed to re-
establishing the use of Catalan in the academic and social spheres at universities, giv-
ing the language an official role previously denied to it in public communications, and
safeguarding it from being marginalised in the classroom. It was a policy to restore bal-
ance and make up for lost time. However, both Spanish law and the provisions of Cata-
lonia’s Statute of Autonomy give precedence to individual rights over collective rights,
and so the language of the staff, as teachers and researchers employed by the govern-
ment, was and is a matter of individual choice, the same being true for students.

Nevertheless, in order to safeguard the interests of Catalan-speaking students, the
public authorities demanded that teaching and research staff provide evidence of a
knowledge of Catalan after two years at most from the time they entered the service
of the government. That provision has been applied flexibly, and many government-ap-
pointed lecturers still do not have the “C” level Certificate expected of teaching staff
employed by the Catalan government.

In official written communications, Catalan has become the standard language, while in
oral communications there are no formal requirements for Catalan to be used, though
acquaintance with the language is demanded by the authorities.

1.3. Bilingualism in teaching at the U.O.C.

The U.0.C. is a relatively new, distance education university, yet one that already has a
tradition of language use deriving more from everyday practice than from a policy de-
cided by government authorities and/or by consensus at various levels.

The U.0.C. is a Catalan university whose mission is to act as a Catalan-language alter-
native to the on-site education provided by the other universities of Catalonia. That is
why Catalan is recognised as the U.0.C.’s official language, as mandated by the Cata-
lan government in the University’s charter.

The creation of an Ibero-American campus as a result of the success of the campus in
Catalan required a different language use policy. Catalan has been the language for
communications and documents for the Catalan campus, and Spanish for the Ibero-
American campus, but not rigidly so. As the postgraduate courses are mostly run in
Spanish, communication is also in Spanish, no account being taken of the student’s
place of origin or language preference. Hence there is an imbalance in favour of Span-
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ish, even though here the language was not a matter of choice but of obligation. Cat-
alan has thus disappeared from certain spheres in which its use should, according to
the University’s charter, be guaranteed. Likewise, the need for teaching-related com-
munication in other languages, particularly English, has also appeared in our language
community.

In view of this, we have more than one problem to deal with, because monolingual-
ism can never be the response in the classroom where language needs are diverse.
However, this leads to another consideration: if the solution leads to another form of
monolingualism — in Catalan or English, or Spanish, for that matter — dissatisfaction
would soon arise among our students and in society as a whole, as their needs would
not be met.

It is thus in this context that we must find a long-term solution that ensures sufficient
respect for the majorities and the minorities, for the country, for local needs and for
global needs. Our language policy must equip us, and not undermine the atmosphere
of collaboration and understanding built up in terms of the realities of those we wish
to communicate with now and in the future.

1.4. Training in multilingualism

This year the U.0.C. is embarking upon a six-year multilingual policy strategy. In the
first three years the aim is to train the currently employed staff to achieve satisfacto-
ry competence in Catalan, Spanish and English, in the belief that these three languag-
es can guarantee a satisfactory repertoire for our university: our own language, Cata-
lan, and the instrumentally useful languages in the environment, Spanish and English.
Priority will be given, therefore, to English, so that all the teaching and administrative
staff attains at least a level of understanding and expression in habitual situations,
and to improve the level of oral and written competence in Catalan and Spanish. The
teaching staff will be required to make a special effort to train students for lifelong ac-
ademic and professional mobility. And our programs also include working to gradual-
ly insert Occitan in teaching and socializing experiences, and in cultural activities, al-
though it will be difficult to go much beyond mere symbolic actions.

Those competing for jobs will have to accredit their competence in the three languag-
es by means of official and/or university certification, in accordance with the profile of
each post.

The use of languages in central activities will be regulated on the basis of require-
ments. The risk is that it is quite complicated, and may sometimes be counter-pro-
ductive, to establish guidelines that do not have the slightest chance of being com-
plied with in practice: multilingualism is the basis of international relations, but
what is to happen in the teaching programs, in research, in internal and external
communications, the language of the secretariat and of teaching management and
marketing?

At this moment our university is bilingual and trilingualism only makes sense if the
teaching programmes we offer are also trilingual. So in the coming few years we want,
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through training, to overcome the gaps that prevent us from developing completely in
the global society.

In a second phase we plan to reinforce the training of all the staff in the languages
they already know and have used, and also the learning of new languages. Which? We
shall encourage and improve the languages of exchange that French, Italian, German or
Portuguese still are, as an opportunity to recover the acquired competences which we
were previously taught. We must also be able to take advantage of the linguistic herit-
age that we now have with the languages of the new Catalans, as a way of being in the
world, of seeing it and of understanding it: for the closest languages to us are those of
the new migrants, above all Tamazight, Arabic and Chinese; and Occitan.

1.5. First steps in teaching

Currently the U.O.C. boasts some experiences of multilingualism in classrooms in which
Catalan and Spanish are languages of interaction. They have been very successful ex-
periences because their context has been closely monitored by experts and support-
ed by tools developed on an ad hoc basis, that have facilitated the task. What hap-
pens if we introduce English? In our doctoral program there have been unsuccessful
attempts to introduce English. In such cases the tendency towards using just Spanish
is also clear. Experience shows that in most cases the tendency is for communication
in Spanish to prevail.

In order to upgrade the parity of conditions and the solidarity between languages and
their speakers we want to upgrade the cohabitation inside classrooms of various lan-
guages, applying rules of the game agreed in advance. This academic year (2007-2008)
two multilingual postgraduate programs will be offered (see below) as pilot schemes of
what in future we hope will inspire our teaching programmes, bearing in mind the com-
petences and the learning objectives. Our postgraduate programs must supply students
with the multilingual tools needed for them to be able to feel at home in European and
world-wide scenarios. The main objective is not to acquire linguistic skills, but rather to
develop the students’ ability to cope successfully in multilingual environments, on a par
as far as the conditions for communicating with others are concerned, thus creating a
sense of self-assurance and of confidence in their communications.

The U.O.C. is therefore embarking on an innovative experience in the management of
multilingualism, without renouncing the use of our own language, recognizing that in
many fields of specialization English is the customary language, and that in some fields
of study there are other specific languages of communication. To be able to participate
in the pilot scheme students will have to state their commitment to be true to the use
of their own language in all the spaces offered in the (virtual) classroom: communica-
tions with the teacher, forum, etc. Only the observance of this rigorous norm will mean
that the pilot scheme has been successful. Communications in the classroom must con-
template multilingualism as an enrichment and avoid accommodation to other various
languages from the student’s, because the principle is the parity of opportunities for
expression and relation for all the languages and speakers, including the teacher.
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2. Language structures

At the last conference, at Helsinki University (1-3 September 2005) we presented a
paper? in which we described succinctly (in section 3) some aspects of the language
policy of the Universitat Oberta de Catalunya, and also (in section 4) the research
being done on multilingual tools at the University to cope, basically, with the de-
mand for Catalan translations of texts into Spanish by some students and for some
(in fact, many) courses.

We shall now outline in a little detail the wider range of technological tools and
projects that we have under way right now.

We will not look however look into our foreign language teaching, except to say
that we teach English (which is a compulsory subject in nearly all of our undergrad-
uate degree courses) to 4852 students, French to 642, Chinese to 444 and Japa-
nese to 49 students.

We have several institutional structures we should present first of all, before referring
to some of the technologically-related projects they have been leading or involved in.

(@) Pro-vicechancellor (Vice-rectora)

(b) Language service (Servei lingiiistic)

(0) Research group: Language Processing Group. LPG
(d) Chair in Multilingualism

—  Pro-vicechancellor (Vice-rector). The present governing board of our Uni-
versity has a post, at the Pro-vicechancellor level, responsible for multilin-
gualism. The pro-vicechancellor chairs an interdepartmental Language poli-
cy commission, which is striving to convert our strategic aims into specific
programmes with concrete objectives.

— Language service (Servei lingiiistic). The language service has played a
central role in the University since its inception. It supervises the quality
of texts, and is also responsible for translations. In doing so it has led, or
joined, research projects aimed at developing and using tools which can
help it in its work. We shall mention them in a moment.

— Research group: Language Processing Group. LPG. This research group
brings together linguists and information technologists to work in the field
of human language technology. Again, | shall say a little more about this.

— Chair in Multilingualism. The Linguamdén House of Languages3, based in
Barcelona, signed an agreement with our University in order to set up and
provide the basic funding for a Chair in Multilingualism, of which Isidor
MARI is the director and the author is the secretary general. We too are
supporting technological development.

2 Strubell, Miquel. Minority languages in Europe: The role of universities in creating a dynamic for the future (Abs-
tract: http://www.palmenia.helsinki.fi/congress/bilingual2oos/abstracts/Strubell.pdf).

3 http://www.linguamon.cat.
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3. Language tools
Our language tools have been developed for three main purposes:

— Managing large-scale multilingual texts, by obtaining these texts and by auto-
mating work procedures.

— Giving support to the teaching staff for assisting scientific production, by creat-
ing glossaries and providing automated and machine-assisted translation tools
for the classroom.

— Improving correction and revision tasks, by setting up translation memory
banks, setting up terminology databases and extracting terminology units.

Let us look briefly at a number of the tools we have developed in various research
projects in order to achieve these objectives. LINGUOC is an open source language
tools directory developed by several working groups at the Universitat Oberta de
Catalunya. The first two tools in the following list (Sali and LexTerm) are distributed
separately under a GNU/GPL license. Several tools have been developed in conjunc-
tion with other Catalan universities, despite our own initiative in the projects.

3.1. SALI, segment aligner

The main goal of the segment aligner is to obtain aligned documents that are ready
to be converted, in a translation memory or a corpus, from which speciality lexi-
con can be extracted with translation equivalents. Figure 1 shows an example of
this process:

Article 80. Articulo 80.
Competencies Competencias
1. Son competencies del 1. Son competencias del secretario
secretari general: general:
- Redactar i custodiar les actes - Redactar y custodiar las actas de

de les sessions del Claustre, del ||| las sesiones del Claustro, del
Consell de Govern, de I'Equip de ||| Consejo de Gobierno, del Equipo de
Governi de la Junta Consultiva, Gobierno y de la Junta Consultiva,
aixi com expedir certificacions de||| asi como expedir certificaciones de

llurs acords. sus acuerdos.

Fig. 1

3.2. Lexterm, Lexical Extractor for Terminology and Translation
The Lexterm program allows bilingual speciality lexicon lists to be created, from a paral-
lel corpus; they are useful for automated translation and machine-assisted translation.
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3.3. Libertra, open source machine-assisted translation system

Libertra is a machine-assisted translation platform (open source and free distribu-
tion) that helps to add value to the task of the human translator without having
to buy a commercial program. It also allows the incorporation of new functions,
like working with open formats or the creation of translation projects in
Catalan, adapted to the needs of the translator without having to depend on the
program owner.

3.4. Tool for the automatic building of glossaries

This tool allows glossaries of any thematic domain to be elaborated automatically
in Catalan with its equivalents in other languages. This tool also allows first-hand
information to be rapidly obtained on the state of terminology in Catalan, especial-
ly in thematic domains of recent appearance.

3.5. Tool for the automatic post-edition of automatic translations

This tool automatically corrects the most frequent errors found in a document
translated by the automated translation module. This tool allows a saving of
time in the manually supervising of the text that has been translated by the
translation module.

4. Research projects

These tools are largely the outcome of a number of research projects, and particu-
larly three: Interlingua, RESTAD and LingUOC.

4.1. Interlingua
This is for the development, evaluation, testing and application of techniques for
non-supervised machine translation and the treatment of textual information. There
was a perceived need for a tool which would enable the student to use his/her
own language independently of the receiver, in mixed Catalan-Spanish virtual en-
vironments. As a consequence, Catalan would no longer continue to be replaced
by Spanish as the instrumental language in linguistically-mixed groups of students.
The project had three main objectives:
e Implementing a prototype environment for non-supervised machine transla-
tion for the Catalan/Castilian language-pair in a U.0.C. virtual campus space.
e Developing strategies to improve the result of machine translation in these
environments.

e (arrying out studies in the areas of linguistics and the computational lin-
guistics that lead to improvements in machine translation systems and oth-
er language processing systems.

4 http://www.uoc.edu/serveilinguistic/home/interlingua/interlingua.html.
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The tool had to overcome the impossibility of human intervention in the process,
given that email communication admits no delay for human formatting, pre- or
post-editting. The basic tool chosen was Sail-Labs Incyta.

Figure 2 shows an outline of the process:

Term & GFNSV
Exfract &

Feeding

Postedition
Module

Fig. 2

The outcome is a package capable of detecting the language of an email message,
which automatically detects and corrects a large number of frequent errors, abbre-
viations, non-standard terms, typing mistakes and other features of email language,
and which during the pilot phase managed to correctly process 94:6% of the cor-
pus of messages (1240 sentences in 130 emails sent in each linguistic direction)
used to evaluate the Project.

4.2. RESTADs

This provides resources to support automated translation applied to teaching. Four
Catalan universities participate in this project.® The project consists of the devel-
opment of resources that facilitate and improve the machine automated transla-
tion into Catalan of educational documents, since many educational materials are
in Spanish or English. Work is expected to concentrate on the documentation that
the teaching staff put at the disposal of students in the virtual campus (both face-
to-face teaching and virtual subjects), and also academic and administrative docu-

5 http://www.uoc.edu/serveilinguistic/home/restad/restad.html.
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ments, which more and more have to be available in two or three languages. The
whole process can be summarised in two figures (3 and 4):

documerts per & alngar

traduccid assstida
traduccid auomatitzaga

IRng exiracci de
de terminokigia

tradue e

Iravduccit assestda
traduccit awlomatitzada
postedicid de documents

Fig. 3

docurnerts per 3 sirea

Corpus
| alineat ertraccio de
L terrminoinc a

) e o' eqivale nis
e

racuceis

TAD (B BeTarm,
Flesk | Frog

lliztat
Transistor terminolagic
(Taembaze) [ bilingis _

SRR

Transfarmacia

memoria de Base ce & base ce
Bt R 1 danes
traduccio erminolégics EEnninoldpes

Irroducced de Tranafonmacid
ertrares al aentrades
I e &l M leigues per al
HEtarmna e Ta sisteme de T,
(LEss nop)
E!FIEI:I=| N ] Te Temel 6 ko
S8g0re T Iniestarel Motcr TA0: Traduceis assstsd
caomini o0 Servicloe, Cat-Esl ediveadn
temnans Esta Fero
“"—\—._,—:-'

Fig. 4
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With the support of the Linguamdn-UOC Chair in Multilingualism, a research team
led by Salavdor Climent and Antoni Oliver is building a Moodle-based virtual space
for multilingual communication (in Catalan, Spanish, English and French) using au-
tomatic machine translation tools. These have to (i) identify in which of the four
languages the message is written; (i) include lists of all possible words in the four
languages; (iii) include lists of ad hoc words with their correct paired form, which
will be treated outside the rules of the system; and (iv) lists of frequent errors,
with their corrected forms, which will be chosen by the system provided all factors
are equal. All this builds on the work already done for the Catalan language, and
has been coupled to the Apertium machine translating software program in order
to try it out in a pilot project using just Catalan and Spanish... and real postgrad-
uate students.

References

Almirall, M., Climent, S., Mingueza, P., Moré, ., Oliver, A., Salvatierra, M., Sanchez, 1., Taulé, M. & Vallmanya, L.
2003. Machine Translation at the UOC Virtual Campus. Evaluation, Problems, Solutions and Prototype
Implementation. INTERLINGUA WP 1.2. http://cv.uoc.es/~grco_oo1091_web/files/interlingua-wp1-2.doc.

Climent, S., Moré, J. & Oliver, A. 2002. Building an environment for unsupervised automatic email translation.
EAMT-CLAW 2003. http://cv.uoc.es/~grco_oo1091_web/files/Climent-EAMT-CLAW-vfinal-format.pdf.

Climent, S., Moré, ). & Oliver, A. 2002. Customizing an MT System for Unsupervised Automatic Email Translation.
INTERLINGUA WP 1.1. http://cv.uoc.es/~grco_001091_web/files/CUSTOMIZING_AN_MT_SYSTEM_FOR_
UNSUPERVISED_AUTOMATIC_EMAIL_TRANSLATION.pdf.

Climent, S., Moré, J., Oliver, A., Salvatierra, M., Sanchez, I., Taulé, M. & Vallmanya, L. 2003. Bilingual Newsgroups
in Catalonia: A Challenge for Machine Translation. Journal of Computer-Mediated Communication, Vol.
9, No. 1. November 2003. http://jcmc.indiana.edu/volg/issuei/climent.html.

Servei Lingiiistic de la UOC. 2003. Guia de l'usuari. http://cv.uoc.es/~grco_oo1091_web/files/Guia_usuari.doc.

Servei Lingiistic de la UOC. 2006. El projecte RESTAD. Eines per al buidatge automatitzat de corpus textuals.
XV Trobada de Serveis Lingiiistics Universitaris. Barcelona, June 1-2, 2006. http://www.uoc.edu/
serveilinguistic’/home/restad/restad_web.ppt.

Strubell, M. 2005. Minority languages in Europe: The role of universities in creating a dynamic for the
future. Paper presented at the Conference “Bi- and Multilingual Universities — Challenges and future
prospects”, Helsinki University, 1-3 September 2005. Abstract: http://www.palmenia.helsinki.fi/congress/
bilingual2005/abstracts/Strubell.pdf.

121






ENGLISH AS A MEDIUM OF INSTRUCTION IN FLANDERS:

MULTILINGUAL REALITY VS. PROTECTIONIST PoLicy
FRANK VAN SPLUNDER — LANCASTER UNIVERSITY

Belgium lies at the crossroads of several major European languages and cultures. Although
officially trilingual (Dutch, French, German), the country consists of regions with a specific
linguistic identity. In Flanders, the Dutch-speaking part of Belgium, multilingualism is almost part
of daily life. This is also reflected in higher education, where students are actively exposed to
several languages (Blommaert 2006). This is much less the case in the French-speaking part of
the country, where foreign language learning remains rather problematic (Ginsburgh and Weber
2006).

In spite of this multilingual reality, Flanders officially adheres to a monoglot ideology (Silverstein
1996) which explicitly states that Dutch is the language of education, thus restricting the use
of other languages of instruction. In the past, this protectionist model (Brink 2004) served to
safeguard Dutch against French. Although Dutch is in fact the majority language in Belgium, in
terms of power it used to be a minority language (to the extent that, for instance, French was the
only language used in higher education until the 1930s). Today, English may be perceived as the
increasingly dominant language.

In this paper, | want to show how Flemish universities try to accommodate to restrictive language
laws concerning the language of instruction against a background of an obvious demand for more
instruction in English. As a case study, | will refer to the University of Antwerp’s recent Code
of Conduct Regarding the Language of Instruction, which was drafted to be in line with legal
requirements set up by the Flemish government. The policy statement clearly reflects a complex
linguistic reality in an academic context. It tries to compromise between ‘protecting’ the native
language and providing for English as an academic lingua franca in a multicultural context.

Key words: medium of instruction, language policy, language ideology, multilingualism,
protectionism

1. Introduction

Language is a sensitive issue in Belgium. Although a trilingual country (Dutch,
French, German), the two main regions —Flanders and Wallonia- are officially uni-
lingual due to the linguistic territoriality principle (i.e. the principle that languages
should be territorially accommodated). This “territorial language-apartheid” (Brink
2004) also applies to the educational system, in which the language of education
is Dutch in the Dutch language area, French in the French language area and Ger-
man in the German language area (1963 law concerning language regulation in ed-
ucation, art. 4). At the same time, one may perceive certain urban areas such as
Brussels to become increasingly multilingual as a result of which English -rather
than the official languages- is used as a lingua franca (see e.g. O’Donnell & Toe-

bosch 2008).

1 The language spoken and written in Flanders is officially called Dutch, not Flemish (for more information, see

http://taalunieversum.org/en/).
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This linguistic complexity has its roots in history. Belgium was constructed in 1830
as a French-speaking state, even though French was a minority language. Yet it was
the language of a powerful minority and its status reflected the economic and cul-
tural power of French at that time. Until the 1870s, French was the only official lan-
guage and French was a prerequisite for upward social mobility. Dutch was rec-
ognised as the language of higher education in Flanders as late as 1930 (viz. the
Dutchification of the University of Ghent). As a consequence, Nelde (1995: 81) re-
ferred to Belgian speakers of Dutch as Europe’s only oppressed majority.

Over the last decades Belgium has evolved into a federal state with a large degree
of autonomy for the regions (e.g. in linguistic and hence also educational matters).
Especially in Flanders, the Dutch-speaking region of the country, language is often
regarded as a marker of one’s identity, and therefore ‘language’ and ‘people’ are
often equated in popular discourse (as in “the language is the people”, see e.g.
Witte & Van Velthoven 1999: 21, Howell 2006: 147). This view is obviously relat-
ed to the language struggle, i.e. the long struggle for recognition of Dutch in Bel-
gium. In spite of the fact that foreign languages are very much part of everyday re-
ality in Flanders, dominant languages such as French or English may be seen as a
threat and Dutch may be felt to be in need of some kind of protection. Thus it is
not a surprise that the use of English as a language of instruction may be ques-
tioned, even though English is a very popular language in Flanders (and definitely
far more popular than French)2.

In today’s Flemish higher education, students are actively exposed to several lan-
guages (Blommaert 2006). This is much less the case in the French-speaking part
of the country, where foreign language learning remains rather problematic (Gins-
burgh & Weber 2006). In spite of this multilingual reality, Flanders officially ad-
heres to a monoglot ideology (Silverstein 1996) which explicitly states that Dutch
is the language of education, thus restricting the use of other languages of instruc-
tion. In the past, this protectionist model (Brink 2004) served to safeguard Dutch
against French. Today, however, it is used to restrict the use of English in higher
education.

Whereas the Flemish government seeks to restrict English-medium instruction be-
cause of ideological objections, Flemish universities feel the pragmatic need for
more instruction in English if they want to compete in today’s globalizing market
of higher education (Coleman 2006). My case study refers to the University of Ant-
werp’s Code of Conduct Regarding the Language of Instruction, which complies
with the legal requirements set up by the Flemish government. The document tries
to ‘protect’ the native language, as required by the government, and at the same
time it tries to provide for English as an additional language of instruction.

My analysis is based on a discourse-historical approach (Wodak 2001). | aim to
find out how linguistic identities and attitudes towards languages are discursively
constructed. | focus on self- and other representation, which will be discussed by

2 Also in the French-speaking part of the country, English is the most popular foreign language and attitudes towards
Dutch tend to be rather negative (e.g. Mettewie & Janssens 2007).
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means of the topos of ‘threat’. My approach takes into account the text as well as
the context (i.e. intertextual and extralinguistic variables). | take the view that the
current English language debate in Flanders reflects deep-seated attitudes regard-
ing one’s own language and identity. As this research is part of an ongoing and wid-
er project, only preliminary results can be presented.

2. Language Policy

2.1. Flemish legislation
Flemish legislation concerning the use of (foreign) languages in higher education is
quite restrictive. The 2003 law says, inter alia (art. 9o and 91):

1. Dutch is the administrative language of Flanders (art. 9o) and the lan-
guage of instruction (art. 91.1) at all Flemish polytechnics (hogescholen)
and universities

2. Another language can be used in exceptional cases, such as (art. 91.1)
a. Teaching foreign languages
b. Teaching by foreign guest lecturers
c. Teaching done at another university (e.g. exchange programmes)

3. For Bachelor’s teaching the use of languages other than Dutch is restricted
to at most 10% of the teaching programmes (art. 91.1)

4. For teaching foreign students, programmes may be offered entirely in an-
other language provided that an equivalent programme is offered in Dutch
(art. 91.2)

5. The university/polytechnic must draw up a code of conduct concerning its
language use and it must report annually to the Flemish Government (art.
91.6)
Moreover, the use of another language should have an “added value for the stu-
dent” (Dutch: meerwaarde voor de studenten) as well as for the “functionality
of the programme” (functionaliteit voor de opleiding). This should be apparent
from an “explicitly motivated decision” (expliciet gemotiveerde beslissing). Stu-
dents have the right to take exams in Dutch, even when the course itself was not
taught in Dutch. Art. 91 also states that the lecturer should “adequately master” (op
adequate wijze) the (foreign) language of instruction. Although the law refers to “a
foreign language” (vreemde taal), “another language” (andere taal), and “languag-
es other than Dutch” (andere taal dan het Nederlands) it may be obvious that, in
practice, one may read English instead. In spite of its restrictive character, the law
leaves some room for interpretation as well (e.g. how does one count 10%, how
equivalent does an “equivalent programme” — equivalente opleiding-- have to be,
what exactly does “adequately master a language” mean?)

Although the Flemish Government stresses the importance of Dutch as the academ-
ic language of Flanders, everyday reality reveals a different picture. An increasing
amount of course materials is not in Dutch (in fact most of it may be in English) and
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so is the research output. As far as teaching is concerned, an increasing amount of
courses is taught in English rather than in Dutch.

Although English is by far and large the main ‘foreign’ language, French and German
remain relatively important too. According to Blommaert (2006: 243), Flemish stu-
dents are subjected to a “multilingual complex of communicative practices”, even
though they may have the feeling that they study in Dutch.

The current legislation is increasingly being questioned. Voices are raised to relax
or even abolish the restrictions regarding the use of English. According to Soete
(2007: 48), the current law may reduce the “international appeal” of Flanders and
it may be detrimental for research and innovation. This entirely pragmatic attitude
sharply contrasts with the ontological approach (i.e. language as a marker of iden-
tity) which is firmly ingrained in Flemish political discourse.

2.2. University policy

As already stated, Flemish universities are required by law to draw up a code of
conduct regarding their language(s) of instruction. Apart from reflecting the current
legislation, these texts also negotiate a compromise between the official language
of instruction (Dutch) and the academic lingua franca (English). In what follows, |
will focus on the Code of Conduct Regarding the Language of Instruction at the
University of Antwerp (2006-2007). This text may be seen as typical of the language
policy documents drawn up by Flemish universities.

The Antwerp code of conduct is based on a number of fundamental principles, as
stated in the preamble. First and foremost it stresses the importance of a good
command of Dutch as an academic-scientific language. Echoing art 9o and 91 men-
tioned earlier, the preamble states that Dutch is the administrative language of
Flanders as well as the language of instruction at all Flemish universities. Hence the
university is committed to “promoting the Dutch language and culture” and it en-
sures that “all Dutch-speaking students could enjoy an academic training in their
native language and graduate as competent speakers of the standard language”.
On the other hand, the text also stresses the importance of an academic lingua
franca and therefore the university wishes to maximally exploit the exceptions to
the rule that Dutch is the language of instruction. Education in a “foreign language”
is seen as an important aspect of “internationalization at home” and it offers op-
portunities to “encounter diversity and variety”. Last but not least, the university
also guarantees the quality of the language of instruction.

The document makes interesting reading. First of all, it reveals a certain ambigui-
ty between ‘promoting Dutch’ and introducing English as a language of instruction.
Interestingly, the first versions of the text referred to the defence of Dutch (i.e the
language as well as the culture). This word was actually replaced by promote as
it sounds more positive and less loaded than defend (own observation). It is also
worthwhile noting that the later versions of the text avoid using the word English
altogether as it is replaced by generic references such as ‘other languages’.
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In fact, the attitude towards English is ambiguous as well. On the one hand, Eng-
lish may be seen as a threat against which Dutch has to be defended. On the other
hand, English may be inevitable in a globalizing academic context. As a results, the
‘internationalization’ of higher education is equated with Englishization (or, perhaps
more appropriate, Americanization) and the main purpose of ‘student mobility’ may
be to attract foreign students, as stated explicitly in the preamble (i.e. “to enhance
the appeal of its training programmes to foreign students”). As stated in the text,
students may be offered an opportunity to encounter cultural and linguistic diversi-
ty, but most probably these encounters will take place through English.

The text also reveals some ambiguity as to the use of Dutch in Flanders. It assumes
that standard Dutch is the native language of all Flemish students and that they
will graduate as “competent speakers of the standard language”. It may be obvious
that this is not the case and in fact it is not clear what exactly is meant by ‘standard
language’. For many Flemish students (and lecturers) the primary level of linguis-
tic identification is their local dialect or some kind of intermediate language3 rath-
er than standard Dutch, which they do not always master (e.g. Cooper 1989: 141).
Moreover, many Flemish people ‘reject’ the variety of standard Dutch spoken in the
Netherlands (Deprez 1989: 4) and they prefer a more ‘Flemish’ variety of Dutch (Van
de Velde and Houtermans 1999: 149), even though this variety is not ‘officialized’.
Last but not least, there is an increasing number of students whose home language
is not Dutch at all but rather one of the immigrant languages (e.g. Turkish)4. It is
also quite striking that the text establishes strong links between language and cul-
ture (e.g. “promoting the Dutch language and culture”), thus expressing an ontolog-
ical rather than a pragmatic view on language use in higher education.

According to the document, the university guarantees the quality of the language of
instruction. Yet, it remains quite vague as to how this should be achieved. Lecturers
do not have to prove their command of English before they start teaching in Eng-
lish, yet the faculty may recommend or demand them to take a proficiency course,
that is, after it transpires their “mastery of the foreign language is inadequate” (art.
16.2). Moreover, it is not clear what exactly is meant by “adequate mastery of the
language of instruction”. The document also explicitly states that non-native speak-
ers of Dutch who are appointed as a staff member should “make the necessary ef-
fort to acquire adequate mastery of Dutch” (art. 16.1).

Although the code of conduct has obviously been elaborated to fulfil governmental
requirements, it clearly also reflects attitudes and beliefs held by the members of
the workgroup who drafted the document. Whereas some members expressed prag-
matic (i.e. ‘pro-English’) attitudes, others took a more ontological (i.e. ‘pro-Dutch’)
stance (own observation).

3 This ‘intermediate language’ between standard Dutch and dialect is the variety which is commonly used in soaps
on Flemish television (see Vandekerckhove, De Houwer & Remael 2007).

4 At present about 10% of the student population at Antwerp university is of migrant origin. In Antwerp-City, 65 % of
all pupils in primary education do not speak Dutch at home (De Standaard, 13 February 2007). One may assume
this will affect the linguistic make up of Higher Education in the near future.
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2.3 Current practices

This section will be illustrated by means of the Faculty of Political and Social Scienc-
es, the third largest faculty of the University of Antwerp. The faculty’s explicit aim is
to internationalize its curriculum and to attract more foreign students (Bursens and
Dhoest 2006). Although Dutch is recognized as the main language of instruction, it
is also regarded as a serious drawback (i.e. it is literally called a “stumbling block”,
struikelblok, ibid.). Therefore, the faculty decided to provide a number of courses
taught in English “to accommodate international students” (http://www.ua.ac.be/
main.aspx?c=*PSW&n=49060) from 2007-2008 onwards. Although not stated ex-
plicitly, the faculty seems to be willing to maximize the use of English, taking into
account severe legal restrictions mentioned earlier.

At present (2008-2009) about 10% of the curriculum at bachelor-level is in English.
In the first year (political science, sociology, communication studies), all courses are
in Dutch (i.e. about 9 or 10 subjects); in the second year one or two courses are
in English, and students have to take language courses (i.e. academic English and
French) as part of their curriculum; in the third year one or two courses are in Eng-
lish as well. At master-level, the picture is less clear but in general one may say that
English-medium instruction accounts for about 10-30% of all subjects.

At present, the number of ‘international’ students is quite low so that, in some
cases, English serves as the lingua franca between a Dutch-speaking lecturer and
Dutch-speaking students (own observation). The number of students from abroad is
likely to increase as the faculty managed to attract new partner universities, proba-
bly because of its internationalization policy and English-medium programme (per-
sonal communication).

In general, students’ and lecturers’ attitudes towards English-medium instruction
are positive (own observation). As required by law, students may sit their exams
either in English or in Dutch (i.e. when the course was taught in English). Interest-
ingly, students do not necessarily prefer Dutch as they may find it easier to sit an
exam in English when the course was taught in English and most of the course ma-
terial was in English as well (own observation).

3. Conclusion

In spite of the multilingual reality, Flanders adheres to a monoglot ideology (Sil-
verstein 1996). This ideology assumes that monolingualism is a fact rather than an
ideological perception. As Blommaert (2006: 244) pointed out, a monoglot ideology
rests on associations between people (ethnolinguistically defined), language (i.e. a
standard or ‘pure’ form) and a particular territory. Following this ideology, Flanders
asserts itself as an exclusively Dutch-speaking region. Close links are established
between the Flemish people, their territory (Flanders) and their language (Dutch).
Dutch is commonly referred to as “the language of our community” (i.e. the Flem-
ish Community, a territorial as well as ethnolinguistic entity). This rhetoric may be
observed in Flemish higher education as well.
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The Antwerp code of conduct actually constructs standard Dutch as its language
of instruction. The ‘native’ language is framed in terms of threat and measures are
being taken to defend, guarantee, protect and promote Dutch. The topos of threat
is more salient in the earlier versions of the text than in the final version, which
tries to strike a more ‘neutral’ tone. The most striking feature concerning English is
that there are no explicit references to the language at all (i.e. in the final version).
English is referred to as “another language” (i.e. other than Dutch), “a foreign lan-
guage” or “an international language”. The topos of threat is salient in that it is
deemed necessary to restrict the use of English. English is seen as an exception
and its use has to explicitly motivated.

The document tries to compromise between legal requirements to restrict the use
of English as a language of instruction and market-driven demands for more in-
struction in English. The text also reveals the perceived need to protect one’s own
language and identity as well as the perceived need to provide for (more) English.
This may result in an uneasy compromise: on the one hand, Dutch should be pro-
moted, but on the other hand English should be maximally exploited as well. Apart
from protecting the native language and introducing a foreign language of instruc-
tion, the document tries to preserve linguistic diversity as well. It may be obvious
that the dominance of English may be at the expense of all other academic languag-
es. This may be observed in Flemish higher education, where French and German,
in spite of the fact that they are official languages in Belgium, are about to become
‘foreign’ (that is, unfamiliar) languages in Flanders.
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OBSTACLES OF IMPLEMENTING MULTILINGUAL LANGUAGE
PoLicY AT THE SAPIENTIA UNIVERSITY, TRANSYLVANIA

(ROMANIA)
ZSUZSANNA EVA Kiss — UNIVERSITY OF SZEGED

This paper analyzes the implementation of multilingual education policy at the Sapientia University,
Romania. The primary objective of my paper is to outline the changes that took place in the language
policy of the university and to illustrate how the institution responded to the linguistic challenges
in order to accommodate to the specific educational needs of the Hungarian speaking student
population in Romania. As a second objective, | intend to highlight the importance of the founding
of the Hungarian private education system in Romania with Hungarian as the major medium of
instruction. To do these, | highlight three major periods from the history of the university, namely,
the period of foundation and the first year of functioning, when monolingual language policy was
implemented; the period of succeeding changes in the language policy of the institution while being
transformed from a monolingual to a multilingual university, and finally the present state language
policy of the institution. Since the university was established in 2001, the language policy processes
that my paper discusses took place in the past six years. Data collection included conducting semi-
structured interviews with students, members of the professional staff and administrative personnel.
Based on my findings | assess that although attempts were made to incorporate Romanian and
English as additional languages of training so as to ensure access to the official language of the
state and to a language of global communication on the European labor market, the language
planning efforts of the university are first of all aimed at promoting and preserving literacy in the
first language so as to assure the mother-tongue maintenance of the Hungarian minority.

Keywords: language policy, minority higher education, multilingualism, linguistic challenges

1. Introduction

Within research related to societal multilingualism, a considerable number of studies
have been devoted to territorial aspects of the presence of more than one language,
mostly in studies on minority languages, language planning and language policy. In
Romania there are several communities where different ethnicities co-live, including
Romanians, Hungarians, Germans, Serbs, Turks, Ukrainians and other ethnic groups,
too (Fenyvesi 2005; Romanian National Census 2002). Due to the linguistic and cul-
tural diversity of society, it has not been self-evident that the question of language as
a medium of instruction in higher education would be understood in the same way
by the different minority groups and the Romanian majority. According to Horvath &
Scacco (2001: 243-244), since the central government in Romania did not recognize
the cultural, political and demographic differences that exist among the various mi-
nority groups both in policy and practice when trying to lump together the problemat-
ic questions posed by them, representatives of the above mentioned ethnic commu-
nities have developed divergent social, cultural, political and educational strategies to
preserve minority rights and ethnic identity in the post communist period.
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In the present paper | seek to show how the Hungarian minority in Transylvania re-
sponded to the linguistic needs of the Hungarian minority population after the fall
of the communist regime through establishing a private mother tongue medium
higher education institution. I limit my investigation to the history of the implemen-
tation process of multilingual language policy at the two departments of Sapientia
University in Miercurea Ciuc/Csikszereda (Transylvania, Romania), a Hungarian me-
dium minority university where, however, it became urgent to introduce, in addition
to Hungarian as the main medium of education, a second and a third language as
mediums of education, namely Romanian and English.

2. Hungarians in Transylvania: Sociohistorical Background and Minor-
ity Higher Education in Romania

2. 1. Sociohistorical Background

In this section of my paper | first give a brief overview on how the Hungarian speak-
ing population became a minority in Romania. Then | address the issue of minori-
ty higher education in Romania today.

Before the Trianon Treaty came into effect in 1920 after the end of World War I,
Transylvania was part of Hungary and was inhabited partly by Hungarians. In 1920,
the Trianon Peace Treaty brought about severe changes in the geographical and eth-
nic make-up of Hungary and the neighboring countries. One of the changes was the
cession of Transylvania to Romania. Thus, Hungarians living in Transylvania became
a minority in Romania (see figure 1).

According to the 2002 census 1,431,807 Hungarians (approximately 35-37% of the
total Hungarian population in Romania) live in what is today known as Transylva-
nia including three major counties: Hargita/Harghita, Kovaszna/Covasna and Maros/
Mures, where they make up about 20% of the population (see figures 2 and 3).
Hungarians in Romania have legal recognition (Péntek-Ben6 2005; Romanian Na-
tional Census 2002).

HUMGARY BEFOST AMD AFTER THE TREATY OF TRAAMOH, [THE PASTS FIAZE TREATY, BN

Fig. 1 — Hungary before and after the Treaty of Trianon (1920)
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Fig. 2 — Hungarians in Romania (GOHMA 2006:13).

Legend: pink shows Hungarians in majority, above 50%; orange Hungarians in minority, below
50%.
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Fig. 3 — Hungarians in Transylvania (GOHMA 2006:13).
Legend: 100 ‘ezer Magyar’ - 100 thousand Hungarians, 50 ‘ezer Magyar’ - 50 thousand Hungarians,
10 ‘ezer Magyar’ - 10 thousand Hungarians, ‘5-10" ezer Magyar - 5 to 10 thousand Hungarians.
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2.2. Minority Higher Education in Romania

During the Communist Regime Hungarian medium higher education in Romania was
almost entirely suppressed. Before the Communist Regime, there were several uni-
versities with Hungarian as medium of education (Péntek 1999). As one result of the
lack of education institutions in the language of the Hungarian minority, the Hun-
garian speaking population in Romania experienced proportional under-education.
After the 1989 revolution, when Ceausescu’s dictatorial communist party fell, legal
basis was provided for minority education both in the constitution and in the edu-
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cational law, and the number of elementary schools, high schools, colleges and uni-
versities teaching in Hungarian significantly increased (Ben& and Szilagyi 2005: 139).
Under these circumstances one of the main goals of the Hungarian minority in Tran-
sylvania was to establish an independent state university with instruction in Hun-
garian. However, as regards higher education, Romania does not support entirely
Hungarian medium state higher education. Kettley (2003: 257) claims that in Ro-
mania the solution to the problem of minority higher education is the result of a
compromise between Hungarians and Romanians who attempted to resolve this is-
sue by separating state and private education: “the law acknowledges the right of
persons belonging to national minorities to establish and manage their own private
universities (Article 32, [5] Rights to education)”. For more information on the legal
status of Hungarian medium education in Romania, see Péntek and Ben§ (2005)
and Fenyvesi (2005).

Although Hungarian medium higher education has been introduced as secondary
line of education at several state universities (see the web pages of Babes-Bolyai
University) establishing an independent Hungarian state university has never been
done due to the lack of support and permission of the Romanian state. Even to-
day higher education institutions in Romania use Romanian as their medium of in-
struction, with the exception of Babes-Bolyai University in Cluj Napoca/Kolozsvar,
and the University of Medicine and Pharmacy in Targu Mures/Marosvasarhely, which
both have Hungarian sections of studies, too.

Due to the failure of re-establishing Hungarian state universities as autonomous in-
stitutions with Hungarian as the main medium of instruction, on the one hand, and
as response to the linguistic needs of the Hungarian ethnic minority population, on
the other hand, in April, 2000, the Board of Trustees of the Sapientia Foundation
(founded by the four historical Hungarian churches in Transylvania, in March, 2000)
signed an agreement of cooperation of financing with the Government Office for
Hungarian Minorities Abroad of the Hungarian Government for the foundation of an
independent Hungarian medium university in Transylvania. The Sapientia University
is a Hungarian medium higher education institution founded in 2001, where instruc-
tion was planned to be given in three languages including Hungarian, as the main
medium of instruction, as well as Romanian and English as secondary mediums of
instruction. However, due to several reasons which | intend to discuss further on in
my paper, today only Hungarian and Romanian are used as mediums of instruction,
to different degrees. Today there are two faculties in Miercurea Ciuc, the Faculty of
Business and Humanities and the Faculty of Technical Social Sciences, one faculty
in Targu Mures (The Faculty of Technical and Human Sciences), and one faculty in
Cluj Napoca, the Faculty of Sciences and Arts.

3. Methodology

In order to gain insight into the chronology of language policy decisions at the uni-
versity and the insider faculty’s (professors’, instructors’, administrative personnel’s’
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and students’) views and evaluation of them, | have conducted interviews with such
persons. Data collection took place at Sapientia University, Miercurea Ciuc/Csiksz-
ereda in May, 2007. The digitally recorded semi-structured interviews were conduct-
ed in Hungarian and are between thirty and sixty minutes long. | asked interview
participants to deliver their opinions regarding the following issues: (a) the lan-
guage policy of the university; and (b) the multilingual character of the university.

To collect data | conducted an ethnographic study the aim of which would be to as-
sess the language policy view of the present employees of the institution by repre-
senting an insider, emic, viewpoint. More to the point, | wished to explore the way
the faculty and the staff of the institution shape language policy of the university
on the micro-level of courses and seminars by using several languages for explain-
ing academic content in class.

Examining the educational and language policy documents of the university and
excluding field research would have been rather simplistic in case of my research.
| support my argument by Canagarajah’s assumption, who, on the basis of Moore
(1996) claims, on the one hand, that “policy documents are ideological discourses
since they make the reality conform to them rather then base themselves on reali-
ty” and, on the other hand, assumes that “subsequent acts of policy are not neces-
sary closer approximations of reality but reflect the changing ideological priorities
of the status quo” (Canagarajah 2006: 155). Consequently, for the simple reason of
wishing to avoid limited representation of the contexts under study, as a result of
representing only the ideological side of an implemented language policy, | consid-
ered it vital to conduct an ethnographic research in order to gain a well-contextual-
ized, emic orientation to language practices (Canagarajah 2006: 155). By this, | have
tried to reveal the institution’s own point of view about how the language matters
and language policy of the institution shape the future of the graduates and em-
ployees of the university and of the university as a minority higher education con-
text (Canagarajah 2006: 154). Ethnography, as defined by Canagarajah (2006: 159),
is contextualized and holistic in approach. On the basis of the method of ethnog-
raphy, it was my aim to assess the way people in this particular settings come to
understand their day-to-day educational problems from the point of view of bilin-
gualism and bilingual language policy. That is, in the present paper | attempt to
represent the insider emic viewpoint (Miles & Huberman 1994: 6-7). As such, | use
direct transcribed excerpts from the interviews recorded. For the simple reason that
interviews should be understood not as giving “true” descriptions of what the in-
formants think or feel in certain situations/circumstances but, rather, as providing
researchers with evidence about what informants think “is intelligible or plausible
to say in a given discourse community and how members of that community use
shared resources to construct a position in an interview” (Block 2000: 762), it is
not my aim to represent the “only true” point of view in my paper.

Using ethnography as my main research method has several advantages. Firstly,
ethnography helped me differentiate the stages of language planning that my in-
terviewees referred to. When interviewees referred back to the period previous to
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the language planning process, this provided information on how effective poli-
cies were formulated like for example the attitudes and ideologies about moth-
er tongue, state language and foreign languages; the aspirations and needs of
the members of the community; and the significance of language for the commu-
nity. When interviewees characterized language planning as a process, this helped
me assess how different employees within the institutions functioned as actors in
promoting the policy (Canagarajah 2006: 157-158). When talking about the period
next to the language planning process my interviewees examined the consequenc-
es of implemented language policies for the community in focus, “the consisten-
cy with which it is implemented in diverse localities and the unexpected problems
a policy” created (Canagarajah 2006: 157-158). As such, | could assess how my in-
terviewees understood the effectiveness of policies by showing their local realiza-
tions. That is, including the ethnographic method (as my main analytic method of
the data gained through semi-structured interviews) to complete the analysis of the
official language policy documents allows me to analyze my data in the integrated
cycle of language policy and gives me insight into diverse stages and component
elements of the state language teaching methodology including the top-bottom im-
plementation of the language policy, the implementation process itself and the re-
sults of implementation. (Canagarajah 2006: 158-159).

| have analyzed my data by applying the method of content analysis. | transcribed
the voice samples of the 12 interviews word by word. To break down the amount
of text | received, | have coded it into manageable categories with sentences and
paragraphs as major units of analysis on the basis of their topics or key themes
like, for example, linguistic competence, the implementation of a language policy,
and the outcomes of the implementation of a particular language policy. After se-
lective reduction of the text to categories (codes/ micro concepts) | have focused
on matching them with one or more of the language policy periods my interviewees
referred to. Having done this, | have analyzed the relationship between the factors
(challenges and opportunities) mentioned as having had influence on the language
policy of the institution in several periods of its policy design and implementation.
Finally, | have written a history of the language policy of the institution.

4. Discussion

| intend to outline the amendments that took place in the language policy of the
university by identifying and describing the factors that provoked the need of
change from monolingual to multilingual language policy between 2001, the year
of its foundation, and the academic year 2006/2007. | organize my historiography
around three major periods that characterize the history of the university. Namely, |
start by discussing the period of foundation and the first year of functioning when
monolingual language policy was implemented in the minority university. | then
turn to discussing the factors that acted as forcing powers in changing the language
policy of the institution from monolingual to multilingual. Thirdly, I list the obsta-
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cles that challenged proper implementation of multilingual language policy. After-
wards, | outline the present language policy of the institution including Hungarian-
Romanian bilingual language policy and terminology provision in English. Finally, |
name some of the recommendations for future development.

4.1. Monolingual Language Policy

Multilingual education in Transylvania faces a double challenge. On the one hand,
it needs to provide quality mother tongue education for the Hungarian minority. On
the other hand, it needs to create the possibility for the Hungarian minority to de-
velop their linguistic proficiency in a second language, Romanian, which is the of-
ficial language of the state and at least one additional foreign language, English,
French or German. Due to this double challenge, since 2001 the language policy of
the university has been in continuous process of reformation that has been both
praised and criticized. Since in Romania there was no state funded Hungarian me-
dium university reorganized after the collapse of the Communist Regime, Sapientia,
as the only private Hungarian higher education institution in Romania, aimed to be-
come a higher education institution which would stand, firstly and most important-
ly, for the maintenance of Hungarian mother tongue medium instruction. As such, it
was decided that the main medium of instruction would be Hungarian. According-
ly, dominant Hungarian medium language policy was implemented to secure equal
opportunities for higher education for the Hungarian minority.

In order to assess the extent to which the mother tongue of the Hungarian minor-
ity (Hungarian) was used as medium of instruction and what the justification for
Hungarian medium instruction was | asked my informants to express their opinion
about the importance of founding a minority university in Transylvania. Informants
claimed that since Sapientia University was founded in order to offer Hungarian me-
dium professional training, the first and most important responsibility of this insti-
tution is to promote minority higher education in the mother tongue of the Hun-
garian minority, that is, in Hungarian in order to foster the minority language, to
strengthen Transylvania Hungarians’ cultural identity and to affirm the rights of the
Hungarian ethnic minority group in Romania. In my view, for Hungarians in Transyl-
vania it is an identity strengthening factor that they have the possibility to com-
plete their higher education studies with the medium of their mother tongue, too,
within a Hungarian institution. The following excerpt (nr. 1) illustrates the impor-
tance of having well trained intellectuals for a minority population to preserve its
ethnic identity:

1. ‘This is a minority population and it is a fact that if a certain population has the necessary layer of in-
tellectuals, it will assimilate with much harder difficulty.’
(Translation from interview 6, Dean)

Another justification for mother tongue medium education, according to my inform-
ants, as pointed out in excerpts nr. 2 and nr. 3, is that acquiring knowledge and
learning how to think abstractly is only possible in the mother tongue. As it is in-
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dicated in the excerpts below, it is one of the main missions of the university to
ensure mother tongue medium education for the Hungarian minority population in
Romania.

2. ‘One of the missions of the university is to develop learning through the mother tongue of Hungari-
ans since learning to think about abstract things is only possible and successful in the mother tongue.
This is a vital issue that the basic knowledge in several fields should be acquired in the mother tongue
and then one can learn communicating this knowledge in other languages, too.’

(Translation from interview 6, Dean)

3. ‘We said that they will be learning in Hungarian because it is in Hungarian that they can acquire con-
tent knowledge in the necessary fields.’
(Translation from interview 1, Ex-Dean)

An interesting linguistic challenge met by the institution in the first year of func-
tioning is the one related to professional staff. According to the language policy of
the institution, the main language for content learning would be Hungarian. Howev-
er, there was a great gap in the academic field regarding Hungarian specialists, the
reasons for which are highlighted by the following interview excerpt (nr. 4):

4. ‘The greatest challenge was that training Hungarian professionals for about thirty years from the 50’s
on actually did not exist in Romania because Hungarian university training was restricted. Basically there
were no PhD graduates in these years who studied through their mother tongue and knew profession-
al vocabulary in Hungarian. This meant that a whole generation of academics who could teach in Hun-
garian was missing in the Hungarian higher education system in Romania. This was in part corrected by
those young people who went to Hungary to study and then came back. In 2001 more than fifty percent
of the instructors were from Hungary.’

(Translation from interview 6, Dean).

Under these circumstances it was necessary for the institution to invite instructors
from other universities of the country and from outside the country, so that educa-
tion at the university could be begun.

4.2. Bi and Multilingual Language Policy

In the first three years of instruction, from 2001 to 2004, the sole medium of in-
struction of the departments was Hungarian. Why did the university change its
monolingual language policy to a multilingual language policy? There were sever-
al factors, external to the institution, which provoked the necessity to change the
language policy. First, since Sapientia University does not have its national accred-
itation yet, its graduates have to take their final examinations at state universities,
where the official language of examination is Romanian. As such, all the depart-
ments needed to apply a second language, Romanian, as medium of instruction
which, since it is the majority language of the country, was certainly the best me-
dium of education to promote access to accredited university degrees and the best
language to assure communication with the majority population in the labor mar-
ket. The number of courses which apply English as medium of instruction is limit-
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ed. Certain courses and seminars, which aim to facilitate the development of Eng-
lish language skills of the students, like Business English and English for Science
and Engineering, are taught with English as medium of instruction. From 2004 on
within the framework of the institution a high premium was placed on the role of
the additive multilingual education of students.

Nevertheless, as Cenoz and Gorter assume, “schools need to go beyond bilingualism
and to promote trilingualism and multilingualism as one of the most important aims
in education” (2005: 1). The integration of Romania in the European Union opened
new possibilities for both the Hungarian and the Romanian population in the inter-
national professional market. Shortly before the integration, it became clear that ig-
noring the new linguistic challenges that would arise as result of becoming part of
a multilingual community and not integrating teaching of and in languages of wider
communication may cause failure in the attempts of the graduates of the institution
to integrate in the dynamics of the multilingual and multicultural European Union.
Accordingly, in addition to Romanian and Hungarian, English was introduced too, as
a medium of instruction to facilitate international communication.

The following interview excerpts (nr. 5 and nr. 6) illustrate how the continuous-
ly growing expectations promoted by the national and international job market re-
garding language competences became main reasons of implementing multilingual
language policy at Sapientia University.

5. ‘Multilingualism is an asset in each and every circumstance. Today speaking three languages is an ob-
ligation. In case of serious job offers it is a condition to speak Hungarian, the local language, Romanian,
the official language of the state and another foreign language. Monolingualism is not a possible way.’
(Translation from interview 4, Educator)

6. ‘There are more and more international companies in the Romanian market in case of which speaking
the language of the minority Hungarians, if the company opened an office in Transylvania, the state lan-
guage- Romanian and a language of wider communication, English, French or German, is obligatory. All
are important. At least a global language and the language of the region should be known.’
(Translation from interview 5, Educator)

In addition, introducing a third medium of instruction was the response to the con-
dition that says that taking the final examination in one of the state universities is
not possible without an intermediate level language certificate in English. This is-
sue is highlighter by excerpt nr. 7 as follows:

7. ‘Because most of the students who enter the university have low language skills in Romanian... And
we have to make them professionals and they have to take their final exams in Romanian.’
(Translation from interview 1, Ex-Dean)

4.3. Obstacles of Implementing Multilingual Language Policy
Since many of the students do not have basic language proficiency in Romanian or
English, the multilingual language policy was jeopardized. Consequently, exclusion
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of other mediums of instruction than Hungarian was necessary in case of many sub-
jects. In what follows, | outline the reasons of minority Hungarians’ low language
proficiency in Romanian, the state language.

The Hungarian population living in Harghita/Hargita and Covasna/Kovaszna county
is not balanced Hungarian-Romanian bilingual, with only few exceptions (Péntek-
Bend 2005, Fenyvesi 2005). Hungarian is the first language of the Hungarian minor-
ity, their mother tongue. In Romania Hungarian is a minority language, and it is the
main medium of everyday communication of Hungarians in Transylvania. That is,
it is at the same time a main medium of communication between Hungarians and
the dominated language with respect to Romanian, the official language of Roma-
nia. Romanian is the second language of the Hungarian minority, and it is the po-
litically and economically dominant language in both Transylvania and the whole of
Romania. It prevails in many official contexts and it is acquired mainly through for-
mal means by Hungarians in Transylvania. Communication between Hungarians and
Romanians in Hungarian is rare since the majority population does not speak the
minority language. Transylvania Hungarians, as | have already mentioned, commu-
nicate in Hungarian among themselves and Romanian is used only in cases where
the communication partner is Romanian, a situation characteristic almost exclusive-
ly of official circumstances. Under these conditions, Hungarians do not have natural
language acquisition possibilities for learning Romanian and cannot practice their
Romanian language skills unless they have Romanian friends which, in turn, is fair-
ly rare due to interethnic conflicts. Nevertheless, minority Hungarians are expected
to become fluent speaker of two languages, Hungarian and Romanian, by the end
of their secondary education, but since students’ specific linguistic and academic
needs are insufficiently met within the Romanian school system the Romanian lan-
guage skills of Hungarian minority children are underdeveloped. More to the point,
although Hungarian medium education is allowed in minority education institu-
tions, due to several factors such as the absence of special language curricula (in-
cluding books, texts and the perspective of teaching Romanian as a second/foreign
language to the Hungarian minority) and the immediate language environment,
which is Hungarian in Hungarian majority locations and which excludes the pos-
sibility of spontaneous Romanian language use and acquisition, Hungarians have
fairly low language proficiency in Romanian. Since Romanian is not taught (and has
never been taught) a second language to Hungarians but as if it were their mother
tongue, formally acquired Romanian provides a basic reference point for grammar
and vocabulary but communication skills are not developed in a school context and
this results in the generally low proficiency of Hungarians in Romanian.

5. The Present Language Policy

At present only educators whose mother tongue is Romanian and who do not
speak Hungarian have their classes in Romanian at Sapientia University (excerpt
nr. 8). English medium instruction was totally eliminated due to a lack of sufficient
language skills of students (excerpt nr 9 and nr. 10), but field specific vocabulary is
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provided in lectures and seminars in this language, too. The only exception is the
Romanian Language and Literature and English Language and Literature Depart-
ment, where there are three languages, Romanian, English and Hungarian, used as
languages of instruction. Problems related to language proficiency are present in
this department, too, but, due to the fact that the entrance examination presuppos-
es taking language tests both in Romanian and in English, this linguistic challenge
is dealt with relatively in time. In case of all the other departments, until the lan-
guage competence of the students meets the language requirements of the insti-
tution and Romanian/English medium of education can be reintroduced on a larg-
er scale, educators need to lecture in Hungarian and to provide discipline specific
terminology in Romanian/English, too, for the comprehensive final exam. | need to
mention, however, that there is not explicit description in the policy documents of
what second and foreign language skill level is required in order to effectively at-
tend the training programs of the university.

8. ‘On the one hand subjects like Economics, Law etc. are already studied exclusively in Romanian
(professors teaching these lectures are from Bucharest). On the other hand, there are subjects that
are studied in Hungarian and discipline specific terminology is given in Romanian and English, too.
Teaching foreign language communication skills has already been introduced. However, we have
problems related to teaching in a foreign language which is characteristic of the departments only
to a small degree.’

(Translation from interview 6, Dean)

9. ‘Romanian mother tongue instructors were surprised to see the Romanian language skills of stu-
dents, which often made it impossible to understand students during exams. It is useless to learn
the discipline specific terminology if you can not express yourself on the basic level because of poor
communication skills.’

(Translation from interview 2, Graduate)

10. ‘Instruction in English? In English you would call it dreams. The first curriculum claimed that it
is an axiom that our students will learn to communicate in English in two years’ time and then they
will attend courses taught in English. But the low English language skills students bring with them
to the university does not permit this.’
(Translation from interview 1, Ex-Dean)

Here | want to refer to Ruiz’s typology of three common orientations to language:
language as a problem, as a right or as a resource (1984:15-34). It is clear, that, for
students whose language competence is below the presupposed level, continuing
their studies in Romanian or English becomes a great challenge, more of a problem
than a resource. Lack of developed language skills in Romanian and in English im-
pedes successful communication, it restricts access to information and to job mar-
kets, both on the national and global level. For graduates with good Romanian and
English language proficiencies, language, on the other hand, may enhance linguis-
tic resources, it improves access to information (official documents, literature, me-
dia etc.) and jobs, and also, it reduces the potential for miscommunication. Study-
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ing through the medium of Romanian or English for those who already speak these
languages offers greater opportunities in education, business and employment. In
contrast, for those who must reach acceptable proficiency during their university
studies, it means a formidable obstacle to successful education and employment.

It is the aim of the instructors to provide steps to ensure the increase of language
proficiency of students. For this reason, Romanian and English language classes
were introduced in 2004 to facilitate the development of second and foreign lan-
guage skills. These courses are obligatory for students to take and credit points
are given for them. Since not all the faculties of the campus from Miercurea Ciuc
are accredited yet, as | have already pointed out, students take their final examina-
tion at several Romanian state universities, like the University of Bucharest or the
Babes-BolyaiUniversity. The language requirements of these universities are differ-
ent, each, and they change year by year. However, most of the times intermediate
English language certificates are the obligatory condition of subscription to the fi-
nal examination. In case the language requirements prescribed by the above men-
tioned state universities are not fulfilled, students are not allowed to take the final
examination. No obligatory language requirements are set up related to the Roma-
nian language. It is up to the students to decide whether they consider their Ro-
manian language skills proficient enough for taking a university final examination
in Romanian. At the same time, they hold the view that it is not the responsibility
of the institution to correct the low level of language proficiency of its students. It
is the responsibility of students to judge whether their Romanian and English lan-
guage skills are good enough to cope with content based learning. As the follow-
ing excerpt (nr. 11) assesses, one of the possible solutions to increase the language
skills of the student is content based learning:

11. ‘We do not have a solution yet, but we have taken steps. One of these steps is that we have Roma-
nian professors who do not speak the mother tongue of students and so they must learn some field vo-
cabulary and learn to communicate in Romanian.” (Translation from interview 1, Ex-Dean).

Since there is a tendency to teach other studies, too, through Romanian or English,
a possible solution for the university is to set up language examinations, too, as
part of the entrance examination. Monolingual Hungarian medium education does
not serve the interest of students since one must take into account that the great
majority of students will have to face the challenges of the Romanian and Europe-
an job market now that Romania entered the European Union. The need for good
language skills in several languages as a facilitator of compatibility and competi-
tiveness on the regional, national and European labor market is pointed out in the
following excerpts, nr. 12 and nr. 13:

12. ‘Twenty years ago if an economist could speak a foreign language it was a great advantage. Today it
is an absolute disadvantage if one can not speak Romanian and at least one additional world language,
English, French and German etc. It is a barrier in both career and business possibilities.’

(Translation from interview 1, Ex-Dean)
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13. ‘Many employers are reluctant to employ graduates from Sapientia University since they are afraid
they will not manage communication in Romanian, will not be able to apply their professional skills
through Romanian. There is a lot of distrust towards graduates from Sapientia University. Though the
university has already proved that its graduates are not unemployed, they have jobs... Nevertheless, peo-
ple are surprised to see this institution as a university.’

(Translation from interview 2, Graduate)

6. Future Prospects

The present language policy of the university is quite ad-hoc in character. More to
the point, although it is decided that Hungarian is the main medium of education,
and Romanian and English are implemented as mediums of education to various de-
grees, there should be more explicit language policy developed in the near future for
each department which fits the need of students, manages the challenges related
to national accreditation and which has direct reference to the requirements of the
Common European Framework of Reference for Languages. Implementing the ‘one
plus two’ formula within which mother tongue plus two modern European languag-
es as mediums of instruction would be introduced is necessary to provide skills nec-
essary for European citizens such as communication and intercultural competences.
Projects should be launched to develop differentiated languages policy programs for
departments which would include issues such as student and teacher support, test-
ing and assessment, curriculum development etc. In this way all departments would
have to design their own linguistic profile which would contribute to a more focused
assessment of language competences during the training period.

As part of this, in order to avoid the reproduction of the present linguistic chal-
lenges of the university related to language proficiency of students there should
be strict language requirements at the entrance examination, during the period
of training and at exit examinations. A language center should be founded which
would deal with assessment of students either based on the internal testing crite-
ria of the university or on external official test certification. It is very important for
the institution to be able to tackle these linguistic issues as challenges for future
development.

Last but not the least, the institution should also consider the language require-
ments for academic personnel: how many educators are competent to do content
based teaching in languages other than Hungarian?

Successfully dealing with these issues would significantly contribute to the mobili-
ty of educators and students on the professional level and further on the labor mar-
ket and would improve the prestige of the institution in the Romanian higher edu-
cation system.

7. Conclusion
My paper has addressed the issue of language policy of a minority university in
Transylvania, Romania. More to the point, | have described how the language pol-
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icy of the institution has changed from monolingual to multilingual and finally be-
coming bilingual. One the one hand, | have argued that the language policy of the
institution with Hungarian as a main medium of education seeks to affirm the right
of the Romanian Hungarian minority to mother tongue medium education. One the
other hand, | have argued that mediums of education other than Hungarian, that
is, Romanian and English, were necessary to assure the international professional
competitiveness for the graduates of the university. As part of my paper | have dis-
cussed what the obstacles of implementing multilingual education have been and
what the temporal solution to these challenges were. As | have already indicated,
at the moment trilingual education is introduced to a small extent: certain lectures
and discipline specific terminology are given through the medium of Romanian, but
the major main of instruction in Hungarian. | assume that the changes in language
policy implementation have taken place in order to respond to the specific needs
of the Hungarian minority population in Romania in securing mother tongue medi-
um education and the possibility to acquire multicompetence in several profession-
al fields corresponding the expectations of the European Union. However, | consider
it vital for the future status of the institution to seriously consider a professionally-
designed language policy which would fulfill both the linguistic and the socio-eco-
nomic needs of its employees and graduates.
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ACCOMPLISHING A BALANCING ACT AS A BILINGUAL
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The paper explores the range of complex questions posed with respect to language policy and
planning in the South African tertiary education context. In particular, the paper considers
questions relating to how tertiary institutions need to ensure their accessibility to all South African
students in terms of the choices they have available as regard language(s) of instruction. Thus,
language policy and planning in South African tertiary education contexts entails accomplishing
a balancing act in ensuring that institutions are accessible to all students in terms of their
language(s) of instruction as these relate to optimising opportunities for academic success.
The paper presents an analysis of the intricacies of considerations relating to language policy
and planning at Stellenbosch University in South Africa, focusing on the language proficiency
of students coming from different first language backgrounds. The bilingual modules taught in
Afrikaans and English for which provision is made in the Stellenbosch language policy, is then
examined in relation to the language proficiency levels in Afrikaans and English of students who
attend these bilingual modules. The paper explores the opportunities for the development of
academic language skills of students in their second language within the bilingual class as a
content and language integrated (CLIL) environment.

Keywords: tertiary language policy, bilingual teaching, content and language integrated learning,
second language development

1. Introduction

Educational language policy and planning has emerged as a multifaceted research
field over the past decade. Research in this field has specifically flourished as sec-
ond and foreign language learning and teaching, and the study of cognitive aca-
demic language ability, have developed into theoretically complex fields of enquiry.
These fields provide, in particular, foundational insights that are often crucial to the
design properties and implementation of educational language policy (see, for ex-
ample, Baker 2001, Beacco & Byrnes 2006, Behrens 2006, Bergan 2001, Berthoud,
et al. 2001, Bloch & Alexander 2003, Brumfit 2000, Street 2003 and Tollefson 2002).
The nature of principles and properties of second language learning and develop-
ment and cognitive academic language proficiency are determining factors for mak-
ing informed decisions about bi- and multilingual language policy and planning at
all levels of education, that is at primary, secondary and tertiary level (see Cenoz &
Genesee 1998, Cummins 2003, Ferguson 2006, Francis & Reyhner 2002, Grosjean
2008, Hornberger 2003 a, b, Hornberger & Skilton-Sylvester 2003, Lambert 2003
and Langacker 2006, Lodge 2000, Sima Paribakht & Wesche 2006 and Smit 2007,
2008).
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The advantages, challenges and potential problems concerning bi- and multilin-
gual education introduced at different levels of education have been explored
in various studies (see Baker 2001, Bloch & Alexander 2003, Cenoz & Genesee
1998, Francis & Reyhner 2002, Hornberger 2003 a, b, Lyster 1998, Met 1998, Stoh-
ler 2006 and Tucker 1998, among others). The complex nature of bilingualism
is explored systematically by Grosjean (2008). Research on language policy and
planning has taken into account the nature of bi- and multilingual competence
and a range of socio-cultural and political dimensions of communities (see Kap-
lan & Baldauf 1996, Koch Christensen 2001, McGroarty 2002, Purser 2001, Tollef-
son 2002 and Webb 2001).

Research on a multiplicity of areas relating to content language and integrated
learning (CLIL) has been prolific in recent years (see Dalton-Puffer 2007 a, b, Dal-
ton-Puffer & Nikula 2006 and Dalton-Puffer & Smit 2007 for discussion). Content-
language and integrated learning as a multifaceted research area concerned with
the learning and teaching of domain-specific language in higher education, spe-
cifically, has been given impetus by the Bologna Declaration issued in 2005 by
the European Union ministers of education. The Bologna process aims to estab-
lish a more uniform structure for Bachelor’s and Master’s degree programmes and
hence to facilitate the mobility of students and internationalization of universities
(see Raisanen & Fortanet-Gomez 2008 a, b).

Studies on CLIL address a variety of aspects relating to cognitive process of
learning domain-specific language, the socio-cultural aspects involved in learning
language for specific purposes, the methodological issues in teaching domain-
specific language, including classroom interaction, and properties of good teach-
ing practice (see Carrio Pastor & Gineno Sanz 2007, Coonan 2007, Coyle 2007,
Dafouz Milne et al. 2006, Gassner & Maillat 2006, Hufeisen 2007, Jarvinen 2007,
Krausse 2008, Llinares & Whittaker 2006, Lorenzo 2007, Pavlenko 2006, Ricci-
Garotti 2007, Serragiotti 2007, Shohamy 2006, Solly 2008, Wiesemes 2007 a, b,
among others). The specific advantages of the CLIL environment and its meth-
odological complexities are examined in these studies (see also Airey 2007, Dal-
ton-Puffer & Smit 2007, Smit 2007, Ruiz-Garrido & Palmer-Silveira 2008 and Wolff
2007).

This paper focuses on the design of the bilingual Afrikaans-English instruction in
the language policy at the University of Stellenbosch in South Africa, with partic-
ular reference to the analysis of the bi- or multilingual language abilities of stu-
dents in relation to the requirements concerning access and optimally success-
ful learning by all students set for tertiary institutions since the establishment of
democracy in South Africa. Given the rich diversity of South Africa as a multilin-
gual and multicultural country, schools and universities need to address complex
and challenging decisions concerning language policy and planning to accom-
plish a balancing act in providing access to all learners and students on the one
hand, and the use of the language(s) of learning and teaching in a way that cre-
ates optimal circumstances for academic success, on the other. The design fea-
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tures of the language policy and plan of Stellenbosch University (http://www.sun.
ac.za) include choices relating to the use of language of learning and teaching in
ways conducive to meeting these challenges of providing access to the institu-
tion for all South African students, and facilitating effective learning and teach-
ing. The language policy makes provision for choices in the use of Afrikaans and
English according to the needs of students, their entrance level of language pro-
ficiency as well as their cognitive academic abilities.

This paper will analyse, in particular, the properties of students’ language compe-
tence required in both their first language (L1) and second language (L2) and the
opportunities that the bilingual (Afrikaans and English) class provides for further
academic language development, specifically L2 receptive listening skills devel-
opment. (See Doetjes 2007 for discussion of receptive communication skills with
regard to didactics and language policy design.)

Section 2.1 describes in some detail the options of language use available in the
language policy of Stellenbosch University and the language competence profile
of undergraduate students, in particular. Specific attention will be given to the bi-
lingual (Afrikaans and English) option and the rationale and benefits of this kind
of bilingual class. This section also considers current views on the nature of bi-
and multilingual ability and discusses questions of how these insights inform the
challenges posed for teaching and learning in the multilingual class by South Af-
rican students who come from different first (or home) language backgrounds. In
this discussion, principles of current research on content and language integrat-
ed learning will be invoked.

Section 2.2 analyses the bilingual Afrikaans and English teaching for which provi-
sion is made in the Stellenbosch University language policy in relation to recep-
tive bilingualism and a maintenance-developmental approach to bilingual teach-
ing. In terms of this approach, the first language of students are qualitatively
maintained and further developed with respect to cognitive academic language
proficiency (CALP) and their second language is simultaneously developed in
terms of the minimum requirement of receptive skills (specifically listening com-
prehension) as a minimum requirement in the bilingual teaching environment
(see Cummins 2003). This context represents a particular instantiation of a con-
tent and language integrated learning context. Section 3 identifies a number of
challenges as regard the accessibility of the bilingual Afrikaans and English class
to students who have diverse first languages, including the various indigenous
African languages. Various possibilities of bi- and multilingual teaching and learn-
ing variations that provide opportunities for L2 development in a bilingual CLIL
context are considered. Section 3 recapitulates the main elements that charac-
terize bilingual teaching and learning at Stellenbosch University and presents the
concluding remarks.
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2. Challenges of access to South African tertiary institutions for a
multilingual student population

2.1. Characterising the receptive bilingual requirements in the language
policy of Stellenbosch University

Tertiary education institutions in South Africa have been introducing comprehensive
strategic planning measures concerning expanding the racial diversity of the stu-
dents body, particularly in terms of providing access to all students and ensuring
successful teaching and learning. These requirements of access are explicitly stated
in the Language policy for Higher Education issued after the introduction of demo-
cratic government in 1994. Webb (2001) presents an in-depth analysis of language-
related issues in South Africa as a transforming society with reference to the sta-
tus and role of the eleven official languages, that is, English and Afrikaans, which
were the official languages under the apartheid government, and the nine indige-
nous African languages (isiXhosa, isiZulu, Sesotho, Sepedi, Setswana, Tshivenda,
Xitsonga, Siswati and isiNdebele). The indigenous African languages have obtained
the status of official languages after the introduction of a democratic dispensation
in South Africa in 1994. The issue of language-in-education policy has emerged as a
highly complex and, in some respects, an emotive question, which often entails ad-
dressing the tension concerning language rights of communities. In this regard, the
claims of the Afrikaans-speaking community in terms of the democratic constitution
are especially salient with regard to education in Afrikaans at all levels of education.
This claim creates a potential tension in relation to the requirement of the acces-
sibility of schools and universities to learners from diverse language backgrounds,
some of whom have a limited or no proficiency in Afrikaans.

Stellenbosch University has historically had a strong commitment to teaching in Af-
rikaans and is well-known for its affiliation with the Afrikaans-speaking communi-
ty. In addition, the university enjoys wide recognition both inside South Africa and
internationally for its teaching and research excellence. The university has for this
reason, in particular, attracted many students and staff who have English as their
first or dominant academic language, some who initially have a limited proficien-
cy or no proficiency in Afrikaans upon arrival at the university. Over the past two
decades, increased activities relating to the internationalisation of the universi-
ty and the strategic priority of providing access, especially in postgraduate study
programmes, to all students of South Africa, irrespective of whether they have a
knowledge of Afrikaans, as well as international students from other countries on
the African continent, Europe, Asia and from the United States of America, has re-
sulted in the predominant use of English as medium of instruction in postgradu-
ate coursework classes. Afrikaans is nevertheless still used extensively among Af-
rikaans-speaking lecturers and students for purposes of academic interaction and
individual consultations between supervisor and student.

The challenge of accomplishing a balancing act as regard the use of English and Af-
rikaans as languages of instruction at undergraduate level in order to provide ac-
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cess to all South African students, regardless of their first language and proficien-
cy in Afrikaans, has proved to become a prominent issue in the discussions about
language policy and planning at Stellenbosch University. This discussion has par-
ticularly become dynamic within the wider university community over the past six
years since the options of teaching undergraduate classes in English only, or bilin-
gually in Afrikaans and English, have been formally introduced in terms of the uni-
versity’s language policy.

Given the university’s, strategic commitment to teaching and research excellence,
comprehensive action plans relating to internationalisation of the institution, and
increased racial and cultural diversification of the student and staff compostion
have also been prominent in discussions on the university’s language(s) of instruc-
tion at undergraduate level. Increasing numbers of staff members from within South
Africa and abroad who have little or no proficiency in Afrikaans have been appoint-
ed. This phenomenon has resulted in an increase of English and bilingual Afrikaans
and English teaching, at undergraduate level. Under these circumstances, the posi-
tion of Afrikaans as a vibrant academic language at Stellenbosch continues to be
a prominent issue in discussions about language policy and planning within the
university and, more widely, in the Afrikaans-speaking university community, giv-
en the strategic positioning of the university towards this community and, in par-
ticular, its explicit commitment to the promotion of Afrikaans as an academic lan-
guage at the institution.

The balancing act that needs to be accomplished at Stellenbosch university relates
to the question of how Afrikaans can be used in teaching at undergraduate level in
a way that ensures its continued status and vitality as an academic language on the
one hand, and how Afrikaans can be used in teaching, in conjunction with English
and possibly the regional African language, isiXhosa, on the other hand, to maxim-
ise access to the university’s study programmes for all South African students, re-
gardless of their proficiency in Afrikaans.

In addressing this question, two possible choices have been provided for in the uni-
versity’s language policy, namely the teaching of subjects in separate monolingual
periods for Afrikaans and English or, teaching bilingually in Afrikaans and English in
the same period, or alternately, in the periods of a module. The choice of separate
monolingual classes in Afrikaans and English, respectively relates to the view that
students learn best in their dominant academic language, the first language being
either Afrikaans or English for the majority of undergraduate students at the uni-
versity, and the related view that exposure to teaching in a second language does
not result in optimal learning by students. This view has, however, largely been
held by those who favour parallel teaching, with regard to Afrikaans first language
students, rather than English first language students (who comprise approximately
38% of the undergraduate student population, compared to the Afrikaans first lan-
guage student body, which comprises approximately 58% of the undergraduate stu-
dent body, and students with one of the indigenous African languages as first lan-
guage, who comprise approximately 4% of undergraduate students).
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The reason for the emphasis some stakeholders of the University have put on the
potential negative effect of teaching through English to Afrikaans first language stu-
dents is largely attributed to the historically strong affiliation of Stellenbosch Uni-
versity to the Afrikaans-speaking community and to the promotion of Afrikaans as
academic language. The view was largely held that students who have English as a
first language, or dominant academic language, in the case of the majority of black
students whose first (or home) language is one of the indigenous African languag-
es, could sufficiently cope with Afrikaans as language of teaching and learning, giv-
en some additional opportunity for learning Afrikaans language skills outside the
academic classroom, should their proficiency in Afrikaans be insufficient for the pur-
pose of effective comprehension of the lecture content in Afrikaans. It has, how-
ever, become increasingly clear that this view cannot be maintained in the case of
some students whose first language is English, and for a large group of students
and who has an African language as first language, and who have little or no pro-
ficiency in Afrikaans. Some of these students, whose dominant academic language
is English, also need academic development support in addition to the need for de-
veloping their listening skills in Afrikaans to study effectively at Stellenbosch in bi-
lingual modules taught in Afrikaans and English.

To summarise the discussion so far, in order to ensure the accessibility of the in-
stitution to all South African students and effective teaching and learning for all
students, Stellenbosch University has introduced the language policy option of
teaching of academic modules monolingually, in Afrikaans and English, and teach-
ing modules bilingually in Afrikaans and English, where these two languages are
used by the lecturer(s) in approximately equal amount, either in the same period,
or alternately in the different periods over which the module is taught. The op-
tion for separate classes taught monolingually in Afrikaans and English, respec-
tively, is however, limited compared to the possibility of bilingual teaching due to
human and financial resource constraints. Such separate monolingual classes are
only viable in the case of a fairly big number of students registered for the mod-
ule, which in most modules, especially at second and third year level of study is
lower than required. Thus, the option of bilingual teaching conforming to a CLIL
environment is in the case of many modules the only viable option to facilitate ef-
fective teaching and learning by all students. An essential condition in this con-
text is that effective support is given in addition to formal lectures to students in
the development of their proficiency in Afrikaans or English as a second language,
should they initially lack the required threshold level of proficiency in any of these
two languages.

A main rationale of the CLIL context relates to the authentic input of discipline-spe-
cific language in the second language in which students need to develop their com-
petence. The varied nature of the kinds of academic competencies that are required
for students in the second language in different educational levels and contexts, in-
cluding higher education contexts, have been examined in numerous recent studies
(see Biber 2006, Byrnes 2006, Carrio Pastor & Gineno Sanz 2007, Cummins 2003,
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Gassner & Maillat 2006, Llinares & Whittaker 2006, Met 1998, Rinner & Weigert
2006, Ruiz-Garrido & Palmer-Silveira 2008, Weiseme 2007 a, b and Wolff 2007).

It is evident from these studies that effective teaching and learning in CLIL contexts
crucially need to take account of theoretical research on second language learning
and development curriculum design and teaching methodology (see Berthoud et al.
2001, Dafouz Milne 2006, Smit 2007, 2008 and Veel 1887).

In addition, the nature and development of bilingualism and multilingualism, partic-
ularly in relation to academic literacy development, are central to understanding a
multiplicity of facets relating to a CLIL environment where both the L1 and L2 of stu-
dents are used. (See Grosjean 2008 for a comprehensive characterization of bilin-
gualism.) The varied nature of biliteracy is explored by Hornberger (2003 a, b).

The next section will examine the kind of second language academic skills, partic-
ularly receptive listening skills, that students need for effective learning and teach-
ing in the bilingual module, in which Afrikaans and English is used in approximately
equal amount in the lecturer’s spoken discourse, as specified in the design features
of the bilingual teaching option in the Stellenbosch language policy. The defining
properties of bilingual learning and teaching in Afrikaans and English will be ana-
lysed in relation to current views relating to bilingualism and second language de-
velopment in the bilingual class or module, as a particular instantiation of content
language and integrated learning (CLIL).

2.2. The design features of bilingual teaching in Afrikaans and English in
the Stellenbosch university language policy

2.1.1. Multilingualism in South African education

Given the rich multilingualism of South Africa and the socio-economic inequalities
that still obtain in disadvantaged communities as a result of the apartheid history,
tertiary institutions need to address a variety of challenges for the purpose of pro-
viding access to all South African students. Thus, the languages of instruction at
tertiary institutions have to be used in ways that allow students optimal effective
study. Choices as regard languages of instruction have in the past largely resulted
in a two-fold classification between historically English-medium universities, where
the medium of instruction at undergraduate level is exclusively English, and histor-
ically Afrikaans universities, of which Stellenbosch University was representative,
where Afrikaans was a dominant language of instruction at undergraduate level, al-
though English was also used to a more limited extent in the class to facilitate the
teaching and learning of English first language students or black African students
who have English as their dominant academic language. Since the introduction of
a democratic government in South Africa in 1994, most of the historically Afrikaans
universities have expanded their language(s) of teaching to include English as me-
dium of instruction widely in undergraduate teaching in order to be accessible to
the majority of the black African population for whom English is the dominant lan-
guage for academic study (see Webb 2001 for discussion).
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The majority of the black African population receive their primary and secondary
school education in accordance with a language policy prescribing that their home
language, that is one of the nine indigenous African languages, is used as medi-
um of instruction only in the first three years of primary school, after which English
is used as the official medium of instruction. These learners take their home lan-
guage only as language subject. There is a wide realisation that one of the factors
that resulted in the educational disadvantage of the majority of many black African
learners is the exclusion of their home language as formal medium of instruction at
school level, at least in primary school education (see Bloch and Alexander 2003).
At present the South African education department strongly encourages the more
extended use of the indigenous African languages in especially primary education
in schools, where the learners have one of these languages as home language (see,
for example, the Western Cape language education policy (http://www.sun.ac.za)).

The requirement of receptive bilingual skills in the modules taught bilingually in Af-
rikaans and English at Stellenbosch University entails that students minimally de-
velop discipline-specific listening comprehension in their second language. Afri-
kaans or English is currently the first language of the majority of students. The
black African students, especially those who have had their school education in ad-
vantaged schools mostly have English as primary language and some may have
a limited proficiency in the African language spoken at their homes or in their
African language communities. These students may have a basic proficiency in
Afrikaans, due to taking Afrikaans as a subject at second or third language level.
They often choose to continue with tertiary education, and thus they generally
have the required level in Afrikaans to learn effectively, at least in terms of recep-
tive skills in Afrikaans, in the bilingual Afrikaans and English module. For black stu-
dents who are first language speakers of an African language and who have little
or no proficiency in Afrikaans, the challenge of developing receptive skills in disci-
pline-specific Afrikaans is extensive and such a process must entail the assurance
that the quality of their learning at tertiary level is not compromised through their
insufficient proficiency in Afrikaans.

In post-apartheid South Africa, Stellenbosch university is faced with the challenge
of introducing a language policy which can best achieve a balancing act between
the use of Afrikaans and English as languages of instruction in undergraduate study
programmes that will facilitate effective teaching and learning of students who
have different first or home languages, some of whom have Afrikaans as their dom-
inant academic language and some, English as dominant academic language. The
challenge of such choices in the use of Afrikaans and English in undergraduate in-
struction characterises the balance to be accomplished between the wider national
commitment to be accessible to all South African students, and the more particu-
lar and local social affiliation the University has to the Afrikaans-speaking com-
munity, and educational redress, in particular, to the Afrikaans-speaking coloured
community. This community, like the majority black African population, was polit-
ically, socio-economically and educationally disadvantaged in the previous apart-
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heid dispensation demographically constitute the majority population in the West-
ern Cape Province, in which Stellenbosch is situated, and in the adjacent Northern
Cape Province.

2.2.2. Bilingual learning and teaching at Stellenbosch university

The Stellenbosch University language policy has, in addition, to the parallel option,
that is the option for separate classes taught monolingually in Afrikaans and Eng-
lish (see 2.1), introduced the option of the bilingual teaching option, entailing the
use of both Afrikaans and English in approximately equal proportion in the peri-
ods of a module. The parallel monolingual teaching and bilingual options are both
provided for as alternatives to the predominant Afrikaans and predominant Eng-
lish monolingual instruction options for undergraduate modules in the Stellenbosch
language policy, where the former is specified as the generally employed option,
and the latter as the exceptional option, which is employed in modules for which
international students are registered. In all four the available language of instruc-
tion options students have the prerogative to use Afrikaans or English, according
to preference in class discussions, for writing assignments, and in answering test
and examination papers.

A number of faculties, including, Arts and Social Sciences, Health Sciences and The-
ology have introduced the bilingual teaching option throughout in undergraduate
programme modules, while it has also been widely adopted in other faculities such
as Natural Sciences and Agricultural Sciences in undergraduate modules. The de-
scription and characteristics of the bilingual module, referred to as the T-language
specification, are specified as follows in the Stellenbosch language policy (http://
WWW.sun.ac.za):

“The T language specification
The T language specification entails the extended use of English in particular
learning and instruction contexts where the target group of students have ap-
propriate proficiency in Afrikaans and English.

The level of language proficiency is established in entrance tests. Students will

receive appropriate help where necessary.

The use of Afrikaans in the learning and instruction contexts described below
is the same as for the A (Afrikaans) module and is at least 50%, though it can
be higher.
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The T language specification can take various forms, as illustrated in the fol-
lowing two examples:

Example 1: Material not for assessment (class notes, module frameworks, stu-
dy guides etc.) is provided throughout in Afrikaans and English. In this case the
oral communication language of the lecturer in class is approximately 50:50 Afri-
kaans and English.

Example 2: Material not for assessment is provided alternately in only Afrikaans

or English, and the language of oral communication of the lecturer in class is al-
ternately Afrikaans or English.

The T language specification is used especially to expose students whose home
language is English systematically to the Afrikaans subject language so that they
are able at the second-year level to study in modules with an A language spec-
ification.

Characteristics

(@ Prescribed textbooks are in Afrikaans and/or English

(b) Class notes drawn up by the lecturer are

0] fully in Afrikaans and fully in English, or

(i) alternately in Afrikaans and English.

(© Other compulsory reading material (e.g. scholarly journals, books, etc.) is in
Afrikaans and/or English.

(d) Module frameworks and study guides are

0] fully in Afrikaans and fully in English, or

(i) alternately in Afrikaans and English depending on the language of oral com-
munication of the lecturer in the particular classes.

(e) Transparencies and data-projector contents used by the lecturers in lec-
tures, seminar classes, tutorials and practicals are in Afrikaans or English.

) The oral communication language of the lecturer in lectures, seminars, tu-
torials and practicals is

0] in the same class Afrikaans and English, with the proviso that the use of Af-
rikaans must be at least 50%, or

(i) alternately Afrikaans and English in different classes of the module or pro-
gramme, with the proviso that the use of Afrikaans must be at least 50%

(g Test and examination question papers are fully in Afrikaans and fully in Eng-
lish on the same question paper.

(h) Written assignments from lecturers for tutorials, seminars and practicals,
are

0] fully in Afrikaans and fully in English in the same handout, or
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(i) alternately in Afrikaans and English depending on the material not for as-
sessment purposes (class notes, module frameworks, study guides, etc.)
where the average use of Afrikaans must be at least 50%.

0] Written answers by students to test and examination questions and assign-
ments may be in Afrikaans or English.

0] Oral presentations by students in lectures, seminars, tutorials and practi-
cals in the T specification may be in Afrikaans or English according to their
preferred academic language.”

The nature of the bilingual module, in which Afrikaans and English are used in ap-
proximately equal proportion in the spoken language of the lecturer, is character-
istic of a maintenance-developmental approach to bilingual teaching and learning
according to which the first, or dominant, academic language of students, wheth-
er Afrikaans or English is maintained and further developed as regard cognitive ac-
ademic ability, and the second, or additional, language simultaneously develops
through their exposure to the second language and the opportunity for interaction
in the classroom as a CLIL environment. The bilingual teaching approach entails, as
a minimum requirement, the development of receptive listening proficiency in the
second language in the bilingual module, although many students with higher lev-
els of second language proficiency often use their productive skills, both in spoken
academic discourse and for academic writing.

The receptive skills required for Afrikaans first language students entails, in particu-
lar, listening skills and reading skills in English as their second language, since the
textbooks and other scientific literature in the subject content are written in Eng-
lish. The receptive second language skills development required for students who
have English as first or dominant academic language entails, in particular, recep-
tive listening skills in Afrikaans for comprehending the subject content in Afrikaans
in the lecturer’s spoken discourse in the bilingual class. Both groups of students
who have Afrikaans and English, respectively as first or home language, have been
learning the other one of these two languages as second language since primary
school level up to Grade 12, their final secondary school year, with few exceptions.
These students largely have the required threshold level in their second language,
specifically, receptive (listening comprehension) skills to meet the demands that
the tertiary bilingual class makes on their second language listening skills develop-
ment. The threshold level required for receptive listening comprehension in the bi-
lingual lecture corresponds approximately to the strong threshold level B2 (i.e. an
independent user) characterised in the reference levels of the common European
Framework of Reference for Languages (2001: 66). This descriptor states that the
learner can follow extended speech and complex lines of argument provided the
topic is reasonably familiar and the direction of the talk is sign-posted by explicit
markers. If students, however, experience gaps in their learning that can be attrib-
uted to either insufficient listening comprehension skills in their second language,
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or to the need for support in the academic content, subject-specific tutorial class-
es are arranged. The attainment of a sufficient level of receptive academic skills by
both Afrikaans and English first language students, and the further development of
their second language listening skills in the content and language integrated learn-
ing (CLIL) context provided by the bilingual Afrikaans and English class, is facilitat-
ed by the linguistic closeness (lexically, semantically and syntactically) of Afrikaans
and English as Germanic languages.

It was pointed out above that the majority of black African students take their home
language, one of the indigenous African languages, as a language subject at school
where English is their medium of instruction for content subjects, and they gener-
ally take English as a language subject at second language level. Thus, the major-
ity of the black African students has English as their dominant academic language.
They often have little or no proficiency in Afrikaans, hence the Afrikaans discourse
in the bilingual Afrikaans and English lectures is, at least initially, not accessible
to them. Some black African students who attended schools where they had Af-
rikaans as second language subject are, like the English first language students,
largely sufficiently equipped in terms of listening skills in Afrikaans to learn effec-
tively in the bilingual Afrikaans and English class. Undergraduate students at Stel-
lenbosch who do not have the required threshold level of academic listening skills
in Afrikaans therefore require structured Afrikaans proficiency instruction. In addi-
tion, they need to get academic support in subject-specific tutorials taught in Eng-
lish only, in which the content of main lecturers is recapitulated and reinforced in
order to ensure that students have not been disadvantaged because of their insuf-
ficient listening skills in Afrikaans, while they are sill in the process of developing
their second language listening skills in Afrikaans to the required threshold level.
Furthermore, the use of the home language, isiXhosa, for most undergraduate black
African students at Stellenbosch, should be explored in terms of the possibility of
enhancing effective learning.

2.2.3. Variation across faculties in the use of language in lectures

The practical organisation of bilingual teaching in undergraduate programmes at
Stellenbosch University for which provision is made in the University’s language pol-
icy (htt://www.sun.ac.za) gives evidence of the varied assumptions, views and inter-
pretations among faculty staff concerning the possibilities for the use of Afrikaans
and English in lectures. The choices made by faculty staff concerning the use of Af-
rikaans and English in learning programmes across faculties are based on differ-
ent assumptions about mainly three aspects: (i) the nature of second language ac-
ademic proficiency and development, (ii) the amount and ways of use of Afrikaans
and English in a bilingual context in which Afrikaans can be said to be promoted as
an academic language, and (jii) the value of the exposure of students to peers and
lecturers representative of the full diversity of socio-cultural and language back-
grounds characteristic of the South African society. These different choices give rise
to a variety of configurations for the use of Afrikaans and English in lectures of un-
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dergraduate programmes. The different views concerning academic language pro-
ficiency in the first as well as the second language required in the bilingual pro-
grammes derive form to a range of interpretations about optimal circumstances for
the development of academic second language proficiency and the associated lan-
guage learning policies across faculties.

The faculties of Health Sciences and Arts and Social Sciences have arguably intro-
duced the most progressive language policy option as regards bilingual learning
and teaching in that these two faculties have implemented the T(wo —language)
specification of teaching in Afrikaans and English throughout lectures in undergrad-
uate modules and programmes. The faculty of Health Sciences has adopted bilin-
gual teaching for approximately seven years already, and the faculty of Arts and So-
cial Sciences, for approximately four years. The faculties of Theology, Education and
Law have recently also decided to introduce bilingual teaching in lectures through-
out the undergraduate modules according to which Afrikaans and English are used
in approximately equal ratio in lectures.

Many departments in these faculties have, in addition, introduced subject-specif-
ic tutorials, which are taught monolingually in English, to complement the bilin-
gual lectures as content and language integrated (CLIL) environment which facili-
tates second language development. The purpose of this tutorial is to compensate
for gaps in subject knowledge that may result due to the insufficient listening com-
prehension in Afrikaans in the bilingual lecture of students who initially have little
or no proficiency in Afrikaans when they commence their university studies. These
faculties evidently place a high value on the educational benefits of the interac-
tion of students in the multilingual and multicultural class. Since the design of bi-
lingual learning accomplishes additive bilingualism, and entails that students may
use their first language, that is Afrikaans or English, in productive skills activities,
including all academic writing tasks, the faculties that implement bilingual teaching
throughout the undergraduate modules hold the view that Afrikaans as academic
language is promoted.

The faculties of Natural Sciences and Agricultural Sciences have introduced paral-
lel teaching for lectures in some subjects at first year level and a limited of bilin-
gual lectures in the second and third year of undergraduate study. A considerable
number of undergraduate modules in the faculty of Natural Sciences are mainly
taught in Afrikaans. The view is held that students who choose to attend the lec-
tures in the monolingual English stream should develop sufficient proficiency in
Afrikaans during their first year by learning basic communication skills in Afrikaans
in order to acquire a sufficient level of listening comprehension in Afrikaans for
understanding academic Afrikaans in either the bilingual lectures or mainly the Af-
rikaans lectures. Students who begin their university studies with an insufficient
proficiency in Afrikaans register for generic Afrikaans proficiency courses in these
faculties with the goal of preparing for the subject-specific listening comprehen-
sion required in the bilingual lectures or mainly Afrikaans lectures in their second
and third year. Hence, these faculties take into account to a lesser extent the ben-
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efits of the authentic input for discipline-specific second language development
in the bilingual lectures as a CLIL context which are considered of central impor-
tance in the faculties of Health Sciences, Arts and Social Sciences, Theology, Edu-
cation and Law.

The language policy choices concerning the use of Afrikaans and English in the lec-
tures of the undergraduate programmes of the faculties of Engineering and Eco-
nomic and Management Sciences exemplify a considerable contrast to the largely
bilingual teaching employed in the faculties of Health Sciences, Arts and Social Sci-
ences, Theology, Education and Law. This contrast evidently can be attributed to
significantly different views as regard the role of the bilingual lecture in Afrikaans
and English as a CLIL environment. In these two faculties less consideration is giv-
en to the role of authentic discipline-specific input to stimulate second language
development in Afrikaans by those students who have a limited, or no proficien-
cy in Afrikaans, all who have English as a first language or language of academic
preference, as is the case with most black African students, when the commence
their tertiary studies. The five former-mentioned faculties consider the domain-spe-
cific input provided by the bilingual lectures in Afrikaans and English as a CLIL con-
text, as providing optimal exposure for second language academic development. As
pointed out above, several departments in these five faculties introduced, in ad-
dition, a weekly subject-specific tutorial taught in English, which complements the
lectures and compensates for gaps in the learning that occur during the first year
of study in the bilingual class of students whose listening comprehension in Afri-
kaans is initially insufficient. By contrast, the faculty of Engineering opted for a fully
parallel mode of lectures in the first and second year according to which separate
lectures are taught monolingually in Afrikaans and English. Students in engineer-
ing who have little or no proficiency in Afrikaans receive generic Afrikaans profi-
ciency instruction during their first two years of engineering study while attending
the monolingual English stream of the parallel lectures. The goal is to equip them
with a sufficient level of generic proficiency in Afrikaans, broadly relating to engi-
neering communication, to be able to learn effectively in the mainly Afrikaans lec-
tures in their third and fourth year of engineering study, where parallel teaching is
no longer available.

The design of the use of Afrikaans and English in lectures adopted by the Engineer-
ing faculty reflects a view which attaches less importance to the educational value
of the interaction among students made possible in the bilingual multicultural class
during the first two years of undergraduate study, on which a high premium is put,
by the five faculties who opted for largely bilingual lectures throughout undergrad-
uate study with the view on students’ future professional capacities and South Af-
rican citizenship. The configuration of the use of Afrikaans and English in the Engi-
neering faculty gives evidence of a particular interpretation of how Afrikaans can be
secured as an academic language at Stellenbosch University, which entails that Afri-
kaans should be used predominantly in a quantitative way in the lectures of under-
graduate programmes. The feasibility of this kind of organisation of the use of Af-
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rikaans and English as regard the requirements of access and successful study for
all students will need to be evaluated in the near future.

Finally, the faculty of Economic and Management Sciences, which has used main-
ly Afrikaans in lectures of undergraduate programmes, with the exception of a par-
allel lecture offering for certain subjects in the first year of study of undergraduate
programmes, has recently indicated that it may consider extending parallel teaching
throughout undergraduate programmes. This faculty has stated their view that they
opted for the mainly Afrikaans teaching in undergraduate programmes in terms of
the university’s language policy. Students in this faculty whose Afrikaans proficiency
is initially insufficient for learning effectively in the mainly Afrikaans lectures receive
instruction in generic Afrikaans to enable them to develop the listening comprehen-
sion required for mainly Afrikaans lectures. The predominant use of Afrikaans in un-
dergraduate lectures is obviously limiting in providing access to students who have
no prior knowledge of Afrikaans, hence for access to all South African students.
Thus, the consideration that this faculty is giving to expanding parallel lectures in
Afrikaans and English addresses the requirement of providing greater access and
successful study opportunities to all South African students. This faculty, however,
gives less consideration to the intrinsic educational benefits of the bilingual class
than the five faculties that introduced the bilingual lecture system.

3. Conclusion

The South African Language Policy for Higher Education explicitly encourages mul-
tilingualism at higher education institutions, specifically an increased use and role
for the indigenous African languages with the view to enhance effective teaching
and learning of students. This goal is, however, dependent on whether the indige-
nous African languages can be used to a greater extent in primary and secondary
education for learners who have an African language as home language.

From the profile out of students’ language competence in the various languages of
South Africa, the complexity and challenge of the balancing act to be accomplished
by tertiary institutions in South Africa, including Stellenbosch, is evident. At under-
graduate level, in particular, universities need to address the challenge of issues re-
garding language policy and planning that will achieve a balance between provid-
ing for the socio-cultural needs of the local environment, on the one hand, and the
wider population of South African students across its full demographic spectrum of
linguistic, social and cultural diversity, on the other.

The choice of the bilingual option of teaching in Afrikaans and English at Stellen-
bosch University is informed by two main considerations, namely the importance
for students coming from diverse linguistic and socio-cultural backgrounds to in-
teract in their educational experience, and the design of a bilingual teaching and
learning approach that at minimum entails the development of second language re-
ceptive skills, specifically listening comprehension. The design of this receptive bi-
lingual approach centrally entails a content and language integrated learning (CLIL)
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experience for all students, some who have Afrikaans as first language and some
who have English as first language, or dominant academic language. The CLIL expe-
rience of the bilingual class will be demanding to varying degrees to students, de-
pending on their level of proficiency in their language in which they need to have
develop second language receptive listening skills.

The Stellenbosch University bilingual teaching option, as is evident from the design
features in the language policy, minimally entails a sufficient level of receptive bi-
lingual skills, that is discipline-specific listening comprehension skills. Furthermore,
reading skills in English are required for Afrikaans first language students, since the
subject content literature is almost exclusively English. Significant numbers of stu-
dents whose first language is Afrikaans or English also have sufficient productive
skills, that is speaking and writing skills, to use their second language to varying
degrees. For students who have an African language as home language and who
did not have Afrikaans as second (or additional) language at school, the spoken
language of the lecturer in Afrikaans poses a challenge in terms of listening com-
prehension, at least for an initial period of one to two years. Thus, the question ad-
dressed is, whether, for these students, classes should be taught in English only,
or whether they should be taught in the bilingual module and the subject content
in Afrikaans which is initially mostly incomprehensible to these students while they
have not yet developed the required proficiency in terms of receptive (listening)
skills in Afrikaans to learn effectively in the bilingual Afrikaans and English class
must be recapitulated and revised in tutorials taught monolingually in English. The
key consideration in making the latter choice, is that these students get the oppor-
tunity for content and language integrated learning (CLIL) exposure from the be-
ginning, while they also have additional instruction outside the bilingual class in
subject-specific tutorials taught in English, and in Afrikaans listening skills develop-
ment. The choice of the bilingual class crucially relates to the consideration of the
intrinsic value students get through interaction with fellow students from diverse
socio-cultural, racial and language backgrounds within the academic environment
and thus getting an enhanced learning experience, which is crucial to their devel-
opment of a South African citizenship for which intercultural and multilingual skills
are important attributes.
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FUNCTIONAL FRENCH-ENGLISH BILINGUALISM AMONG

ANGLOPHONES IN CAMEROON TERTIARY INSTITUTIONS
JEAN-PAUL KOUEGA — UNIVERSITY OF YAOUNDE |

This paper describes a type of functional French-English bilingualism that has developed in the
higher education institutions of Cameroon and in the Civil service of this medium-sized Central
African country having French and English as its joint official languages since 1961. The informants
for the study are of two types. First, law and economics Anglophone students of the University
of Yaounde Il at Soa and second, former Anglophone students of this same institution who are
presently high-ranking civil servants working in Cameroon. After graduation, these students, like
their elders who preceded them, take up jobs in such fields as law (magistrates, bailiffs, notaries
etc) and economics (insurance brokers, company managers etc). The data analysed are drawn from
two questionnaires, one filled in by a sample of students from this institution and the second by
civil servants who themselves graduated from this same institution. Additional data come from
interviews with the students on their campus and participant observation of Anglophone civil
servants in their places of work. The analysis reveals that, thanks to content materials teaching
through the French medium, Anglophone students — who are holders of the British-based General
Certificate of Education Advanced Level (henceforth the GCE A’ level, the certificate required for
admission into a university in Cameroon and in Anglo-Saxon countries) and who had acquired a
smattering of French in secondary education — end up being proficient in French and English and,
later on in active professional life, they operate fully in a francophone setting.

Keywords: bilingual education, bilingualism, Cameroon, English, French

Introduction

This paper describes one type of bilingual education involving the use of L3 French
and L2 English at tertiary level in Cameroon. A similar investigation involving the
use of L2 French and L3 English in this same context had been conducted (Kouega
2008). The present study is broken into five sections, entitled background informa-
tion on Cameroon (1), practice of official bilingualism in the country (2), research
design (3), data analysis (4) and discussion (5). These are considered in turn.

1. Background information on Cameroon

Cameroon is a Central African country (see map at http://en.wikipedia.org/wiki/ Cam-
eroon) sharing borders with Nigeria to the west and Chad and the Central African Re-
public to the east. Its over 16 million inhabitants speak over 250 languages (for details
on the linguistic situation of Cameroon, see for example Ethnologue 2005 and Koue-
ga 2007). Historically, this country has had dealings with all European colonial powers
— Portugal, Spain, Germany, France and Britain. When the First World War broke out,
Cameroon was a German colony called German Kamerun (see Neba 1987: 4). When Ger-
many lost this war, its possessions in Africa were shared among the victors: Cameroon
was divided into two separate territories placed under the administration of France
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(hence French Cameroon) and Britain (hence British Cameroon). In 1960, French Cam-
eroon obtained its independence and called itself the Republic of Cameroon. As the ter-
ritory included hundreds of tribes speaking different languages, the first legislators of
independent Cameroon decided to adopt French, the ex-colonial master’s language, as
its official language. In 1961, part of British Cameroon, which had adopted English as
its official language, obtained its independence by reuniting with the Republic of Cam-
eroon. The country was renamed the Federal Republic of Cameroon with French and
English as its joint official languages. In 1972, the country’s name was changed to the
United Republic of Cameroon, still with French and English being its official languages.
Besides, it was pledged that bilingualism in these two languages will be promoted.

2. Practice of official bilingualism in the country

To ensure the spread of official bilingualism in the country, successive governments
have taken a number of decisions — couched in the form of ordinances, decrees, cir-
culars, service notes. A selection of these decisions are listed below:

— linguistic centres were created to enable citizens to learn English and French, an
activity which was originally restricted to the British Council, the American Cul-
tural Center and the French Cultural Centre;

— translation services were offered in all State institutions and a school for the
training of translators and interpreters (Advanced School of Translators and In-
terpreters: ASTI) was opened in Buea;

— bilingual secondary schools i.e. schools with Francophone and Anglophone pu-
pils sharing the same campus but not the same courses) were created in vari-
ous localities in the country;

— the bilingual degree programme was set up in the University of Yaounde and the
Higher Teacher Training College (Ecole Normale Supérieure — ENS); today this
programme is available in all State universities of the country;

— with the arrival of the French and British in 1920, two systems of education were
set up in the country, one being French-based with students seeking certificates
such as the Certificat d’Etudes Primaires et Elementaires — CEPE, the Brevet
d’Etudes du Premier Cycle — BEPC and the Baccalaureat, and the other being
English-based with students seeking certificates such as the First School Leaving
Certificate — FSLC, the General Certificate of Education Ordinary Level — GCE O’L
and the GCE A’L. To bolster its official bilingualism policy, the State made Eng-
lish a subject in all French-medium secondary schools and French the same in all
English-medium schools; besides, the second official language became a subject
in all public examinations, with Francophone candidates writing an English lan-
guage paper and Anglophone candidates writing a French language paper;

— the Official Gazette, which records the country’s daily activities, was printed in

the two languages and so was the official daily newspaper i.e. Cameroon Trib-
une published;
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the national radio and TV network (CRTV) alternated programmes in French and
English at regular intervals.

Since the year 1996, another battery of measures have been added to these older
ones. These measures include the following:

an order stipulating that every primary school teacher would henceforth teach
every subject on the school syllabus including the second official language sub-
ject was issued (Order No 21/E/59 of May 15, 1996 organising the Grade One
teacher certificate examination);

a primary school syllabus outlining how each subject including the second offi-
cial language subject would be taught was designed by the Ministry of Educa-
tion (MINEDUC 2001, Kouega 2003);

an order introducing the second official language subject in both the written
and oral parts of the First School Leaving Certificate (FSLC) examinations and its
French equivalent, the Certificat d’Etudes Primaires (CEP) examinations (Order
No 66/C/13 of February 16, 2001);

a National Day of Bilingualism in public and private schools in Cameroon was
instituted (Decision no 1141/B1/1464/ MINEDUC/IGE/IGP/BIL of October 28, 2002);
on this day, Anglophone pupils are expected to communicate in French and Fran-
cophone pupils in English;

a circular letter instructing primary and nursery education state officials to see
that bilingualism is effective in all nursery and primary schools (circular letter No
033/B1/1464/MINEDUC/IE/ IGPBIL of October 14, 2002);

a circular letter instructing secondary education state officials to see that the
National Bilingualism Day is observed in all schools and that, in addition, Lan-
guage Clubs (LO), to be called Club Francais for Anglophone pupils and “English
Club” for Francophone pupils, be set up in all schools, that the National Anthem
be sung in English and French on alternate days and that a prize be awarded to
the best bilingual pupils in each class (Circular letter No B1/1464/MINEDUC/IGE/
IGE/GP/BIL of December 2, 2002);

a circular letter instructing teacher training college principals to provide ade-
quate training so that student-teachers be sufficiently equipped to teach the
second official language (Circular letter No 009/B1/1464/MINEDUC/IGE/IGP/BIL of
April 9, 2003); (see Abang 2006 for an evaluation);

a decision creating a bilingualism watchdog committee in the Ministry of Edu-
cation, which is responsible for the observation, verification and supervision of
the practice of bilingualism in central and external services of the Ministry of Ed-
ucation (Decision No 1230/B1/1464/MINEDU/CAB of June 12, 2003)

It was envisaged that, after these decisions and measures are implemented fully,
every Cameroonian citizen would be bilingual in French and English and every pu-
pil who leaves secondary education would have learned enough French and English
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to be capable of following courses taught in either official language at tertiary ed-
ucation level. Partial evaluation of what obtains in the field seems to show the re-
verse, especially among the Francophone population (see Constable 1977, Tchoun-
gi 1983, Biloa 1999, Kouega 1999, 2003, Jikong 2003, Echu 2004, Sokeng 2006 and
similar works for details).

3. Research design

The focus here is on the setting of the research (3.1), the informants (3.2) the method
of data collection (3.3) and the research framework (3.4). These are taken up in turn.

3.1. The setting

Two sub-settings are jointly examined in this work i.e. the University of Yaounde Il
and the Cameroon Civil Service. The university of Yaounde Il is at Soa, a small lo-
cality situated some 12 km from the Yaounde city centre. Structurally, this univer-
sity comprises two faculties and three higher education institutions. The faculties
are known as the Faculty of Law and Political Sciences (Faculté des Sciences Jurid-
iques et Politiques — FSJP) and the Faculty of Economic and Management Sciences
(Faculté des Sciences Economiques et de Gestion — FSEG). The FSJP offers courses
in French private law, English private law, public law and political sciences and its
graduates end up in law-related jobs such as bailiffs, lawyers, magistrates, insur-
ance officers. The FSEG offers various courses in economy. The three higher educa-
tion institutions are the School of Mass Communication (Ecole Supérieure des Sci-
ences et Techniques de I'Information et de la Communication — ESSTIC), the School
of International Relations of Cameroon (Institut des Relations Internationales —
IRIC) and the Institute for Training and Research in Demography (Institut de Forma-
tion et de Recherches Démographiques — IFORD) (MINESUP 1993: 286). These in-
stitutions have in common the fact that they train very small numbers of students,
who are selected by way of competitive entrance examinations. As the bulk of the
students of this university are in the two faculties cited above, the informant pool
for this study is drawn from these faculties.

The second sub-setting is the Cameroon Civil Service, which includes ministers,
secretary-generals, directors, managers of State-owned companies, service heads
and thousands of workers in such fields as medicine (medical doctors), education
(school teachers), administration (clerks), communication (journalists), law (magis-
trates), agriculture (engineers) to name only these few. These two sub-settings have
in common the fact that there is no official policy underlying language use in them
apart from the provision in the country’s constitution.

3.2. The informants
The informants for this study were a total of 69 university students and 4o civil
servants, in all 109 Anglophone Cameroonians. These informants had in common
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the fact that they were currently schooling at the University of Yaounde Il or they
were graduates of this institution.

3.3. Method of data collection

The questionnaire was the main method of data collection. Two questionnaires
were used, one for the students, and the other for workers. The students’ question-
naire, reproduced in Appendix |, is a 24-item document devised to check the use of
French and English in this university. The workers’ questionnaire, reproduced in Ap-
pendix Il, is a nine-item document designed to check language use in the places of
work of high-ranking Anglophone civil servants. The data obtained from these two
questionnaires were supplemented by information obtained through participant ob-
servation, interviews and informal discussions.

3.4. Research framework

The framework underlying the study is a juxtaposition of elements drawn from the
works of Fishman (1970), Huallachain (1970), Garcia (1997), Baker (2001) and a few
other bilingual education specialists. Actually, the bilingual education programme in
Cameroon does not fall into any of the ten patterns outlined by Baker. It is not sub-
mersion bilingual education, it is not transitional bilingual education, it is not main-
stream bilingual education; it is not any known bilingual education programme. It is
unique, hence the necessity of adapting existing frameworks to describe it.

4. Data analysis

This section analyses the returns, paying attention to how language is used in each
of the sub-settings presented above.

4.1. Linguistic background of the informants

The analysis of the first three items of the students’ questionnaire confirmed the
choice of the informants: they had studied in English and were holders of the GCE
A’ level. (Qg4) asked these students to indicate how prepared they were to follow
lectures in French in their university. Strangely enough, 95% of the 69 respondents
claimed that they were ill-prepared to follow lectures in French. This finding contra-
dicts the 1961 policy makers of Cameroon, who had thought that, by the time stu-
dents leave secondary level education in Cameroon, they would have become com-
petent in the two official languages of the country.

4.2. Reports on language use in the classroom

Concerning language use in the classroom, many questions were asked. For exam-
ple, Q5-6 asked the students to indicate the number of courses they were taught in
a school year and in which language(s) these courses were taught. It was found that
in this university, 67% to 100% of courses were taught in French and the remain-
der, if any, were taught in English. Actually, language selection in this institution is
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done on the basis of availability of teachers. When a new post is open, the institu-
tion selects the best candidate irrespective of whether this candidate is Francoph-
one or Anglophone. Besides, lecturers’ skills in the second official language (OL2)
are never alluded to during recruitment, let alone being tested. Q7-8 inquired about
the number of different teachers the informants had and about the number who
taught in French and in English. They were asked whether these teachers provided
summaries of their lectures in one language when they taught in the other. It was
found that in the eight courses that they were taught in French, the lecturers never
summarised their lectures in English. Conversely, in the four courses taught by An-
glophone lecturers in English, summaries in French were provided; occasionally the
Anglophone lecturers got carried away while delivering some lectures and, as a re-
sult, found themselves teaching a good chunk of these lectures in French.

4.3. Reports on classroom activities

Q11-12 focused on one aspect of classroom activities, namely note taking; these
questions enquired about the language or languages in which the respondents took
down notes when a course was taught in English and when a course was taught in
French (Q12). It turned out that, when a course was taught in French, these students
took down notes in French (95% of 69 respondents). A few respondents said that
they translated the notes into English as the teachers lectured. Unfortunately, there
was no time to check this claim. Q13-14 focused on the languages in which exam-
ination questions were set by lecturers and answered by students. It was reported
that all lecturers teaching in English set their examination questions in English and
all lecturers teaching in French set their questions in French. As for answering ex-
amination questions (Q15-16), the respondents reported that when questions were
set in French, they answered them in French (5% of 69), in English (90%), or in ei-
ther language (5%). Q17 asked respondents to indicate whether these respondents
were generally satisfied with the grading of their scripts written in English by Fran-
cophone lecturers. It turned out that 70% of the 69 respondents were dissatisfied
with their marks when their scripts were graded by Francophone lecturers. Infor-
mal discussions in English with these Francophone lecturers seem to indicate that
their level of competence in English may not be high enough for them to be capa-
ble of grading scripts in English effectively. Unfortunately, no formal test has ever
been carried out to check this.

4.4. Respondents’ life on campus

The respondents were asked to indicate what language(s) they spoke when discuss-
ing a lecture taught in French with an Anglophone classmate (Q18) and when discuss-
ing a lecture taught in English with an Anglophone classmate (Q19). Many informants
skipped these questions. But participant observation showed that in francophone-
anglophone interactions, the language used was exclusively French while in anglo-
phone-anglophone interactions, codeswitching involving French, English and Pidgin
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English, a popular lingua franca (Kouega 2002) was common. Q20 asked respondents
to look at the notices put up in their Department, Faculty or University and to indi-
cate the languages in which these notices were generally written. It was found that
these notices (for example changes in the timetables, lost and found properties, sem-
inar and tutorials schedules etc) were generally written in French and occasionally in
both French and English. On close inspection, it was found that when notices were
posted in both French and English, they usually dealt with students’ school fees i.e.
deadline for payment, advantages one derived from paying one’s fees in time, risk of
expulsion from examination halls etc. Q21-22 asked the respondents to indicate the
languages with which they usually interacted with their faculty staff and the language
with which their university officials generally communicated with students at meet-
ings. It was found that French was the only language used in these contexts, even
when these officials were English-speaking. Q23 asked the respondents whether they
had ever been discriminated upon solely because they spoke English. It turned out
that they had never been discriminated upon, but occasionally, they were pitied by
their Francophone classmates, who felt that they suffered a lot, since lecturers did
not take into account the linguistic problems that their students faced.

4.5. Respondents’ life off-campus

Q24 focused on the off-campus life of these students. They were asked to con-
sider their closest neighbours in their residences and to indicate whether these
neighbours were mainly Anglophones, mainly Francophones or mainly a mixture of
both. It was found that the vast majority of Francophones had Francophone neigh-
bours and Anglophones had Anglophone neighbours. In fact, participant observa-
tion showed that there existed many linguistic enclaves in and around this univer-
sity campus. In these enclaves, one can communicate freely in one single language,
which is French for Francophones and Pidgin English — and occasionally English —
for Anglophones (Kouega 2002), with French-English bilingualism among students
being totally non-existent.

4.6. Language use by Anglophone civil servants

Q25-27 asked the 40 Anglophone civil servants to indicate the languages in which
they spoke with their superiors, equals and subordinates in dyadic interactions,
and Q28 inquired about the language they used during meetings and work ses-
sions. It turned out that in these contexts, French was dominant. These informants
were also asked to indicate the common language of incoming correspondence
(Q29) and of outgoing correspondence (Q30). 80% of the 40 respondents reported
that their incoming mails were generally written in French and 99% disclosed that
their outgoing mails were written in French. These figures confirm the fact that in
Cameroon, Anglophone civil servants must have a working knowledge of French in
order to operate fully in the community; however, the reverse is not true, as Fran-
cophones can operate with little or no English.
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5. Discussion

From the analysis outlined above, it can be concluded that the type of bilingual ed-
ucation described here is not planned. First Anglophones who are holders of the
GCE A’ Level claim that they cannot follow courses in French; this is due to the fact
at the secondary school level, very little competence in French is acquired during
the seven years of schooling. The common reason put forward to account for the
students’ poor performance in their second official language at this level include:
shortage of qualified teachers, large classrooms, poor teaching methods, low stu-
dent and teacher motivation, absence of a clear language policy for the country,
to cite only these. Secondly, the language of interaction on campus is exclusively
French, which makes it difficult for someone with limited French to operate fully in
that environment. Thirdly the practice that started up in the university continues in
professional life: Anglophone civil servants must use French in dyadic interactions
with superiors, equals and subordinates; they receive incoming mails written in
French and they process these mails in French. In short, these Anglophone workers
operate fully in French, which is not the case with their francophone counterparts.

6. Conclusion

This study has reported on language use among Anglophone students schooling at
the University of Yaounde Il at Soa and among former graduates of this university
currently working in the Cameroon civil service and has reached a number of inter-
esting conclusions. In this university, there are a greater number of courses taught
in French and of teachers using French than there are in English. Communication on
campus is exclusively in French, which makes it difficult for someone with limited
French to operate fully in that environment. This dominance of French on campus
enables Anglophone students to pick up the language in a relatively short lapse of
time. When these Anglophone students eventually move to professional life, they
have no difficulty working in French with their francophone collaborators. If Cam-
eroon government is serious about the development of its official bilingualism pol-
icy, it should apply the reverse of this practice so that Francophone citizens should
become proficient in English. In concrete terms, a greater number of courses should
be taught in English in this university and in similar institutions so that Francoph-
one people should pick up English.

The study has described a situation where the teaching of content materials in
French has been one of the significant factors that have contributed to the en-
hancement of the proficiency in French of Anglophone students. It can therefore be
postulated that, at tertiary level, the teaching of content materials in a given lan-
guage can increase the competence in that language of students speaking a differ-
ent language. Put in more concrete terms, the teaching of content materials in Eng-
lish can potentially enhance the proficiency in English of university students having
as their first language (L1), such languages as Italian, German, Spanish, French, to
cite only these few.
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Appendix | (Questionnaire for students)

Section I.

1. Are you a holder of the GCE A’ Level?

2. What is your faculty called?

3. What is your present level of study (Level 1, 2, 3, 4 or 57)

4. Are you prepared to follow lectures in French and English (or were you prepared when you came in)?
Any comment?

Section II.
5. How many (different) courses are you supposed to have in both the first and second semester this year?
6. How many of these courses are taught in French? How many are taught in English?
7. How many lecturers are there in your present class?
8. How many of these lecturers teach in English? How many of them teach in French?
9. When a teacher teaches in French, does he summarise what he says in English?
10. When a teacher teaches in English, does he summarise what he says in French?
Any comment?

Section Il

11. When a teacher teaches in English, in what language do you take down your notes?

12. When a teacher teaches in French, in what language do you take down your notes?

13. When a teacher teaches in English, in what language does she/he set examination questions?

14. When a teacher teaches in French, in what language does she/he set examination questions?

15. When examinations are set in English, in what language do you write these examinations?

16. When examinations are set in French, in what language do you write these examinations?

17. Are you generally satisfied with the grading of your scripts by lecturers whose first official language
is your second official language — yes or no?

18. When you have to discuss a course taught in French with an Anglophone classmate, in what language
do you exchange ideas?

19. When you have to discuss a course taught in English with an Anglophone classmate, in what lan-
guage do you exchange ideas?
Any comment?

20. Look at the notices put up in your department, faculty or university. In what language are they generally written?
Any comment?

21.

[y

In what language do you generally interact with university staff?

22. In what language do university staff usually interact with students?

23.Have you ever been discriminated upon (e.g. poor treatment, abuse, etc) simply because you speak
a different first official language?

Any comment?

Section IV.

24.Consider your closest neighbours in your residences. Are they mainly Anglophones, mainly Francoph-
ones or mainly a mixture of both?
Any comment?
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Appendix Il (Questionnaire for civil servants)
(To facilitate cross-referencing, the nine questions below are numbered from 25.)

25.How long have you been working in the civil service for?

26.When you were a student at the University of Yaounde Il, was the majority of lectures taught in French
as is the case today?

27.In your place of work, in what language do you usually speak with your superiors?

28.In your place of work, in what language do you usually speak with your equals?

29.In your place of work, in what language do you usually speak with your inferiors?

30.In your place of work, what language do you generally use during meetings and work sessions?

31. In your place of work, what is the common language in which incoming mails are written?

32.In your place of work, what is the common language in which outgoing mails are written?

33.Do you feel that you can communicate effectively in English and in French?
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PLURILINGUAL TALK-IN-INTERACTION IN AN INITIAL TEACHER

TRAINING CLIL CLASS
MELINDA DooLy AND EMILEE MOORE!
UNIVERSITAT AUTONOMA DE BARCELONA

Since the fall of the Spanish dictatorship, Catalan public universities have played an important
role in maintaining the use of Catalan. They have partly taken on the mission of giving the
language prestige for disseminating knowledge and for ‘doing science’. Catalan is considered
the vehicular language of all public universities in Catalonia, with Spanish being a co-official
language.

Since the widespread promotion of the Bologna process in the EU, new discourses have appeared
at Catalan universities. These include the need to foster excellence in higher education, to capture
students from around the world, to promote research in conjunction with the business world, etc.,
as well as encouraging English for certain academic activities, such as the teaching of subject
content through a foreign language (CLIL).

In this article, we study interaction in a university CLIL science education lesson. Our analysis
explores how participants categorise languages and draw on multilingual resources to engage
in talk-in-interaction (construct knowledge, negotiate authority, make jokes, carry our meta-
linguistic tasks, etc.).

Keywords: CLIL, multilingualism, classroom interaction, Catalonia

1. Contextualisation of the research

Over the past 20 years, Catalan society has experienced significant demographic and
economic changes — led by Barcelona, the capital city — which have had an impact on
the sociolinguistic situation in the region (Nussbaum 2005). Barcelona has changed
from being an industrial city, to become a centre for tourism and services, attracting a
large fluctuating population (tourists, students, executives, artists, etc.). The bilingual-
ism that was officially instated after the Spanish dictatorship has evolved into trilin-
gualism (Catalan, Spanish and English) in certain spaces. On the other hand, the region
receives a significant number of immigrants from diverse regions of the world. This im-
migration also brings about changes in the sociolinguistic configuration and in day to
day language practices, which are visible and audible in cosmopolitan urban spaces.

Since the fall of the dictatorship, Catalan public universities have played an important
role in maintaining the social use of the Catalan language, in the sense that they have
taken on, in part, the mission of giving the language prestige as a medium for dissemi-
nating knowledge and for doing science. Catalan is considered the indigenous language
of all public universities in Catalonia, with Spanish being a co-official language.

1 This paper is based on the combined research efforts of the following members of the Grup de Recerca en Ensenya-
ment i Interaccions Plurilingues (GREIP, http://greip.uab.cat) from the UAB: Luci Nussbaum (coordinator), Eva Codg,
Victor Corona, Melinda Dooly, Emilee Moore and Virginia Unamuno.
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With the beginning of the Bologna process, new discourses have been created at uni-
versities about the need to construct higher education institutions of excellence, to
capture students from around the world, to promote research with companies, etc. Dis-
courses about the need to display innovative practices and promote strategies for the
university community to adopt English for particular activities have also emerged.

The trilingual classroom sequence analysed here was audio and video recorded at
a Catalan University in a CLIL Science Education subject. This subject is part of an
educational innovation project, which in turn stems from increasingly large-scale
promotion of courses in a L2 at the university. Such promotion is aimed not only
at improving autochthonous students’ competence in English, but also at attracting
foreign students to the university. This fact was made clear by a language policy of-
ficer in a speech made in November 2007 at a session organised to reflect on cur-
rent and future language policies at the UAB, shown in extracts 1 and 2 below:

Extract 1:

Officer: parlar justament del plurilingiiisme perque ara el tema és molt

més estratégic\(.) el futur de la universitat i el futur de la internac-
ionalitzacidé i de la possibilitat d’intercanvis/(.) es juga (.) amb 1’us

de 1l’anglés i d’altres llengtes\(.) amb 1’us basic en aquest sentit\ (1)
1’anglés en primer lloc no ens enganyem no es que:e hi hagi-(.) també us
puc explicar amb una anecdota (.) e:m tenim un acord per fer joint degrees
amb la universitat de XXX perd ja ens ho van dir\(.) Barcelona és interes-
sant\ (.) Barcelona ens interessa\(.) tenim coses en comt\(.) perd sigueu
conscients\ (.) o feu cursos\(.) en anglés\(.) o els nostres alumnes\(.) no:
vindran\ (.) perque el que és segur és que el 99 per cent d’entrada(.) no
sabra ni castella ni catala\(.) per tant o venen en un entorn en que (.) es
belluguen en anglés i a més a més els oferiu altres coses 1 aleshores potser
aprendran (.) una mica de catala i castella\ (.) altrament no vindran\ (.)

Translation of Extract 1:

Officer: now the topic is more strategic\(.) the future of the university and
the future of internationalisation and the possibility of exchange/(.) is
played out (.) with the use of English and other languages\ (.) with basic use
in this sense\ (1) English firstly let’s not deceive ourselves it’s not tha:t
there’s-(.) I can also tell you an anecdote (.) a:h we have an agreement to do
joint degrees with the university of XXX but they already told us\(.) Barce-
lona is interesting\(.) Barcelona interests us\(.) we have things in common\
(.) but be aware\(.) you either do courses\(.) in English\(.) or our students\
(.) wo:n’t come\(.) because what’s sure it that 99 per cent to begin (.) won’t
know Spanish or Catalan\(.) therefore they come in an environment in which (.)
they move about in English and also you offer them other courses and then maybe
they’11l learn (.) a little Spanish and Catalan\(.) if not they won’t come\ (.)

Extract 2:

Officer: el tema del coneixement de 1’anglés\(.) que és un tema urgent (.)
i pel contrari/(.) en quatre calculs vam dir que si fos veritat el que
s’ha posat com criteri pel tema de Bolonya\(.) que hauriem d’exigir al
final del procés (.) que una de les capacitats i habilitats adquirides/ (.)
demostrablement/ (.) que és el que diu Bolonya fos (1) 1l’angles)\(.)
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Translation of Extract 2:

Officer: the topic of knowledge of English\(.) which is an urgent topic
(.) and on the contrary/(.) with some simple calculations we said that
if it were true that it has been made a criteria for Bologna\ (.) that we
would have to require at the end of the process (.) that one of the ca-
pacities and abilities acquired/(.) demonstrably/(.) which is what Bolo-
gna says were (1) English\(.)

2. Research description and questions

The GREIP team’s research into the management of multilingualism at Catalan uni-
versities comes under the umbrella of the DYLAN project, a European project that
involves 20 research institutions in 12 European Countries (Language Dynamics and
Management of Diversity: www.dylan-project.org). The DYLAN project aims to iden-
tify the conditions under which Europe’s linguistic diversity can be an asset rath-
er than a drawback by taking a close look at three terrains: companies, EU institu-
tions, and educational systems (namely, tertiary education).

The project’s analytical framework is organised around four sets of variables: lan-
guage practices; representations of multilingualism and linguistic diversity; lan-
guage policies implemented by the authorities and language strategies of private
sector companies; and the linguistic environment in which actors operate. Within
this framework, the GREIP research team concentrated its efforts over the first year
of this five-year project on describing the context and on exploring the categorisa-
tions of languages — and especially Catalan, Spanish and English — as of plurilin-
gualism in general, that emerge both in local interactional practices, as well as in
language policies and in official discourses.

3. Analytical and theoretical conceptions

In this section, we very briefly outline our approach to data collection and analysis.
In regard to the collection of data, we take a qualitative, ethnographic approach,
primarily focussing on naturally occurring interactional data. We aim at an emic
perspective in deciding what contextual elements and focus events are relevant or
not, drawing on the knowledge of insiders (Goodwin & Duranti 1992) and on the
data. The fact that we have been researching a context (the UAB) in which we are,
ourselves, insiders means that the research context we construct is also based on
our own knowledge and experience of the research setting. As Goodwin & Duranti
(1992: 25) point out, “the ethnographer attempts a description of what seem to be
the most important dimensions of the event, on the basis of culturally defined cat-
egories, before or while engaging in linguistic interpretation”.

As for our approach to the analysis of data, we find the approaches of Interac-
tional Sociolinguistics (Gumperz & Hymes 1972; Gumperz 1982) and Conversation
Analysis (Sacks 1972; 1992) particularly useful. These disciplines allow us to de-
scribe the methods through which individuals make sense of, and carry out, day
to day actions through language. We believe that it is through in-depth, sequen-



184

Talk-in-interaction in a CLIL Class

tial analysis of the form and content of an interaction that we may understand
how situated, context-bound meaning-making processes are carried out by speak-
ers and listeners in interaction. Specifically, we understand that the study of cate-
gorisations (Sacks 1992; Watson 1997; Mondada 1999; Psathas 1999) and of con-
versational code-switching (Auer 1984; 1998; Mondada 2007; Nussbaum 1990) is
extremely relevant in order to understand uses of languages and of plurilingual-
ism in our data.

4. Data description

Eva Cod6 and Emilee Moore from the GREIP team were responsible for the collec-
tion of the CLIL classroom data presented in this paper. Contact was established
prior to the commencement of the academic year with the teacher of the science
education subject, in the degree in primary school teaching. The teacher agreed to
our attendance in her classes, which she taught in English, and which she referred
to as a CLIL class. The first hour of the class consisted of a theory lesson with the
whole group. The class then split in half for lab work sessions, with one group at-
tending the first hour and the other attending the second hour. In the lab, students
worked in smaller groups of between 3 and 5 students. After observing the first
class of the academic year in order to take field notes, get a feel for classroom ar-
rangement and choose subject groups, the researchers returned in the second week
to record in the lab. The recordings were made in both video and audio format,
with the help of a technician. Student consent was obtained to use the data for re-
search and dissemination purposes. Text sources were also collected from the class
and referred to in the process of transcription and analysis.

5. Analysis of multilingualism as a resource in CLIL classroom interaction

In this sequence, participants are working in a group of 4 female students and 1
male student. They were discussing and formulating questions they could ask pri-
mary school pupils about apples in order to relate those questions to the views
of science they represented. The extract is part of a longer sequence of 129 turns,
which begins with Laia and Sandra both proposing a possible question. Previous
to this extract, Laia’s proposal had been dealt with. After the question proposed by
Laia has been finished, Sandra goes on to recover her proposal (turn 26), which
had to do with the ‘reproduction’ of apples, with the topic change marked by her
“now” in turn 26. Laia’s laugh in turn 29 suggests the term may be awkward, as
does Sergi’s “e::h” in the turn 30. In turns 28 and 32, Sandra modifies “the repro-
duction” to “the way of reproducing”, but still unsure of the appropriate formu-
lation of the concept she draws on Spanish to request help (“tu sabes” - do you
know) from her peers at the end of turn 32.
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Extract 3:
26. sandra: NOW\ (.) the repro- (.)
27. laia: °si°\ (.)
°yes®\ (.)
28. sandra: the [way of reproducing\ (.)
29. laia: [sT xxxx\ (.) ((laughs))
[yes xxxx\ (.) ((laughs))
30. sergi: e::h(.)
31. laia: ((laughs))
32. sandra: the way of reproducing\(.) or: the way of(..) °tu sabes/(.)
xxxx\ (.)
the way of reproducing\(.) or: the way of(..) °do you know/ (.)
xxxx\ (.)

33. sergi: hm: (..)
34. maria: com creixen\ (.)
how they grow\ (.)

35. sandra: how grow up\(.) how the apples reproduce\ (.)
36. laia: grow\ (.)
37. sandra: they\(.) °es que no sé como decirlo°\ (..)
they\ (.) °it’s that I don’t know how to say it°\ (..)

((sergi leans over and takes the recorder and speaks into it))
38. sergi: com es diu reproduir)\(.)
how do you say reproduce\ (.)

39. all: ((laugh))

40. sandra: ((laughing) es reproduce)\ (.) [es reproduce\)
((laughing) it’s reproduce\ (.) [it’s reproduce))

41. sergi: [how- how do the apples
reproduce/ (.)

42 . sandra: €S reproduce\ (.)
it’s reproduce) (.)

The interaction thus continues to deal with the difficulty in expressing the idea of
the “reproduction” of apples. In turn 34, Maria introduces an alternative, in Catalan
(“com creixen” — “how they grow”). Sandra switches back to English in the follow-
ing turn, opting for her original (although modified) question using the word “re-
produce”. In turn 36, Laia retakes “grow”. In turn 37, Sandra offers “they” although
she doubts as to how to continue, again switching to Spanish to request help with
a language related difficulty (“es que no sé como decirlo” — | don’t know how to
say it). After a silence, Sergi takes the voice recorder off the table and asks a ques-
tion directly into the recorder, in Catalan (“com es diu reproduir” — how do you say
reproduce). After laughter, Sandra asserts that reproduce is the correct term. In turn
41, Sergi offers “how do the apples reproduce” with rising intonation, which is ac-
cepted by Sandra in turn 42, who reaffirms both that the correct term is “repro-
duce” and legitimises Sergi in his role of ‘expert’ in the group.

In the above fragment, we can observe how a language problem is overcome in in-
teraction, an interaction which moves between the central task of writing questions
as imagined future teachers, in which English is categorised as the dominant (offi-
cial) language, and side ‘student’ sequences of solving language related difficulties,
making jokes and managing the discourse in which an array of verbal and non-verbal
resources are drawn on. The above sequence also suggests that content learning is
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highly integrated with language learning, as the participants’ problem seemed to be
not only how to word the question, but also how to word the concept of the growth
cycle of an apple. This metacognitive work endures in the continuation of the se-
quence, which begins with Maria seeking clarification as to whether the term to write
down is reproduce or not (turn 43):

Extract 4:
43. maria: reproduce/ =
44, sergi: =itself/(.)
45. sandra: es lo que te decia\(.)
it’s what I was telling you\ (.)

46. sergi: ((all writing) <ho:w

47. sergi: do:=

48. maria: =no es tracta de traduir-ho=
=it’s not about translating it=

49. sergi: =the: apples: (..) repro- repro:>

50. sandra: how do the apples\(.)

51. laia: how do the apples/(.)

52. sergi: themselves/ (.)

53. maria: reproduce themselves\ (.))

54. sandra: queda muy mal esto de [themselves aqui/

does it fit really bad this [themselves here/
[

55. laia: ST\ (.) how do the apples-
[yes\(.) how do the apples-
56. sandra: xxxxxx(..) NO NO NO €S themselves\ (.)
XXXxxX(..) 1t’s not not not themselves\ (.)
57. maria: itself\ (.)
58. sandra: Si NO es themselves [pero xxxx
if it’s not themselves [but xxxx
59. sergi: [it’s- it’s themselves\ (.)
60. sandra: ya pero-
yeah but-
61. sergi: 1it’s themselves\ (.) [ai::
62. sandra: [pero que no se reproducen xxx (.)
que no se reproducen themselves\ (..)
[but they don’t reproduce xxx (.)
they don’t reproduce themselves\ (..)
63. sergi: no/(.) [y qué hacen\
no/ (.) [and what do they do\
64. sandra: [how do the apples reproduce ya esta\(.) or grew or grow\(.)
[how do the apples reproduce that’s it\(.) or grew or grow\(.)
65. laia: 0 themselves Yy en parentesis)\(..)

or themselves and in brackets\ (..)
66. sergi: what are the parts of the growing of the apple/(.)
67. maria: ja esta:\(.)

that’s it\(.)

In the above extract, we can observe how a problem with the translation of the
Spanish (reproducirse) or Catalan (reproduir-se) reflexive verb leads to an extend-
ed discussion over whether the verb should be reflexive or not in English. Addi-
tionally, the participants are bringing into play their knowledge of science content.
In other words, the problem is not only the verb, but also the concept of wheth-
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er apples in fact reproduce themselves, if they simply grow, etc. In turn 62, San-
dra makes this clear to her peers, telling them that apples do not reproduce them-
selves (“gue no se reproducen themselves” — they don’t reproduce themselves).
In turn 63 Sergi asks her to explain what they do, to which Sandra replies in turn
64 that they just reproduce; they do not reproduce themselves. She provides an-
other linguistic option to express the concept, being that they grow. Laia, in turn
65 suggests putting themselves in brackets. In turn 66, Sergi suggests another
option, being “what are the parts of the growing of the apple”, which is accept-
ed by Maria in the final turn (“ja esta” — that’s it). This codeswitch by Maria into
Catalan suggests that Maria was content with the outcome of the discussion and
was ready to change the topic.

6. Discussion

In the sequence of student interaction presented above, the metalinguistic work
carried out by students (reproduce itselffthemselves, grows, etc.) soon incorpo-
rates metacognitive processes to deal with the subject-related content. Student in-
teraction would seem to create a favourable framework for dealing with both the
metalinguistic and metacognitive task and provide novel tools for the construction
and for the problematisation of knowledge (Gajo 2007). In the sequence analysed,
plurilingualism, which may appear to the outside observer as an obstacle, would
seem to be categorised as a resource for subject knowledge construction from the
point of view of participants. Furthermore, plurilingual resources allow participants
to accomplish interactional discourse-related goals (Auer 1984; 1998) — such as to
introduce jokes, specify the addressee, regulate the activity (“si”, “ya estd”, “no es
tracta de traduir-ho”...) — and show personal preferences for one of the local lan-
guages (Maria switches to Catalan and Sandra to Spanish, being participant-relat-
ed code-switching in Auer’s view). However plurilingual uses also allow the ana-
lyst to discover how participants give social meaning to their resources. Thus, the
use of Catalan and English (eg. Sergi’s use of Catalan to speak to the voice record-
er, the use of English for working on task) gives cues as to the categorisation of
these languages as institutional or languages appropriate for addressing the teach-
er and/or the researcher.

In short, participants’ use of multiple languages within a speech event is “une res-
source mobilisée par les participants de maniére contingente, localement située,
sensible & l'organisation séquentielle de linteraction en cours” (Mondada 2007:
169). This conception implies an emic perspective in the analysis, looking at how
participants sequentially construct meaning through indexical practices, such as
through plurilingual uses.

7. Final Remarks

As mentioned at the beginning of this paper, subjects taught through the medium
of students’ foreign language (in most cases English) are becoming more and more
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frequent in European higher education, with the aim being two-fold. On the one
hand, such a strategy aims to favor student mobility and, on the other, to promote
foreign language learning on behalf of local students.

Although such an approach would appear to favor monolingual practices in for-
eign languages, our research suggests that participant’s plurilingual repertoires
may flourish in concrete, informal classroom practices. Exploring plurilingualism-
in-use is one of the aims of the DYLAN project; not only to describe it as a phe-
nomenom but also to consider to what extent it may be perceived and put to use
by individuals as an available resource for constructing scientific and profession-
al knowledge.
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Annex: Transcription conventions
1. Intonation types:

a. Falling: \

b. Rising /
2. Pauses:

a. Short: ()
b. Long: (..)

. Overlapping: [text
. Latching: =
. Interruption: text-
. Lengthening of a sound: text:
. LOuD
°soft®
. <slow>
10. fast¢
11. Transcriber’s comments: ((text))
12. Incomprehensible fragment: XXXX
13. Languages

a. Spanish

b. Catalan

c. Could be Spanish or Catalan

d. English

O N OV AW

Melinda Dooly and Emilee Moore
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STRATEGIE DI COMPENSAZIONE LESSICALE NEL PARLATO

ACCADEMICO: UNA FENOMENOLOGIA
LORENZO SPREAFICO — LIBERA UNIVERSITA DI BoLzANO

This paper aims at presenting communication strategies as they emerge in academic speech.
In particular it focuses on lexical compensation strategies - the tries made by native and non-
native speakers to fill the difference between their communication needs and the vocabulary at
their disposal - as used by students and tutors in college seminars held at an Italian multilingual
university.

Keywords: communication strategies and the lexicon, academic speech in seminars

1. Introduzione?*

Alto € il numero di parlanti che, nel corso della propria esistenza, si scontrano con
limpossibilita di individuare le parole adatte per esprimere un concetto oppure con
incapacita di comprendere il significato di una parola ignota.

In proporzione tuttavia ancora pil elevato & il numero di coloro che, abituali fre-
quentatori dell’'universita, si confrontano con questa situazione. Infatti l’laccademia
é la sede deputata allo sviluppo di nuove conoscenze complesse (Ciliberti 1999: 17)
e alla loro trasmissione attraverso sottocodici “caratterizzati, oltre che dal lessico
tecnico, da usi formali della lingua” (Berretta 1991: 101).

Ancora pill consistente, infine, € il numero di quanti, inseriti in un contesto bi- o
multilingue si scontrano con questa difficolta. Infatti, soprattutto laddove manchi
una politica linguistica capace di contingentare i diversi codici linguistici utilizzabili
durante linterazione, oppure laddove ne viga una che ammette 'uso di pid lingue,
Cio si traduce nella necessita di gestire un vocabolario plurilingue necessariamente
caratterizzato dalla presenza di un numero elevato di lessemi?.

Nonostante i deficit lessicali interessino tanto i docenti quanto i discenti, nonostan-
te essi costituiscano un ostacolo grave per la comunicazione e nonostante si as-
sista a una costante crescita nel numero e nella qualita delle ricerche sul lessico3,
ancora oggi lo studio delle strategie di compensazione lessicale occupa uno spazio
piuttosto marginale nella linguistica applicata.

In questo contributo tratteremo della tematica cercando di integrare fin dove pos-
sibile le osservazioni contenute in ricerche di analisi della conversazione —si pen-

1 Lautore desidera ringraziare i Curatori di questo volume e Giuliano Bernini per i loro preziosi commenti e sugge-
rimenti. Va da sé che eventuali mancanze e inesattezze sono da attribuirsi a lui solo.

2 Hazemberg & Hulstin (1996) collocano a diecimila la soglia minima di lemmi nederlandesi necessari per esprimersi
e comprendere nelle universita olandesi.

3 Sivedano, per il solo ambito italiano, i recenti volumi curati da Barni, Troncarelli & Bagna (2007); Bernini, Sprea-
fico & Valentini (2008); Cresti (2008) e i numerosi contributi in essi contenuti.
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si ai lavori di Lidi (1987; 1991) sul travail lexical o al pit recente studio di Mieczni-
kowski (2005) sulle sequenze metalessicali- con quelle elaborate in seno agli studi
sull’acquisizione del lessico in L1 ed L2. In particolare, partendo dalle osservazioni
di Broeder et alii (1985), presenteremo una fenomenologia delle strategie di com-
pensazione lessicale cosi come ricavabile dall’analisi di sequenze di parlato acca-
demico non frontale che possa costituire il punto di partenza vuoi per descrizioni
dettagliate delle pratiche comunicative in contesto multilingue, vuoi per verifiche
empiriche di elaborazioni teoriche quali quelle sulla strutturazione del lessico men-
tale, vuoi per riflessioni traducibili in pratiche didattiche.

2. Attivita didattiche non frontali

La volonta di limitare 'indagine alle sole attivita accademiche non frontali conse-
gue quasi naturalmente dall’osservazione delle peculiarita di questa forma di inte-
razione.

Lezioni frontali e attivita seminariali costituiscono le due forme di istruzione pit dif-
fuse nell’insegnamento universitario. Le prime, dominanti per lo pil nelle fasi ini-
ziali dei corsi di studio, sono finalizzate alla trasmissione di nuove conoscenze agli
apprendenti e sono caratterizzate dalla presenza di turni estesi di parlato monolo-
gico del docente (cfr. Ciliberti & Anderson 1999; Veronesi 2009). Le attivita semina-
riali invece, poiché richiedono ai partecipanti un maggiore coinvolgimento cogniti-
vo, sono di massima confinate negli ultimi anni di corso. Infatti questo genere di
attivita didattiche non frontali — che comprende seminari, esercitazioni e tutorials+ —
é volta alla “comprensione approfondita degli argomenti in oggetto” perseguita at-
traverso la discussione “piti 0 meno orchestrata dal docente con un incoraggiamen-
to alla formulazione di opinioni, critiche e valutazioni” (Piazza 1999: 135; cfr. anche
Baumgart 1974; Tapper 1992; Benwell 1996; Benwell & Stokoe 2002).

In virtl di queste finalita le interazioni tra i partecipanti sono solitamente caratteriz-
zate da frequenti sollecitazioni di processo, piuttosto che, come nel caso di attivita
didattiche frontali, da sollecitazioni di prodotto. Cid risulta abbastanza chiaramente
anche da due frammenti rinvenuti tra i dati analizzati (esempi 1, 2) ugualmente ca-
ratterizzati dalla presenza di riformulazioni del docente finalizzate a stimolare una
risposta da parte degli studenti che mostrano chiaramente come ad alimentare e
dirigere la conversazione siano i tutori> che elaborano soprattutto domande specu-
lative (Kearsley 1976) mirate a elicitare il pensiero dei parlanti.

4  Mancano in letteratura definizioni condivise di seminario, esercitazione o tutorial. Le poche disponibili fanno
solitamente riferimento alle finalita delle attivita in esame —dunque al loro essere sedi di costruzione della cono-
scenza-, piuttosto che alle proprieta interazionali delle stesse. In tal senso infatti 'unico parametro generalmente
considerato & quello del numero di partecipanti all'interazione, che tuttavia ci pare insufficiente. Riteniamo infatti
che sarebbe piil utile integrare le caratterizzazioni quantitativa con informazioni relative perlomeno al canale (so-
litamente quello del parlato), alla costellazione dei partecipanti e alla sua strutturazione (il tenor, nei termini di
Halliday 1978) cosi da poter abbozzare una definizione di genere.

5 Sebbene il termine tutor andrebbe utilizzato esclusivamente per far riferimento al coordinatore di attivita didatti-
che di sostegno (Jacques 1984) in questa sede lo sfrutteremo per indicare il regista designato (peraltro non neces-
sariamente coincidente con quello effettivo) di ciascuna attivita didattica non frontale analizzata (Orletti 2000).
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(1) PC1, 42:43

TUA come si fa a: a smentire un pettegolezzo?
(2.170)
TUA bo
(2.820)
TUA smentire i1l pettegolezzo secondo voi come si fa? cioé se se

uno mette ‘n giro un pettegolezzo: su: su di voi eh: vi arriva
all’orecchio: ma come? non e vera questa cosa qui. cosa: cosa fai
per smentire un pettegolezzo?

(2) AC2, 25:08

TUB was wirden sie zum beispiel als paternalismus &h in diesem sozia-
len umfeld [//]
(1.110)
TUB beschreiben
was ware da paternalismus?
(3.190)
TUB wie wlirde man das erkl&ren?

Proprio sollecitazioni di questo tipo, che impongono allo studente di elaborare e
organizzare un discorso e quindi, contestualmente, di selezionare i lessemi adatti
per assolvere al compito comunicativo, fanno si che le attivita didattiche non fron-
tali rappresentino il punto di partenza ideale per I'osservazione delle strategie di
compensazione delle eventuali lacune lessicali.

3. Dati

Al fine di offrire una caratterizzazione delle strategie di compensazione lessicale presen-
tiamo l'analisi di una porzione di dati ricavati da un pitt ampio campione di parlato ac-
cademico elaborato in seno all’unita di ricerca di Bolzano del progetto europeo DYLAN®.
| dati, raccolti con il consenso dei partecipanti e da noi trascritti impiegando il software
Elan” e le convenzioni di trascrizione CA-CHAT®, riguardano una serie di attivita accade-
miche presentate come “seminario” nel manifesto agli studi dell’anno accademico 2006-
2007 della Facolta di Scienze della Formazione della Libera Universita di Bolzano.

Le modalita di interazione e la costellazione dei partecipanti alle diverse attivita conside-
rate (quattro nel complesso) € variabile’. Al primo seminario analizzato (PC1) partecipano
un tutor® - parlante nativo di italiano™ - e un gruppo di studentesse sudtirolesi di madre-
lingua tedesca®. Linterazione didattica si svolge in maniera articolata: dopo una prima

6  Per maggiori informazioni sul progetto DYLAN (Language dynamics and management of diversity) cfr. la pagina
web http://www.dylan-project.org.

7  Informazioni sul sistema di annotazione multimediale ELAN sono disponibili sul sito del Max Planck Institute for
Psycholinguistics di Nimega alla pagina web http://www.lat-mpi.eu/tools/elan.

8  Sul sistema di trascrizione CA-CHAT cfr. la pagina web http://childes.psy.cmu.edu/manuals/chat.pdf e lappendice
posta a conclusione del saggio.

9  Per una pil articolata discussione delle scelte di lingua sia permesso rimandare a Veronesi & Spreafico 2009.
10 Il codice parlante utilizzato per identificarlo & TUA.

11 Il docente risulta essere competente anche in inglese, come riportato nel curriculum vitae personale ufficiale.
12 Lanalisi dei dati (cfr. infra) mostra che le studentesse sono variamente competenti anche in italiano.
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fase di discussione comune dedicata alla risoluzione di un problema pratico (irreperibili-
ta di un libro di testo), il tutor da inizio all’attivita didattica vera e propria, dapprima pro-
ponendo lo svolgimento di un gioco di ruolo teso a coinvolgere le partecipanti e a forni-
re materiale spendibile per il resto dell’incontro, quindi chiedendo loro di commentare le
attivita. Successivamente il tutor espone alcuni assunti teorici di base della materia trat-
tata. Infine, prima di congedare definitivamente le partecipanti, riprende la discussione
del problema pratico iniziale e raccoglie commenti sullo svolgimento del corso.

Gli altri seminari analizzati, invece, sono guidati da un parlante nativo della locale
varieta di tedesco™ (TUB) competente in numerose altre lingue* e frequentati da un
gruppo di studenti sudtirolesi parlanti nativi di tedesco variamente competenti an-
che in italiano e inglese. In un solo caso, quello del seminario (EC1), partecipa anche
una parlante sudtirolese nativa di italiano con avanzate competenze di tedesco.

La prima delle attivita coordinate da TUB (EC1) & strutturata in tre momenti: anzi-
tutto la presentazione di un Referat (relazione) da parte della studentessa italofo-
na; quindi una breve discussione collettiva del lavoro; infine un intervento marca-
tamente frontale del tutor.

La seconda (AC1) e la terza attivita (AC2) sono invece caratterizzate da due quasi-
monologhi del tutor dovuti all’apparentemente inusuale ritrosia degli studenti ad
interagire, come comprovato dal passaggio riportato in (3).

(3) AC2, 24:47

TUB also sie haben noch °nicht® ein kommentar?
(4.450)
TUB heute sind sie sehr schweigsam, warum?
(3.100)
TUB mh? (ride)
(7.450)
TUB ja. okay ich wollte noch kurz iUber diese universitat ,was sagen

4. Analisi dei dati

Analizzando i dati elicitati e muovendo dal modello di Broeder et alii (1995) in par-
te integrato con altre osservazioni & possibile avanzare una proposta di analisi del-
le strategie di compensazione cui si affidano i parlanti coinvolti nelle diverse atti-
vita seminariali (figura 1)*.

13 Per una descrizione della situazione linguistica altoatesina cfr. Lanthaler (1990); Mioni (1990); Egger (2001). Per
una caratterizzazione della varieta di tedesco cfr. quantomeno Wiesinger (1990) e Lanthaler (1997).

14 Rilevanti ai fini di questa ricerca sono tedesco standard (Hochdeutsch), italiano e inglese.

15 Vista la ristretta quantita di informazioni raccolte risulta prematuro offrire qualsiasi analisi quantitativa dei dati,
soprattutto alla luce dei promettenti sviluppi delle ricerche di statistica lessicale —si pensi al recente lavoro di
Malvern et alii (2004)- che per6 richiedono di un campione pidl corposo di dati per poter essere dispiegate.
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[di [ '..emn] [ di evi ) ]

Cverb:]ah

interattive

individuali

intralinguali

regole di |
formazione prestito
di parola

interlinguali

[richieste di aiuto ripetizioni ]

[ semantiche foreignizing ]

approssimazione

Fig. 1 — Strategie di compensazione lessicale: una proposta

Una prima generale distinzione € fatta tra le strategie di elusione e le strategie di
conseguimento. Le prime si manifestano quando un partecipante cerca di esprime-
re il significando pur evitando la selezione di certi lessemi (Blum-Kulka & Leven-
ston 1983: 122). Risulta difficile individuare nel campione indagato esempi signifi-
cativi, probabilmente perché il contesto accademico in cui i dati sono stati raccolti
sfavorisce o addirittura sanziona la messa in opera di strategie di questo genere,
pena la perdita della faccia. Tuttavia, e vi torneremo in seguito, & comunque possi-
bile riconoscere un caso di evitamento di argomento rappresentativo (es. 4), ovve-
ro di abbandono del topic discorsivo da parte del parlante incapace di recuperare
lessemi sufficienti per proseguire l'interazione.

(4) PC1, 17:18

STB e tutti e due hanno ehm [//] non hanno frenato xx sono andati
dritti CNV'® e ma tutti hanno suonato il clacson

STC non ho capito niente

STB e poi
(2.440)

STB ecco non mi ricordo di piu

Accanto alle strategie di elusione si collocano le strategie di conseguimento che,
al contrario di quelle, mirano al mantenimento dell’obiettivo comunicativo pianifi-
cato. Tra le numerose strategie di conseguimento sfruttate dai parlanti & anzitutto
possibile distinguere quelle verbali da quelle non verbali. In queste ultime, la co-
municazione & salvaguardata adottando forme di comunicazione non verbale ov-

16 CNV = comunicazione non verbale. Ad avambracci piegati, paralleli al terreno e con il palmo delle mani rivolto
verso linterno la parlante muove le braccia allontanandole simultaneamente dal tronco, come a indicare un mo-
vimento lungo dei binari.
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vero affidando la trasmissione del messaggio al canale visivo attraverso gesti o,
addirittura, pantomime. Un esempio di queste ultime si ha nella sequenza seguen-
te (es. 5) che riporta il tentativo di una parlante nativa di tedesco di compensare
la mancata conoscenza del sostantivo italiano corrispondente al tedesco Kreisver-
kehr, ‘rotatoria’.

(5) PC1, 31:10

STF allora mh STE mi ha detto che: ehm
(3.120)
STF si bo [//] non so dove & successa¢ solo che c’era un inci [//]

una [//] si un incidente non so come si chiama °con la:° CNV!’
il traffico con le uscite mh rotondo in mezzo

Sebbene la comunicazione non verbale sia tutt’altro che infrequente, come dimostrato
anche dal sistematico ricorrervi da parte delle studentesse impegnate nel gioco di ruo-
lo proposto dal coordinatore di PC1 (tracce se ne hanno anche nell’es. 4 e, in misura
addirittura maggiore, nell’esempio 12), tuttavia le strategie di conseguimento del tipo
verbale sono assolutamente pit ricorrenti. Cio pare essere dovuto soprattutto al conte-
sto istituzionale che, come gia osservato, impone a docenti e discenti di saper control-
lare un lessico specialistico — nello scritto cosi come nel parlato — col possibile rischio,
nel caso in cui cid non si verifichi, della perdita di prestigio e di stigmatizzazione da
parte del gruppo (Goffman 1983; Flowerdew 2008). Infatti, poiché sebbene efficaci le
strategie non verbali rendono immediatamente percepibile la presenza del deficit lessi-
cale, i parlanti spesso preferiscono evitarle e sostituirle con strategie di tipo verbale.

Come riportato nella figura 1 tra le strategie verbali & possibile distinguere quelle
interattive da quelle individuali, ovvero quelle che prevedono o non prevedono l’in-
tervento di altri partecipanti alla conversazione. La richiesta di aiuto & sicuramente
la strategia interattiva pitl comune. Nei dati analizzati le richieste di aiuto si tradu-
cono prevalentemente nell’apertura di sequenze laterali (Jefferson 1972; Schegloff
1972) caratterizzate da una domanda esplicita realizzata formalmente tramite una
proposizione interrogativa (es. 5).

(5) EC1, 42:44

TUB c’é anche abaco si dice anche in ital[iano?
STA [abaco [si
TUB [si

Dal punto di vista dell’analisi della conversazione questa strategia individua una se-
guenza metalessicale, ovvero una sequenza interazionale dove dei locutori si foca-
lizzano riflessivamente su un’unita lessicale al fine di risolvere un problema deter-
minato dall’unita lessicale stessa (Miecznikowski 2005: 21). Nel campione osservato
le sequenze di questo tipo, che di fatto costituiscono una forma di eteroriparazio-
ne autoiniziata (Schegloff, Jefferson & Sacks 1972; Levinson 1983: 340), non com-
portano, a differenza di quanto registrato per esempio in Liidi (1991) sempre a pro-
posito di interazioni didattiche, 'apertura di un turno esteso.

17 La studentessa muove la mano destra a mezz'aria disegnando dei cerchi paralleli al suolo.
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Nell’esempio (6) & riportata una seconda forma di eteroriparazione autoiniziata. E
evidente in questo caso che l'attivazione della sequenza metalessicale, e in parti-
colare Uintervento dell’interlocutore, non é pili dovuta alla presenza di una propo-
sizione interrogativa esplicita, bensi a quella di una marca esitativa, mh — peraltro
realizzata con creaky voice —, e dell’allungamento del primo fono dell’elemento les-
sicale bersaglio, il sostantivo argento.

(6) EC1, 28:21

STA abbiamo la festa e il mese della grande maturazione per cui si of-
fre oro e *mh::* a:

TUB argento

STA argento si grazie

Complementari alle strategie verbali interattive sono quelle individuali in cui il lo-
cutore tenta di risolvere i propri problemi lessicali senza coinvolgere altri parlanti.
Le strategie di questo tipo possono essere sia intralinguali che interlinguali, ovvero
possono far uso esclusivo del materiale lessicale della lingua in cui & condotta l'in-
terazione, oppure possono impiegare items provenienti da altri sistemi linguistici.

Ladozione di strategie intralinguali comporta sovente il recupero di parole che ap-
partengono alla medesima area semantica dell’elemento che si vorrebbe lessica-
lizzare, oppure lo sfruttamento di relazioni semantiche note tra parole della lingua
impiegata per Uinterazione. Nel primo caso strategie comuni di superamento del
deficit sono 'approssimazione e il ricorso a perifrasi o circonlocuzioni.

Lapprossimazione (es. 7) & conseguente alla selezione di una sequenza di lessemi,
giorni di sfortuna che, pur non veicolando il concetto richiesto dal contesto, gior-
ni infausti, presentano un numero di elementi semantici sufficienti a evocarlo nel-
la memoria degli interlocutori.

(7) EC1, 31:03

STA allora abbiamo detto sono trecentosessantacinque giorni con di-
ciotto mesi venti [//] di cui eh: ogni mese & composto da venti
giorni piu i cinque giorni
(1.000)

STA di ehm: sfortuna chiamiamoli cosi non lo soJ/

Il ricorso a perifrasi e circonlocuzioni permette invece di impiegare una sequenza
di parole per rimpiazzare un vocabolo, cosi come risulta evidente in (8)*® dove il
tutor, impegnato in uno scambio in L2 con una parlante nativa di italiano, nell’im-
possibilita di accedere sia al lessema vanga che a quello zappa, apparentemente
entrambi validi traducenti del quechua chaki taklla che in quel momento interessa-
va glossare, si affida alla circonlocuzione é un bastone e con il piede/ questo pe:r
muovere la terra®.

18 Cfr. anche 'esempio (4): il traffico con le uscite mh rotondo in mezzo.

19 In questo caso stante la finalita dello scambio il ricorso alla circonlocuzione non disturba la comunicazione. Diver-
so sarebbe stato per esempio il caso laddove si fosse presentata la necessita di utilizzare il termine in chiave non
meramente referenziale, come per esempio nel caso della collocazione darsi la zappa sui piedi.
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(8) EC1, 29:55

TUB 11 si vede che gli uomini c’hanno in mano uno strumento che si
chiama la chaki taklla.

STA ah¢

TUB e & un bastone e con il piede questo pe:r muovere la [terra

STA [la te/

TUB poiché non avevano 1’aratro

Le lacune lessicali possono tuttavia essere colmate anche affidandosi allo sfrutta-
mento dei rapporti di significato esistenti tra le parole, come nell’esempio (9) dove
invece di ricorrere al lemma proseguire la parlante in difficolta — prova ne sono la
presenza del riempitivo ehm e della riformulazione [//] xx sono andati dritti — pre-
ferisce affidarsi inizialmente alla negazione dell’antonimo frenare e quindi, date le
difficolta a elaborare ulteriormente il messaggio, optare per una drastica interru-
zione della comunicazione attuando una strategia di elusione, il cosiddetto topic
avoidance.

(9) PC1, 17:18
STB e tutti e due hanno ehm non hanno frenato [//] xx sono andati

drittii CNV e ma tutti hanno suonato il clacson.

STC non ho capito niente.
STB e poi +..
(2.440)
STB ecco non mi ricordo di piﬁ¢.

Una seconda strategia intralinguale adottata sia dai parlanti nativi che da quelli
non nativi, sia dai tutori che dagli studenti, comporta la produzione di neologismi,
ovvero di parole che difficilmente possono essere state udite in precedenza. Spes-
so i neologismi sono il risultato dell’applicazione o della sovraestensione di rego-
le di formazione di parola e in particolare — come estesamente discusso da Berret-
ta (1991) in un lavoro dedicato proprio alla lingua degli studenti universitari — dei
processi di derivazione.

La porzione della banca dati di parlato accademico cui facciamo riferimento presen-
ta almeno due interessanti casi di innovazione lessicale, dovuti all’limpiego del mor-
fema {ment}. Il primo, stipamento (es. 10), da origine a un astratto deverbale non
attestato in italiano se non per usi medici e tecnici, qui non pertinenti.

(10) EC1, 29:31

STA sono sempre inerenti a cid che si faceva nell’agricoltura tutti i
passaggil che venivano: fatti sono tutti i dodici mesi per cui rac-
colto piantagione +..
(0.500)

STA ehm lo stip/ stipamento
(3.500)

La seconda innovazione lessicale interessa invece il nome invertimento (es. 11).
La forma, non attestata in italiano, pare colpire anche il parlante che, infatti, su-
bito dopo aver prodotto I’item non solo tace per sei secondi, ma addirittura ope-
ra un’autocorrezione autodiretta (Schegloff, Jefferson & Sacks 1972; Levinson 1983)
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che da come risultato la selezione di un possibile traducente inglese della forma
italiana attesa, vale a dire il sostantivo inversione.

Sorprendentemente sebbene l'uditorio fosse composto da soli parlanti nativi di
tedesco®, il parlante decide di affidarsi a una strategia interlinguale che preve-
de il recupero di un lemma appartenente a un sistema linguistico differente. Tut-
tavia a interessare non € tanto la decisione di selezionare un sostantivo inglese
— la scelta é di fatto obbligata visto che il repertorio linguistico individuale del
parlante non comprende il tedesco — quanto piuttosto la volonta di non proce-
dere nell’autocorrezione recuperando il lemma italiano atteso, inversione. Pro-
babilmente la scelta & dovuta alla volonta del tutor di caratterizzare ’enunciato
come riformulazione facilitatrice piuttosto che come autocorrezione. Infatti men-
tre nel secondo caso l'autorita del parlante risulterebbe indebolita (un docente
madrelingua non dovrebbe sbagliare le scelte lessicali), nel secondo, al contra-
rio, ne riesce accresciuta (il docente riformula unicamente per facilitare la com-
prensione dei parlanti non nativi).

(11) PCa, 27:17

TUA ah quindi c’e stato un invertimento okg
(6.000)
c’é stato uno switch nelle due [//] nelle due veicoli autocarro e
macchina sportiva

Il ricorso all’inglese switch da parte del TUA permette di trattare anche delle strate-
gie di compensazione interlinguali, vale a dire quelle i cui i parlanti impiegano ma-
teriale linguistico estraneo alla lingua in uso. Il primo tipo di strategia interlinguale
é il calco, ovvero la traduzione letterale nella lingua dell’interazione di parole pro-
venienti da un altro sistema linguistico, solitamente quello nativo del parlante.

Un esempio di calco prodotto da una studentessa sudtirolese parlante nativa di te-
desco € presentato in (12). In questo caso la parlante ignorando il corrispondente
italiano di Kreisverkehr ‘rotatoria’ colma la lacuna offrendone la traduzione lettera-
le traffico circolare®.

(12) PC1, 18:43

STD & successo qualcosa in un dove c’e [//] CNV come si dice? il traf-
fico circolare [//] CNV dove c’é coso in mezzo CNV e le uscite

Una seconda strategia di conseguimento interlinguale € rappresentata dal prestito.
Come noto il prestito € il risultato dell’'uso nella conversazione di un termine appar-
tenente a un altro sistema linguistico solitamente non adattato né nella fonologia,
né nella morfologia. LCosservazione dei dati elicitati mostra come il calco affiori sia

20 Peraltro competenti anche in italiano come gia osservato.

21 Nei dati analizzati il ricorso al calco, che solitamente affiora nelle produzioni di parlanti non nativi con un basso
livello di competenza nella L2, emerge abbastanza sistematicamente nella selezione del lessema Kreisverkehr. Cid
& probabilmente dovuto non tanto alla scarsa competenza lessicale dei parlanti coinvolti nelle interazioni, quanto
piuttosto vuoi all’estraneita della parola al contesto accademico, vuoi alla sua rarita nell’input di italiano, peraltro
legata alla convivenza nella stessa lingua di addirittura quattro sinonimi: i comuni rotonda, rotatoria, rondo e il
gergale isola rotazionale.

199



200

Strategie di compensazione lessicale nel parlato accademico

nelle produzioni degli studenti (es. 13, vertiefet) sia, soprattutto, in quelle del TUB,
il soggetto col repertorio linguistico individuale pil ricco (ess. 14, 15).

(13) ECy, 15:39

STB allora siccome la lezione per quanto riguarda in kichwa il kipu e

il calendario mi hanno interessato moltol ho un attimino ehm: ver-
tiefet approfondito (ride) questa: eh: questi argomenti

’esempio 13, ripreso dal seminario EC1, illustra come la parlante nativa di italia-
no impegnata sino a quel momento in uno scambio in tedesco con il tutor decida
di iniziare un turno esteso (Referat) in italiano, la sua L1, ma dopo pochi istanti si
scontri con l'impossibilita — segnalata dalla marca esistativa ehm — di recuperare
dal proprio magazzino lessicale il lemma approfondire e quindi colmi la lacuna ri-
correndo al corrispondente tedesco vertiefet?> immediatamente autocorretto sele-
zionando il pil pertinente participio italiano approfondito.

Gli esempi (14) e (15) mostrano invece come sia possibile rinvenire anche nel parla-
to dei tutori diversi casi di prestito lessicale. Nell’enunciato riportato in (14) il par
lante, impegnato a parlare in L1, produce, in luogo dell’attesa forma tedesca, la cor-
rispondente italiana interscambio. Anche in questo caso — e cosi come in (13) del
resto — 'apertura di una sequenza laterale di riflessione metalessicale risulta su-
perflua perché il parlante stesso interviene a correggere immediatamente la formu-
lazione in L2 facendola seguire dal traducente in L1, in questo caso il tedesco Aus-
tausch ‘scambio’.

(14) EC1, 51:52
TUB und dann ein interscambio [//] ein austausch der dozenten in diesen
verschiedenen postgrados

Non altrettanto si verifica in (15) dove si assiste invece al ripetuto glossare in ita-
liano del tedesco Fortschritt ‘progresso’. In questa circostanza, tuttavia, appare evi-
dente che la traduzione del termine non risponde assolutamente alla necessita di
colmare una lacuna lessicale del parlante, tanto pit che il traducente segue il tra-
dotto, quanto piuttosto alla volonta di facilitare 'interazione ovvero, sulla base di
una presunta asimmetria di competenza, di riformulare preventivamente cosi da
consentire anche alla partecipante italofona di comprendere ’argomentazione pre-
sentata.

(15) AC2, 56:41

TUB und fortschritt progresso fortschritt das war praktisch so zu
sagen ideologie modernisiert werden fortschritt progresso und ent-
wicklung

Questa strategia di semplificazione del parlato — in cui non esistiamo a riconosce-
re tratti di teacher talk (Chaudron 1988; Ellis 1995) — si ripresenta numerose altre
volte nei dati qui considerati, talvolta accompagnata da un (parziale) adattamento
morfofonologico del vocabolo alla lingua dell’interazione.

22 La parlante articola vertiefet in luogo della forma tedesca standard vertieft.
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5. Conclusioni

La fenomenologia di strategie di compensazione lessicale presentata in questo con-
tributo costituisce un primo tentativo di caratterizzazione di alcune modalita di in-
terazione tra docenti e studenti in un contesto peculiare, quello di una universita
trilingue. Seppur nell’impossibilita di generalizzazioni statistiche dovuta alla scar-
sita dei dati analizzati, risulta possibile osservare anzitutto come il particolare am-
biente interazionale contribuisca alla marginalizzazione di alcune strategie e alla
centralizzazione di altre.

Anzitutto permette di notare come, per le ragioni esposte in precedenza, le forme
di saturazione di matrice verbale prevalgano su quelle non verbali. Quindi illustra
come la partecipazione di parlanti lingue diverse agli eventi seminariali favorisca il
ricorso a strategie interlinguali tipiche della comunicazione esolingue qui sfrutta-
te, oltre che per compensare dei deficit lessicali, anche per favorire la comunicazio-
ne. Infine mostra come, pur nellimpossibilita di trarre conclusioni immediatamen-
te spendibili per elaborare una gerarchia delle strategie di compensazione lessicale
basata sulla frequenza e il contesto di occorrenza, sia possibile sfruttare le informa-
zioni disponibili per una pit compiuta comprensione delle sequenze metalessicali
presenti e delle dinamiche discorsive e conversazionale ad esse soggiacenti.
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Appendice 1: Convenzioni di trascrizione
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tono leggermente ascendente
tono ascendente
allungamento del fono
parlato ridendo

parlato veloce

bassa voce

enfasi

commenti del trascrittore

)

AN
*txt*
»ixt«
<txt>
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(ed.). The Dialects of Modern German: A Linguistic Survey, 438-519. London: Routledge.

tono discendente
pausa tra parole
voce criccata
alta voce

parlato lento
pausa breve
riformulazione
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LA LEZIONE ACCADEMICA IN CONTESTO PLURILINGUE:
PROSPETTIVE DI ANALISI TRA PARLATO MONOLOGICO E

INTERAZIONE PLURILOCUTORIA
DANIELA VERONESI — LIBERA UNIVERSITA DI BOLZANO

Taking its departure point from an overview of existing studies on academic discourse, the paper
discusses some results of an ongoing research focussing on lectures in a multiligual setting. The
analysis, based on a corpus videorecorded at the Free University of Bozen-Bolzano, examines
a number of discursive and linguistic phenomena characterizing lecturers’ monologic talk,
considered for their possible role in supporting comprehension and in shaping the relationship
with students. The use of one or more languages within lectures is also observed and commented
upon, while final considerations are devoted to research perspectives for the study of lectures as
dialogic and multimodal face-to-face communicative events.

Keywords: lectures, metacommunication, dialogicity, code-switching, multilingual higher education

1. Introduzione*

Lo studio della comunicazione accademica € da tempo oggetto di indagine lingui-
stica: in seguito allampliamento d’orizzonte della ricerca sui linguaggi specialisti-
Ci, una certa attenzione é stata dedicata da quest’ultima alla comunicazione interna
della comunita scientifica; inoltre, parallelamente all’analisi delle pratiche di scrit-
tura che caratterizzano tale comunita come “comunita discorsiva” (Swales 1990, Hy-
land 2000), sempre maggiore spazio trovano 'esame della comunicazione faccia-a-
faccia e delle modalita con cui si attua nell’interazione verbale la co-costruzione del
sapere scientifico e la socializzazione dei nuovi membri della comunita stessa.

Se l'inglese si configura in questo contesto come la lingua piG esaminata, anche
grazie alla creazione di ampi corpora di parlato accademico (MICASE, BASE), non
mancano primi approcci allo studio della comunicazione tra docenti e studenti in
altre lingue (per litaliano cfr. ad es. Ciliberti & Anderson 1999, Piazza 2007, per il
tedesco Griitz 2002a e 2002b, Biihrig & GrieBhaber 1999, Boettcher & Meer 2000).
Sullo sfondo dei processi di internazionalizzazione che caratterizzano la formazio-
ne universitaria, inoltre, si riscontra una crescente attenzione verso il CLIL ed in ge-
nerale verso 'uso veicolare di lingue seconde/straniere nella didattica universitaria,
con particolare riferimento al ricorso all’inglese nell’interazione tra parlanti nativi e
non nativi in contesti anglofoni, o di comunicazione in lingua franca (si vedano ad
es. Flowerdew 1994 e Jung 2006, come pure i lavori scaturiti dalle banche dati ELFA
e VOICE?), ma senza dimenticare le lingue diverse dall’inglese, come testimoniato

1 Desidero ringraziare Rita Franceschini e Silvia Dal Negro per i loro suggerimenti e per 'attenta lettura di una prima
versione del presente articolo.

2 Cfr. Mauranen (2007) e http://www.univie.ac.at/voice/ page/publications.
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tra l’altro dalle ricerche svolte in seno al progetto europeo DYLAN (cfr. oltre) e da
alcuni contributi in questo stesso volume.

In questo ampio panorama di ricerca, numerosi sono gli studi dedicati al genere
discorsivo “lezione accademica” (lezione ex-cathedra, lecture, Vorlesung), assunto
come un tipo di evento comunicativo centrale nella didattica universitaria. Tale analisi
é stata affrontata dal punto di vista delle caratteristiche linguistiche e discorsive del
parlato monologico del docente con una specifica attenzione verso la metacomunica-
zione, intesa come strumento di facilitazione della ricezione (cfr. oltre); non mancano
inoltre ricerche che, considerando la lezione da una prospettiva interpersonale, ana-
lizzano specifiche mosse comunicative del docente (mitigazioni, digressioni, aneddo-
ti, domande)3, ed il ruolo che queste svolgono nella definizione e negoziazione delle
identita dei partecipanti e nello stesso processo di costruzione del sapere.

All'interno di una simile prospettiva, in parte orientata all’analisi della conversazio-
ne, l'interesse si va infine ampliando per considerare in un’ottica squisitamente dia-
logica 'apporto di docenti e studenti e U'intrecciarsi dei diversi codici che entrano
in gioco nella lezione come interazione faccia-a-faccia (linguaggio verbale, ma an-
che sguardi, gestualita, prossemica, cinesica, manipolazione di artefatti ecc.), evi-
denziando come a tali risorse i partecipanti possano far ricorso per il raggiungimen-
to dei propri obiettivi comunicativi (cfr. Roth & Lawless 2002, Crawford Camiciottoli
2004a, Veronesi 2007b)4.

Numerosi sono gli interrogativi che, sullo sfondo di tali studi, si pongono per ’ana-
lisi delle lezioni accademiche in universita bi- o plurilingui: in che modo, ad esem-
pio, i docenti strutturano il proprio discorso monologico (che pud occupare gran
parte della lezione) rispetto a classi variegate in quanto a competenze linguistiche
e background culturale? Quale ruolo svolge l'interazione dialogica nella negoziazio-
ne dei significati, e come entrano in gioco i repertori linguistici e le risorse non ver-
bali dei partecipanti nella co-costruzione del sapere disciplinare? E, non da ultimo,
quali indicazioni si possono trarre dall’analisi delle pratiche comunicative di docen-
ti e studenti per la definizione delle politiche linguistiche istituzionali?

Dopo aver fatto cenno all’orientamento linguistico della Libera Universita di Bolza-
no, allinterno della quale é stata svolta la presente ricerca, si affronteranno alcu-
ne di queste problematiche partendo dall’esame di un corpus di lezioni accademi-
che, raccolte nello stesso ateneo. Anzitutto, si analizzera se e in che misura, sullo
sfondo della politica linguistica istituzionale, i parlanti facciano ricorso alle risor-
se linguistiche potenzialmente disponibili in contesto (§ 4). Ci si concentrera poi
sul parlato monologico dei docenti osservando il ruolo svolto dalla metacomunica-
zione nell’organizzazione del discorso (§ 5.1), le modalita con cui questi gestisco-
no la complessita del linguaggio specialistico disciplinare nei confronti di un udito-

3 Cfr. ad es. Zorzi (1999), Carli (1999), Strodt-Lopez (1987) e (1991), Thompson (1998), Bamford (2005), Wang (2006),
Pérez-Llantada (2006a) e Crawford Camiciottoli (2008).

4 Lo studio della multimodalita in contesti didattici ha portanto peraltro ad esaminare tanto le interazioni scolastiche
(cfr. Pitsch 2007), quanto le interazioni in lavoro di gruppo e seminari universitari (si veda ad es. Hindermarsh &
Heath 2003, Heidtmann & F6h 2007, Paul 2007).
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rio non esperto, focalizzando in particolare l'attenzione sulla terminologia (§ 5.2), e
si passera quindi ad esaminare le strategie comunicative messe in atto dai docenti
sul piano della relazione interpersonale con gli studenti (§ 5.3). Si proporranno in-
fine (§ 6) alcune riflessioni rispetto alle prospettive di ricerca sulla lezione accade-
mica al di la del parlato monologico, in un’ottica integrata che tenga in considera-
zione gli aspetti dialogici e multimodali di tale genere discorsivo, anche in ragione
dell’utilita applicativa nel quadro dell’esame del plurilinguismo universitario.

2. La Libera Universita di Bolzano e le sue lingue

La Libera Universita di Bolzano (LUB), fondata nel 1997 e composta attualmente da
cinque facolta, offre nel’anno accademico 2008-2009 pid di venti percorsi formati-
vi (laurea di primo e secondo livello, master, corsi professionalizzanti, dottorati di
ricerca) a circa 3.200 studenti, di cui il 13,85% di provenienza estera, principalmen-
te da paesi tedescofoni come Germania ed Austria (7,76%). Numerose sono, entro
il corpo studentesco, le ulteriori nazionalita rappresentate (sia da paesi europei
che extra-europei), che, estremamente differenziate, riguardano peraltro comples-
sivamente poco meno di duecento studenti. Va inoltre ricordato che, tra gli studen-
ti di nazionalita italiana, circa due terzi provengono dalla provincia di Bolzano®.

Il plurilinguismo, che figura tra gli elementi caratterizzanti 'ateneo, si concretizza
in modo diversificato a seconda di facolta e contesti didattici: la Facolta di Scienze
della Formazione, rispecchiando le particolarita del sistema educativo locale®, offre
corsi monolingui (italiano o tedesco) o trilingui (italiano, tedesco, ladino) nel cam-
po della formazione primaria, proponendo inoltre percorsi didattici bilingui (italia-
no e tedesco) per il settore sociale e trilingui (italiano, tedesco, inglese) per futuri
esperti di comunicazione. Mentre la Facolta di Scienze e Tecnologie informatiche ha
optato per l'inglese come lingua principale di insegnamento e di comunicazione?,
le facolta di Design e Arti, di Economia, e di Scienze e Tecnologie fanno uso, in di-
versa proporzione, di italiano, tedesco ed inglese come lingue veicolari.

5 Le percentuali riportate sono calcolate sulla base di 3.220 iscritti, come da dati forniti per uso interno dalla
Segreteria Studenti LUB (marzo 2009). A fronte dell’aumento degli iscritti rispetto all’a.a. 2004-2005 (circa 2.300
studenti), periodo in cui & stato raccolto il corpus qui in esame, si riscontra un lieve incremento degli studenti
provenienti dall’estero (da 11,5% a 13,85%).

6 In base al secondo Statuto di Autonomia (1972), la socializzazione secondaria avviene nella lingua materna degli
studenti, mentre tedesco ed italiano sono apprese come lingue seconde; il sistema scolastico & percid articolato in
scuole in lingua italiana, tedesca e scuole delle localita ladine. Per una descrizione della situazione sociolinguistica
in Alto Adige si veda Egger (2001).

7  Lammissione alla facolta avviene sulla base di un test in lingua inglese. Gli studenti possono frequentare un corso
di lingua inglese prima dell’'inizio dell’anno accademico, mentre il curriculum del corso di laurea di primo livello
prevede tre corsi di lingua (italiano, inglese, tedesco) e, al terzo anno, alcuni insegnamenti in italiano e in tedesco.
Per i laboratori del primo anno, inoltre, vi & la possibilita di scegliere tra inglese, tedesco e italiano.
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in una lingua

lingue non corsi di lingua corsi di lingua corsi di lingua | corsi di lingua
certificate® obbligatori obbligatori obbligatori obbligatori

(80-90-120 ore)

20% inglese

17% inglese

29% tedesco®

iscrizione al Il anno|superamento del LAT™ superamento superamento superamento

e ad esami del LAT del LAT del LAT

di materia

corsi di lingua due corsi di lingua tre corsi di lingua | due corsi inglese

curricolari (Il e Il anno) di lingua specialistico
(Il e 1l anno) (Il anno)

insegnamento 40% italiano 42% italiano 41% inglese 47% italiano

veicolare* 40% Tedesco 41% tedesco 30% italiano 24 % tedesco

29 % inglese

Tabella 1 — Orientamento linguistico della LUB per i corsi plurilingui di primo livello

Come illustrato nella tab. 1, riferita ai corsi trilingui di primo livello nelle diverse facolta,
'orientamento plurilingue della LUB € sostenuto da una serie di misure istituzionali che
vanno dai requisiti linguistici minimi per 'ammissione (la conoscenza, a livello B1-B2
del Quadro Comune Europeo di Riferimento per le Lingue, di una o due lingue ufficia-
li della LUB) all’obbligo di certificare la conoscenza di italiano, tedesco e inglese entro
la fine del primo anno di corso. All’offerta linguistica, nel primo anno di studi, di corsi
obbligatori mirati al superamento di un’apposito test somministrato dal Centro lingui-
stico d’ateneo (LAT, Language Assessment Test), inoltre, si affiancano due o tre corsi di
lingua generale e specialistica curriculari, mentre I'uso di pid lingue viene incoraggiato,
in alcune facolta, tramite misure quali 'assegnazione di crediti aggiuntivi per la stesu-
ra di un abstract della tesi di laurea in L2 (Design e Arti), la consulenza nella stesura di
testi e la partecipazione ad attivita culturali plurilingui (Formazione). Va inoltre sottoli-
neato che, a differenza di istituzioni che offrono percorsi paralleli in diverse lingue (cfr.
ad es. Oltean, in questo volume), un importante aspetto della politica linguistica adot-

8 Lofferta formativa € attualmente limitata a questo corso.

9 Il numero delle ore dei corsi varia a seconda dei risultati ottenuti nei test di piazzamento. Per le particolarita della
Facolta di Design e Arti, che prevede la frequenza di un corso intensivo di lingua nel periodo estivo precedente
alliscrizione, cfr. Nickenig (in questo volume).

10 Language Assessment Test.

11 | dati sono stati forniti dalle facolta. Le percentuali si riferiscono alle ore di insegnamento (per la Facolta di Eco-
nomia, al numero di corsi) e, nel caso di pil corsi di laurea plurilingui, sono state qui rielaborate riportando la
media arrotondata tra gli stessi. Tutti i dati sono da intendere come orientativi.

12 Si discosta da questa impostazione il corso di laurea in Scienze economiche e sociali, che, similmente al corso di
laurea specialistica (Management e Mercati internazionali), & maggiormente orientato verso l'inglese (circa 63%
dei corsi), oltre a prevedere sei corsi di lingua curriculari.
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tata dalla LUB consiste nel fatto che per ogni corso, in particolare per le lezioni fron-
tali, & previsto 'uso di una sola lingua senza che vi sia una ‘duplicazione’ dell’offerta
didattica in altre lingue®; a cid si collega I'obbligo per gli studenti di certificare la co-
noscenza della lingua dei singoli corsi per poter sostenere i relativi esami.

Ai docenti di ruolo (che possono essere reclutati dall’estero fino ad un massimo del
70%)* viene inoltre richiesto di raggiungere entro due anni un livello di competenza B1
in tedesco o italiano, qualora una di queste lingue non fosse ancora conosciute, e viene
per questo offerta la possibilita di frequentare corsi di lingua individuali o di gruppo; per
il personale amministrativo, infine, & previsto un grado di padronanza, che varia a secon-
da della posizione assunta, di italiano e tedesco in quanto lingue ufficiali del territorio,
mentre la conoscenza dell’inglese viene sostenuta con specifiche misure formative®.

3. Lo studio della comunicazione accademica alla LUB nel contesto
del progetto DYLAN

Lanalisi qui di seguito presentata, dedicata al genere discorsivo “lezione accade-
mica”, si inserisce nel quadro del progetto integrato europeo DYLAN, che ha come
oggetto di studio il plurilinguismo in contesti aziendali, di istituzioni comunitarie e
di formazione universitaria. Lattenzione dell’unita di ricerca della LUB che vi par-
tecipa si concentra su quest’ultimo ambito, prendendo in esame lo stesso ateneo
bolzanino: partendo dall’analisi delle pratiche comunicative degli attori sociali che
vi studiano e lavorano, da un lato, e dall’analisi dei discorsi degli stessi parlanti in
tema di lingue e di plurilinguismo, dall’altro, ci si propone di far luce sul rapporto
tra istituzione ed individuo nell’adozione o meno di pratiche comunicative plurilin-
gui. Sullo sfondo delle politiche linguistiche ufficiali, dunque, lobiettivo & quello di
analizzare i fattori che influenzano I'emergere dell’uso di una o di pid lingue in di-
versi contesti dentro e fuori listituzione ed i fenomeni di contatto linguistico che
ne possono derivare, nel quadro di una pit ampia riflessione su come la diversita
linguistica possa diventare una risorsa nel panorama educativo europeo®.

13 | singoli corsi, come si legge nella Guida dello Studente (consultabile all'indirizzo http://www.unibz.it/it/ students/prog/default.
html, pp. 125, 165, 198, 207), sono svolti “in una sola delle tre lingue ufficiali”; le facolta di Economia, di Design e Arti e di
Scienze e Tecnologie prevedono inoltre la possibilita, per i docenti, di ricorrere alle altre due lingue “per determinate parti
del corso” (per Design e Arti, cff. il Manifesto degli Studi 2008-2009, http://www.unibz.it/it/design-art/progs/design-art/default.
html.). Per le attivita seminariali si riscontra una situazione parzialmente diversa: la Facolta di Scienze della Formazione, ad
esempio, puo attivare uno stesso seminario in diverse lingue, mentre presso la Facolta di Design e Arti le attivita di “progetto
integrato” (lezioni frontali accompagnate da due laboratori) sono generalmente svolte da tre docenti in tre lingue diverse.

14 Il personale di ruolo (professori ordinari, associati e ricercatori) & costituito attualmente da 78 docenti, di cui il
35% di provenienza estera; a questi si affiancano quasi 600 docenti a contratto, di cui il 32% stranieri, come da
dati forniti dall’Ufficio del Personale docente e ricercatore della LUB (marzo 2009).

15 Sulle problematiche connesse alle conoscenze linguistiche di docenti e personale amministrativo cfr. Nickenig (in
questo volume).

16 Il progetto DYLAN (Language dynamics and management of diversity, N° 028702, cfr. www.dylan-project.org), & finanziato dal
VI Programma Quadro (FP6) dell’Unione Europea e coordinato da Anne-Claude Berthoud. Si vedano anche i contributi di Liidi,
Dooly & Moore, e Oltean in questo volume. apporto dell’unita di ricerca della LUB parte dall’analisi, in una prospettiva con-
versazionale e sociolinguistica, di dati che comprendono interazioni pedagogiche (lezioni frontali, seminari), diari linguistici e
conversazioni spontanee tra studenti (cfr. Vietti, in questo volume), incontri di servizio, riunioni di lavoro, interviste narrative
incentrate sulle biografie linguistiche dei parlanti, ed infine documenti ufficiali ed esempi di comunicazione scritta.
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Per poter esaminare la comunicazione tra docenti e studenti in contesti didattici si €
dunque proceduto, accanto alla raccolta di dati relativi a seminari (Spreafico, in que-
sto volume), all’'osservazione di alcune lezioni frontali tenute in diverse facolta.

Le lezioni qui analizzate sono state audio- e videoregistrate, con il consenso dei
partecipanti, presso la facolta di Scienze Tecnologiche ed Informatiche (lezione
svolta in inglese dal docente italofono EA, a 14 studenti del | anno, di provenien-
za locale, nazionale ed internazionale), la Facolta di Economia (una lezione tenuta
in lingua inglese dalla docente anglofona TP, a 13 studenti di lingua italiana e tede-
sca, del | anno del corso di laurea in Scienze economiche e sociali, cfr. la nota 12;
una lezione tenuta in italiano dal docente italofono HI a 12 studenti di laurea spe-
cialistica italiani e stranieri di lingua italiana, tedesca e russa) e la Facolta di Design
e Arti (una lezione svolta in lingua inglese dalla docente tedescofona BN a 13 stu-
denti, ed una lezione in italiano dal docente italofono ZO a 24 studenti, in entrambi
i casi perlopitl italofoni e tedescofoni). Le lezioni, supportate da presentazioni mul-
timediali (powerpoint), hanno una durata di circa due ore; due di esse (TP e BN)
sono strutturate in una prima parte espositiva (ca. 50 e 60 minuti), ed una seconda
parte di presentazione e discussione dei lavori individuali degli studenti (ricerche e
progetti). Il grado di interazione dialogica tra docente e studenti varia ampiamen-
te all’interno degli eventi esaminati: nel caso di EA e TP (relativamente alla prima
parte), ad esempio, si riscontra un numero limitato di sequenze domanda-risposta®
e l'assenza di interventi non sollecitati degli studenti; nelle lezioni di ZO e Hl, per
contro, momenti monologici espositivi estesi si alternano a sequenze domanda-ri-
sposta (iniziate tanto dai docenti quanto dagli studenti) e a vere e proprie discus-
sioni collettive, collocando queste due lezioni circa a meta tra i due poli del conti-
nuum monologicita-dialogicita. BN, infine, organizza ’evento in termini di continuo
confronto dialogico con gli studenti, chiamandoli a commentare gli esempi pubbli-
citari che ella mostra di volta in volta nel corso della lezione.

4. Dalla politica linguistica istituzionale all’'uso delle lingue in classe

Come illustrato sopra (§ 2), I’orientamento linguistico adottato dalla LUB prevede
che ogni insegnamento venga tenuto in una sola lingua (solitamente annunciata
all’inizio dell’anno accademico), pur riconoscendo ai docenti la possibilita di av-
valersi delle altre due lingue ufficiali per singole parti del corso.

Tale spazio d’azione, tuttavia, pare essere sfruttato in modo alquanto limitato nel-
le lezioni frontali qui analizzate, dove, tanto nelle fasi monologiche quanto nelle fasi
dialogiche, i partecipanti si orientano decisamente alla politica linguistica ufficiale.
Non si rintraccia infatti nel corpus alcuna sequenza di negoziazione o di alternanza

17 | dati fanno parte di un primo corpus raccolto nell’a.a. 2004-2005 in seno alle attivita del Gruppo di Lavoro Lingue,
un organismo interfacolta istituito con I'obiettivo di analizzare e promuovere il plurilinguismo all’interno della LUB
(cfr. Nickenig, in questo volume).

18 TP riceve risposta a due delle tre domande che rivolge agli studenti, mentre nella lezione di EA si rintracciano due
sequenze (“coppie adiacenti”, cfr. Schegloff & Sacks 1973) domanda-risposta e cinque domande a cui non segue
alcuna reazione da parte degli studenti.
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di codice (cfr. Auer 1998); accanto alla menzione di un oronimo in tedesco e ad un
breve commento metalinguistico®, il ricorso a lingue diverse da quella ufficiale del
corso, da parte dei docenti, interessa principalmente termini menzionati in lingua in-
glese all’interno delle lezioni tenute in lingua italiana (ZO e HI). Tali termini, come si
é analizzato pil in dettaglio altrove (Veronesi & Spreafico 2009) sono accompagna-
ti da segnali metacomunicativi (“cosiddetto”, “quella che viene chiamata”, “come si
dice”, cfr. anche § 5.2) e da glosse esplicative in italiano, oltre ad essere enfatizza-
ti sul piano prosodico, in modo tale da renderne pil agevole la comprensione tan-
to linguistica quanto concettuale.

Fanno eccezione a tale impostazione sostanzialmente monolingue la lezione della
docente BN, che mostra esempi di annunci pubblicitari in inglese e tedesco®, e an-
cor pid la lezione del docente HI, che fa uso di diapositive in lingua inglese, e che
occasionalmente inserisce nel proprio discorso ulteriori elementi di lingua comune
in inglese, conferendo cosi alla materia giuridica, insegnata in italiano, un carattere
‘internazionale’ quale si addice ai temi trattati (mercati finanziari)>.

Complessivamente, tuttavia, non si pud non osservare come le risorse linguistiche
potenzialmente disponibili nel contesto istituzionale, oltre alla lingua ufficiale del
corso, non siano utilizzate dai docenti nella gestione dell’evento comunicativo; dal
canto loro, come gia accennato, gli studenti ratificano tale pratica, convergendo con
i propri contributi monolingui (sollecitati o meno) sul codice stabilito globalmente
e localmente per linterazione?.

Come si possono spiegare tali pratiche di comunicazione monolingue all’interno di un
contesto dichiaratamente plurilingue? Diversi fattori contribuiscono alla convergenza
dei partecipanti su una sola lingua, ed essi paiono riguardare non solo o non tanto la
politica linguistica ufficiale di per sé, come non tanto il formato della lezione stessa
(monologico versus dialogico) quanto piuttosto I’ ‘interpretazione’ che ne danno i do-
centi, sulla base della propria visione del plurilinguismo universitario e della propria
attivita didattica in tale contesto, come sulla base della propria valutazione dell’in-
terazione in corso. In quanto “registi” (cfr. Orletti 2000) dell’interazione pedagogica,
poi, questi forniscono un esempio di uso delle lingue che, come si & notato, non vie-
ne contestato dagli studenti.

19 Si tratta, nella lezione di TP, di “Rosengarten” (in italiano Catinaccio); la stessa docente, parlando di generalizza-
zioni, cita inoltre ’'esempio di sostantivi che terminano con il suffisso “ation”, fornendo il corrispondente tedesco
(“or ismus in german”).

20 In un’occasione la docente verifica la comprensione di un lessema tedesco (“Schallschutzfenster”) che compare in
una diapositiva, fornendone poi il significato in inglese.

21 Si tratta di sostantivi, ma anche avverbi e sintagmi preposizionali (come disk, ricerche di law and finance, paper,
libri di finance, slides, un/il cash, pile of cash, montagna di cash, worldwide, headquarters, business). Non ci si
sofferma in questa sede sul ruolo svolto da tali inserti (cfr. Auer 1998 e 1999) nel duplice ‘lavoro’ che il docente
compie in termini di categorizzazione della materia e della propria professionalita e competenza linguistica, a cui
saranno dedicati futuri studi.

22 Per quanto riguarda i repertori linguistici dei partecipanti, va notato che tutti i docenti in questione (come riscon-
trato in interviste e sulla base di osservazione partecipante) conoscono almeno un’altra lingua, tra quelle ufficiali
della LUB, oltre a quella usata nell’insegnamento e che il loro uditorio & costituito perlopid da studenti italofoni e
tedescofoni, fatta eccezione per la classe di informatica, di composizione marcatamente internazionale.
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Cid che ne emerge € una rappresentazione del plurilinguismo come una serie di
eventi monolingui (di volta in volta in una lingua diversa): il fatto che tali inte-
razioni pedagogiche possano configurarsi anche come contesti di apprendimen-
to linguistico oltre che disciplinare pud d’altro canto contribuire a spiegare tale
orientamento?; ugualmente, possibili esigenze di salvaguardia della ‘faccia’ (cfr.
Brown & Levinson 1987) potrebbero entrare in gioco in questo contesto, dato che
un cambiamento di codice potrebbe essere interpretato come attribuzione (o au-
to-attribuzione) di limitata competenza nella lingua usata in precedenza. Che il
modello ‘un evento-una lingua’ non sia tuttavia l"'unico possibile in ambito univer-
sitario, e che la nozione di ‘competenza plurilingue’ non debba risolversi in una
somma di competenze monolingui ma possa implicare la capacita di gestire pid
lingue all’interno della medesima interazione & perd evidente, e rappresenta an-
che all’interno della LUB, dove alcuni seminari osservati (Spreafico in questo vo-
lume, Veronesi & Spreafico 2009) mostrano 'emergere di pratiche squisitamente
plurilingui, un modo diverso di sfruttare la diversita linguistica per il consegui-
mento dei propri obiettivi comunicativi, come pure per la socializzazione degli
studenti ‘non esperti’ alle pratiche discorsive e linguistiche della comunita scien-
tifica e professionale in questione.

5. L’analisi della lezione accademica come monologo

Lorientamento dei docenti verso l'uso di una sola lingua in un contesto di comu-
nicazione caratterizzato da asimmetrie non solo conoscitive ma anche, per parte
degli studenti, linguistiche, porta dunque a interrogarsi su come la lingua in que-
stione venga utilizzata nelle lezioni accademiche, e su quali pratiche comunicative
i docenti pongano in atto per il raggiungimento delle proprie finalita didattiche in
tale contesto, come si illustrera in dettaglio qui di seguito.

5.1. Un primo strumento di orientamento: la metacomunicazione

In numerosi studi sul genere discorsivo “lezione accademica” si sono inda-
gate le strategie discorsive utilizzate dal docente concentrando linteres-
se sulle caratteristiche del parlato monologico in classe: sullo sfondo dei
momenti dialogici (domande/risposte, discussioni collettive) che vedono im-
pegnati docente e studenti, e che pure si riscontrano, in misura estrema-
mente variabile, all’interno della lezione, linteresse si € in gran parte foca-
lizzato su come i docenti organizzino e strutturino la propria esposizione,
in funzione degli obiettivi pedagogici che governano l'evento stesso, consi-
derando la lezione frontale come un genere discorsivo di tipo essenzial-

<

mente monologico e asimmetrico, in cui “a priori & attribuita Uiniziativa e la

23 Dalle interviste condotte con i docenti BN, EA e HI, come pure con altri docenti, analizzate in via preliminare,
emerge la consapevolezza del possibile effetto di apprendimento linguistico delle proprie lezioni frontali; orien-
tamento plurilingue della LUB, inoltre, viene menzionato come uno dei motivi della scelta di tale ateneo da parte
di alcuni studenti intervistati in seno al progetto.
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guasi totalita dello spazio discorsivo al docente, responsabile della scelta e del-
la presentazione dei contenuti” (Zorzi 1999: 65)2-.

Accanto a ricerche su aspetti lessicali e sintattici svolti sui corpora MICASE e
BASE (cfr. Vazquez 2006, Thompson 2006, Nesi 2002), grande attenzione &
stata riservata in questo ambito al ruolo della metacomunicazione, sia a livel-
lo di macro- che a livello di microstrutture discorsive. Nel modello proposto da
Young (1994), basato su un corpus di lezioni in inglese a parlanti nativi e non-
nativi, ad esempio, si individuano sei tipi di attivita discorsive ricorrenti (strut-
turazione del discorso, conclusione e valutazione, di tipo metacomunicativo, e
teoria/contenuto, esemplificazione ed interazione), che si intrecciano costante-
mente le une con le altre nel corso della lezione, dando conto del suo svilup-
po interno sullo sfondo delle sequenze di apertura e di chiusura dell’evento
comunicativo. Tra queste, le attivita (“fasi”) di tipo metacomunicativo assumo-
no secondo l'autrice un ruolo decisivo per facilitare ’ascolto e, potenzialmen-
te, la comprensione. Con le attivita di strutturazione discorsiva, infatti, il do-
cente annuncia cid che seguira nel discorso (argomenti che saranno trattati,
esempi e descrizioni che verranno forniti, formulazione di domande retoriche
e risposte, fornite dal docente stesso, segnalati verbalmente come tali), foca-
lizzando l’attenzione degli studenti sulla nuova informazione; con le attivita di
conclusione questi riassume l’argomento di volta in volta affrontato, mentre
con le fasi valutative chiarisce il valore da attribuire a singoli concetti, teorie,
modelli trattati durante la lezione.

Similmente, € stato sottolineato il ricorso dei docenti alla metacomunicazione come
strumento di strutturazione della progressione tematica della lezione, con l'uso di
espressioni che svolgono il ruolo di “macro-organizers”, che introducono ad es. la
menzione o la ricapitolazione di un argomento, o annunciano il passaggio da un ar-
gomento all’altro (si tratta di performativi come ad es. ‘cominciamo con...’, ‘per sin-
tetizzare...’, ‘vediamo ora...’, ‘andiamo avanti’)?, o, ancora, sono usati per segnala-
re il ritorno al tema principale dopo una digressione (Zorzi 1999: 71).

Tra le risorse che il docente ha a propria disposizione per orientare 'uditorio nella
ricezione del parlato figura inoltre, ad un livello micro-discorsivo, 'uso di verba di-
cendi, che denominando l'atto del dire o indicando un’attivita verbale (‘chiedere’,
‘rispondere’, ‘asserire’, ‘chiarire’, ‘definire’, ‘parlare di’, ‘scherzare’ ecc.), esplicitano
il tipo di mossa comunicativa che questi andra ad effettuare o ha gia effettuato, ed
il valore illocutivo ad essa associato (cfr. Hansen 1994, che si rifa a Schiffrin 1980,
Griitz 2000a, Pérez Llantada 2006b: 71).

Ancora, l'uso di specifiche ‘etichette’ nominali riferite a brani di conversazione
(‘esempio’, ‘constatazione’, ‘domanda’, ‘problema’, ‘osservazione’) indica come sia

24 Tale attribuzione aprioristica, tuttavia, non esclude che le differenze dovute alla asimmetria del rapporto tra gli
interlocutori non possano essere negoziate nel corso dell’evento, e che 'asimmetria stessa venga co-costruita da
tutti i partecipanti, come sottolineano anche Ciliberti & Anderson (1999: 22).

25 Cfr. De Carrico & Nattinger (1988), che li definiscono “lexical phrases”, Pérez-Llantada (2006b), che ne tratta in
termini di “textual metadiscourse”, e Griitz (2000a), che le definisce “metasprachliche Handlungen”; sul tema si
vedano inoltre Mauranen (1993: 158) e Berretta (1984).
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da intendere quanto precede o segue, fornendo a chi ascolta un ulteriore segna-
le di contestualizzazione; anche nomi astratti generici quali ‘idea’, ‘ragione’, ‘fatto’,
‘punto’ e persino ‘cosa’ avrebbero, come osserva Swales (2001: 35), un ruolo di or-
chestrazione nella gestione del discorso accademico, svolgendo dunque funzione
metadiscorsiva sul piano dell’organizzazione testuale?.

La metacomunicazione, va da sé, & un fenomeno che puo interessare qualsiasi
tipo di evento comunicativo, oltre che qualsiasi aspetto dell’interazione diadica
o plurilocutoria: si tratta di un’attivita che rientra in generale in quelle che sono
state definite, in ottica conversazionale, come “formulazioni” (Garfinkel & Sacks
1970, Heritage & Watson 1979) o anche “pratiche di glossa” (Orletti 1983, 2000:
45-71), cioé “commenti o caratterizzazioni relative ad aspetti passati, presenti e
futuri dell’interazione in corso” (Orletti 1983: 81) che rendono oggetto di conver-
sazione specifici aspetti dell’interazione (ruoli, identita sociali, cambiamenti te-
matici, ecc.), fornendo cosi a chi partecipa all’evento delle “indicazioni su come
interpretare un frammento delimitato del flusso interazionale” (Orletti 2000: 52).

Di particolare interesse in questo contesto, tuttavia, paiono quelle sequenze meta-
comunicative che contribuiscono a dare ordine all’interazione sul piano dell’anda-
mento tematico del discorso, rendendo espliciti “i legami fra i vari pezzi di testo
che si stanno costruendo, indicando la successione e i nessi fra i temi, esplicitan-
do la forza illocutiva di quanto seguira, in genere commentando quanto s’é fatto o
si fara” (Franceschini 1998: 125-126)27, in virtl del fatto che proprio queste sembra-
no contraddistinguere in modo particolare le interazioni caratterizzate da un mag-
gior grado di formalita (cfr. Franceschini 1998: 101, Orletti 1989: 82-3, Orletti 2000:
54-55, Berretta 1984 e 1989), come appunto possono configurarsi, almeno in par-
te, le lezioni accademiche?®.

Quest’ipotesi trova conferma anche nelle lezioni qui analizzate, la cui strutturazio-
ne globale e locale viene costantemente resa esplicita tramite metacomunicazione.
Cosi, all’inizio dell’evento comunicativo i docenti annunciano i temi che verranno
trattati a lezione, siano essi del tutto nuovi (HI), oppure una ripresa o continuazio-
ne (EA, ZO, BN, TP) di argomenti affrontati in precedenza, mentre al termine della
lezione annunciano gli argomenti della successiva lezione (EA, BN), ovvero come

26 Cfr. Bamford (2004) e Lorés Sanz (2006: 89), che, seguendo Flowerdew (2003), parla di “signaling nouns” come di
risorse lessico-grammaticali usate per “signpost and signal information and/or (...) to manage the information flow
and contribute to the construction of argument”, operando coesivamente come pro-forme anaforiche o cataforiche.

27 Come nota Orletti (1984: 53, citata in Franceschini 1998: 148), le funzioni tematiche della metacomunicazione
possono riguardare l'indicazione, U'introduzione o il mantenimento di un topic, la presentazione dell’ordine in cui
verranno svolti diversi topics, la digressione dal topic principale, come pure la conclusione del topic; a queste si
affiancano, secondo Franceschini (1998: 148-156) la segnalazione del cambiamento tematico e la menzione discor-
siva (la ripresa di elementi tematici di un altro interlocutore, dell’attore collettivo “noi” o dello stesso parlante).

28 Nel considerare il rapporto tra formalita e messa in atto di pratiche metacomunicative nelle lezioni accademiche
non si pud dimenticare il carattere piti o meno monologico dell’interazione ed il ruolo di “regista” (Orletti 2000:
9-44) assunto dal docente. Nella sua analisi contrastiva, ad es. Pérez-Llantada (2006b: 69-70), osservando come in
lezioni e colloquia si riscontri una maggiore occorrenza di metadiscorso testuale (“textual metadiscourse”) rispetto
ad altri generi della comunicazione accademica (discussion sessions, dissertation defenses, laboratori, ricevimenti
ecc.), collega tale dato allo scopo dell’evento (“those events in which disciplinary knowledge is transmitted”) e al
suo carattere principalmente monologico, laddove “the main speaker controls discourse organization and, in doing
so, seeks optimal understanding from the audience.”
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sara strutturata una futura interazione successiva alla lezione (un test, ZO; 'esame,
HI), come esemplificato dagli estratti 1 e 22:

Estratto 1 (01:44-02:30, HI)

1 allora oggi facciamo, (.) le ultime due ore di lezione, (1)
e sostanzialmente, parliamo (1.2) mh del: (1.7) <ruolo> (1.2) de:i
revisori contabili, (0.2) parliamo del: ruolo della consob, (1.2)
e pol facciamo: una mezz’ora, se ci riusciamo (0.5)

5 di: racconto di: uno scandalo finanziario notissimo,
ovviamente (0.2) il caso: ((NOME AZIENDA)), (0.4)

e vediamo un attimo, mettiamo un po’ a punto
le varie cose che ci siamo: raccontati nell’ambito dei nostri (cors x)
(0.54) e nell’ambito del corso (cosi) cerchiamo di chiudere (0.2)

10 queste trenta pit trenta ore eh che abbiamo fatto, (1.2) insieme,

Estratto 2 (01:40:27-01:41:16, EA)
1 *okay. we will see these things, (0.6) tomorrow, (1.4)I just wanted to,
(7) * (5)
* alla tastiera, fa avanzare la presentazione *
what will be the: (0.5) the menu for tomorrow? (0.8)
the menu is, (.) we go on looking at [..] and so on.
5 basically we take a look at that. (0.3)
and another thing we will see tomorrow i:s [..]

La stessa successione degli argomenti all’interno della lezione, inoltre, viene marca-
ta da sequenze metacomunicative (SMEC, nella terminologia di Franceschini 1998)
che segnalano la chiusura di un argomento (illustrato dal docente e/o oggetto di di-
scussione comune) e annunciano il successivo, proiettando inoltre 'ordine sequen-
ziale di eventuali sottotemiz®.

La lezione del docente ZO pud bene illustrare questi meccanismi: dopo aver annun-
ciato il tema generale della lezione (“oggi finiamo la parte sulle teorie dei media”)
e aver dato indicazioni procedurali su un test previsto per la settimana successiva,
Z0 annuncia il primo argomento, presentandolo come una ripresa dalla lezione pre-
cedente e come possibile spunto di discussione:

Estratto 3 (I-04:50-05.20, ZO)

1 va bene. domande sul test?
(1.6)
andiamo avanti allora.
(1.4)
5 dunque, volevo, pensavo di riprendere brevemente:,

eh la teoria critica (0.6) >(quello) di cui abbiamo parlato< la volta scorsa.
se e:h .h se vi pud interessare, per eh: cosi, sintetizzare un po’

in (.) in poche (.) battute (.) qual & il punto. (0.4)

eventualmente per discuterne. (0.5) okay?

29 Gli estratti sono riportati seguendo in gran parte le convenzioni di trascrizione elaborate in seno all’Analisi della
Conversazione (cfr. Jefferson 2004), illustrate in appendice. Per ragioni di leggibilita si & deciso di non riportare le
pause su una riga separata, se non quando rilevante per 'analisi.

30 Cfr. Franceschini (1998: 153-154) che parla per casi simili di “discorsi proiettati”.
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Dopo circa dieci minuti di esposizione, ZO chiude la ‘sintesi’, aprendo una fase di discus-
sione (“okay? (4) questo per (0.2) eh riassumere in termini (0.4) schematici quello che
abbiamo detto la volta scorsa sulla teoria critica. (1) eh é tutto chiaro? (1.3) vogliamo ri-
prendere: la discussione, (5) della volta scorsa?”), che ‘segmenta’ attorno a tre “questio-
ni di fondo” (tre affermazioni che scrive alla lavagna), sollecitando gli studenti ad espri-
mere il proprio parere. Il dibattito che segue, a cui contribuiscono diversi studenti, si
protrae per circa venti minuti; dopo aver negoziato la conclusione di questa fase (“okay?
(6) domande:: (0) passiamo oltre,”) a cui segue una richiesta di precisazione da parte
di una studentessa, il docente, fornendo la risposta, chiude il proprio contributo, e con-
temporaneamente anche la fase di discussione, annunciando una nuova fase espositi-
va (“va bene! (4.3). andiamo avanti. (4.6) °se qui riprende,® (6.3) andiamo avanti e: ar-
riviamo a quello che & eh 'ultimo capitolo di questa carrellata,”)3.

Nel contributo espositivo che segue, di fatto HI riprende nuovamente (per circa
nove minuti) le teorie dei media gia affrontate in precedenza nel corso, menzionan-
dole e ricordandone le finalita; a queste contrappone “le nuove teorie” (teorie de-
gli effetti a lungo termine), diverse per impostazione (ir. 3-5), la cui trattazione vie-
ne annunciata metadiscorsivamente (rr. 6-8):

Estratto 4 (I-44:03-44:41, ZO)
1 okay?
2 * (3.6) *
* si avvicina alla cattedra in posizione centrale *

3 le nuove eh teorie invece eh, (0.5) abbandonano questa,
4 queste domande funzionali al sistema e si pongono, al di fuori del sistema
5 e si chiedono come funziona il sistema.
6 *(2.5) .h eh: (1.9) .h volevo, vederne, (0.6) *
* abbassa lo sguardo, consulta appunti sulla cattedra *
7 ne vediamo tre di queste teorie. (0.7)
8 okay? (0.6) eh abbastanza rapidamente (.) per capire,
9 il tipo di approccio il tipo di domande e anche qualche risposta (0.3)
10 che si pongono.

La prima di queste teorie (@annunciata come tale: “la prima si chiama la teoria della:
agenda setting”) viene introdotta dal docente per circa sette minuti; nel momento
in cui ZO, dopo aver concluso un’affermazione, consulta gli appunti che tiene sulla
cattedra, una studentessa interviene traendo una conclusione dal discorso del do-
cente, innestando cosi una sequenza dialogica di quasi tre minuti con il docente. Al
termine di quest’ultima, ZO definisce retrospettivamente il proprio discorso prece-
dente (rr. 1-2) ed esplicita prospettivamente un secondo sottotema (r. 3), che men-
ziona brevemente prima di riferirsi al terzo sottotema (rr. 10-11):

Estratto 5 (I-54:41-55:26, ZO)

1 okay? (0.55) allora questo € eh (0.6) il primo punto della: (.)
>teoria dell’agenda setting< (3.1)
c’é anche un altro aspetto interessante. (0.2)
e cioe (1.3) le, e:h i media, non solo stabiliscono (0.7)

5 <che cosa e> (1.57) sta all’ordine del giorno (0.7)

31 Durante le pause qui riportate il docente si avvicina al computer, facendo avanzare la presentazione.
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ne stabiliscono anche (0.3) la priorita, (0.8) no?
che cosa sta (.) al- al primo punto dell’ordine del giorno
e che cosa sta in fondo,
(2.56)
10 E POI, terza cosa, ci danno le categorie mentali anche, (0.9)
per (.) <interpretare> (0.2) cid che sta all’ordine del giorno.

Per illustrare quest’ultimo punto, il docente introduce “un esempio concreto” (la
presentazione mediatica di un fatto di sangue in Iraq) e sollecita poi l'intervento
degli studenti con domande ed ulteriori esempi di trattamento di simili notizie in
diverse testate giornalistiche, toccando dunque anche il secondo “aspetto” prece-
dentemente menzionato.

La discussione, gestita dal docente, porta ad una sua digressione di circa un minu-
to, segnalata retrospettivamente come tale e poi chiusa esplicitamente con un per-
formativo (“cosa succede allora (3.8) a seguire diete mediali diverse? (1) cosa suc-
cede? qui adesso, () usciamo dal problema della, (3.7, ZO dai banchi vicino agli
studenti ritorna verso la cattedra) della teoria dei media ma [...] chiusa parentesi”),
dopodiché il docente annuncia l'ultimo sottotema (“ultima cosa poi vi lascio fare la
pausa,”), che tratta brevemente prima di una pausa di dieci minuti.

Alla ripresa della lezione, ZO riprende per cosi dire il filo del discorso, riferendosi
allannuncio fatto in precedenza (illustrazione di tre teorie degli effetti a lungo ter-
mine) commentando e motivando la propria trattazione e proiettando nuovamente
il topic e ’andamento della seconda parte della lezione:

Estratto 6 (Il-01:20:17- 01:21:08 , Z0)
1 dunque vi ho detto che, avremmo parlato di tre teorie,
degli effetti a lungo termine, e mi rimangio la parola,
>per il semplice fatto che non abbiamo il tempo.< (0.3)
perd mi sono: soffermato di pit sulle teorie, (0.4)
5 >sulla teoria dell’agenda setting< perché ehm (1.2) e::h
potreste trovarla eh nel test (del)la settimana prossima (0.3) e [..]
mentre quello di cui vi parlo adesso e (0.4) delle: eh (.)
di cui avrei voluto parlarvi adesso (1.6) eh ve le accenno solo cosi,
per (0.2) eh vostra informazione (di) cultura generale (insomma.) (1.8)
10 ma eh le passiamo via molto rapidamente (1) per arrivare poi
al: al punto finale.

La lezione prosegue con il solo contributo del docente (circa venticingue minuti),
che passera in rassegna la seconda (“c’é poi la, e:h teoria della spirale del silenzio™)
e la terza teoria (“la terza teoria & quella del, cosiddetto knowledge gap”) per arri-
vare infine al “punto finale”, ugualmente introdotto metadiscorsivamente: “ultimo:
eh (1.5) argomento, che volevo toccare oggi. (0.7) e cioé le: teorie pid recenti. (1.6)
le teorie pid recenti che sono, vanno sotto il nome di audience studies,”. Tale argo-
mento viene infine concluso con un segnale di verifica della comprensione (“okay?”)
a cui segue un commento sulla modalita di trattazione, determinata dalla brevita del
tempo a disposizione (“eh: mi rendo conto che sono stato molto sommario sulle au-
dience studies ma: sono le dodici e quindici e vi lascio andare. okay?”), a cui segue
una breve fase dialogica riferita al test della settimana seguente.
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Come si & visto, dunque, I'esposizione di ZO é ‘punteggiata’ di segnali metadiscor-
sivi che ne segnalano lo sviluppo in senso tematico, proiettando la trattazione di
argomenti e sottoargomenti, evidenziando il passaggio da fasi espositive monolo-
giche a fasi dialogiche, come pure 'apertura e la chiusura di digressioni. Frequenti
sono inoltre i riferimenti intertestuali (interdiscorsivi) con temi trattati in preceden-
ti lezioni o da trattare successivamente, che vanno cosi a creare coesione tra la le-
zione stessa e la sua collocazione all’interno del corso.

Tali possibili ‘punti di orientamento generale’ offerti all’uditorio sono presenti in
maniera variabile nel corpus esaminato3?; accanto ad essi, si riscontra l"occorren-
za di verba dicendi ed etichette nominali (cfr. sopra) che evidenziano prospettiva-
mente o retrospettivamente, su un piano di organizzazione micro-discorsiva, come
sia da intendere quanto espresso, e dunque il valore illocutivo delle enunciazio-
ni in questione. Si pud trattare, ad esempio, di attivita comunicative che i docen-
ti riferiscono a sé stessi, usando il pronome di prima persona singolare (“vi ho gia
mostrato un caso in cui [...] ora vi faccio un altro caso”, HI), o che attribuiscono
collettivamente a tutti i partecipanti, includendoli nell’attivita discorsiva successiva
(“il revisore come abbiamo detto, cerchiamo di riassumere questo, questo discor-
S0 sui revisori”, HI)33.

Ancora, l'uso di etichette nominali pud essere accompagnata da elementi valutativi
(ad es., aggettivi), che evidenziano cosi il ‘peso’ assunto da tali elementi entro l'ar-
gomentazione, offrendo una chiave di lettura per considerare in modo pertinente
quanto illustrato dal docente34, come evidenziato dai successivi esempi (“and that’s
an important question”, TP, r. 5); “the nice thing”, EA, r. 7)3:

Estratto 7 (06:26-07:22, TP)

1 and huntington asserts that people have levels of identity, (0.6)
and civilisation is the broadest. (0.3)
now he does NOT however say at this point (0.5) eh that this (0.2)
ehm (0.5) depends on whether people internalise this identity.

5 and that’s an important question. (0.5)
he lists, seven civilisations with a possible eighth (0.6)
the western, the sino confucian, (0.3) the japane:se, the islamic, (0.3)
the hindu, the slavic orthodox, latin-american
and possibly african.

32 Mentre i docenti ZO, EA, HI e BN fanno ampio ricorso alla metacomunicazione con funzione di organizzazione
testuale, il passaggio da un tema (o sottotema) all’altro non viene generalmente evidenziato (“formulato”) in
maniera esplicita nella lezione di TP, che segnala piuttosto il procedere dell’esposizione e dell’argomentazione
tramite segnali discorsivi (now, so). In tutte le lezioni, invece, sono presenti riferimenti inter- e intradiscorsivi a
temi o aspetti trattati in precedenti lezioni o nel corso della lezione stessa.

33 Dopo una fase di discussione sul “revisore contabile” (che era stata stimolata dal docente con una richiesta, ad
una studentessa, di esporre i compiti di tale figura, e che si protrae per quasi dieci minuti), il docente chiude il
tema con una sintesi di alcuni minuti (introdotta appunto con la formulazione sopra citata), passando poi ad un
altro argomento.

34 Sulla funzione valutativa dell’uso di etichette nominali, in particolare problem, cfr. Bamford (2005).

35 [ interessante notare come, in entrambi i casi, il tentativo del docente di aprire una fase di discussione cada nel
vuoto e come dunque letichetta nominale (question, comments) venga ‘riciclata’: per chiudere il punto e passare
al successivo nel caso di TP (“we’ll raise the question again”, r. 15) e per chiudere un sottopunto ed offrire egli
stesso dei commenti pil generali (elencati nella successiva diapositiva) nel caso di EA (“let’s make some com-
ments”, 1. 5).
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10 (1.6)
ehm do you have any eh problems with this *1ist?
(0.8)
do you have any comments on this list?
*(11)*

*si sposta lateralmente, guarda la presentazione sullo schermo, ritorna in
posizione centrale davanti alla cattedra*
15 (well) we’ll- eh keep it in mind we’ll raise the question again.

Estratto 8 (32:03-32:28, EA)
1 any comments on this?
2 * (4) *

*guarda la classe*

3 °no, (okay)?®
4 * (4) *

*fa avanzare la presentazione, compare diapositiva intitolata “comments”*
5 so what are our com- (what a-) let’s make some comments on, using semaphores
6 as a synchronisation device. the=the (0.2) advantages and disadvantages.
7 the nice thing about, is (the) >is that they’re easy to un- semaphores,
8 that they’re easy to understand and use,

5.2. Tra linguaggio specialistico e lingua comune

Se l'impiego della metacomunicazione (ed in particolare, di sequenze metadiscorsive),
come si € visto, contribuisce a rendere visibile 'organizzazione discorsiva globale e lo-
cale della lezione e, potenziamente, a facilitare il processo di comprensiones3®, ulteriori
elementi paiono contraddistinguere il lavoro di “recipient design” (Sacks, Schegloff &
Jefferson 1974) compiuto dal docente in vista di una maggiore esplicitezza e chiarezza
del proprio parlato monologico, concettualmente denso e caratterizzato dall’uso di uno
specifico linguaggio specialistico. Si osservi a questo proposito il successivo estratto:

Estratto 9 (9:51-10:31, EA)

1 *so (0.3) I just remind you that,*(.) *last time we saw that,
*si gira e guarda lo schermo * guarda la classe
2 sometimes we can (.) sort of rely on hardware, (0.3) facilities, (0.2)
3 for ensuring that. (0.4)
4 *and we may have*  *hardware that* *(0.3) eh gives us an instruction

*guarda schermo* *punta allo schermo* *guarda la classe

5 which is called test and set instruction.
6 .h and test and set instruction is atomic.
7 in the sense that *it cannot be interrupted.*
*muove la mano in alto e in basso*
8 you cannot .h eh (0.2) interrupt the execution of a process, (1.5)
9 eh (0.4) when it has (0.5) tested (0.4) eh a test and set variable (0.2)
10 eh (an=an) and you must wait until (.) the test variable has been set.
11 *(0.4) so,* *you see the, process on the right *handside* here.

*guarda schermo* *punta a schermo con dito *tocca lo schermo*

36 Chaudron & Richards (1986) riscontrano degli effetti positivi dei segnali metadiscorsivi sulla comprensione di
lezioni accademiche in L2 (verificata con test cloze, multiple choice e domande vero-falso), mentre Dunkel & Davis
(1994), non riportano differenze significative dovute alla presenza o all’assenza di tali segnali. Un ruolo di facilita-
zione @ stato invece riscontrato da Flowerdew & Tauroza (1995) e dalla stessa Jung (2006), che nella sua ricerca di
tipo qualitativo utilizza materiale autentico tratto da una lezione, aprendo cosi la strada ad ulteriori indagini per
un campo che rimane ancora poco esplorato.
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Dopo aver annunciato, all’inizio della lezione, il primo tema che sara trattato
(ovvero la ripresa di alcuni temi visti nella lezione precedente: “synchronising
processes and threads”), il docente di informatica EA caratterizza per circa un
minuto il concetto di ,,sincronizzazione® (“synchronisation”), ribadendo metaco-
municativamente il carattere di ripetizione della propria attivita discorsiva (“so
(0.3) I just remind you that“, r. 1) e collegando tale attivita ai contenuti illustra-
ti nella diapositiva mostrata in quel momento, verso la quale egli si orienta con
lo sguardo.

Una volta stabilito tale riferimento, il docente volge lo sguardo nuovamente all’in-
tera classe, menzionando un tipo particolare di istruzione fornita dall’hardware, la
cui precisa denominazione terminologica “test and set instruction” & preceduta da
una segnalazione esplicita (“which is called”). Lillustrazione della principale carat-
teristica (“atomic”) di tale istruzione viene poi preceduta da un segnale discorsivo
di riformulazione (“in the sense that”, r. 7), mentre la costruzione passiva “it can-
not be interrupted” viene riformulata con una costruzione attiva (“you cannot in-
terrupt eh the execution of a process”), con un passaggio di prospettiva che viene
mantenuto nella successiva specificazione delle circostanze in cui tale impossibi-
lita si applica (“when...”, . 9) e delle conseguenze di tale impossibilita (“and you
must wait...”, r. 10). Una volta ultimata la spiegazione, il docente stabilisce ancora
una volta un riferimento all’esempio illustrato sullo schermo, indicato con un gesto
puntatore mentre si avvicina allo stesso fino a toccarlo3’.

Le modalita linguistiche che il docente EA utilizza per gestire lintroduzione,
nel discorso, di un nuovo termine, come pure il lavoro di riformulazione che
egli dedica alla spiegazione dello stesso, sono ampiamente documentate
all’interno del corpus. In particolare, la segnalazione metacomunicativa dello
status terminologico di un dato concetto, e I'impiego (successivo o prece-
dente) di parafrasi e riformulazioni che ne esplicitano il significato, paiono
essere delle specifiche strategie utilizzate dai docenti nel gestire l'utilizzo del
linguaggio specialistico della rispettiva materia, come esemplificato anche dai
successivi estratti. Nel primo di essi, la docente BN introduce la prima delle
tecniche usate in pubblicita, a cui € dedicata la lezione, evidenziandone lo
status terminologico (“which is called”, r. 2) e procedendo poi a spiegare in
che cosa essa consista, esplicitando cosi la base metaforica del termine stes-
so. Nel secondo, il docente HI ripara (cfr. Schegloff, Jefferson & Sacks 1977)
espressione generica “vantaggi personali”, utilizzata da uno studente nel
proprio intervento (r. 3), con il corrispondente termine “estrazione di benefici
privati del controllo” (rr. 7-8). Il termine viene segnalato come tale e attribuito
al linguaggio specialistico degli economisti; viene inoltre enunciato in modo
lievemente rallentato e con accento enfatico, ed in tal modo evidenziato ulte-
riormente, e successivamente glossato con l'utilizzo di una struttura infinitiva

37 Il comportamento non verbale (sguardo, avvicinamento allo schermo, gesti) del docente EA contribuisce a orienta-
re l'attenzione dell’'uditorio, di volta in volta, verso la presentazione sullo schermo e verso sé stesso come ‘attore’
principale dell’azione (la spiegazione verbale), rivelandosi dunque una componente non secondaria dell’attivita
comunicativa.
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che segna il passaggio dal sostantivo (“estrazione”) al corrispondente verbo
(“estrarre”, r. 9)38.

Estratto 10 (13:55-14:18, BN)
1 I start with eh (.) one tecnique which is being used a lot, eh
which is called slice of life, (1)
which (0.2) basically takes a small slice, (0.2) from an everyday,
situation (0.5) of (0.4) people like you and me of normal people, (0.4)
5 and that’s something which has been used a lot in the (0.3) a:h
nineteen fifties nineteen sixties,

Estratto 11 (06:17-06: 06:41 HI)
((precedente intervento di ST2))
1 PRO hm. *cioe okay, va benissimo,*
*tende la mano, rivolta a ST2, palmo aperto ((come in “stop?”))*

PRO ma >vediamo di di ridirlo in un’altra maniera, giorgio,<=

ST3 =il premio di controllo é& collegato al: (ai) vantaggi personali anche
del: (0.3) eh dell’individuo che=ha, che ha il controllo. (°perché/che
ha®)

PRO e questi vantaggi personali, che chiamiamo di- col termine degli
economisti vostro quindi .h <estrazione di benefici privati del
controllo,> quindi avere il controllo di una societa vuol dire anche
(.) estrarre benefici privati. ci faccia degli esempi,

O 00 J o U b W N

Lutilizzo di riformulazioni non & confinato peraltro a singole espressioni terminologi-
che, ma pud interessare ampie porzioni di parlato: a volte precedute da specifici se-
gnali discorsivi (‘cio€’, ‘in altre parole’, ‘in altri termini’, ‘that is’, ‘that is to say’, ‘na-
mely’ e simili), esse possono assolvere numerose funzioni nelle lezioni accademiche,
fornendo specificazioni, spiegazioni, definizioni, conclusioni e sintesi (cfr. Murillo Or-
nat 2006, Murillo 2006) di quanto precedentemente enunciato. Si tratta dunque di
un’ulteriore modalita comunicativa messa in atto nel discorso monologico dei docen-
ti, con la quale, ancora una volta, la complessita e densita concettuale tipica di que-
sto genere discorsivo puo essere mediata (cfr. Gajo 2007) in funzione di una maggiore
fruibilita, come gia osservato in precedenti analisi (cfr. Veronesi & Spreafico 2009).

5.3. La dimensione interpersonale della lezione monologica

Nell’analisi delle lezioni accademiche, come gia accennato, non sono mancati gli
studi incentrati sugli aspetti interpersonali e relazionali del parlato monologico dei
docenti: questi, nella trasmissione del sapere disciplinare, utilizzano infatti un’am-
pia gamma di modalita discorsive volte a suscitare e mantenere Uinteresse ed il
coinvolgimento dell’uditorio, ed a stabilire dei rapporti di solidarieta che mirano ad
abbassare il grado di asimmetria in funzione di una maggiore coesione tanto sul
piano personale quanto, e soprattutto, in termini di affiliazione alla specifica co-
munita discorsiva.

38 Per ragioni di spazio non si riporta qui il precedente intervento di ST2, rispetto alle cui caratteristiche (erroneo
accordo di genere grammaticale, ricerca di parole) la richiesta di riformulazione rivolta a ST3 (che aveva segnalato
alzando la mano, durante il turno di ST2, l'intenzione di intervenire) pare configurarsi ugualmente come richiesta
di riparazione anche linguistica.
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Tra tali strategie figurano ad esempio I'impiego di elementi che evidenziano la rile-
vanza di quanto affermato (audience-oriented relevance markers come, in inglese,
important, key, crucial, remarkable e simili, cfr. Crawford Camiciottoli 2004b; si ve-
dano gli esempi 7 e 8)39, l'utilizzo di pronomi di prima persona plurale in enunciati
metadiscorsivi (Walsh 2004: 45, cfr. gli estratti 7 e 8), o 'uso di hedges, in sequen-
ze metadiscorsive in prima persona singolare, che rivelerebbero un certo grado di
informalita (Pérez Llantada 2006b: 76-77).

Similmente, le digressioni possono essere finalizzate a rafforzare la dimensione in-
terpersonale dell’evento comunicativo, facendo emergere “il punto di vista del pro-
fessore in relazione ai contenuti che sta trattando o alla funzione didattica che sta
svolgendo” o mirando a “ridurre la distanza posizionale fra studenti e professori
attraverso azioni tipiche della comunicazione paritaria” (Zorzi 1999: 77-79). Si trat-
ta ad es. di giochi di parole, battute, aneddoti personali, come osservato anche
da Strodt-Lopez (1984) e Wang (2006), e come riscontrato in analisi preliminari di
parte del corpus qui esaminato (Veronesi 2007a: 27-28), dove, accanto a battute
scherzose, riferimenti compiuti dai docenti alla propria esperienza personale e pro-
fessionale (episodi e annedoti) ed esemplificazioni vicine all’'universo conoscitivo
(sfera mediatica e musicale) degli studenti stessi, un importante strumento di coe-
sione risulta essere la categorizzazione (Sacks 1992) degli studenti in quanto spe-
cialisti o futuri esperti della materia (“you as a (.) designer”, “you are (.) the=the ()
professionals or you will be the professionals (.) in target communication”, BN, cfr.
Veronesi 2007a: 27; si veda anche l'es. 11, 1. 6-7), e dunque in quanto membri a
pieno titolo della comunita scientifica e professionale in questione.

Vi sono poi ulteriori elementi che evidenzierebbero la dimensione interazionale del
parlato monologico accademico, come ad esempio richieste di conferma della ri-
cezione (‘d’accordo?, ‘va bene?, okay?, right?, cfr. Pérez-Llantada 2006a), e, ancor
pid, domande che i docenti pongono fornendo loro stessi la risposta“. Si tratta di
una strategia che, facendo leva sulla rilevanza condizionale che si viene a stabili-
re tra le due parti della coppia adiacente (una domanda proietta una risposta) e
creando cosi un’attesa nell’uditorio, viene utilizzata dai docenti per suscitare I'at-
tenzione degli studenti (Bamford 2005: 143) nel momento in cui, con la domanda,
sollevano delle problematiche di ampio respiro o ‘preparano’ l'introduzione della
nuova informazione contenuta nella risposta immediatamente seguente (Thompson
1998: 142-144)%.

39 Gli autori qui citati fanno riferimento ad una nozione estensiva di metacomunicazione, alla quale si associano,
nella comunicazione accademica, non solo funzioni di organizzazione testuale-discorsiva, ma anche funzioni inter-
personali (cfr. Bamford & Bondi 2005: xvii-xviii).

40 Non é stata condotta in questa sede un’analisi sistematica di questi due fenomeni, pur presenti nel corpus in
esame; a titolo di esempio si vedano gli estratti 3 (“okay?”), 5 (“no?”) e le seguenti sequenze domanda-risposta,
realizzate dai docenti: “so the question is, how many semaphors do | need? well (0.3) the solution of this problem
[...] is very easy.” (EA); “la teoria degli effetti limitati si chiamava cosi perché? () perché il ragionamento era [...]”
(Z0); “you have (0.4) a satisfaction in having, deciphered something, (1) there’s an element of entertainment, (0.3)
and what is the result? the result is that the message (0.4) leaves a stronger trace, and is therefore (0.3) more
memorable (0.3) and will be remembered.” (BN).

41 Similmente, per Crawford Camiciottoli (2008: 1225-1231) questo tipo di domande (definite “content-oriented”)
avrebbero la funzione di focalizzare l'informazione o di stimolare la riflessione teorica.
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6. Considerazioni conclusive e prospettive di ricerca

L’analisi delle lezioni accademiche qui presentata, incentrata principalmente sul con-
tributo dei docenti, ha mostrato come questi, orientandosi alla politica linguistica
ufficiale, si servano principalmente di una sola lingua per gestire I’evento comuni-
cativo. La ‘mediazione’ della materia ad un uditorio non esperto, dunque, anziché
avvalersi delle risorse linguistiche disponibili in contesto, si traduce piuttosto in un
fine lavoro linguistico e discorsivo nella lingua ufficiale di insegnamento, che pare
mirare ad obiettivi di chiarezza e comprensibilita per un uditorio non esperto e spes-
so non-nativo. Si € visto infatti come i docenti organizzino la propria esposizione
fornendo agli studenti, con il ricorso alla metacomunicazione, una serie di punti di
orientamento per seguire piti agevolmente lo sviluppo tematico del proprio mono-
logo; si € osservato inoltre come la complessita del discorso specialistico venga ge-
stita con laiuto di glosse esplicative e di riformulazioni. Uno sguardo al modo in cui
i docenti tengono conto nei propri interventi degli interlocutori a cui sono rivolti, ri-
cercandone l'accordo, suscitandone l'attenzione e considerandoli come membri del-
la comunita accademica o come futuri professionisti, ha permesso infine di esplora-
re in parte la dimensione interpersonale del parlato monologico accademico.

Non vi € dubbio, tuttavia, che si tratti di un approccio parziale all’analisi di que-
sto genere discorsivo, tanto pid se collocato in un contesto plurilingue: per ren-
dere conto della sua complessita, infatti, pare imprescindibile 'adozione di una
prospettiva decisamente interazionale, che porti ad esaminare 'apporto di tutti
i partecipanti alla costruzione dell’evento, considerato in primo luogo come co-
municazione faccia-a-faccia. Tale ampiamento di prospettiva solleva una serie di
questioni finora poco affrontate, se non del tutto trascurate, prima fra tutte la ne-
cessita di un’attenta analisi delle caratteristiche prosodiche del parlato monologi-
co dei docenti, rispetto al quale, al di [a della generale caratterizzazione in termi-
ni di eloquio marcato (cfr. ad es. Beretta 1986, che parla di lentezza di eloquio e
uso di accenti enfatici), mancano ancora descrizioni specifiche che sarebbero sen-
za dubbio utili anche in un quadro di insegnamento veicolare.

In secondo luogo, pare indispensabile superare la visione ‘monologicistica’ della
lezione accademica e aprire lo sguardo all’interazione dialogica all’interno della
classe#?, sinora osservata perlopil in generi discorsivi quali il seminario: poco si
sa, infatti, dei meccanismi con cui avviene il cambiamento della struttura parte-
cipativa (cfr. Goffman 1987), all’interno dell’evento, nel passaggio da turni lunghi
del docente a sequenze dialogiche minime (domanda-risposta) o pil estese (fasi
di discussione con la partecipazione di pil studenti) e viceversa, a cui si & solo
accennato nel corso del presente saggio, e che molto potrebbero dire su come sia
possibile gestire e sollecitare la partecipazione attiva degli studenti, anche sullo
sfondo di competenze linguistiche variabili.

Lanalisi dell’interazione dialogica, a sua volta, potrebbe fornire una visione pil
completa ed integrata di come, sullo sfondo del rapporto asimmetrico (in senso

42 Siveda su questo punto anche Anderson & Ciliberti (2002: 93).
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conversazionale, conoscitivo e di competenze linguistiche) tra docenti e studenti,
il sapere venga non solo ‘trasmesso’ ma anche co-costruito e negoziato in intera-
zione, e di come in tale processo intervenga l'uso della L1/L2.

Una prospettiva integrata della lezione accademica in quanto comunicazione fac-
cia a faccia, infine, non pud non interessarsi al fine intreccio tra modalita verbale
e non verbale e al ruolo svolto dalla comunicazione non verbale, tanto nella strut-
turazione dei contributi monologici del docente (si veda l’es. 9), quanto nell’atti-
vita di coordinazione e di orientamento dei partecipanti stessi rispetto a mosse
conversazionali e fasi della lezione (cfr. Veronesi 2007b).

La ricerca sulla comunicazione accademica in contesti plurilingui, ci sembra,
potra solo beneficiare dallo studio della dimensione dialogica e multimodale:
per meglio comprendere come attori sociali con diverse competenze sfruttino
le risorse a loro disposizione per il conseguimento dei propri obiettivi di inse-
gnamento e di apprendimento in una o pil lingue, per capire come le politiche
linguistiche istituzionali delle universita bi- e plurilingui si traducano concreta-
mente nelle pratiche comunicative della vita accademica quotidiana, e per ri-
flettere su come queste possano a loro volta consolidare il progetto stesso di
una formazione universitaria plurilingue nella realta educativa del nostro tempo.
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