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WORKPACKAGE 3

EDUCATIONAL SYSTEMS

1. Research tasks

This text introduces the working papers written by workpackage 3 research
teams and discussed in transversal workshops at CM6, held in Glasgow in
November 2009. The proposed task was to show how multilingualism could
contribute to creativity and innovation in tertiary education settings.

All teams have analysed interactive practices considering the background of
policies / strategies. UNIL-GE, UBBC and VUB have also explored
representations. In all cases, data already studied have been reviewed, but
also new data, not yet explored in previous papers, has been presented.

2. Specific perspectives on “creativity” and “innovation”: dimensions
and phenomena

Looking at definitions of creativity and innovation, some teams have
considered the two terms in one single syntagm, understanding that they have
to be associated with the emergence of a new phenomenon or an activity
carried out in a way that has not been done before (UBBC, UHE). UNIBZ do not
explicitly speak of creativity; the team considers innovation in multilingualism
in the model of social networks and examines how they are created in
university contexts and how they introduce innovation in actors’ linguistic
practices.

UNIL-GE and UAB teams agree to distinguish between innovation, on the one
hand, and creativity, on the other. Innovation is observable in policies/
strategies for the implementation of specific new elements related to
multilingualism at macro and meso levels. Both teams link creativity with
multilingual practices, but UNIL-GE consider two different levels: the
conceptual level and the strategic level. The conceptual dimension refers to
how multilingualism is involved in negotiation and building new knowledge
processes and in obtaining new products. The strategic dimension considers
how multilingualism is involved in organizing interactive activity, by mobilizing
new plural resources. VUB also associates creativity to practices and mental
processes of language learning.



Thus single definitions of creativity and innovation in multilingualism are not
found in the papers, although there seems to be a trend, either explicitly or
implicitly, to consider multilingual practices linked to creativity, while
innovation is associated with policies and strategies proposed by institutions.

3. Analysis

The following chart shows the data that each team has considered in exploring
how multilingualism can contribute to creativity and innovation.

Policies/strategies Practices Representations
UBBCC Policy documents (UBBCC) Classroom activities Interviews and questionnaires
UAB Field work in to universities [Two pair-group activities}-
in two universities
UHE Policy documents (UHE) - Focus-group
UNIBZ Policies at macro and mesoSeminars, lectures,|
level (UNIBZ) service encounters,

student informal
interactions and diaries

UNIL-GE Policy documents and web|Classroom activities Policy documents, web-sites,
sites (five universities) interviews
vVuB - - Classroom practices

The following briefly summarizes the evidence of creativity that each group
found in its data on practices.

UBBCC discovers communicative creativity (new linguistic forms, specific
discursive strategies) in several LSP or CLIL situations. Sometimes participants
use gestures with the purpose of compensating for the deficiency of the verbal
code in the target language, but also multilingual hybrids. The team finds
instances of cognitive creativity to construct or recreate new thematic/
conceptual networks, to recognise information or to associate information with
distinct synonymous linguistic forms.

UAB locates creativity, on the one hand, in instances where participants
overcome their linguistic shortcomings displaying an array of different
resources (code-switching, gestures, glances, body positioning) for negotiating
a common path and reaching consensus. On the other hand, creativity is also
strategically present in lateral code-switched sequences in which the source of
difficulties with the language or with the concepts can be clarified with a peer
more expert. In both cases, this plurilingual creativity observed in the process
allows participants to reach a monolingual product in L2 requested by the
institution.



UHE finds instances of multilingual practice that promotes creativity when
students are encouraged to hold presentations in their own language in
courses that are basically held in Finnish. This enables them to mobilize the full
potential of their flow of thoughts while utilizing the potential of L2 skills
among their fellow students, which results in language training for all parts
involved. This practice furthermore increases the visibility of multilingualism as
a phenomenon and the students” awareness thereof.

UNIBZ do not speak properly about creativity. However, data on seminars and
lectures present phenomena similar to those discussed by UNIL, UAB and
UBBCC.

UNIL finds evidence of creativity in the process of construction of knowledge
(use of new resources treated intensively and extensively) and in the product
(distance between the starting point and end point) ie the creation of new
networks of knowledge. UNIL finds also evidence of creativity at the strategic
level, ie the organization of activities and to achieve certain objectives. This
requires participants to understand the value of the languages as organizers of
ongoing activities.

VUB relates creativity practices in classroom, on the one hand, with the brain
capability of multilingual people and, on the other, with the construction of
identities in multilingual contexts.

4. Comparative analysis of monolingual and multilingual situations

No team has established comparisons within the policies/strategies dimension
(except in the case of UHE) and within the representations dimension. This is
motivated probably because all institutions have, in a greater or lesser degree,
innovative policies and strategies and teams have not yet established possible
cross-comparisons, except in the case of the UNIL-GE team. Representations,
explored through questionnaires and interviews, do not explicitly focus on
innovation, so no comparisons can be drawn, if not indirectly.

Some teams have established comparisons between practices, explicitly (UNIL-
GE, UBBC) or implicitly (UAB, UNIBZ). Nevertheless, in all the papers it is
stressed that, in situations where multilingual resources are mobilized
creatively, speakers manage go into greater depth in their goals, whether as
regards the construction of knowledge, or whether in terms of participation.
However, the lack of explicit reference to the comparison between interactions
in unilingual mode and multilingual mode in most papers suggests that
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comparing results of analysis is not an easy task, mainly because the data
were not collected for this purpose. Thus, if we strive to compare results in all
DYLAN dimensions according to different contexts, we should work on the
identification of parameters for comparison. UNIL-GE provides comparisons
between sequences of description-explanation in unilingual mode and
multilingual mode. Proposals in this line could be taken into consideration for
the comparison of sequences in a single corpus or between different corpuses.

5. Results

Implicitly, tertiary education institutions linked multilingualism with innovation.
As for how this link emerges in representations, the binomial multilingualism-
innovation seems to be associated with offering lessons in different languages,
but always respecting OLON (one-language-only) and OLAT (one-language-at-
a-time) rules. That is, without considering what is observed in practice:
'‘creative' activities in which actors use plural and hybrid resources to
accomplish specific cognitive or communicative goals.

In this sense, some papers (UNIL-GE, UBBC, UNIBZ and UAB) agree to
emphasize forms of participation and tasks speakers have to do as revealing
key elements that enhance the mobilization of creative, multilingual resources.
It seems therefore that multilingual uses are crucially involved in the learning
process that allows one to pass from one stage of knowledge to another.

6. Conclusions

The introduction of the notions of innovation and creativity within the DYLAN
program has allowed teams to reflect on how multilingualism contributes to the
development of tertiary education and to examine data from a new angle,
looking for evidence of innovative and creative activity. As mentioned, the task
has not been done homogeneously because a) the concepts have been
interpreted differently in each team, b) diverse data have been focused and c)
models of analysis are also diverse.

However, progress has been made in terms of new evidences of the impact of
multilingual practices on the construction of knowledge and social
relationships. These results open up the possibility of exploring a ‘third way’ in
Bologna directives towards academic mobility and knowledge construction in
Europe. If the L1(s) of a country is (or are) not enough, it would neither
appear that a single L2 would allow universities to achieve optimal results with

regards to the Bologna process’ aims.



From the standpoint of DYLAN research, wp4 opens up new challenges in the
direction of reaching a better definition of what counts as evidence and
suggests the need for new areas of common analysis between teams.
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U " B EULALIA BORRAS
LAIA CANALS
Universitat Autdbnoma de Barcelona MELINDA DooOLY

EMILEE MOORE
Luci NUSSBAUM

1. Research task

Placing practices as the research focus, the UAB team studies interactions in
multilingual contexts and their relationship with policies/strategies and
representations in two Catalan universities moving toward internationalisation.
Like other WP3 RTs, the UAB has paid particular attention to L2-medium
academic-content classes as a privileged setting for exploring language
dynamics and for examining if multilingualism is a resource for the
construction of knowledge. The UAB team has also examined other social
settings to portray emerging day-to-day language practices and their possible
relationship with classroom language use, although such practices will not be
referred to in wp4.

2. Introduction

Popularly speaking, creativity precedes innovation; i.e., the second is the result
of the first. Nevertheless, as pointed out in the guidelines for wp4, these terms
are polysemous and are especially used in politics and business, fields in which
the UAB team is non-expert. Therefore, we will provisionally make an
operational distinction between creativity and innovation, employing innovation
to refer to policies / strategies and creativity to refer to plurilingual uses and
the representations of multilingualism that emerge therein.

2.1. Innovation

Our contribution in wp4 focuses on practices and, therefore, will not explore
innovative policies or strategies in-depth. We do, however, propose some
examples of innovation, based on the idea of breaking the OLON (one
language only) and OLAT (one language at a time) rules that seem to inspire
policies and representations of language uses constructed by authorities in the
institutions studied (see wpl, 2 and 3). Notwithstanding, the following
examples of innovation have either been observed by us, or are
recommendations made by our team to university authorities, and include:

a. Explicitly doing academic-content courses in plurilingual mode (see UAB RT
data discussed at the Brussels workshop).



b. Having plurilingual websites, i.e. websites not just in local languages +
English (a recommendation put forward by our team to university
authorities).

c. Making linguistic diversity in higher education institutions visible, through a
census of languages spoken by the members of the community, highlighting
their social and economic value, and through a rewards system (a
recommendation put forward by our team to university authorities).

2.2, Creativity

In the field of linguistics, Chomsky (1974) speaks of creativity in reference to
people’s ability to use new forms of language, i.e. forms not previously heard
by the speaker. Chomsky grounds this concept in his understanding of what
language competence is, and therefore the notion of creativity is linked to the
concept of grammatical rules. Following this approach, the notion has been
used by researchers in SLA to exemplify aspects of learner’s interlanguages
and idiolects in L2.

We take a different viewpoint of creativity from that of Chomsky (see criticisms
on Chomsky’s view in Firth & Wagner, 1997; Ludi, 2006; among others),
because we: 1) do not share his vision of the idealised native speaker, 2) view
competence as a situated capacity linked to practices, which includes not only
the forms of language but also social aspects related to its use, and 3) work
with natural data, analysed from an emic perspective.

From a sociolinguistic point of view, Wei & Wu (2009: 196) refer to creativity
as “the ability to choose between flouting and following the rules and norms of
behaviour, including the use of language”. In their case study (about the use of
bilingual Chinese-English code-switching by children in school situations),
creativity is understood as the use of available resources to resist the OLON
and OLAT policies. In our data, creativity is also linked to plurilingual practices,
not as a process of resistance, but as a resource for exploring knowledge and /
or for participating in activities. The question is, in what sense can such
plurilingual practices be considered creative? We will attempt to respond to this
question at the end of the text.

3. Data analysis
3.1. Introduction

In this section we present two situations of student group-work from two
different universities. In both cases, the students are required to submit a
monolingual product at the end of the process. We explore how creative,
hybrid-plurilingual practices contribute to the eventual construction of this final
monolingual output. Our hypothesis is that such practices scaffold cognitive
and communicative activities that allow speakers to participate at the end of
the process in monolingual activities.
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3.2 Leather Technology

The first case takes place in an English-medium leather technology class at one
Catalan university for chemical engineering students. According to the teacher,
the objective of this CLIL class is two-fold: 1) to raise local students’
professional competence in English and 2) to familiarise (incoming Erasmus
and local) students with the concepts and processes linked to their degree.

In the fragments presented, two Turkish students (Fatma and Ahmet) and a
local student (Laia) are taking part in a group-work discussion on leather
tanning technology methods. The teacher (Caterina) is also present. The data
includes a 50-minute conversation to prepare for the final task, being an oral
and a written description of the characteristics of chromium tanning. To assist
them, the students have a table with missing information that they need to
complete, including comparing the main tanning types in relation to different
parameters.

In fragment 1, a problem emerges with the colour of the leather produced
through a process of vegetable tanning. Ahmet, in turn 3, proposes that the
resulting leather is brown or yellow, but this is problematised by Laia in turn 5;
Ahmet, in turn 12, accepts the Laia’s first proposal. But Laia wants to describe
the colour more precisely and this opens a new sequence (turn 17) in which
the search for a conceptual accuracy is imbricated with the search for an exact
expression.

Fragment 1
07:12 - 08.02

1. Fatma a:nd\ (0.43) what does xx ah\ what colour is the: leather\ (0.18)

2. Laia [hm:\]

3. Ahmet [brown\] (0.42) i:n vegetable tannage/ [bro:wn]\ yellow\

4. Fatma [which means xx\]

5. Laia yeaha:/ (0.06) (?val)\ (0.1) yellow/ no:\ (0.04) no:/ (0.06)

6. Ahmet vegetable\ (0.15)

7. Laia +vegetal+/) (0.11) [yellow/] no:\ (0.12) pardon/ my: tsk (0.21) ((touching her brown
jumper)))

8. Fatma [it's a:h changing with-]

9. Ahmet [sometimes sometimes\ white\ \]

10. Laia [brown/ brown\]

11. Fatma [brown\ brown\]

12. Ahmet [brown\ brown\] (0.04)
13. Fatma [yes\]

14. Laia [brown] bro:wn/ not [brown]\ hm: =

15. Fatma [brown\] ((moving fingers))

16. Ahmet =brown\=

17. Laia ((to teacher)) =color cre- color crema/ com és color crema/ (0.09) o color clar/
(0.09)
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&Laia ((to teacher)) =cream col- cream colour/ how is cream colour/ (0.09) or light
colour/ (0.09)

18. Caterina  a::h\ (0.13) [on t'és/]

&Caterina  a::h\ (0.13) [where is it/]

19. Laia [it ] depends (the/de:?) the extract\ (0.36) color [depend (the/de?) extract)\ |
20. Fatma [it depends of the plant\] (0.07) on the [extract\ yes\]
21. Ahmet [exactly\] (0.16)
22. Laia for example i:f if the extract is +sintetik+ the colour is_ (0.56) m:ore intensive\ (0.2)
((to teacher)) more/ no\ [more és més intensiu no/|
&Laia for example i:f if the extract is +sintetik+ the colour is_ (0.56) m:ore intensive\ (0.2)
((to teacher)) more/ no\ [more it’s more intensive no/]
23. Fatma [bu:t when it comes to vegetable\] if you are using mimosa and if you [are u]
sing chestnut they are different colours\ [but a:IJmost brown/=
24. Laia [(right\?)]
(2.21) [hm hm\]
25. Ahmet =brown yeah\=
26. Fatma =yeah\ (0.51) dark brown\ [light brown/]
27. Ahmet [xx] (0.45)
28. Laia a:h okey\ s-/ yes yes/[a:nd_]
&Laia a:h okey\ y-/yes yes/ [a:nd_]

In turn 15, the problem moves from one relating to the subject content to one
relating to the English language, as Fatma seems to incorporate the movement
of her fingers in searching for a more appropriate description of the colour. In
turn 17, Laia seeks help, addressing her teacher in Catalan and asking for the
translation of “color crema”. However, she abandons this translation, and goes
back to dealing with the content, adding the extract used as a condition to the
description of the colour (turns 19-22). At the end of turn 22, she again seeks
help from the teacher, asking if she has correctly translated the modifier “més”
in English, crucial to getting her scientific meaning across accurately. However
the group do not wait for the answer and in turn 23, Fatma provides two
examples of extracts. The interaction pursues with other subtopics and with
the acceptance of the cooperative contributions.

It is interesting to note that Laia’s code-switching, rather than being a demand
for help, seems to be a crutch to overcome her linguistic shortcomings. Despite
her asymmetrical competence in English, Laia, who conversationally
categorises herself as not being fully competent as an English speaker, turns
out to be an extremely successful and creative communicator and an active
participant. She displays an array of different resources (code-switching,
gestures, glances, body positioning) for negotiating a common path through
the content and language-related difficulties the group encounters in reaching
consensus on one aspect of the description of vegetable tanning. These
communicative resources, along with Laia’s sound knowledge of the subject
matter, provide a fallback for her gaps in English.

Fragment 2 exemplifies how the use of such communicative resources to
overcome language gaps was openly encouraged in the student group. In this
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fragment, the students are comparing textile and leather technologies, with
Fatma seeking clarification from Laia about a suggestion she has made that
leather technology is "more complicated”. Laia, in turn 5, seeks a different way
of explaining what she means, finally saying that it is more “delicate” (/
delikate/), which she utters in supposedly Italian pronounciation. This episode
opens a metalinguistic sequence, in which Turkish is also present for a private
exchange between Fatma and Ahmet.

Fragment 2

25:04 - 26.16

1. Fatma and eh: you said but [eh:] more complicated

2. Ahmed [more ] (1.37) more compli[cat]ed/

3. Laia [eh\] (0.65)

4. Fatma from textile/ (0.27)

5. Laia si:| (0.88) ahm:\ (1.01) is: hm: bueno_more complicated is: (0.9) +delikate+\

(0.24) ((laughter)) deli- ja parlem en italia aqui:/ ((laughter)) (0.04) com es diu de-
((laughter)) (1.12) +delikat+\ ((laughter))

&Laia ye:s\| (0.88) ahm:\ (1.01) is: hm: well more complicated is: (0.9) +delikate+\

(0.24) ((laughter)) deli- we’ll now talk in italian he:re/ ((laughter)) (0.04)
how do you say de- ((laughter)) (1.12) +delikat+\ ((laughter))

6. Fatma [+delikat+ +delikat+\]

7. Ahmed  [deli- (0.51) bili]yordum) sézliik ver [s6zIiglim

&Ahmed [deli- (0.51) I] knew it\ give me the dictionary [give me my dictionary]

8. Fatma [+delikeit+\] (0.32)

9. Fatma ok we will- ((laughter)) xxx (1.11) [explain] explain okey delicate explain\

10. Ahmed [yeah use-] (1.77)

11. Laia [((laughter))]

12. Fatma [with your hands\] (0.52)

13. Ahmed ((referring to the bilingual dictionary) if you want you can use_ (0.82) spanish
turkish\) (0.43)

14. Laia delicado\ (0.57)

&Laia delicate\ (0.57)

15. Laia delicado\ (14.56) delicado\ (2.17)

&Laia delicate\ (14.56) delicate\ (2.17)

16. Fatma ah_[ok] yes\

17. Laia [ok/] (0.95) for me is: this:  (0.49) ((laughter)) delicado hm: is more delicado

(0.51) [hm:] process the: the the: leather

Laia’s metalinguistic “ja parlem en italia aqui” (turn 5) is indication of her
perception that all languages are available for communication, as is Ahmet’s
encouragement in turn 13 that she use the bilingual Spanish-Turkish dictionary.
In fact, throughout the group-work interaction, we find code-switching, into
Spanish and Catalan by Laia and into Turkish by her peers; instances hybrid
forms of speech, which are accepted by the group; the use of gesture, as
Fatma encourages Laia to do in turn 12 above; and recourse to other available
resources and artefacts, such as the teacher in the previous fragment and the
dictionary by Ahmet in turn 7 and 13, above.
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Fragment 3, below, represents Laia’s performance in explaining the group-
work responses to the task to the whole class (Cem = Turkish student). In
doing so, she has the monolingual written response formulated by her group at
her disposal. In the fragment, Laia is providing a description of chromium
tanning. It may be observed how Laia delivers her description using the hybrid
lingua franca, including insertional code-switching (turns 1, 3, 7 and 14) and
gesture (turn 7) that was constructed in the student group as an acceptable
and encouraged means of communication, and that provides fallback for
communicating.

Fragment 3

50:34-52.16

1. Laia chromium tanning is a::/(0.41) chemical +produt+\ hm:: hmm::\ (0.23) +majoritari+\
(0.06) ((laughs)) (0.11) +majoritari+ for a:h tanning leather\ (0.59) hmm:: (0.46) after +vegetal
+a::ind_ (0.6) +sintetik+\ (0.52) +etcetera etcetera+\ (0.08) [((laughs))]

. Cem [((laughs))]

3. Laia but the first is: (0.33) is:_ (0.37) chromium tanning\ (0.36) a::hmm\ (0.56) there are-
((to Fatma) and the: different tannings we [explained/)]

4. Fatma [n0\](0.08)

5. Laia no\ (0.34) a:hm\ (0.28) +temperatura de kontrakthion\+ (0.49) ((to Fatma) is good
[+temp]eratura de kontrakthion)/=
Fatma [yes\]
Cem =yes\(0.3)
Laia ((laughs)) +temperatur kontrakthion+ is more/ (0.43) ah: +komparation+_(0.1) a:::
(0.18) +temperatura kontrakthion de: vegetal/+ (0.51) is mo:re_ (0.38)

9. ((51:16-51 :42))

10. Laia chromium tanning leather colour is green and blue it's depén del tan per cent de:
(0.05) chromium\ (0.09) to the lea[ther\ ]

&Laia chromium tanning leather colour is green and blue it's depends on the such and

such per cent o:f _ (0.05) chromium\ (0.09) to the lea[ther\ ]

11. Ahmet [xx]xx (0.46)

12. Cem (yes you can?) (0.31)

13. Laia a::hm:\ (1.4) a:hm:\ (1.9) and the chromium tanning is using for a:h retanning\
(0.22) +reteining+/ (0.11) [+reteining+/ ]

14. Cem [yes yes\] (0.45)

15. Laia a:nd\ (2.42) °a veure on som\° (0.68) in the::  (0.08) in the ((moving hands in
circles) world +komersial+\) (0.12) ((to Fatma) comercio/)

&Laia a:nd\ (2.42) °let’s see when we are\° (0.68) in the::  (0.08) in the ((moving

hands in circles) world +komersial+\) (0.12) ((to Fatma) commerciall)

16. Cem XXXXX

17. Fatma +komersial+/

18. Laia ((moving hands in circles) +komers-+ [el comer]cial/)

19. Ahmet [XXXX] (1.04)

20. Fatma ((nodding) +komersial+\)

21. Laia a::h wet blue\

Although we cannot make claims as to the sequential construction of the
description of chromium tanning itself, we can tentatively argue that Laia
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shows communicative expertise in effectively delivering the discourse genre
demanded by the task (a description) in English. She structures her
description, including the chemical process involved, the resulting colour, its
uses and its commercial potential. In this case, it could be argued that
creativity is a shared predisposition that drives speakers to include all available
resources, including hybrid-plurilingual ones, in building a discursively and
scientifically correct product within the parameters of the task.

3.3 Educational Psychology

The second case is from an educational psychology class at the second
university studied. Based on our conversations with the professor, Neus,
English is categorised both as the language of authority (Mortimer, 2002) in
the psychological community that she aligns to and as a lingua franca (LF) for
teaching the subject to a linguistically mixed group (approximately 2/3
ERASMUS and 1/3 local students). This use of English as a lingua franca (ELF)
allows students to follow lectures and read bibliography; however they are also
actively encouraged to work with speakers of other languages in order to use
English amongst themselves in class activities. Therefore, the course was
conversationally constructed by the professor as a unilingual, ELF space.

However, taking an emic perspective and looking at actual student practices in
(and outside) this class, a more complex dynamic of languages-in-use
emerges. In the group-work sequence below, the four students (two local
students, Ariadna and Gisela; two Erasmus students, Emine and Camilla) were
supposed to have read a scientific article in English and discuss it outside class
time to prepare a class presentation, in English.

The introduction to the article reads: “This study surveyed 925 Australian high
school students enrolled in grades 8 through 12 on measures of occupational
aspirations, occupational expectations, career status aspirations, and career
status expectations...” The discussion begins with Gisela expressing a doubt
about the meaning of occupational aspirations and career status aspirations.
Her difficulty would seem to stem from the term career; in Catalan and
Spanish, her native languages, career is a false friend, translatable as
CATprofessié/SPAprofesion, not as CAT/SPAcarrera (ENGdegree).

The discussion continues, and in fragment 4, below, Gisela proposes a
definition for career, being “it's related to the trajectory”. Gisela, however,
orients to trajectory (CAT:trajectoria/SPA:trayectoria) as being incorrect in
English, asking her peers in the following turns if the word is correct, and, in
particular, switching to Catalan in turn 12 to seek help from Ariadna, who will
presumably understand what she’s trying to express.

Fragment 4

00:44 - 01:04

1. Gisela: it’s related to the:\ (0.33) trajectory/ (0.14)
2. Ariadna: hm: (0.12)
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3 ?: ah
4 Gisela: it's corr[ect/]
5 Emine: [ok\] (1.26)
6. Gisela: it's correct tra- ((laughing) trajectory/) (0.02)
7 Camilla: [wha:t the:/]
8 Emine: [traject]o[ry (no ?)\ ]
9. Ariadna: [((laughs))]
10. Gisela: [[the tra[ject]] the ay\
11. 7 [xx] (0.36)
12. Gisela: com se diu aixo/=
&Gisela: how do you say that/=
13. Emine: =tra[ject/]
14. Ariadna: [the: ] the the per- xx_ (0.42) what do you mean/ (0.63)
15. Gisela: la trajectoria\ (0.28)
&Gisela: the trajectory\ (0.28)
16. Ariadna: pero académica/ (0.32)
&Ariadna:  but academic/ (0.32)
17. Gisela: siz\ (0.08)
&Gisela: ye:s\ (0.08)
18. Ariadna: like the: e: e: (0.21) a[ca]demic history well [the: ]
19. Camilla: [ok\] (0.79)

In contrast to previous episodes, in which Catalan does not appear in the
public sphere, in fragment 4 Catalan becomes the language proposed by Gisela
to interact with Adriana, the authoritative voice, as the other girls have not
read the article. After Ariadna summarises the text for the two Erasmus girls
and they have asked her some questions, fragment 5 begins with Gisela
expressing what she describes as “a difficult with the language” (turn 6),
switching again to Catalan to address Ariadna. It would seem that her previous
doubt about the meaning of career has not yet been entirely resolved, as she
still struggles to understand the difference between career and occupation.
Specifically, she doubts as to the distinction made in the article between career
status vs. occupational aspirations and career status vs. occupational
expectations. Although the meaning of career dealt with in fragment 4, and at
the beginning of fragment 5, has to do with the misleading similarity between
English and Catalan/Spanish, the problem in distinguishing between these
terms in relation to aspirations and expectations from turns 12-25 in the
following fragment is clearly related to the psychological content, given that
the words are transparent (ENGaspirations: CATaspiracions / SPAaspiraciones;
ENGexpectations: CATexpectatives /| SPAexpectaciones).

Fragment 5

09:42 — 10:29

1. Gisela: °és que jo XX qué és career\® (0.38)
&Gisela: °it’s that I xx what is career\® (0.38)

2. Ariadna: o sigui career és la carrera professional\ (0.03)
&Arianda:  so career is the professional career\ (0.03)

3. Gisela: si si\ (0.69) pero\ (0.52) és que- I’ocupacio/ (1.61)
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11.

12.

13.

14.

15.

16.

17.

18.
19.

20.
21.
22.
23.
24.
25.

&Gisela:
Ariadna:

& Ariadna :

just
Emine:
&Emine:
Gisela:
Emine:
Camilla:
Ariadna:

& Ariadna:

Gisela>
Ariadna>

&Ariadna:

Gisela:

&Gisela:

Ariadna:

& Ariadna:

Gisela:
&Gisela:
Ariadna:

Gisela:
&Gisela:
Ariadna:

Emine:
Ariadna:

Gisela:
Ariadna:
Gisela:
Ariadna:
Camilla:
Ariadna:

yes yes\ (0.69) but\ (0.51) it’s that- the occupation/ (1.61)
clar tu dintre de la teva carrera professional tindras diferents- sorry just a

[moment\]
of course you within your professional career will have different- sorry
a [moment)\]
[nada) pues\ (0.05)
[no worries] then\ (0.05)

[yeah] because I have a ((laughing) difficult [with the:])

[yeah\]

[((laughs))]
son difer[ents: ]
they are differe[ent: ]
[lan]guage)\ (0.85)
diferents ocupacions vull di:r\ (0.83) jo qué sé com la carrera esportiu
pues la carrera professional\ (0.64) és que no sé si entenc molt bé el que
m'estas demanant [potser\]
different occupations I mean\ (0.83) I don’t know like the sporting career
well the professional career\ (0.64) it’s just that I don’t know if I
understand very well what you’re asking me [perhaps\]
[si si si] si si\ (0.36) és que no entenc o sigui no entenc la diferéncia entre
(1.45) hm:\ (0.08) hm:\ (2.15) és que no em: no em recordo\ (0.68)
[yes yes yes] yes yes\ (0.36) it’s that I don’t understand I mean I don’t
understand the difference between (1.45) hm:\ (0.08) hm:\ (2.15) it’s that
I do :n’t I don’t remember\ (0.68)
entre estatus i jo et- ’ocupacio-=
between status and I to you- the occupation-=
=si lo de I'estatus i: la aspiration la expectation i tot aixo\ (0.51)
=yes the status and the aspiration the expectation and all that\ (0.51)
well I think that aspiration is what you want\ (0.16) and expectation is so:me
somehow more realistic what you think you will have\ (0.12)
si it's [more XX\]
yes it’s [more xx\]
[for example I wa- my] aspiration is to be rich\ (0.49) but I won't be rich\
(0.52) so I expect to not be rich\ (0.57)
yeah\ (0.12)
so perhap- perhaps I can +aspirate+ to a: have to be a doctor_ (0.52) but as
my:- I am not studying (0.12) for example I know that I won't be a doctor so
I\ (0.45) I don't expect to be a: doctor\ (0.48) and they measure (0.28) this
(0.53)
but it's more realistic_ (0.32) the: the expectations that you [have\]
[yeah\]
that- than the:\ (0.24)
aspiration [is the ideal-] idealistic [thing\]
[aspirations\] (0.32)  [like] dreams [yeah\]
[yeah\] (0.08)

In strategically switching to Catalan, Gisela marks a transition to a lateral
sequence in which the source of her difficulties with the language (turns 1-11)
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and with the concepts (turns 12-25) can be clarified with the peer most able to
help her. It is interesting to note, however, that while Ariadna orients to
Gisela’s code-switch, she apologises to their non-Catalan speaking peers in
turn 4 for having alternated, followed by justification from her and Gisela for
having done so. The local categorisations of English (lingua franca) and
Catalan (a sort of ‘we’ code) are made explicit in this move. It is also
significant that in turn 15, once the source of Gisela's problem has been
located, Ariadna switches back to English to respond ‘publically’ to Gisela's
doubt, including the other two girls in the explanation. Ariadna’s code-switch is
strategic; as in the previous fragment (4), Ariadna uses her competence in (at
least) two languages and in the subject of the reading in order to position
herself as the expert within the group.

During Gisela’s part of the presentation, in which she is required to narrate the
results of the experiment referred to in the article, the psychological variables
aspirations and expectations, two of the concepts clarified in fragment 5, are
problematised. In turn 2, below, the teacher, Neus, asks Gisela to explain the
difference between the two.

Fragment 6
15:23-16:25
1. Gisela: ok\ (0.78) as we can see in the results of RIASEC\(0.57) ah categores that

were most frequently expect- a:h +aspirate+\ (0.32) by: students were
investigative/ (0.48) social and realistic\ (0.72) and the categories that were
least aspired by students were enterprising and conventional\ (0.88) a:h for
expectations happened more or less the same because the categories that were most
expected by students/ (0.57) were social realistic and invesigative\ (0.21) but with
different percentage\ (0.52) and the categories that were mo:- (0.56) hm: less
ex- EXPECT by students were conventional/ (0.27) conventional and enterprising\
(0.8) categories\ (0.83)

Neus: Gisela\(0.6)

Gisela: yes\ (0.32)

Neus: can you remind us_ (0.28) what's the difference (0.46) between the aspirations =

Gisela: =oh yes\=

Neus: =and the expectations\ (0.16)

Gisela: aspirations is more idealistic_ (0.72) it's e:h what you aspire to do in: _ (0.53) in your
life and expectation is e:h more realistic\ (1.5)

8. Neus: very good\ (1.94)

Nk wDd

Gisela demonstrates communicative expertise in effectively delivering the
discourse genre demanded by the task (narrative). Furthermore, in response
to Neus’ question, Gisela provides a definition of the concepts in English which
is very similar to the one reached collaboratively in the group-work discussion
(fragment 5, turns 20-25). Therefore, Gisela demonstrates her ability to act
monolingually during the presentation. However, the plurilingual process
followed in getting to that point would seem far more complex than the a priori
categorisation of the linguistic dynamics of the course as being monolingual in
ELF, discussed above. In this case, creativity in regard to language use could
be described as an awareness of how plurilingual resources may be put at the
service of practicality and efficiency in negotiating shared meanings.
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4. Discussion: multilingual and monolingual situations

Precedent work by members of our team (Nussbaum, 2006; Masats,
Nussbaum & Unamuno, 2007), has explored the development of oral L2
communicative competence among young children and adolescents, through
the analysis of pair-work tasks. From an emic perspective, fulfilling the task
primarily implies: a) contributing to the management of the activity (turn
taking, focus on adequate topics, etc.); b) formulating appropriate utterances
for achieving the task; and c) overcoming communicative obstacles. The
analyses of these data have revealed three stages through which learners pass

in working towards being able to accomplish tasks in monolingual mode:

>

STAGE 1. Learners basically
use L1 or other shared
languages, inserting (some)
utterances in the target
language; they manage the
activity in L1 or other
languages shared by
participants and overcome
communicative obstacles by
asking for help or using
code-switching and hybrid

STAGE 2. Similar to Stage
1, learners manage the
activity in L1 or other
shared languages and
overcome communicative
obstacles by asking for help
or using code-switching and
hybrid forms. However,
learners use a considerable
number of utterances in the
target language.

STAGE 3. Learners use
target language all the
time; they manage the
activity in the target
language; they overcome
communicative obstacles
through reformulations or
looking for other ways to
construct utterances,
always in the target
language.

forms.

It is important to emphasise that these analyses are based on an emic
perspective, i.e. hybrid forms are in some way marked by participants (false
starts, laughs, rising intonation, etc), not determined by the researchers.
Taking into account these stages, one can affirm that acquiring communicative
expertise in L2 (Hall et al., 2004) implies following a path that starts from
plurilingual practices (the simultaneous presence of more than one language)
and builds up to monolingual practices (the use of only one language at will).
It is worth noting that in Stages 1 and 2, learners would not be able to
participate in the activity if it weren’t for the support of multilingual, shared
resources. Hence it can be said that plurilingualism scaffolds the process of
gradually acquiring communicative expertise in monolingual mode.

In the research mentioned above, we dealt with L2 situations involving a low
cognitive level, i.e. implying difficulties related to the code’s opacity (Gajo,
2007), but not in the understanding the world, as knowledge is not dense
(Gajo, op. cit.). However, when people deal with more complex activities, with
a medium or high cognitive demand, such as understanding variables and
results (case 2, §3.3) or explaining processes and end products (case 1, §3.2),
the activity and the artefacts (the use of L2, the texts and tables supplied by
the teacher) are sometimes not sufficient mediating instruments. It is
therefore necessary to use shared resources to re-mediate between old and
new knowledge, as in case 2 (§3.3), in which the concept’s density is triggered
by its misleading transparency. When participants have not yet acquired
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sufficient communicative expertise in the L2 (for example Laia in case 1, §3.2)
and face challenges in transmitting their knowledge, plurilingual resources (as
well as gestures, laughter, etc.) provide fallback for their communicative in-
expertise and scaffold fluent participation in the activity (Nussbaum &
Unamuno, 2002). The processes observed in this paper can be summarised in
the following diagram:

: Plurilingual
Monolingual| ® |treatment of old and = |New monolingual
product new knowledge product

5. Conclusion

In the data we have presented, speakers are set the task of working with
professional content in order to present a monolingual product in L2. Our
above-mentioned hypothesis - that hybrid-plurilingual practices scaffold
cognitive and communicative activities to construct monolingual products - is
tentatively supported.

This leads us now to consider in what sense these plurilingual practices may be
considered creative. Above we have argued that creativity in our data is: a) a
shared predisposition that drives speakers to include all available resources in
building a discursively and scientifically correct product within the task (case 1,
§3.2); and b) an awareness of how plurilingual resources may be put to the
service of practicality and efficiency in negotiating shared meanings (case 2,
§3.2). In both of these cases, creativity is ultimately linked to a will, on the
one hand, to not abandon the communicative aims of the set task and, on the
other, to not take the knowledge first presented for granted. Plurilingual
practices emerge as a basic tool for such purposes.

It goes without saying that this creativity cannot be exercised in all
circumstances. In precedent wps, we highlighted the fact that multilingualism,
in our data, especially emerges in more open interactional regimes (group
work vs. lectures, for example) and according to the degree of formality of the
interaction (group work vs. final presentation, for example).
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1. Research task of RT UNIBZ

Our task is that of analyzing the role of multilingual institutions of higher
education and their influence on the language practices of individual speakers,
in particular with regard to their adoption of multilingual communication
practices. The goal has therefore been to collect a variety of data within the
Free University of Bozen-Bolzano (field and object of analysis), so as to gain a
broad perspective on communicative practices, as well as on representations of
the various social actors studying and working in it (see corpus description in
Working Paper 2 and Deliverable 3). A series of analyses has been produced
and made available to the scientific community so far, while further
investigations are currently being carried on.

2. Introduction

Previous analyses carried out for the DYLAN project have shown the existence
of a variety of institutional policies and communicative practices within the
context of the Free University: officially trilingual, this young institution still
appears as a lab where different ways of teaching, learning and working in a
multilingual environment are being approached, experienced and talked about.
The present paper therefore tries to reconsider data from the perspective of
how social actors accomplish their interactional goals in the new multilingual,
or better, exolingual context they are faced with. A number of questions arises,
to be tackled here: how do lecturers, for instance, go about the institutional
language policy in pursuing their pedagogical goals? Does the potential
availability of three official languages represent a useful resource for the co-
construction of knowledge in the classroom? And insofar is the use of more
languages throughout educational activities in multicultural classes an
experience that is reflected also in students’ life outside the classroom, namely
in further interaction within the institution (for instance, in service encounters)
and outside the institution (with fellow students)? How are language
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asymmetries coped in formal and informal contexts? What are the constraints
posed by this educational multilingual setting as compared to monolingual
situations?

3. Analysis

In order to address the above mentioned questions, the current analysis
mainly focuses on face-to-face interactions in different contexts and with
different participants (pedagogical events: seminars and lectures; student’s
informal interactions; service encounters between students and university
staff), thus investigating practices of code choice - and their effects - as well
as representations of multilingualism in higher education as these emerge from
interaction itself. When useful, the analysis of conversational data has been
complemented by taking into consideration speakers’ social networks (3.5) and
speaker’s discourse (interviews, 3.2)3. Furthermore, a sketch of the recent
evolution of higher education in South Tyrol is offered at this point, so as to
formulate hypotheses about the possible impact of the Free University of
Bozen-Bolzano on the local sociolinguistic and interactional context, to be
further verified on the collected corpus.

3.1. Seminars

The analysis of eight seminars held at the Free University of Bozen-Bolzano
has shown that as regards the management of multilingualism dissimilar
practices can be observed. Notably it has revealed that in the case of seminars
provided at the Faculty of Education tutors and students fluctuate between the
tendency towards a moderate multilingualism and the adherence to a strong
monolingualism. On the other side it has shown that as for activities held at
the Faculty of Design and Art students and especially tutors perform
multilingual practices and repeatedly code-alternate and display intersentential
as well as intrasentential code-switches (see Table 1).

The emergence of unlike and sometimes diverging practices in the class has
been explained referring to two factors: on the one hand the official language
policy of the faculty and the way tutors ‘interpret’ such policy in practice; on
the other hand the linguistic repertoire of the tutor. As regards the language
policy the Faculty of Education states that each course has to take place in one
of the three languages of the degree course (namely English, German or
Italian), whilst for the supplementary exercise classes (i.e. seminars) students

3 All extracts in this paper are to be considered as provisional; please do not quote.
23



have the right to choose which language to do them in -if offered in more than
one language- even if the final examination must be taken in the official
language of the course.

At the Faculty of Design and Art instead each of the three modules that jointly
make up the whole of a so called “interdisciplinary project work” might be held
in one of the three statutory languages and actually whenever possible the
Faculty combines lecturers and tutors with different L1s to assure that each
module is taught in a different language. Besides it is the lecturer’s right to use
the other two languages for various sections of the very same lessons, if
deemed necessary. As a consequence at the Faculty of Design and Art there is
an higher potential for multilingual interactions among participants than at the
Faculty of Education.

The second, relevant factor to influence the rate of multilingualism during
seminars is represented by the structure of the linguistic repertoire of the
tutor. As a matter of fact the potential offered by the faculty’s language policy
can only be actualized if the leader of the interaction masters at least two
languages out of the three official ones. In that case, and mostly if the tutor
controls each of the three codes, the seminars tend to dissolve into really
multilingual events, which has tangible benefit as well as symbolic values.

In this respect it is worth noticing for example that the way a tutor can
customize the multilingual policy of a faculty might turn out to be beneficial, as
observed in the case of the seminar BB2 held at the Faculty of Design. Indeed
in that circumstance the tutor interweaved and gave everybody the right and
the chance to interweave languages (English, German, Italian) and, by so
doing, actually offered the students the opportunity to understand as well as to
be understood; he allowed not only for the transfer of knowledge, but also for
the elaboration of hew knowledge and ideas via the use of different languages.
In a sense he cut down possible discriminations against language and clearly
showed that -at least as pertains language selection- the governance had been
transferred from the tutor to the class meant as a unique body made up of
both students and scholars and not only of trainees and trainers, which is a
novelty at least for the Italian academic system.

Of course both the official language policy and the structure of the tutor’s
linguistic repertoire play a role in shaping the actual practices during seminars.
However the latter factor seems to be of greater significance for the
achievement of multilingual events than the presence of guidelines that limit or
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promote the use of different codes. As a matter of fact on the one hand it can
be combined with the tutor’s will to use more languages irrespective of the
limitations imposed by the rules of the faculty, as in the case of AC1, AC2,
EC1, EC2 (see Veronesi & Spreafico, 2009), where a moderate multilingualism
surfaces as a consequence of the reiterated use of translation employed by the
tutor to enhance comprehension. On the other hand the tutor’s will to evade
the language regulations is all the same vain if not supported by sufficient
linguistic skillness, as emerges from PC1.

In that case the tutor -a native speaker of Italian with some knowledge of
English- is well aware of the difficulties faced by the native speakers of German
that attend his course but given his ignorance of German he can’t do anything
but suggest as an hypothesis the fact of having a native speaker to help non
native students when sitting the exam®.

Connected to this we can observe a last, unexpected and surprising
phenomenon that gives witness for the advantages of multilingualism: the tacit
election of a spokeswoman from students. As a matter of fact the tendential
monologicity of the seminar? is seldom interrupted (see ex. 1: an older student
native speaker of the local German exploits a Tutor’s pause to ask a question).

Extract 1 (PC1: 0:37,33)
TUT da un'attivita # /inferenziale che ¢ # l'attribuzione causale].

(1.83)
STI 1o —volevo sapere«—
(0.05)
ST1  perot
(0.49)
ST1  questo /esercizio non potevamo far"ne meno|. fare delle domandey,
TUT *no*
ST1 dico|

4 A practice which the tutor believes to be used by some colleagues, though he cannot be
absolute sure about it; a practise, though, which would be at odds with the policy of the
Faculty of Education.

> The seminar is to be considered monological because of the tutor dealing with the main topic
of the lesson (i.e. how people gossip) for almost forty minutes The seminar is structured as
follows: Tutor and Students discuss on how and where to buy the course textbook
(approximately 2 minutes); Students (and Tutor) chat, the Researcher introduces himself
(approx. 5 min.); the Tutor explains the students how to act a role-play (approx. 5 min.); the
Students act the role-play (approx. 7 min.); Tutor and Students discuss the role-play (approx.
11 min.); the Tutor deals with the topic “gossip” (approx. 40 min.); Tutor and Students discuss
the overall course performance (approx. 15 min.); Students and Tutor discuss again on how to
come into possession of the course textbook (approx. 2 min.).

25



ST1 forse se avessimo # potuto fare delle domande? lei dice:t

ST1 lo stesso fara::;

(0.64)

ST1  variato:j, 0::,

TUT mal! forse qualcosina perd secondo me non tanto| # perché € so [/] ¢ [/] € piuil::  [//]¢€

piu:1

[TUT continues his explanation]

However in the final stage of the seminar the Tutor opens up the discussion to
comments and observations from the floor on how the course all in all was. In
that case a student -apparently the most fluent in Italian among them- begins
to talk and for roughly four minutes keeps on commenting and criticizing on
the exaggerated workload as if speaking on behalf of the whole audience (ex.
2), probably because of both her personality and language skills. On the other
hand the Tutor finds it difficult to interrupt her, to explain his point of view (ex.

3).
BB1, BB2, BB3 AC1, AC2, EC1, EC2 PC1
Tutor's L1  |German Dutch German Italian
Italian, English,
, . . English, French, Spanish, .
[Tutor’s L2(s) |Italian, English German Portuguese, English
Quechua
[Audience’s  [German, Italian, English, Spanish, G Itali G
lLis) Portuguese erman, Italian erman
Language(s) . . English, . .
of instruction German, English, Italian German German (Italian) [Italian
|Facu|ty Design and Art Education (BScMC)
Each course takes place in one of the Each course takes place in one of the three
three languages of the degree course but [languages of the degree course. For the
[Policy it is the lecturer’s right to use the other [supplementary exercise classes students have
two languages for various sections of the [the opportunity to choose which language to do
lessons, if deemed necessary. them in, if offered in more than one language.
. . Highly planned Partially planned spoken
Highly unplanned spoken discourse spoken discourse  |discourse
. . Tendential . .
Strong dialogicity Monologicity [Tendential Monologicity
Strong . . Moderate . .
multilingualism Multilingualism multilingualism Strong monolingualism
Code .
[Tutor(s) l|alternations: Code Code. alternatlons_.
JPractices frequent alternations;  [[@re intersentential
intersentential |moderate cS derat No code alternation
cs frequent intersentential .rr;o erate tial
intrasentential |cs Intrasentential cs
cs >> teacher talk
Multilingualism (variability) Monolingualism
Students [Code alternations: frequent No code alternation [N code alternation
intersentential cs O code alternation | 5
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Extract 2 (PC1: 1:11,16)

TUT come: —vi siete sentite«—?

TUT stanche? non stanchi? interessate —non interessate«—? l'o:ra quando facevamo le quattro era
uno schifoy,

ST?  no: 10 magari: +... mi permetto dire: | allora secondo /me? ehm| la cosa positiva

sicuramente ¢ che si vede che:? ehm: c'e1 +...

[ST? keeps on talking for about four minutes]

Extract 3 (PC1: 1:19,23)

ST?  dinon avere il tempo. [//] ¢ sempre quello secondo me.

TUT °o:chei®

ST?  qui adesso non /parlo solomente di 10 che sto anche lavorando ma:| ho sentito che anche gli
altri fanno +...

TUT si! ho capit. cio€: XXX XXX

ST?  molta fatica|. molta].

TUT °ho capito®.

ST?  poi secondo /mef va be' continuiamo a dirlo|. perd se non continuiamo a dirlo: alla fine:

Unlike what discussed with reference to the “truly” multilingual seminar BB2
however, in this seminar there is little room for any shared elaboration of new
knowledge or ideas (either in one language or in more than one), neither for
the transfer of the governance from the leader to the students, possibly
because of the communicative and pedagogical style of the tutor, but possibly
also because of the linguistic gap.

3.2. Academic lectures

As noted in previous reports (Working Paper 2, Deliverable 3), in Veronesi &
Spreafico (2009) and Veronesi (forthcoming), the analysis of lectures has
shown a clear orientation to the institutional policy, prescribing the use of one
language per course: this is carried out by lecturers in their extended
contributions and confirmed by students’ participation in question-answer
sequences and collective discussions. Against this background, it was also
noted that occasional code-switching mostly occurs in 2 out of 5 analyzed
lectures, that is, in form of terminological transfers given in English and
followed by glosses in Italian, which is the official language of the 2 courses.
Besides, one of these lectures (HI, diritto dei mercati finanziari, e.g. law of
financial markets) is characterized by the use of a powerpoint presentation in
English, and by a certain amount of transfers which involve common language

expressions, thus not being interpretable as connected to the particular LSP
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involved in the lecture. Such transfers (for instance cash, pile of cash,
worldwide, headquarters, business, paper, libri di finance, trend,slides: 16
occurances) are phonetically marked (e.g. not integrated into the Italian
phonetic system) and are thus exhibited as being code-switches to “English”,
as are most of the terminological transfers in this lecture (about 20, for a total
of 70 occurrences). While the use of English terminology is
“repaired” (Schegloff, Jefferson & Sacks 1977) by the lecturer himself, who
provides a metalinguistic comment on the fact that English terms are loaned in
Italian from the US legal system (“uso vedete tutti termini, e:h anche inglesi
perché son proprio parole che noi importiamo da quell’ordinamento”), no
explanation is provided as to the use of the other transfers, so that the
guestion about what they “do” in context, together with the other transfers,
arises.

By using English terms in the first place, the lecturers clearly exhibits the role
of English in the specific subject matter; the metalinguistic comment he
provides repairs the fact of violating the institutional “"one-language-only” rule,
but, at the same time, seems to ratify what would be a dispreferred action and
turn it into a preferred action in that particular context. The ‘normality’ of
English within an Italian language classroom environment - within a trilingual
university - seems thus to be further reinforced by common language
transfers, not to mention the use of a presentation in English (in the last part
of the class). This latter is repaired by the lecturer while argumenting that
English is “the language of financial markets” and displaying his own
participation to international (educational) contexts which require English
(extract 4):

Extract 3 (Lecture HI, 01:04:00)

1 PRO come ogni tanto € successo nell’ambito di questo corso

2 uso diapositive, slides in inglese

3 perché sono slides che avevo *preparato (0.6) eh per (0.7)
*operating keyboard ->

4 eh eh appunto (0.9) interventi (0.4)*

operating keyboard*

che ho fatto anche per un auditorio internazionale in altri,

in al- in altri contesti, ma tanto voi, abbiamo detto

che il linguaggio dei mercati finanziari ¢ I’inglese e quindi

(1.9)

0 9 N W
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9 mi perdonerete (.) per questo®

By doing so, the lecturer seems to find a way to cope with the need of
following the institutional policy on the one hand and the need of teaching a
subject matter which has a broad international character and for which English
is considered to play an important role, on the other. Such categorization of
English clearly emerges from an interview that was carried out with the same
lecturer, in a passage where the trilingual orientation of the Free University is
commented upon, together with observations about the linguistic needs (and
language proficiency levels) of students in the perspective of their future
collocation within the labour market (extract 4).

Extract 4 (interview HI)
1 LEC oggi secondo me abbiamo 1 nostri studenti
locali tedeschi NON sono vendibili sul mondo italiano. (0.2)
se non sanno, (.) talmente bene I’inglese da compensare
con ’inglese tutto il resto. (.)
5 e immagino >anche dal punto di vista degli studenti<
che ¢ vero (.) il contrario.
cio€ che 1 nostri non sono, cosi vendibili all’esterno,
SALVO che non sappiano I’inglese cosi bene che vanno
a lavorare a monaco perché lavorano poi in un’impresa,
10 in un’azienda, in cui poi la lingua nei fatti ¢ I’inglese
come nei fatti sta avvenendo in tutte le piu grandi imprese

al mondo insomma.

I mh mh
HI  questi modelli di DIVERSITA come eheh,

15 poi alla fine si concentrano (.) tutti su una lingua
I st

HI che ¢ la lingua inglese. (1) e qui naturalmente diciamo, (.)
da un certo punto di vista, in un’ottica di eh appunto, [...]
in un’ottica di prospettiva futura,

20 10 oggi ragiono in italiano, perche gli diamo il titolo legale

in italiano, perche loro, gli- diciamo le imprese

(1)

italiane potrebbero pensare che gli studenti di bolzano

6 English translation (for understanding reasons only; italics is used for transfers): “as it
happened sometimes in this course I'm using slides, slides in English because these are slides
that I had prepared for presentations I did also for an international audience, but anyway you,
we have said that the language of financial markets is English and therefore you will excuse
me for this.”
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sanno molto bene anche I’italiano

25 e quindi c’¢ questa preoccupazione, almeno da parte mia, di:
convincerli A. (0.2.) mi rendo conto che (.) la lingua che devono sapere, NETTAMENTE
meglio delle altre non sono ne I’italiano ne il tedesco ma ¢ I’inglese. cio¢ per il loro futuro
diciamo I’'inglese

29 ¢ (.) essenziale. (0.2.)7

It shall be noted here that English is considered by the professor to be “the”
working language of big corporations; similarly, models of linguistic diversity
are said to end up to English only. Such categorizations, though, do not
interfere with the lecturer’s efforts to enhance students’ proficiency in Italiang,
as they don’t prevent the lecturer to exhibit, in the course of the same
interview, a positive view of multilingual higher education and of multilingual
communication, which is reported to be presented to students as a model to be
followed®. Similarly, his efforts to improve his own English (to which he devotes
his spare time, by autonomous learning) do not collide with the fact that he is
also learning German formally, to which cultural and aesthetic valued are
connected, as documented in the following extract:

Extract 5 (interview HI)
11 [...]1l tedesco lo sta imparando: facendo dei corsi 0:=

LEC =facendo, .h tirandoli tra una parte all’altra del mio tempo

7 English translation: “today in my opinion our local students [German speakers] are NOT
sellable on the Italian market, if they don’t master English so well that they compensate
everything else. And I think, also the opposite is true for the other students. They are not
sellable on the foreign market, unless they master English so well that they can work in a
company in Munich, where ultimately only English is used as in all big companies in the world
is happening. These models of diversity and so on, at the end they concentrate on one
language only, which is English. And so, from a perspective, thinking about the future, so now
I'm focusing on Italian, because we give them a degree which has legal value in Italy, because
they, let’s say, Italian companies could think that students from Bolzano master Italian too,
and therefore this is our worry, at least mine, to convince them TO. I am aware that the
language they have to know ABSOLUTELY better than the others is neither Italian nor German,
but English. I mean for their future what is essential is English.”

8 From a participatory perspective, the lecture shows the alternance of extended lecturer’s
verbal contributions and question-answer- sequences which extend to collective discussions;
from a multimodal perspective, the transition between such phases is clearly marked by verbal
and non verbal cues; from a linguistic perspective, finally, the lecturer makes abundant use of
reformulations, examples and metacommunication, thus potentially enhancing comprehension.
As reported in the interview, the lecturer also uses only Italian in institutional interaction with
students; written tasks are also employed as a way to check students’ language proficiency in
Italian.

? The lecturer was also very active, in 2002-2003, in terms of pinpointing students’ language
problems within the Faculty of Economics, and in asking for the creation of a specific
workgroup; an inter-faculty  “language workgroup”, composed also by members of the
Language Centre and by linguists, was established in late 2004.
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perchée sono un disgraziato, ma lo sto facendo perche poi
¢ molto bello, mi piace [...] preciso (.) anche perche (.)

5 per avere un quadro piu ampio, (.) che diciamo nella mia
settimana eh io eh devolvo tutto il tempo libero che posso,
sulla lingua, al’INGLESE.
quindi il tedesco eh lo faccio perche (.) voglio provare, cosi,
per mio ormai gusto personale, perché mi trovo bene

10 con I’insegnante che ho, eccetera,

mi diverte culturalmente voglio dire.
perd: eh io devo imparare, (.) VOGLIO continuare ad imparare,
mantenere il mio inglese, migliorarlo eccetera eccetera.

14 quindi la lingua ¢ I’inglese.'®
3.3. Service encounters

Among the different sets of practices observed within FUB, also service
encounters taking place at the information desk and the library were recorded
and analyzed. Data consist of a corpus of 86 video-recorded and transcribed
encounters. Participants at the interaction are usually two: the service provider
(an employee of the University) and the service seeker (students mostly),
although in a few instances the interaction can take place among three people,
either because there are two service providers present, offering two different
services for the public, or because two students approach the desk together.
The following graph shows the languages used in the data. Next to the three
official languages of FUB, English, Italian and German, the local variety of
German (South-Tyrolean German) is also spoken and a few instances of code-
alternation were also observed.

10 English translation: “Interviewer: are you learning German attending classes or
Lecturer: attending, squeezing them between my time because I am a mess, but I am doing
this because it is very beautiful, I like it [...] I have to pinpoint this (.) so that you get a
broader picture (.) let’'s say, in my week I devote all the spare time I can to the language, to
ENGLISH. So I'm having German because I want to try, like, for my personal pleasure,
because I get along well with my teacher and so on, I have fun, culturally I mean. But uh I
have to learn, I WANT to go on learning, keeping my English, improve it and so on. So the
language is English."
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Ghart Title

33.3
274

1.9

Italian (N=28) German (N=18)
21.4 South-Tyrolean German (N=10) English (N=23)
@ Code alternation (N=5)

Graph 1: What languages are spoken in FUB service encounters?

9 Service providers were recorded: five coming from South-Tyrol whose L1 is

German!! (or a local German dialect), one coming from Germany, and the

other three whose L1 is Italian. All of them fluently speak the three official

languages of the university. The South-Tyrolean German dialect is spoken by

the five service providers from South-Tyrol, and understood by all others.

For what concerns service seekers instead, the following were recorded:

- 25 people from South-Tyrol whose L1 is German (or the local German
dialect);

- 25 people whose L1 is Italian;

- 28 international students (whose L1 goes from Albanian to Chinese, from
Spanish to Polish, to Russian, etc.)

- 6 students coming from Germany;

1 person from South-Tyrol whose L1 is Ladin;

1 bilingual (Italian-German) from South-Tyrol.

As the graph shows, the tendency in those encounters is to orient towards the
use of one code only, which has been selected from a bunch of possible
languages to be spoken. This is especially valid for service providers, who tend
to converge to the linguistic choice of their interlocutor. As an internal and
shared policy both offices taken into consideration tend to orient to the
language choices of their interlocutors, i.e. the service seeker’s L1 or preferred
language. As a matter of fact such policy is mirrored is mirrored in practice by
the fact that service providers leave it up to the service seekers to choose the
code for the exchange.

Service providers indeed, wait for the service seeker to start speaking. This is
done by the service provider orienting with both body and gaze towards the

11 All information about the linguistic repertoire of the participants were collected together with
permission for recording in the form of a questionnaire.
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student approaching the desk, and smiling: a behavior that is interpreted by
the service seeker as an invitation to start speaking, as in the following
example.

Extract 6: International Relations (SE-intern-080925-8)

Participants:
SP4: Service Provider 4, F, 40, L1 German (South-Tyrol);
S25: Service Seeker 25, F, 25, L1 Spanish.

29 *(0.8)*
30 S25: *enters the room, walks towards the desk and clears throat*

31 SP4: *looks at S25, moves towards her and smiles™*

32 S25: °hi°

33 SP4: hi?

34 (0.4)

35 S25:e::mi::: a new stude- i’m a new student this year
36 SP4: yes

37 S25: e: we have a meeting tomorrow at [( ) pm

38 SP4: [yes yes.

39 SP4: welcome. [ahah

40 S25: [e: a:: I wanted to know if I: (.) can do something (.) [eh today
41 SP4: [so. you are eresm- erasmus student

42 S25: yeah.

Such practice is common within the corpus. The majority of encounters (57%)
is characterized by the service seeker starting speaking and therefore
operating the language choice. The service provider starts speaking in 27,9%
of the encounters instead, as the graph below shows.

“ OService Provider (N=24)
‘ WService Seeker (N=49)

EDoubts (N=13)

Graph 2: Who speaks first?

Such practice appears creative in the multilingual setting in which the
encounters take place, especially if compared to the practices which seem to
be common in other service encounters in the local context: according to
preliminary ethnographic observation, in Bolzano the service seeker usually
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provides a bilingual greeting or availability offer (prego-bitte). Similar results
were also found in the study of bookshop service encounters in Great Britain
and Italy (Pixi, 1988, especially Anderson, 1988 and Ciliberti, 1988), in which
the majority of the encounters were opened by the customer’s turn taking.
Such openings on the customer’s part are explained by a priority implicitly
given to the customer in this kind of asymmetrical encounters. The result
reported by Pixi researchers is in line with the practice observed in the FUB
encounters in which the service provider orients to the language choice of the
service seeker and accommodates it. Unfortunately the Pixi study is only based
on audio-recordings and cannot take into account what kind of activities were
going on prior to the actual encounter, nor is it possible to know about
participants’ body orientation, gestures and gaze (Aston, 1995). Video-
recordings of the FUB encounters has allowed to observe how, in the majority
of the encounters, the exchange actually starts well before the two or more
participants start speaking, that is, when both orient to each other bodily (see
Mondada 2007). This orientation is certainly supporting the priority given to
the service seeker/‘customer’ in this kind of encounters, but is also a new
practice in a multilingual setting which allows the service seeker to select his/
her preferred language interaction.

3.4. The Free University of Bozen-Bolzano and the South Tyrolean
context

As well known, South Tyrol, an autonomous province within the Italian state
since 1919, is characterized by the coexistence of three officially recognized
speech communities: the German speaking group (69,15%), the Italian
speaking group (26,47%), and the Ladin speaking group (4,37%), (Astat
2002).

German and Italian are legally parified and can be used by citizens when
interacting with public administrations!2 and in law courts, where civil servants
have to certify their knowledge of both languages by passing a locally
managed language exam. Recruitment in public administration, as well as
public housing policies, take place according to the proportion of the three
communities, which is determined every ten years through census. Given the
right of citizens to be taught in their mother tongue, secondary socialization -
which is provided separately by schools in Italian language, schools in German
language, and schools of Ladin areas - takes place from kindergarten to

12 For Ladin speakers this right is applied in Ladin areas and for institutions which mainly deal
with matters related to the Ladin community.
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secondary school in the L1, whereas the L2 is learnt starting at elementary
school. While in Ladin schools German, Italian and Ladin are used as languages
of instruction on equal terms, a CLIL approach for German has been adopted
experimentally since the early 1990s in some Italian schools (Maggipinto,
Veronesi & Simone 2003: 177-204). The opportunity for secondary school
students, since 2001, to spend one year in a school with a different language,
should also be mentioned here?3.

In spite of such recent efforts, and in spite of a positive change in German and
Italian speakers’ attitudes towards the (respectively) ‘other’ language group
documented, for secondary school students, in Baur (2000), ethnographic
observation as well as reported practices (see Veronesi 2008b) depict a
representation of reality where early contacts between Italian and German
South Tyroleans were until recently quite sporadic. Furthermore, not only
primary and secondary education, but also the institutional offer for leisurely
activities (sports, arts, volunteering etc.) was mostly (and still is) organized on
quite separate tracks, thus not providing opportunities for children and
teenagers of different language groups to interact with each other.

A first exception to the educational panorama was represented by the Music
Conservatory in Bolzano (Conservatorio di Musica "C. Monteverdi"), founded in
1940, where, according to its secretariat, both Italian and German were
(partially) used as media of instruction (Veronesi 2003: 210).

A second exception came into being in 1988, when the filmschool ZelLIG was
founded (first as a private cooperative, then officially recognized at local and
European level); initially using both Italian and German as languages of
instruction and internal communication, the school has been offering classes in
English as well since around 2000.

Within nearly 10 years, though, higher education in South Tyrol not only would
provide local students with more options, but also with more languages: in
1996 a school for health professions (Scuola Superiore di Sanita), in 1998 the
Academy of Design (Accademia di Design Bolzano) started their first academic
years, with classes both in Italian and German. At the same time, the Free
University of Bozen-Bolzano, founded in 1997, had its first students, in

13 Most of the above mentioned observations are taken from Veronesi (2008a).
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academic year 1998-1999, in the trilingual faculties of Economics (Italian,
German, English) and of Education (Italian, German, Ladin)4,

Currently in its 11t year of educational activity, the FUB, with its 5 faculties,
has a student body of about 3200 students (a.y. 2008-2009): 13,85% come
from foreign countries (7,76% of the whole body is from Germanophone
countries), while students with Italian nationality come mostly (2/3) from
South Tyrol.

The creation of the Free University, thus, gave a new dimension to bilingual
higher education as it had been carried on by previously established
institutions with much smaller student bodies: not only by providing
educational opportunities in the two (or three) local languages and in an
‘international’ language like English to a large amount of local students, but
also by providing South Tyroleans with a context for interaction inside and,
potentially, outside the classroom. Furthermore, by attracting foreign students
and students from other areas of Italy, local students are potentially
confronted with new conversational partners, which in turn might give rise to
communicative practices where common practices of intergroup
communication (for instance as regards code-choice, namely the use of Italian
as default language, see Veronesi 2008b) might be modified by the changed
participant constellation.

3.5 Student informal interaction and social network

Some examples of the above mentioned phenomena have been found in
informal student-student interaction documented within the DYLAN project?>;
further data analysis is now planned in order to confirm or modify these
preliminary observations, in particular with regard to the adoption of social
network analysis, which can provide insightful information about individual
linguistic repertoires and help to uncover the emergent social structure that
carries symbolic and material goods among social actors.

The trilingual university environment sets up the macro-contextual conditions
for a potential multilingual behaviour. Nevertheless, speakers can act according

14 In academic year 2002-2003 the Academy of Design flew into the Faculty of Design and Art
of the Free University.

15 Verbal data, collected by two Italian students (from Northern and Southern Italy) who spent
a 6-month-residence abroad with two Germanophone fellow students, document the impact of
studying at the FUB, as well as, against the background of a dominant use of Italian, the
emergence of sequences of natural pedagogy. See Vietti (2009) and Veronesi (to appear).
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to, or react against the sociolinguistic framework, and in any case they can
‘translate’ this background into an individual behaviour following their language
competence, attitudes and representations. All these pieces of information leak
out through the particular shape of a personal set of relationships, namely the
social network structure and especially the ego-centred social networks.

The present analysis is aimed at investigating whether personal social
networks influence the patterns of language use of university students: our
aim is to sample a wide range of ties in the personal network, not only the
closest relationships but also the so-called weak ties, which, according to
sociological (Granovetter, 1973) and sociolinguistic theory (Milroy-Milroy,
1985), carry linguistic innovation in open networks?1é,

On the basis of previous analysis on language diaries (see Working Paper 1 and
2 and Vietti, forthcoming) and careful review of the relevant sociological and
sociolinguistic literature on social networks, a modified version of language
diary method has been developed (Romaine, 1983; Lawson & Sachdev, 2004)
and tested on a pilot sample of 10 subjects in order to get a qualitative and
unstructured knowledge of the phenomenon investigated.

The language diary method could overcome many methodological obstacles
because this instrument is highly reliable, is not so tedious to fill in and most
importantly it enables to collect actual, first-hand and complete contact data.
The analysis of the networks of the sample of 10 subjects provide us with a
stimulating picture of the different social strategies applied to cope with a
multilingual environment.

Table 1 - Language diaries: 10 subjects sample (speakers self-categorisations).

N-ID Age Gender Background SCZ%CZ Lﬁz\gng Faculty Year /a nl\ézt;\;ee /s Other languages
DL-001 | 23 M Germany German Science 3 German English Italian
French
DL-002 | 23 F Italy (other Italian Economics - |italian dialect German English
regions)
DL-003 | 22 M South Tyrol Italian Science 3 Italian German English
DL-004 | 20 M South Tyrol Italian Science 1 Italian German English
DL-005 | 22 M Germany German Science 3 German English Italian
Spanish French
DL-006 | 21 F Italy (other Italian Economics 3 Italian English German
regions) Spanish
DL-007 | 22 M South Tyrol Italian Science 4 Italian English German
DL-008 | 22 M South Tyrol Italian Science 4 Italian German English

16 This aim raises many methodological problems in terms of reliability of the instrument and
overloading effort required to the subject, which cannot discussed in detail here; it suffice to
mention, though, that a list of 40 members corresponds to a 780 potential ties among them,
thus the task could be too time- and energy-consuming.
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DL-009 | 20 F Italy (other Italian Design 2 Italian French English
regions) German

DL-010 | 21 F Italy (other Italian Economics 3 [talian dialect English German
regions) French

Using Egonet (a software specifically designed for the collection, analysis and
visualization of personal network data), we can provide a sample analysis of
the personal network of the student THI (DL-001). THI is a student of the
Bachelor in Logistics and Production Engeneering (III year) and comes from
Bayern, Germany. He recorded each social contact in a diary during a period of
three days.

A careful description of the method and the basics of network analysis with

Egonet is provided in Vietti (to appear). In the following paragraphs only the

key issues will be sketched out.

The output of the analysis, as carried out with Egonet, is twofold:

- a set of structural and compositional measures (density, centrality and
distance);

- a visual representation of the personal network (without EGO).

A selection of indexes are contained in Tab. 2.

Table 2 - Structural network measures

Ties
30

Size
19

Density Components  [Cliques
17,54% 11 2

Size refers to the number of nodes in ego network (minus ego itself), while
Ties is the number of the actual directed ties among the members of the
network (ego’s ties excluded).

Density is the number of ties divided by the number of all the potential ties
(e.g. 30/171*100=17,54). Components and Cliques report the raw number of
two different types of sub-groups within the network: a component is the
largest number of actors who are connected, and a clique is a sub-set of a
network in which the actors are more closely and intensely tied to one another
than they are to other members of the network (ideally a clique is 100% dense
sub-group).

The network is relatively loose-knitted with many (single) components, or sub-

group with no interconnections to one another, belonging to different domains
of THI's life: residence hall (green nodes), university mates (cyan nodes), and
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exchange ties, namely those kind of utilitarian everyday relationships of
exchange of goods and services.

As already mentioned, we can’t go into details of each node but we want to
discuss the main feature of THI's network: the relationship between the two
dense cliques and language use.

Firstly, we can notice that THI maintains to use mostly Italian with core
members of the pentagon clique (circle nodes: e.g. Silvia, Ludovica, Federico,
Federico 2 and Michele), thus showing a strong social orientation towards
“Italian” rather than German. Furthermore, it must be considered that Italian
is the last language he acquired, during the years at the University of Bozen/
Bolzano.

Secondly, THI is also engaged in a multilingual sub-group, the triangle clique,
in which he maintains to use a different language (or combination for
languages) with each member: Italian with Florian (from South Tyrol), German
and Tyrolean dialect with Christoph (from South Tyrol) and German with
Viktoria (from Germany). As these languages are spoken within the same
speech event, as recorded in THI's diary, we must presume that the three
languages are spoken more or less by all the participants.

A selection of indexes are contained in Tab. 2.

Table 2 - Structural network measures

Size Ties Density Components [Cliques
19 30 17,54% 11 2

Size refers to the number of nodes in ego network (minus ego itself), while
Ties is the number of the actual directed ties among the members of the
network (ego’s ties excluded).

Density is the number of ties divided by the number of all the potential ties
(e.g. 30/171*100=17,54). Components and Cliques report the raw number of
two different types of sub-groups within the network: a component is the
largest humber of actors who are connected, and a clique is a sub-set of a
network in which the actors are more closely and intensely tied to one another
than they are to other members of the network (ideally a clique is 100% dense
sub-group).

The network is relatively loose-knitted with many (single) components, or sub-
group with no interconnections to one another, belonging to different domains
of THI's life: residence hall (green nodes), university mates (cyan nodes), and
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exchange ties, namely those kind of utilitarian everyday relationships of
exchange of goods and services.

As already mentioned, we can’t go into details of each node but we want to
discuss the main feature of THI's network: the relationship between the two
dense cliques and language use.

Firstly, we can notice that THI maintains to use mostly Italian with core
members of the pentagon clique (circle nodes: e.g. Silvia, Ludovica, Federico,
Federico 2 and Michele), thus showing a strong social orientation towards
“Italian” rather than German. Furthermore, it must be considered that Italian
is the last language he acquired, during the years at the University of Bozen/
Bolzano.

Secondly, THI is also engaged in a multilingual sub-group, the triangle clique,
in which he maintains to use a different language (or combination for
languages) with each member: Italian with Florian (from South Tyrol), German
and Tyrolean dialect with Christoph (from South Tyrol) and German with
Viktoria (from Germany). As these languages are spoken within the same
speech event, as recorded in THI's diary, we must presume that the three
languages are spoken more or less by all the participants.
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Figure 1 - THI personal network

Finally, from this outline we can draw stimulating hypothesis to re-discuss the
relationship of network ties and language behaviour. In terms of Milroy’s theory
of linguistic innovation, we can maintain that the denser the network, the more
conservative the language norm. As expected, this is exactly what happens in
the THI's monolingual Italian clique. However, if we consider the linguistic
repertoire of the German student, the “shift” towards Italian must represent an
innovation, an adaptive answer to a new multilingual environment, rather than
a conservative solution. The equations that link weak ties to linguistic
innovation and strong ties to conservation must therefore be contextualized.
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4. Results and conclusions

As it emerges from the analysis of different types of interactions discussed in
section 3, where differences between monolingual and multilingual practices
have been highlighted, the Free University of Bozen-Bolzano provides a new
institutional context where students, academic and administrative staff are
confronted with new needs and new participant constellations that are unique
both for local speakers and for non locals alike.

Against the background of the FUB institutional language policy, it was noted
how seminar tutors can make use of the contextually available languages, and
thus enhance multilingual communication - which in turn can allow mutual
understanding, the common elaboration of new ideas and the management of
linguistic diversity through all participants - according to the way s/he
‘interprets’ the language policy itself and according to his/her own linguistic
repertoire. Consequently, a functional bilingualism of tutors seems to be one of
the preconditions for languages to become a resource in pedagogical settings.
It was also noted, though, how lecturers can skillfully exploit the very limited
use of other languages (for instance, English) while strongly orienting to the
institutional language policy, and thus find a way to solve apparently
contrasting needs and representations of languages.

Furthermore, being a study- and workplace at the same time, the University
can show the existence of different language policies for different contexts of
interaction: an example of this phenomenon was given by looking at service
encounters, where the internal policy asks service providers to orient to the
‘customer’”s language choices (e.g. the service seeker’s displayed language
preferences). What seems to be a regular practice in similar encounters,
namely the fact that the first verbal turn is ‘taken care’ of by the service
seeker, is to be found in the FUB service encounters as well, where it also
functions as a way, from the perspective of the service providers, to follow the
internal policy. This is made practically possible by the non verbal
establishment of a common interactional space between participants, in which
bodily orientation, mutual gaze and the service provider’s smile represent the
very beginning of the interaction prior to verbal communication. This
constitutes a new practice if compared to the locally more usual service
provider’s ‘double greeting’ which is to be experienced in South Tyrol.

Finally, a sample analysis of students’ social networks has shown how the
University can represent a potential for the modification of speakers’ network

42



of social relationships, which in turn can enhance new language practices
leading to the use of an L2 in native-non native speaker communication, as
well as to the use of more languages and varieties within the same
communicative event. These findings, furthermore, call for a theorical
reconsideration of the dynamics of language innovation which can provide new
inputs to research on multilingual communication.
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1. Rappel de la tache de recherche du RT 3.3

Nous analysons les pratiques plurilingues dans l’enseignement tertiaire et la
recherche, dans le but de comprendre les effets du plurilinguisme sur les
processus de construction, de transmission et de mise en oeuvre des
connaissances (effets cognitifs et stratégiques). Nous étudions également
I'articulation entre ces pratiques, les représentations des acteurs impliqués
(sur leurs propres pratiques, sur le plurilinguisme et sur la diversité
linguistique) et les politiques linguistiques des institutions concernées.

2. Introduction: créativité et innovation au niveau des institutions, des
discours et des pratiques

La RT 3.3 travaillant sur trois dimensions, nous avons adapté nos définitions de
« créativité » et « innovation » a nos objets d’analyse.

Nous considérons que l'innovation se situe au niveau de l'institution, en termes
de mise en place de discours, de politiques linguistiques ou de dispositifs
d’enseignement originaux, innovateurs, par rapport au paysage tertiaire
suisse.

La créativité porte plutdt sur les pratiques interactionnelles, et concerne aussi
bien le processus que le produit : la créativité du processus s’observe dans la
facon de mobiliser des ressources plurilingues pour accomplir des interactions
didactiques dans un contexte comportant des contraintes constantes
(politiques linguistiques). La créativité du produit, en revanche, s'observe dans
I’émergence de savoirs nouveaux et originaux.

Nous porterons aussi attention a ce que les acteurs institutionnels considérent
comme des dispositifs innovateurs et des pratiques créatives.

Les objectifs de cette recherche sur les liens entre "innovation", "créativité" et
"plurilinguisme" seront donc d’identifier:
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1) le degré de mise en rapport des notions dinnovation/créativité" et de
"plurilinguisme" dans les discours institutionnels officiels ainsi que dans
les discours des acteurs institutionnels;

2) les dispositifs innovateurs en lien avec le plurilinguisme dans
institutions;

3) les processus créatifs dans les interactions didactiques et leur rapport
avec la présence/l'absence de plurilinguisme;

4) les produits créatifs issus des interactions didactiques et leur rapport
avec la présence/l’'absence de plurilinguisme.

les

Voici un tableau qui résume les types de données auxquels les phénomeéne
d'innovation et de créativité sont associé selon notre définition, les observables
correspondants ainsi que quelques exemples du présent WoPa4.

Tableau 1: Types de données auxquels les phénomene d'innovation et de
créativité sont associé selon notre définition, les observables correspondants
ainsi que quelques exemples du présent WoPa4.

Types de données Les observables (Exemples de ) quelques
résultats
InnovatioDiscours Occurrences lexicales |Présence de liens entre
n institutionnels (cf. |des entrées: "innovation" (+"créativité" (1 cas)) et
3.1): "innovation, innovatif, ["plurilinguisme" et présence d'un
. : créativité, créatif"; dispositif de formation plurilingue
Discours publics
. (USIFIN)
(sites Web) Typologie _et . . p . . .
structuration discursive |Présence de liens entre "innovation"
Politiques associée et "recherche" et absence d'un
linguistiques dispositif de formation plurilingue
(UNIZHJUR)
Absence de liens entre "innovation et
"plurilinguisme" et présence d'un
dispositif de formation plurilingue
(HESB-TI)
InnovatioDiscours des Occurrences lexicales [Etablissement de ['[...] aber hat
n/ acteurs (cf. 3.2) des entrées: liens entre dann auch eine...
créativité "innovation, innovatif, ['plurilinguisme" etleine sagen wir,
créativité, créatif"; "innovation/ Offenheit,
, , i créativité" Innovationskultur,
Reseaux semantiques R .
o scientifique et/ou |die man so sonst
associes; .
Type de formulation et culturelle r!'Cht
, - findet" (HESB-TI)
d'arguments associ€s
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Créativité

Pratiques
didactiques (cf. 3.3)

Au niveau des
processus:
mobilisation des
ressources plurilingues
donnant lieu a:

1) des négociations
originales autours des
savoirs

Balayages conceptuels
extensifs et intensifs,
définitions, mise en
réseau

2) une diversification
des pratiques/stratégies
didactiques

Exploitation différenciée
de l'alternance (méso et

1) En mode bilingue, négociations
trés étendues mobilisant un grand
nombre de concepts pertinents pour
la discipline (travail extensif) et
contenant des activités de définition
mutiples et diversifiées (travail
intensif); concepts articulés et
différenciés au sein d'un réseau
conceptuel (cf. 3.3.1).

2) Changement de langue au début
des séquences explicatives avec
reprise et reformulation dans l'autre
langue (méso-alternance)

VS

Intégration dans le processus de
construction des savoirs (micro-
alternance); changement de langue a
I'intérieur des séquences explicatives

micro) marquant des concepts/réflexions

Au niveau des

p. ex. mandat, mandant, mandataire,

produits: contrat de travail, travailleur,
savoirs nouveaux/ employeur, salaire, etc. (cf. 3.3.1)
originaux

Réseaux sémantiques

3. Analyse

3.1 "Créativité", "innovation" et "plurilinguisme" dans les discours
publics et les politiques linguistiques des institutions étudiées

L'objectif de ce point est de présenter brievement comment les institutions
étudiées traitent les relations entre les 3 notions ci-dessus et mettent en avant
ou non dans leurs discours publics (sites web) et dans les conceptions sous-
jacentes aux politiques linguistiques.

Le discours public de I'Universitat Zirich (UNIZH), située en région
germanophone de Suisse, ne fait aucune référence a la dimension plurilingue
de ses enseignements et ses politiques linguistiques ne réglementent pas les
langues d’enseignement?!’. La Faculté de droit, ou nos enregistrements ont été
effectués, a mis en place un site web et des reglements en allemand
uniquement!8, étant donné qu'elle offre une formation (droit suisse) d'intérét
avant tout national et s'adresse en premiere ligne a un public local
(germanophone). Plutét qu'au public visé, la dimension bilingue des cours de
droit que nous avons observés est liée a la nature du contenu disciplinaire

17 Cf. www.uzh.ch/studies/application/generalinformation/.../rzs reglement.pdf, 823 et
www.ad.uzh.ch/commissions/../20041112 CRUS Aufnahmepruefungen.pdf, §8

18Cf, www.ius.uzh.ch/cont/Promotionsordnung 94.pdf, §28 et 30.
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(besoin de travailler sur des arrétés rédigés en frangais!®). Lorsque les notions
de créativité ou d’innovation apparaissent dans le discours public de
I'Université, elles sont reliées a la recherche scientifique.

Au contraire, L'Universita della Svizzera Italiana (USI), avec son slogan
“Internazionale, Interdisciplinare, Innovativa”, pose l'innovation comme un de
ses trois piliers promotionnels, en méme temps qu’elle se définit en premier
lieu comme université plurilingue?®. Malgré cela, I'USI n’exploite pas en
profondeur le rapport entre plurilinguisme et innovation (un seul document
établit une relation indirecte). La forme d’enseignement dit plurilingue - mais
que nous qualifierions plutét de double monolinguisme - choisie par I'USI est le
"dual language system", qui permet a certains cours d’étre enseignés tant en
anglais qu’en italien, a deux moments différents de la semaine (macro-
alternance). De plus, I'USI prévoit des crédits pour des cours de langue
(langues nationales). Ce choix permet a I’'USI (unique et toute jeune université
en Suisse italienne) de s'adresser a la fois a un public d'étudiants local et
international, ainsi que de proposer une relation intéressante entre méthode
d’enseignement plurilingue, innovation et efficacité, largement mise en avant
dans son discours public?l. Nous verrons néanmoins ci-dessous (cf. point 4)
gue cette mise en avant de la dimension novatrice du plurilinguisme se base en
réalité sur une conception monolingue de I’enseignement plurilingue et
engendre des pratiques monolingues.

Dans les documents officiels de la Haute Ecole spécialisée bernoise-Technique
et informatique (HESB-TI), l'innovation est citée en relation a |'objectif de la
formation (développement de nouveaux produits et lancement de nouvelles
entreprises), mais elle n'est pas mise en rapport avec la dimension bilingue qui
a comme but explicite I'augmentation des chances sur le marché du travail2.
Sur le site d'enseignement de Biel-Bienne (ville bilingue), la HESB-TI a mis en
place une filiere bilingue afin de rendre officiel, au sein de l'institution, une
pratique bilingue qui y existe déja naturellement par la présence d'un public
mixte et dans le but d'attirer plus d'étudiants en se démarquant d'autres
institutions offrants des enseignements similaires. L'originalité de ce dispositif
de formation est que la filiere bilingue fonctionne sur le principe de I'alternance

19 Le tribunal fédéral étant implanté en région francophone, les arrétés du tribunal fédéral sont
rédigés en francais et non immédiatement disponibles dans leur traduction allemande. De plus,
méme en présence de la traduction, les juristes semblent préférer comparer les deux versions.

20 Cf, http://www.usi.ch/presentazione-studiare/studying at usi.htm

21 Cf, http://www.unisi.ch/presentazione-studiare/ studying_at_usi.htm

22 Cf, "Etudier a la HESBTI" .pdf sur http://www.ti.bfh.ch/fr/bachelor.html le 18.01.2008).
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francais-allemand réglementée au niveau de l'institution, ainsi que des cours
de langues et une certification des langues?3. Cette démarche est originale par
rapport a ce que nous avons observé dans d'autres institutions qui optent soit
pour un mode monolingue en L2 ou une macro-alternance (HECL, USI), soit
pour un mode bi-/plurilingue (EPFL, UNIZH), mais sans avoir mis en place une
réglementation de l'alternance, ni une certification des langues.

Nous noterons pour conclure que I'UNIZH n’investit ni la dimension plurilingue
ni la relation entre plurilinguisme et innovation, alors que I'USI la pose au
premier plan de son discours public. Ces deux discours publics éloignés
recouvrent néanmoins des réalités didactiques monolingues semblables (a
I'exception de l'enseignement de droit que nous analyserons en 3.3). Tout
comme I'UNIZH, la HESB-TI ne met pas non plus en relation le bilinguisme et
I'innovation, alors que son dispositif de formation bilingue constitue en quelque
sorte une innovation en termes de réglementation de ['alternance et de
certification des langues, par rapport a I'enseignement tertiaire suisse.

3.2. "Créativité", "innovation" et "plurilinguisme" dans les discours
des acteurs

Le point 3.2 vise a résumer les discours des enseignants et des étudiants des
différents terrains sur l'innovation et la créativité, notamment en relation avec
le plurilinguisme ou leurs propres pratiques plurilingues. Il s'agit de dégager
des éléments récurrents (opinions, formulations) survenant dans des settings
en partie trés différents. Notons qu'aucune question sur cette relation ni méme
sur ces notions n'a été posée lors des entretiens menés avec ces acteurs. Si
"I'innovation" et/ou "la créativité" surviennent dans les discours, il s'agit a
proprement parler de notions émergentes. Soulignons encore que l|'objectif
n‘est pas de repérer les seules occurrences des termes
"innovation" ("innovant") et "créativité" ("créatif"), mais de saisir les propos
potentiellement en lien avec ces concepts. Il était donc nécessaire d'élargir la
recherche a des notions/propos proches de "innovation" ou de "créativité",
comme p. ex. orginalité, différence, nouveauté, développement, etc.

Parmi les cinqg terrains (partiellement) explorés jusqu'ici, ces notions émergent
du discours des acteurs de quatre terrains, a savoir EPFLMAT, UNIZHJUR,
HECLMAR et HESB-TI; dans les trois derniers, elles sont, de plus, mises en lien

23 Cf. Directive DTI No 24; Bilinguisme (octobre 2005) et Certificat Bachelor HESB-TI bilingue
http://www.ti.bfh.ch/fr/bachelor/a_propos des etudes/bilinguisme/tabs/
certificat _bachelor hesb_ti_bilingue.html
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avec le plurilinguisme, les propos tenus suggérant régulierement un rapport
entre le plurilinguisme et:

- une richesse disciplinaire ou culturelle et un esprit d'ouverture (p. ex.
Innovationskultur, entretien avec un enseignant du terrain HESB-TI);

- le développement d'une pensée, de compétences ou de stratégies
nouvelles (p. ex. pensée libre, spontanée, créative, entretien avec
I'enseignant du terrain HECLMAR);

- le processus de recherche de solutions ou de résolution de problemes
(UNIZHJUR, EPFLMAT).

Notons finalement que certains acteurs - notamment des étudiants -
soulignent le fait que les stratégies communicatives innovantes ou créatives
nécessaires pour surmonter les probléemes posés par des pratiques plurilingues
favorisent a leur tour I'acquisition de compétences plurilingues.

Pour résumer, les notions de créativité ou d'innovation sont présentes dans les
discours des acteurs - ou, du moins, des notions qui s'y rapprochent - a
I'exception notamment du terrain UNISIFIN. De plus, dans trois terrains sur
cing, les acteurs créent, de maniere récurrente, un lien entre ces concepts et le
plurilinguisme/les pratiques plurilingues. En ce point, les discours des acteurs
tendent a se distinguer des discours officiels produits par les institutions dont
ils relevent, dans lesquels ce lien est quasiment absent (cf. point 3.1 et 5).

3.3. Créativités et plurilinguisme dans les pratiques

Aprés avoir esquissé de quelle maniere se manifeste "l'innovation" ou la
"créativité" au niveau institutionnel et dans les discours des acteurs concernés,
nous présentons ici I'analyse des pratiques, plus précisément la maniére dont
la dimension plurilingue contribue a la "créativité" a deux niveaux différents: le
niveau conceptuel (3.3.1) et le niveau "stratégique" (3.3.2).

3.3.1. Créativité au niveau conceptuel

Comme l'analyse des effets cognitifs — au sens des effets sur les savoirs - du
plurilinguisme dans I'enseignement tertiaire est au coeur de notre tache de
recherche (cf. point 1), le traitement des concepts dans les pratiques est d'un
intérét particulier pour notre RT. En interrogeant ce traitement sous I'angle de
la créativité, notre analyse a pu dégager un phénomeéne intéressant a la fois au
niveau des processus et des produits.

La "créativité" est donc ici a prendre 1) au sens relativement littéral de
processus créatif - et original (cf. point 4) - qui se déroule lors de
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négociations interactives étendues et pour lequel est mobilisée une grande
diversité de moyens; et 2) au sens d'un produit nouveau, original et
créateur de sens et de savoirs dans la mesure ou ce résultat se caractérise
par un écart considérable entre le point de départ et le point d'arrivée de la
négociation autour des concepts.

Il s'agit d'un phénomene rencontré dans une collection d'extraits provenant du
corpus UNIZHJUR (cf. annexes), a savoir la création de réseaux de
connaissances avec mise en lien originale des concepts.

Processus: Il s'agit de séquences dans lesquelles les participants établissent
des réseaux conceptuels originaux en partant d'un terme ou d'un concept
spécifigue soumis a négociation (cf. Miller/Pantet 2008, Miiller/Grobet en
préparation).

Cette négociation initiale vise souvent un travail linguistique (activité de
traduction) censé assurer la compréhension d'un concept disciplinaire ou tout
simplement enrichir en lexique la L2. L'asymétrie linguistique, exigeant un
étayage et une explicitation plus importante qu'en mode monolingue,
représente un moyen puissant d'élaboration conceptuelle. Par ailleurs, le
moment déclencheur consiste souvent en des "erreurs" linguistiques de la part
des étudiants?4.

Au cours de ce type de séquences, les participants passent d'un concept a
I'autre en faisant le parcours - plus ou moins complet - des notions/concepts
pertinents d'un domaine ou sous-domaine disciplinaire. Il est a noter que ces
parcours se caractérisent non seulement par |'extensivité (le nombre de
concepts soumis a négociation) mais aussi par l'intensitivité du traitement des
objets disciplinaires : chaque concept introduit est abondamment défini/
expliqué par une diversité de stratégies de définition (cf. aussi Grobet/Pantet
en préparation).

Ce véritable balayage conceptuel résulte de mécanismes comme le traitement
spécifigue des réponses jugées incorrectes, I'explicitation de I'activité de
parcourir les concepts d'un sous-domaine disciplinaire spécifique, le traitement
de questions qui restent sans réponses ou le "glissement conceptuel" en tant
que tentative de se rapprocher linguistiquement et disciplinairement d'un
concept donné.

24 Pour une description détaillée de 'organisation des ouvertures, des mécanismes dont résulte
I'établissement des réseaux, des activités définitoires/explicatives ainsi que de I'organisation
des clotures, cf. Muller/Grobet en préparation.
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De maniere générale, tous les concepts négociés sont non seulement définis et
expligués pour eux-mémes, mais ils sont clairement différenciés d'autres
concepts proches, situés et articulés de facon renforcée au sein du réseau
conceptuel disciplinaire original - parce que bilingue (p.ex. les types de
contrats, les formes de culpabilité, les acteurs devant le tribunal, etc.).
Autrement dit, les participants développent les concepts par différenciation,
atteignant finalement une forme de complétude, c'est-a-dire une "saturation"
conceptuelle (cf. Gajo/Grobet 2008; cf. aussi WoPa 3 du RT 3.3), dont
I'obtention est, par ailleurs, étayée par la présence d'une cl6ture interactive
accomplie par tous les participants.

Produit: Les résultats de ces négociations, a savoir les réseaux de concepts
d'un domaine ou sous-domaine disciplinaire, sont d'une complexité variable,
mais peuvent étre extrémement riches et originaux.

A titre d'illustration d'un tel produit, voici un tableau représentant le réseau
finalement constitué par la négociation de I'extrait "Contrat d'entreprise I" (cf.
annexes), le point de départ de la discussion étant la traduction en francgais du
terme auftraggeber:

contrat parties impliquées | rémunération pour obligation
juridique
Allemand | Frangais | Allemand Frangais All. Frang. A F A F
Mandat mandat mandant,
mandataire
IArbeitsver- |contrat de |Arbeitneh- travailleur, |Lohn salaire |Arbeit temps, Jarbeits-/ |obligation
trag travail mer, employeur durée |mittelbe- |de
Arbeit- zogene moyens
geber Sorgfalt
Werkver- |contrat Auftrag- |maitre, Honorar |hono- [Ergebnis [résultat lerfolgs-  |obligation
trag d'entreprise [geber entrepreneur raires bezogene (de
Sorgfalt |résultat
Kaufver- |contrat de acheteur,
trag vente vendeur

3.3.2 Créativité au niveau stratégique

Nous situons la dimension stratégique 1) — dans un sens restreint - au niveau
de l'organisation des activités qui représente des "enjeux de pouvoirs" (p. ex.
contrble sur la prise de décision ou leadership au sein d'un groupe, cf. CM2
Berlin et Jacquin/Pantet a paraitre) et 2) - au sens large — dans la mobilisation
de ressources (ressources discursives dans une ou plusieurs langues) par les
acteurs dans une situation donnée et pour un certain but (non pas le but
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intentionné, mais le but atteint) tel qu'il est observable dans l'interaction?>. Ce
qui suit se réfere au deuxiéme sens.

A ce niveau stratégique, nous envisageons la créativité comme le processus
qui mene a la diversité de pratiques bilingues et de situations pédagogiques,
gue nous avons observée dans les différentes institutions et évenements
didactiques retenus. Dans ce sens, la créativité des acteurs concernés permet
de mettre en place des interactions et pratiques didactiques qui composent,
voire juxtaposent les ressources langagieres (plus ou moins bi-/plurilingues) de
manieres tres diverses et qui mettent en avant des manieres de gérer, voire
d'exploiter I'alternance dans un but didactique ("stratégies didactiques"
différentes).

Prenons I'exemple de deux cours (mathématiques et physique) au sein d'une
méme institution, la HESB-TI, et qui s'inscrivent, par conséquent, dans la
méme politique linguistique et les mémes exigences par rapport aux savoirs
disciplinaires enseignés. L'alternance est donc présente dans les deux cours,
mais employée de maniere différente par les deux enseignants observés.

Dans le cours de mathématiques (cf. annexes, séquence "Defintion einer
elliptischen Kurve"), le changement de langue intervient en général en début
d'une séquence explicative et est souvent balisée (vite aussi résumer en
francais). Le contenu conceptuel est ensuite entierement repris et reformulé
dans l'autre langue. Les séquences en allemand et en francais sont donc
juxtaposées, de maniére a ce qu'il est possible de suivre le raisonnement/
I'explication de I'enseignant entier en une seule langue. Il s'agit toutefois bien
d'une reformulation (et non d'une répétition) qui reprend le contenu de
maniére plus condensée et sensiblement différente, puisque le probleme
mathématique n'est véritablement résolu que la premiére fois (inscription de la
résolution au tableau et verbalisation du langage formel). La deuxiéme fois, la
résolution figure déja au tableau et seule I'explication est reformulée.

Les alternances de l'enseignant de physique (cf. annexes, séquence "Was
bedeutet das Minuszeichen?") en revanche, interviennent a l'intérieur d'une
séquence explicative, de maniere enchassée (all-fr-all. ou fr.-all.-fr. etc.) et ne
sont pas explicitement balisées. De cette maniere, on assiste a une continuité
entre une langue et une autre dans le discours de |'enseignant et, pour pouvoir

25 | a différence qu'on fait habituellement entre stratégie et ressource est qu'a la premiére on
attribue une intention et une planification, mais pas a la deuxiéme. Ici, nous ne retiendrons
pas le facteur de l'intentionnalité pour distinguer entre stratégie et ressource, l'intention d'un
acteur n'étant en général pas observable dans ses pratiques.
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saisir le raisonnement, les étudiants doivent suivre dans les deux langues. Les
contenus ne sont pas tous reformulés, mais la reprise dans les deux langues
de certains d'entre eux semble indiquer qgu'il s'agit d'éléments centraux a
retenir, ce qui pourrait faciliter la sélection de I'information importante.

Bien qu'ils s'inscrivent dans les mémes politiques linguistiques, les deux
enseignants composent différemment avec les ressources bilingues. Dans le
cadre du cours de mathématiques, I'alternance contribue a I'articulation et au
balisage de deux moments didactiques (résolution de probléme -
reformulation), sans véritablement s'intégrer a la construction des contenus
disciplinaires a l'intérieur d'une séquence explicative. Lors du cours de
physique, en revanche, I'alternance met en évidence les contenus-clé ainsi que
les différentes étapes de construction de I'objet disciplinaire, tout en
s'intégrant directement et localement a la construction des contenus
disciplinaires.

4. Comparaison entre les séquences de définition/explication en mode
monolingue et en mode bilingue

Nous reprendrons ici les résultats du point 3.3.1 (créativité au niveau
conceptuel) afin de proposer une comparaison avec une séquence de définition
provenant du terrain UNISIFIN, a savoir un cours de Finance dispensé en mode
monolingue en anglais L2 (transcription en annexes).

L'analyse du corpus UNIZHJUR a permis de mettre en évidence la construction
de réseaux sémantiques et disciplinaires originaux et créateurs de sens. En
mode bilingue, ces réseaux sont caractérisés par une articulation plus
marquée des notions, la différentiation récurrente des notions proches au
sein d’'un méme réseau, ainsi que la forte intégration des traitements
disciplinaires et linguistiques permettant la saturation et la complétude des
notions et leur organisation en savoirs.

L'analyse de séquences de définition comparables issues du terrain UNISIFIN
met en évidence des différences notables dans les processus de construction
des notions ainsi que dans leur organisation en réseaux de connaissances. Les
résultats préliminaires de la comparaison montrent que les réseaux
disciplinaires construits en mode monolingue présentent un caractére plus
déconnecté et moins intégré que ceux construits en mode bilingue.

Sans présenter ici une analyse compléte, nous pouvons résumer les
divergences principales observées:
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- La différentiation des notions entre elles est moins souvent présente en
mode monolingue, et moins explicitée lorsque présente.

- Bien qu’il y ait quantitativement plus de notions mobilisées pour la
définition, leur articulation est qualitativement moins forte en mode
monolingue : la relation entre les notions est posée plutét qu’explicitée
et problématisée.

- La diversité des stratégies de définition est plus grande,
guantitativement et qualitativement, dans les séquences de définition en
mode bilingue.

- En mode bilingue, la définition d’une notion engendre souvent l'ouverture
d’un large réseau notionnel; en mode monolingue, le réseau notionnel
est plus souvent utilisé pour la définition de la notion-cible que
développé a cette occasion: elle représente ainsi une activité moins
"créatrice" de sens et de savoirs.

L'ensemble de ces divergences pourrait étre expliqué par I'absence, en mode
monolingue, de la possibilité de traduction et de reformulation en L2
ainsi que par son corollaire, I'absence de prise en compte de la
matérialité linguistique des notions disciplinaires. En effet, il semblerait
que ces deux parametres favorisent des définitions extensives alternant travail
métalinguistique et travail disciplinaire menant a la construction de réseaux
disciplinaires créatifs.

Notons tout de méme que de telles assertions doivent étre comprises comme
des pistes de recherche, la comparaison entre les corpus analysés étant pour
I'heure trop ténue pour en déduire un véritable résultat significatif.

5. Résultats

Les points 3 et 4 ont permis de présenter des exemples et des analyses
qualitatives des relations envisagées entre le plurilinguisme, l'innovation et la
créativité dans différents terrains de recherche. Afin de présenter des résultats
sur ces relations dans I'ensemble de nos terrains et d’'opérer des comparaisons
entre eux, nous avons évalué le degré de relation grace a des indicateurs
simples (cf. point 4 des annexes): I|‘attribution de valeurs a permis de
catégoriser les discours institutionnels officiels, les discours des acteurs et les
pratiques didactiques selon leur degré de relation entre ces notions/concepts,
dont nous présentons maintenant l'interprétation.
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Des discours aux pratiques: gradation du lien entre plurilinguisme et créativité/
innovation

De facon globale, nous observons que les discours publicitaires et leurs
implémentations en politiques linguistiques ne présentent pas de lien entre
plurilinguisme et créativité/innovation: méme si certaines institutions déclarent
"encourager le plurilinguisme", ils n‘argumentent pas ce choix en invoquant le
potentiel d'innovation pour I'enseignement, ou de créativité dans le processus
de construction des savoirs.

Quant aux discours des acteurs, on observe globalement une plus grande
mobilisation de notions proches de "créativité" et "innovation" (nouvelles
facons de faire/dire les choses, progres, différences, ...) pour argumenter les
avantages de l'enseignement plurilingue. Ce constat doit néanmoins étre
nuancé par la petite part qu‘occupent ces notions dans l'ensemble de leurs
discours.

Les pratiques didactiques constituent le lieu ou la relation entre plurilinguisme
et créativité est la plus visible : I'analyse comparative (cf. point 4) a permis de
poser I'hypothese d’une plus grande créativité dans le processus et le produit
de construction des savoirs en mode bilingue, sous la forme de réseaux
notionnels nouveaux et plus fortement intégrés.

Le cas d’'UNISIFIN

Ces tendances générales connaissent une exception de taille: le terrain
UNISIFIN présente la tendance inverse, c’est-a-dire une forte mise en rapport
des notions de plurilinguisme et d’innovation dans les discours institutionnels
officiels, contre une exploitation tres faible du plurilinguisme et de son
potentiel créatif dans les pratiques didactiques. Cet exemple nous montre que
I'argument selon lequel le plurilinguisme peut engendrer des dispositifs
innovants ou des processus créatifs existe dans le discours commun, mais que
sa présence ne garantit pas son exploitation effective dans les pratiques
didactiques.

Liens entre la créativité des pratiques et le régime des langues/le mode
participatif

Nous avons tenté de croiser nos résultats avec une hypothése développée dans
nos derniers papiers, a savoir que le degré d’interactivité et le régime des
langues constituaient des variables influant fortement le mode de construction
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des savoirs. Il se trouve que le degré de "créativité" des pratiques (Cf. Tableau
en annexe) est en partie proportionnel a ces deux variables : les pratiques qui
ont été jugées plus "créatives" (UNIZHJUR, EPFLMAT) sont aussi celles qui
présentent un plus haut degré d'interactivité et un régime des langues
pleinement bilingue - le contraire étant aussi vrai dans le cas d’UNISIFIN. Ceci
suggere que le mode bilingue n’est pas l'unique maniére de générer des
processus et des produits (savoirs) créatifs, mais confirme son implication
dans cette construction.

6. Conclusion

Pour conclure nous souhaitons relever deux points forts de cette recherche sur
les rapports entre "plurilinguisme" et "innovation/créativité".

Plurilinguisme et créativité

Les analyses qualitatives (cf. 3.3.1 et 4) ont permis de renforcer une
hypothése fondamentale dans la recherche des conditions de I'atout plurilingue
(cf. WoPa 2 et 3), selon laquelle I'impact du plurilinguisme sur la construction
des connaissances est fortement lié aux variables "régime des langues" et
"degré d’interactivité". Il apparait plus clairement suite a cette recherche
spécifigue que la premiere de ces deux variables est la plus fortement
impliquée dans I'émergence de pratiques didactiques créatives de sens et de
savoirs.

Plurilinguisme et innovation

Le terrain Unisifin présente une tendance inverse par rapport au paysage
tertiaire suisse (cf. 5), qui pourrait étre expliquée par I'hypothese suivante:
étant une institution relativement jeune et située dans une région linguistique
minoritaire du pays, |'exploitation du lien entre "innovation" et "plurilinguisme"
dans les discours officiels permettrait de créer une identité propre et originale
dans le panorama universitaire national, en investissant sur une "méthode
plurilingue" reconnue au niveau international (le "dual language system").
Malgré les réserves exprimées plus haut quant a cette méthode (cf 3.1.1 et 4),
cet exemple démontre que le couple "innovation-plurilinguisme" constitue une
stratégie publicitaire efficace dans certains contextes.
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1. Brief reminder of research tasks

The UHE team’s research questions and objectives divide into two parts. The
first part, representing the overall WP3 task, includes the analysis of language
practises, policies and representations in educational systems and how these
changes are reflected in legislation and lower level regulations. Focusing on the
University of Helsinki the UHE team will identify the implications of language
policies and practises of the state and administrations for educational systems.

The second part, representing RT 3.4, includes the examination of the impact
of language policies on institutional strategies at European, national and
regional levels in order to identify inefficiencies reflected in the existing policies
and strategies of educational systems.

UHE research questions:

a) To what extent do language policies aimed at higher education exist at
different levels (EU, National, and Institutional) with regard to different
languages?

b) To what extent do language policies exist that aim to establish minority
languages within higher education?

c) To what extent are these language policies in higher education explicitly
formulated to strategies at the various levels mentioned above?

d) Are the strategies formulated at each level consistent with strategies
formulated at the other levels?

e) In addition to the explicitly formulated language strategies, are there

implicit strategies that guide the field on the national and local levels?
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fy Which are the outputs of these policies at the different levels (EU,
national and institutional), as observed at a national and institutional
level?

g) Which are the outcomes (intended and unintended) of these policies in
the context of education, research, administrative praxis and everyday
language use in the institutions studied?

h) To what extent do the different policy outcomes promote capacity,
opportunity and desire to use minority languages, in addition to national
languages and international transmission languages, in higher education
in daily practice as scientific language?

2. Introduction

Expanding the UHE research tasks towards a discussion of the innovative
potential in the two sets of approaches in our research (i.e., tasks b-e, and h-
g), this working paper presents a discussion about whether multilingualism
can, and if so, under what conditions constitute an asset in terms of creativity
and innovation. We will illustrate how analytical and operational perspectives
can be combined and linked to research on political and economic action.

The terms innovation and creativity are strongly interlinked. They are also
usually linked to the development of new business processes or products and
are therefore not necessarily applicable to higher education per se. The
essence of innovation and creativity can be interpreted as creating something
new or doing something in a way that has not been done before. It consists of
the successful production, assimilation and exploitation of novelty in both
economic and social spheres (Commission of the European Communities,
2003).

Innovations do, however, not emerge in a vacuum. There are certain conditions
that must be present. We argue that capacity, opportunity and desire are
definitional of some of these conditions that are relevant to creativity and
innovation in multilingual institutions for higher education. Relating our
discussion to the DYLAN research questions:
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> Innovation and creativity is a result of linguistic diversity that enables
the transmission of knowledge (the overall perspective of the DYLAN
project)

> Innovation and creativity are being fostered by language practises in
educational institutions (the perspective of WP3)

> Innovation and creativity are being promoted by language policies and
institutional strategies (the perspective of RT3.4)

> Innovation and creativity emerge through the different outputs and
outcomes that language policy and institutional strategies produce (the
UHE research questions)
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3. UHE analytical framework

The UHE analytical framework suggests that multilingualism provides a
creative potential in that individuals who master several languages and cultural
contexts may become more creative and innovative, and consequently more
successful, than monolingual individuals (this is often referred to as the
“diversity dividend”, c.f., Price et al., 1997; Grin and Vaillancourt, 1999). This
however requires interaction among a multitude of languages, which often can
be regarded as problematic. Methods and strategies used to cope with this
dilemma can therefore be seen as innovations in themselves, as they offer new
solutions for removing obstacles from innovation and creativity. For this to
work society must take an active approach; relevant policies must regard
multilingualism as an asset rather than a drawback.
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In terms of the WP 3 research questions, we may ask whether creativity and
innovation are enabled by language practices, policies, representations and
context in educational institutions. In terms of the RT 3.4 research question
one aspect is whether language policies and institutional strategies have an
impact that might be regarded as creative and innovative from a multilingual
perspective. Language policies and strategies might not necessarily constitute
cases of creativity, but could be a step towards demonstrating the connections
between creativity and multilingualism. Another aspect is whether language
policies and institutional strategies have an impact on creating spaces where
creativity and innovation can emerge.

This double perspective on innovation and creativity has guided our argument
in this working paper, i.e., to look upon the matter both from the point of view
of methods and from the point of view of outcomes.

4. Analysis

The following sections present two analytical attempts to, within a DYLAN
frame, systematically interpret multilingualism as a factor of creativity and
knowledge. Innovation and creativity will be analyzed by identifying
multilingual practices and situations, and by combining linguistic analysis with
policy analysis.

Multilingual practices and situations

One example of a multilingual practice that promotes creativity is when
Swedish speaking students are encouraged to hold presentations in their own
language in courses that are basically held in Finnish. This enables them to
mobilize the full potential of their flow of thoughts while utilizing the potential
of L2 skills among their fellow students, which results in language training for
all parts involved. This practice furthermore increases the visibility of
multilingualism as a phenomenon and the students’ awareness thereof. The
following example, from a focus group interview, is picked from a context in
which one student (S) presents to another student (J) and the moderator (M)
how she has been acting on the encouragement to use Swedish in her studies
at the University of Helsinki.

M: °right® so you do your presentations also in Swedish
(0.5)
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7

I’ve [done it sometimes and then maybe make a»
M: [second (--)

»summary in the end in Finnish or (0.7) or then have the text in Swedish if it is

7

something everybody will read through and then for example do the presentation in
Finnish or in some way like»
(0.5)
M: hm
(0.2)
S: »like combine because it (0.4) it isn’t about me wanting to make things difficult for
(0.6) for others
(0.3)
or [if there are >there are still many who have»
[yes
»difficulties<
omh®
(0.2)
S: with Swedish
(0.7)

The student above has been encouraged to use her native language Swedish in
her studies even though she is the only native speaker of her language in the
group. This is an exceptional practice even though language policies do
encourage students to use their native language such as Swedish in situations
that basically are monolingual in Finnish. The example is thus a result of an
innovative interpretation of the language policy of the university. At
department level multilingual practices include meetings where the participants
use Finnish and Swedish in parallel, depending on the native tongue. This
secures the right to transmit ideas in the language the speaker masters best
and secures the adequacy and precision of what is being said.

The benefit of multilingualism is that it works in an inclusive manner. However,
it requires innovation and creativity to form a transmission strategy so that
different language groups can be included and the flow of information secured.
This would call for an enhancement of translation, interpretation and other
services in specific languages; a complementary solution is the use of a widely
accepted lingua franca which in many cases would be English.

From a strategic point of view, it seems that multilingualism would increase the
university’s competitiveness better than monolingualism. Language would not
be an excluding factor in the recruitment of the best talents and in the
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distribution of these in the functions of the organisation. Bilingualism is also a
regionally and nationally relevant competition factor for the University of
Helsinki; the effects of bilingualism add to a student’s educational and cultural
capital in ways that are not as evidently experienced at unilingual Finnish or
Swedish universities.

Combining linguistic analysis with policy analysis

As argued above, multilingualism requires innovation and creativity in order to
work, and thus presents a challenge. This view, however, only takes us half the
way. A large part of the challenge relates to identifying metalinguistic
utterances and individual monolingual and multilingual situations and analyzing
them, and also to communicate the results obtained in order for them to have
an impact that can be linked to both political and economic action. This
presents methodological challenges. We argue that this is not only a micro-
level problem but also a macro-level problem related to language policy.
Several interpretations of a statement or a finding are possible depending on
the theoretical point of departure.

From the perspective of institutional policy theory (cf. Vincent, 2007), policies
set the frames within which interaction occurs in society. In the case of the
DYLAN project this would be language policies framing how monolingual and
multilingual situations operate in higher education institutions. The policy on
mandatory language education for all university students is an example of such
an overt policy (Section 6 of the Finnish Government Decree on University
Decrees). This policy provides the tools necessary for multilingualism.

From a socio-pragmatic perspective we need to make a basic distinction
between, on the one hand, what is explicitly said in a public document or in an
interview situation, and what we can read between the lines as being the
implicit message that is being communicated. Furthermore, we need to make a
distinction of different kinds of explicit and implicit information: (a) what is
being argued and lifted into a discussion on-line, as arguments, and as
communicating involvement and aspects of politeness, and (b) what are the
discourse patterns utilized and the ideological coherence lying behind (=i.e.
being taken for granted) what is being communicated. This is the framework
(the PIA model) that has been variedly utilized in the UHE RT as an analogical
tool to get at a deeper understanding of what is being explicitly stated.
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In addition we have linked this model to the political process that can be seen
as a backdrop of political science, so that the output of a process - for
instance, the overt and covert results of a discussion - does not go "directly
through to the outcome and further to the input for the next round in the
policy/political process, but the output goes into the discourse-pattern part of
the linguistics analysis, from where it drains into the ideological taken-for-
granted aspects, and finally, from there, it can go (back) into the outcome slot
of the political process (for an overview, see Godenhjelm & Ostman 2009).

Let us take an example. In one interview with a high-level administrative
official at the University of Helsinki the mandatory language education is being
commented on: it is overtly stated that there will be no extra costs for
anybody if we do not have Swedish as an obligatory subject in the national
matriculation exams. (The result of this has been that nowadays some 60-70
% of the youngsters get themselves a grade in Swedish - as opposed to 95 %
a couple of years ago.)

In the interview the interviewee says that he has pointed out several times -
also publically - that it will cost the universities millions. This we can call the
covert information (see below) that is being communicated. One of the reasons
for this is that the universities now have to take over the role that the
secondary schools have had so far.

With respect to what is being said, we can - using the PIA model, note that
explicitly, we are told that it will cost millions; in addition, the interviewee
explains that we will now have to save money in some other sector. And, he
adds - we do not have this problem with respect to English. All through the
interview, we then notice that the two languages - although they are two
languages - are not treated the same. We will not go through the details of this
analysis here, but merely note that it sounds as if there is a subconscious
attempt at building up a defense-line for the future: if things start going not so
good for the University of Helsinki, at least one culprit is easily to be found:
the Government, especially the Ministry of Education, for accepting such a
costly law despite what the university experts said. But, and this is the "but"
that makes the interview extremely important for multilingualism: the real
culprit is Swedish. That is, if the University of Helsinki were not officially
bilingual, we would not run into this financial problem to the same extent.

This sounds harsh, and the details of the analysis needs to be looked at better,
but we think we have due reasons to say things like this - on the basis of how

65



things are being said in the interview, the linguistic and interactional features
that allow us (as socio-pragmatically attuned analysts) to read between the
lines of what is being said.

In order for the UHE RT and the WP3 as a whole to truly analyze the impact of
language policies and the relation between language practices, policies and
representations a new way of thinking outside of our own disciplines is
required. By combining sociopragmatics, conversation analysis and discourse
analysis and policy analysis, the UHE RT has taken a step towards a new way
of clarifying the impact of language policies from the DYLAN project's focus.
The UHE RT has combined the perspectives in the analysis of policy
implementation (see UHE research questions b-e above) and in policy outputs
and outcomes (see UHE research questions f-h above). The main challenge is
to clarify where and how these two major diverging perspectives both
analytically and operationally can be combined and linked to political and
economic action. The UHE RT has identified two such possibilities, namely
language policy implementation and policy output.

In terms of policy implementation, the point of departure is overt and covert
policies. From an analytical point of view, overt policies can be studied using
traditional policy-analysis methods (cf. Patton & Sawicki, 1993 & Hill, 1984).
This is, however, not enough as policies also can include covert policies (cf.
Lipsky, 1980). Thus, in itself, studying the innovative potential of language
policies requires innovative solutions in combining and developing different
strands of research. In this sense sociopragmatics can be of importance in
clarifying covert strategies. Consequently, when moving on to
operationalisation, this combination of different methodological approaches
requires that significantly more detailed results are obtained about the role
that higher education institutions have, thus contributing to reflection and
discourse about Europe as a knowledge-based society.

5. Comparative analysis of multilingual and monolingual situations

When discussing innovation and creativity we are faced with the question of
efficiency in the university’s language policies and practices. In fact, the
university has two different stands to multilingualism which both can be
motivated with efficiency factors. As noted by one participant in the focus
groups we recorded the unilingual administration policy is based on the idea
that one language is used for one reality, the administrative business. But
because the university in reality is a multilingual community, the unilingual
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strategy works in an excluding, thus ineffective manner; it blocks persons
without competence in Finnish from administration and concentrates
administrative influence but also burden to the Finnish-speaking. To avoid this,
the university should have an innovative strategy for a better linguistic
integration of the international personnel and students, i.e. developing their
competence and creativity in the national languages and new solutions such as
multilingual language services, e.g. interpretation.

6. Results

Arguably, bi- and multilingualism is likely to create benefits for the university
and for the members of the university community in regional, national,
interregional and international educational and working markets if taken
advantage of in an appropriate manner. Multilingualism is a training asset
enabling a creative flow of thoughts in one’s own language in education,
research and administration. It is also a factor for competitiveness in the
recruitment of students, personnel, researchers and their socialization in the
society and business and science networks.

In terms of measuring policy outputs and outcomes the point of departure is
the mono- or multilingual spaces created by policy, in other words what the
impact of language policy actually is. Analytically speaking these outputs or
spaces can be measured by policy actions; however, significantly more details
can be extracted by using for instance conversation analysis and discourse
analysis. These methods of analysis enable separate disciplinary definitions
and measurements of the phenomena, but in order to have an impact on
language policies and to capture the essence of multilingualism the methods
need to complement each other.

7. Conclusions

Innovation is about finding opportunities to be multilingual to act in a
multilingual context and these aspirations need to be supported. However,
spaces where true multilingualism occurs are few and cannot be taken for
granted.

The combination of different perspectives creates a possible win-win situation
where both the overt language policy strategies will be identified by the policy
analysis and the covert policies by the interviews conducted in relation to the
policies, using sociopragmatic and discourse-analytic methods, where a
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differentiation between the explicit and the implicit in a communicative event
needs to be analyzed as different manifestations of participants' views. And
since changes in communicative behavior - in our view - takes place on a
subconscious level, the covert outputs need to be re-analyzed linguistically in
order for us to get a deeper understanding of the political/policy process as a
whole.
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1. Introduction

Creativity and innovation are basic to language, since the theoretically infinite
number of utterances produced by speakers are in principle unique and
original, they being constructed out of finite means (rules, words) and not
used by mere repetition (Chomsky 1986). Creativity and innovation are also
associated with the dynamic nature of language, which changes constantly.
From this point of view one can speak of unintentional creativity, consisting in
the random changes introduced by speakers during their interactions, and
intentional creativity, when speakers communicate about new things for which
they need words, and, as a result, they either create new words or stretch the
meanings of words for the things they want to communicate. This is quite
visible in the case of multilingual communication, where confrontation with a
different language can lead to changes in the speaker’s conceptual system,
given that each language is equipped with culture specific terms. Such a
conceptual change is facilitated by code-switching, when new information
comes through the other language and when words are introduced into the
mother tongue or vice versa. These words quite often fill in lexical gaps,
especially when the topics discussed are more easily accessible in one
language than in another, as is the case with technical or culture specific
topics. Thereby conceptual flexibility in the host language is enriched and new
distinctions are expressed. Thus multilingualism fosters creativity and
innovation through the conceptual enrichment it brings. But creativity and
innovation can also be features of language policies and of multilingual
practices in institutions.

2. Research Tasks
In the present paper we propose to capture the ways in which multilingual

practices and multilingualism at UBBC are innovative and foster creativity and
knowledge. To achieve this, we have
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= revisited the documents of the UBBC language policy and its content;

= administered new questionnaires to incoming Erasmus students, and
analysed the responses;

= revisited the responses in the already administered questionnaires and
the interviews;

= analysed video recordings (LSP and CLIL) by using discourse and
conversational analysis, and sequential analysis;

3. Analysis
3.1. The language policy and study lines

In keeping with EU recommendations UBBC elaborated a language policy in
2001 - the first of this kind in Romania, which sanctions the 1 + 2 formula,
sets level B2 in the first foreign language (language B) as the target level for
LSP, makes reference to CLIL, highlights the importance of the study of the
mother tongue, and contains provisions for the development of
communicational competences and (inter)cultural competences, so skills
necessary for European citizens. In addition, it includes the study of non-
European languages (Chinese, Japanese, Korean, Hebrew). Likewise, it
introduces language proficiency certificates or internationally recognized
language certificates as a condition for acceptance to the BA exam, or an MA
or PhD programme, as well as for participation in European mobilities and in
tenure competitions. To achieve these, UBBC set up, as a pioneering act in
Romania, two language centers (Alpha and Lingua) that carry out teaching and
testing, which exist side by side with specialized departments: 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).

Most importantly, this policy creatively adjusts EU language policy
recommendations to the regional context by highlighting the study and
importance of regional and of minority languages, and thus valorizing the
multilingual and multicultural heritage of Transylvania, where the university is
located. This has led to the University’s multilingual and multicultural profile,
defined in the The University Charter (Carta Universitatii Babes-Bolyai 2000),
which provides for the exsitence of three study-lines, in which complete
educational programmes are provided, separately, in Romanian, Hungarian and
German at all levels: BA, MA and PhD. The study-lines are in turn each headed
by a vice-rector and enjoy autonomy by making their own decisions with
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regard to human resources, research, publishing, international relations,
development and offer of study programmes. Thus the University has defined a
specific organizational structure, which ensures the practice of multilingualism
in the actual teaching process and in various other domains of academic
activity (e.g., publishing, conferences, events).

As a result, UBBC promotes in addition to education in Romanian an education
in regional languages (Hungarian and German), as well as an education in
widely spoken languages (English, French, German). For UBBC 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, programmes in English, French or Italian are as
a rule attended by non-native speakers and thus the classes taught in these
languages are seen as CLIL classes.

It follows that UBBC has innovated the concept of language policy by
promoting a three tiered multilingual education: one furnished in (1) the
national language, (2) a regional language, or (3) an international language.
Multilingualism and multiculturalism are thus part of the institution’s
organizational structure itself and of the way it functions.

3.2. Representations of multilingualism

I. Questionnaires

The representations emerging from the questionnaires are partly convergent
with the language policy arguments regarding innovation and knowledge, they
highlighting various cognitive gains of multilingualism, such as those
associated with the students’ preference for specialized language in addition to
general language and their favorable attitude to specializations taught in
widely spoken languages (English mainly) (CLIL) at BA level and MA level. This
indicates how importantly they view the study of and the study in widely
spoken foreign languages and, implicitly, of multilingualism, which are also
seen in terms of their relevance for scholarly, technical or culture specific
topics; likewise, the role of CLIL for improving foreign language competence
has been emphasized.
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I1. Interviews applied to academic staff

The interviews support the overall conclusion that the academic staff and
academic leadership at UBBC view the language policy of the university and its
multilingual/multicultural structure as an asset. They have positive effects on
academic programmes, enabling a better acquisition of knowledge and
formation of competences, be they scholarly, technical, cultural or intercultural.
To illustrate this, we reproduce below some interview samples, which are
answers to the interview question “Do you think it is important to teach in
widely spoken languages (English, French, German, Italian, Spanish) at BA, MA
and Ph.D. levels?”

The first sample contains sentences that justify multilingualism and teaching in
a widely spoken foreign language (English, French, German, Italian, Spanish)
through informatory effectiveness, as well as equity in access and
competences, including intercultural and communicative competences.

Respondent 1 (Vice Rector)

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

De ce/

oR: acces la materiale bibliografice de specialitate in limbi de circulatie internationald/
competente egale si sanse egale cu absolventi din UE/ consolidarea unor competente interculturale
si de comunicare/ acces la mobilitatile studentesti Erasmus/ CEEPUS etc) [...] mobilitate pe piata
muncii UE\

o“[t 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 intercultural and communicative competences, access to Erasmus, CEEPUS, etc.
mobility on the EU labour market.[...]

The sentences in the following interview sample express similar arguments;
they emphasize the importance of teaching in foreign languages and of
knowing widely spoken languages in terms of cooperative effectiveness and
enhancement of knowledge, since some subjects are more easily accessible in
one language than in another, as is the case with technical subjects

Respondent 2 (Vice Rector)

oR: mi se pare foarte importantd/ [...] pentru ca [...] existd bibliografie foarte importanta/ si

la unele discipline este hotaritoare predominant aceastd bibliografie in limbi strdine/ care trebuie
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s fie consultatd/ sa fie accesibila studentilor\ [...] foarte mulfi profesori din strdindtate care susfin
cursuri/ conferinte in diferite limbi/ adicd in limbi europene/ si desigur cunoasterea acestor
conferinte ce se traduc din ce in ce mai putin in limba romana/ asa ca trebuie cunoscutd limba
straina respectiva\

oIt seems to me very important [...] because [...] there is a very important literature and
for some subjects 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 knowledge of the respective language.”

Likewise, the following interview sample highlights the importance of teaching
in widely spoken languages and of knowing such languages by laying stress on
the close ties between language and culture; thus, foreign languages are
relevant for subjects that require knowledge of foreign cultures and formation
of intercultural competences.

Respondent 3 (Dean)

o [...] raspunsul este/...a...pozitiv/, da\ [...] pentru ca [...] este necesar ca si colegii nostri sa
propuna cursuri la nivel master/ la scoala doctorald/ in limbi de circulatie sau in problematici/ sa
spunem/ care/ care-s cultivate 1n cultura in care limba ajungem sa tinem cursul/ pentru cd/ spre
exemplu/ cum avem masterat de filozofie franceza/ evident ca este profitabil ca lucrurile sa se
intimple in limba franceza\

0“The answer is ... a ... positive; yes [...], because [...] it is necessary that our colleagues,
too, propose 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.”

In another interview sample we find sentences that justify knowledge of widely
spoken foreign languages (English) and teaching specializations in these
languages (CLIL) in terms of enhancement of knowledge through access to
scholarly materialsand of increased employment opportunities.

Respondent 4 (Dean)

o Da/ intr-adevar/ eu cred ca [...] studentii la matematica trebuie s se documenteze intr-o
limba/ cel putin o limba de circulatie internationald/ la noi/ in engleza\ [pentru ca] sint foarte
multe lucrari stiingifice in reviste de specialitate\ [...] si dupa aceea foarte multi absolventi ai

facultatii sint absorbiti de catre tarile din vest\
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0“Yes, indeed, I believe [...] students in mathematics must read in a language, in a widely
spoken language at least, with us English, [because] there are very many articles in scholarly

journals. [...] then very many graduates from the faculty are absorbed by Western countries.”

o [...] pentru ei [Wayne State Universirty] e foarte important sa aiba legaturi cu astfel de/ cu
astfel de ... de universitati [...]/ cu astfel de facultati unde se vorbeste [limba engleza]/ si am
vazut si alte firme care vin tot timpu’ aici la noi pentru recrutare de absolventi\ ASTA intreaba\ ce

limbi Tnvata\

o“[...] for them [Wayne State University] it is very important to have ties with such, with
such ... universities [...], with such faculties where [English] is spoken and I have seen other
firms, too, that come here all the time to recruit graduates; THAT’S what they ask, what languages

the latter learn.”

Thus the UBBC language policy, its implementation, and the representation of
the multilingual practices associated with it highlight multiple cognitive effects
(informatory effectiveness, cooperative effectiveness, equity in access and in
competences, including intercultural and communicative competences).

The questionnaires and the interview answers also contained some critical
points and suggestions, which indicate possible problems with the
implementation of the UBBC language policy and/or discrepancies between
various arguments invoked in the policy and the multilingual practices. Thus,
while taking/teaching CLIL courses is justified in terms of informatory
effectiveness and equity in access and competences, more than half of the
students consider that the teaching in a foreign language can have a negative
impact on knowledge transmission, this being either due to their own language
proficiency, or the teaching methods, or the instructor’s language proficiency.
This prompted the majority of students to consider that code-switching to the
native language during the class on the part of instructors is an advantage,
despite the fact that CLIL practices at UBBC are meant to be monolingual. The
way to eliminate this problem is raising teachers’ and students’ language
proficiency. Thus, good LSP practices can be important for good CLIL activities.

The questionnaires and the interviews suggest that multilingualism at UBBC is
not merely symbolically exploited in creatively building up the image of the
university, but, most importantly, it is part of the institution’s structure and
functioning itself.
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3.3. Corpus analysis

In the corpus analyses we have noticed a difference between the LSP and CLIL
classes, consisting in the fact that in LSP the discourse is more interactive and
the reformulations are more frequent. The instructor constructs not only a
conceptual domain, but he/she also recontextualizes it in a foreign language-
culture. The discourse therefore bears the marks of these two objectives and
thus it stands apart from other discourse types. We need to admit the
innovative and creative aspect of this discourse type at the macro level of the
analysis.

In the examples below we have considered other classes as well in
addition to the ones previously analyzed (from our available UBBC transcripts),
such as a class of French for specific purposes (FSP): French for chemists, on
the topic “La pollution”, and a class of Spanish for specific purposes (SSP):
Spanish for business administration, on the topic ,La integracion de Rumania a
la Union Europea”. The students are Romanian native speakers whose
language proficiency level is intermediate in French and, respectively, Spanish.
In addition to these recently analyzed texts, we have used previously analyzed
examples.

I. Communicative creativity (new linguistic forms, specific discursive
strategies)

Beyond the macro level, of the class itself, creativity/innovation can be
interpreted in LSP or CLIL situations in terms of generation of hybrid
communicative forms at the mezzo or micro level. We have observed hybrid
forms consisting in @ more extensive use of a nonverbal code, with the help of
which the category/referent can be identified when the verbal code is deficient.
Thus, speakers with an intermediate level of language competence who do not
like to code-switch (they do not want to use words in the mother tongue,
knowing that they are in a plurilingual situation), resort to what could be called
a nonlinguistic code-switching: for the words they do not know they use
gestures that mimic the form of the objects (the terms suprapus “overlapping”
and fardmicios “crumbling” below are drawn in the conversational space),
which enables the identification of the referent or the category:

1. verbal + nonverbal (more significant intrusion of mimicry, of gestures

with the purpose of compensating for the deficiency of the verbal code in
the target language):
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(1) e un bat pentru mos nicolae\ deci cand eram eu mica aveam si noi batul dar noi xxx dar stropea
batul\ stii era asa o piatra care se roseste argintiu/ si niste argintiu\ are asa mai multe;:_/gesture with
overlapping palms]

P: micd\ asa se numeste\ (lecon roumain RLE culture et civilisation)

(c’est un baton pour la féte de saint nicholas\ donc quand j’étais petite nous avions le baton aussi
maias nous xxx mais on induisait le baton\ tu sais il y avait une sorte de pierre qui rougit couleur
argentée/ et une couleur argentée\ elle a comment dire plusieurs :: [geste de mains superposées]

P : « mica »\ on appelle ¢a comme ¢a)

(2) S3: urat\ deci e:: dat cu un xxx plastic intre el- si nu stiu\ alb si rosu si albastru si nu stiu\ si a/\ si
asa- [gesture by rubbing fingers] auriu/\ (zambet) (lecon roumain RLE culture et civilisation)
(S3 : moche\ donc c’est :: passé au xxx plastique entre- et je ne sais pas du blanc et du rouge et du

bleu et je ne sais\ et a-/\ et comme ¢a [geste en frottant les doigts] argenté/\ [sourire])

2. multilingual hybrids (graphic, phonetic or/and morphological false
friends) used by speakers as a result of presumptions of linguistic similitude.
Most often it concerns words in cognate languages; the instructor, who is a
native speaker, corrects these in almost all the situations we have taped:

(3) E: c’est un signal d’alarme parce que ces particles de sac\
P: particules

E: particules de sac (legcon FSP chimie)

(4) E: cabas \ un grand sac solidé\ solide
P: solide

E: solide un grand sac solide
P: ensuite/
E: biodégradable/ qui se détrissait
P: qui se

E: détruisse
P: qui peut corriger/ qui se/
E: détruit

P: détruisent

E

: détruisent par eux-mémes (lecon FSP chimie)

(5) E: et main- mainténant maintenant méme nos pations sont
P: patios
E: patios sont en
P: en/ en quoi/ qu’est-ce que vous avez trouve/
E: pve
P: pvcV/ bien siir c’est toujours un plastique\ oui ah:
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: 1l y a aussi I’avantage de nécessiter moins de d’intrétions
entre-

: entretions

: qui le corrige/

. entre-XxxX

UM Yom Yo

: entretien (lecon FSP chimie)

(6) C. quées | algo como un parlamento 1 o como un gobierno |
[tusesc fortat]

MIRA 1 los nuevos miembros de la unioén... 1

L

C

L. MO un govern
C ... europea no saben qué es la comision europea | no 1

L [with the left hand streched out and the palm up] la comisién vigila en la que ... [stops and
begins to smile as he does not find the proper words]

C. si 1 pero qué es | es un parlamento o un gobierno 1|

L1.  unguverno |

L2.  unparlamento |
C. es un gobierno | esun ...7 existe también el parlamento europeo que se llama

PARLAMENTO | pero la comision no | la comision es el gobierno y los comisarios serian como

ministros de la uniéon europea | del gobierno europeo | (Spanish for business SSP)

(7) L. las principales media- medie- medidas de vigilencia y de salvagua- salvaguardia se refieran
a controles sanitarios | por ejemplo 1 la importacion de carne de cerdo de bulgaria y rumania |

se...7

These “new forms” are the result of language interferences, but they can
appear in the case of international words as well. As a rule they are classed as
“errors”, but in the situations we have observed, they help understand the
message and confirm the lexical presumptions/expectations of the speakers.
From this perspective, we might say that a sort of lingua franca (lingua franca
romanica) is about to crpo up whenever two Romance languages come into
contact. In the cases cited above, the overlaps are between Romanian and
Fench (exs. 3, 4, 5, the chemistry class) and Romanian and Spanish (exs. 6
and 7, the Spanish class); even if the forms are lexically and grammatically
incorrect, they are identified by speakers and communication succeeds.

I1. Cognitive creativity (Specific cognitive operations)

In multicultural situations, the interaction resorts to specific strategies, and
from this point of view we may consider that innovations are permanent. Some
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are ad-hoc, but others seem to have stabilized as communicative genres.
Thus, in classes of foreign languages (LSP) or in foreign languages (CLIL),
some strategies are “cognitive” as to their nature. The metacognitive or
metadiscursive operations are explicitly proposed to the student (see the
expressions underlined), and the class strategy is organized around these
activities in most cases. It is obvious that the language is used and not
studied:

1. Construction of cognitive networks in interaction

Both in CLIL and LSP strategies the instructor selects creative teaching
strategies by trying to construct or recreate a thematic/conceptual network as
he/she interacts with the students. The goal being understanding and the
creation of networks that connect notions, the lexical fields are often covered
as “lists” or (more or less complete) “cognitive schemata” Such a strategy is
applied below by “passing in review” the lexicon of “degradation” associated
with pollution/sanitation; this is done by formulating the conceptual content of
the terms (definitions):

(1) E: se dégrader \ c’est le point b\ usure par les éléments naturels\ vent \ pluie | gel

P: qu’est-ce que ¢a veut dire/ se dégrader (toux)

E: se détxxx

P: se détériorer/ attention/ bien

E: incinération ah: g qui se détruit par le feu, briile brulé

P: briilé\ trés bien bon

E: décharges ah:

E: décharges a ciel ouvert

P: c’est quoi la décharge a ciel ouvert/ on avait discuté la fois précédente\ il y a ici a Cluj une
décharge a ciel ouvert\qui ne fait pas honneur\ Pata rat\ vous en avez entendu parler\ non/ c’est une
décharge a ciel ouvert\ pardon/

E: I’endroit non couvert ou l’'on met les déchets

P - bien sir ¢’est I’endroit non couvert ou 1’on met les déchets\ bien stir

E: érosion - qui est détruit par le feux, bralé

P: ¢a on a déja utilisé et on avait accepté comme bonne\ qu’est-ce que ¢a veut dire/ I’érosion

E: x

P: trés bien\ c’est I’usure par les éléments naturels\ le vent\ la pluie\ le gel peuvent produire de

1’érosion oui/ (Ie¢on chimie FSP)

It can be noticed that the metacognitive strategy combines with the
metalinguistic one, which is specific to multilingual situations of the LSP and
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CLIL type. In the case of LSP the strategy is predominantly dialogical, while in
CLIL situations it is basically monological.

2. The student must reorganize a text, find key-words and recognize
information in the text

Many of these cognitive operations are thematized in the text and become
“discourse objects” in teaching situations. This can be noticed in the following
sequences, in which the instructor thematizes the planned activities and
problematizes them at the same time. In monolingual situations these
operations are not preferred strategies:

(2) P: oui\ peuvent étre dangereux\s’ils vous plait\donc ils peuvent étre dangereux sur la santé\ ah
je vous invite je vous invite maintenant a lire les phrases\ les syntagmes qui sont dans (...) le_petit
encadré il y a des phrases qui sont dissociées ah: veuillez les parcourir et essayez de les
reconstituer donc vous dites ah: la la continuation de la premiére phrase se trouve dans le deuxieme
et le troisiéme ah encadré alors lisez s’il vous plait les trois phrases/ vous pouvez vous mettre a
deux\ vous pouvez vous associer\ vous consulter entre vous et dire quelles sont les suites (...)/ de
regrouper les phrases (bruits) (...)

P: il n’y a que trois phrases que vous étes censés reconstituer (...) alors est-ce que quelqu’un
d’entre vous est prét/ donc vous devez faire attention\ c’est un petit exercice de compréhension
écrite par lequel on voit comment vous pouvez reconstituer les phrases suivantes\ les ah les
données grammaticales\ oui les connecteurs éventuellement (...) oui\

E: si la qualité de I’environnement est un souci trés ancien\la question de sa protection devient de
plus en plus aigué\

P: donc la deuxieéme partie de la phrase correspond a la lettre/

E:c

P: c\ tout le monde a trouvé la méme chose/ c’est bien/c’est siir/ réfléchissez maintenant dans cette
phrase reconstituée\ quel est le mot clé / (...) le mot clés dans cette phrase\ ou bien les mots clés
E: envirxxx

P: environnement)\ ensuite/ ensuite/

E: protection\

P: protection\ trés bien\ la deuxiéme phrase oui

E: la rarxxx

P: la raréfaction

E: des ressources I’impact de la pollution a 1’échelle globale et le traitement des déchets se trouvent
au cceur de des préoccupations mondiales\ ¢’est bon\

E: oui\

P - ¢a va/ merci donc c’est la lettre a la phrase a si puis le reste\

E: si la production passée doit étre éliminée la pollution future devra étre prouve et en éviter\
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P: quelqu’un peut corriger/ la pollution future doit étre/

E: prévu x

P- prévue\ ca vient du verbe/ (...) du verbe/ (...) vu\ prévu

E: voir\

P: pré:voir bien sir\ merci\ donc s’il vous plait trouvez les mots clés pour les deux dernieres phrases
qu’on vient de reconstituer\ quels sont les mots clefs/

E: pollution

P: la pollution\ et/ encore/

E: préoccupation mondiale

P: préoccupation mondiale\ ¢a pourrait aller\ et/ qu’est-ce qui reste/ pourquoi ah est-il nécessaire de
tirer un signal d’alarme/ qui est déja xxx pardon/

E: déchets

P: trés bien\ déchets le danger des déchets\ donc on a trouvé ces mots clés donc je vous prie de
retenir\ maintenant ah on revient a notre exercice de compréhension de texte qu’on avait essay¢ de
parcourir ensemble et puis maintenant (toux) ah s’il vous plait\ essayez de ah répondre de cocher la
phrase c’est vrai ou c’est faux\ pour répondre aux questions qui sont données\ qui veut
commencer/ qui veut commencer/ alors\ ¢a va/

E: la plupart des plages anglaises semblent polluées par les particules de plastique - ¢’est vrai\

P: qu’est-ce qui est vrai/ le fait que\ (...) les plages anglaises sont polluées\ quelle est la partie du
texte qui mentionne ceci/ si cela est vrai\vous pouvez revenir au texte et puis dites-moi pourquoi
c’est pas faux/ (...) oui

E: une pollution a grande échelle car les chercheurs britanniques ont trouvé les mémes particules

particules partout ou ils ont fait des analyses au Royaume-Uni/ (legon chimie FSP)

This forms part of the organization of the teaching activity at the méso level
by selecting well diversified strategies with complex purposes: identification of
basic categories (key- words), understanding and assimilation of information,
creating and/or recreating the links among the key-categories and thus
structuring the information. Teaching strategies of this type benefit the
diversification of expression in the language.

Another example analyzed by us in terms of distinct discursive operations and,
implicitly, in terms of teaching strategies was the class of Italian for the
students at the Faculty of European Studies, in which the instructor thematizes
the lesson stages. The codes used for delimiting the distinct activities/
sequences in this transcript are:

O activités de classe

O opér. métacognitives: vérification compréhension ~ écrit, écoute, vidéo
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(3)

C. come abbiamo stabilito insieme\ per questo corso\ci siamo

proposti DI PARLARE DELLA PUBBLICITA\ avete tutti i fogliFIXER L'OBJET DE Disc. OD
davanti /

L. [consentono muovendo la testa]
C. cominceremo/ come al solito\ con una prova diOpération métacognitive
comprensione del testo scritto per vedere cos’E/ LA|(vérifie compréh.)
PUBBLICITA/ QUAL E IL RUOLO DELLA PUBBLICITA / QUALI SONO ITexte écrit

TIPI DI PUBBLICITA/ che conoscete\ oppure anche QUAL E 1LStructure de I'OD
COMPORTAMENTO DEL CONSUMATORE NEI CONFRONTI DELLACjtations

PUBBLICITA / e poi\ a partire da alcune citazioni riprese da
un libro sulla pubblicita\ cioé I SEGRETI DEL MESTIERE DI
GIANCARLO LIVRAGHI\ cercheremo di capire quali potrebbero
essere I BENEFICI SOCIALI DELLA PUBBLICITA e di verificare/
nelle pubblicita scelte da voi prima del corso\questi benefici\Texte audio

si/ poi faremo una prova di ascolto\ sI TRATTA DI UNAOpération métacognitive
PUBBLICITA RADIOFONICA\ vediamo quanto capirete di questalpublicité TV
pubblicita/ e anche uno spot televisivo per vedere alcune
pubblicita e per discutere un po’ di queste cose\ vediamo\ chipé&finir OD1
vuol cominciare a leggere /(... ) qual € LA DEFINIZIONE DELLA|Lecture
PUBBLICITA nella legge/
C. prego\ apport cognitif
L. con il termine pubblicita/ si intende generalmente\ quella
forma di comunicazione a pagamento\diffusa su iniziativa di
operatori economici\ attraverso mezzi come la televisione\ la
radio\ i giornali\ le affissioni\ la posta\ internet\ che in- che
tende in modo internaz- intenzionale e sistematico — a
influenzare gli atteggiamenti e le scelte degli individui — in
relazione al consumo aa.. di beni e all’utilizzo di servizi\

il decreto legislativo numero duecentosei dal duemilacinque —
dal codice del consumo definisce come pubblicita

C.

L1. di messaggio che sia diffuso —
nell’esercizio di una attivita economica— allo scopo di
promuovere la vendita o il trasferimento di beni mobili o
immobili\oppure la prestazione di opere e servizi\ Définir OD1
C. si/ allora/ secondo la legge\ quale sarebbe la DEFINIZIONE|-résumer,
DELLA PUBBLICITA/ provate a riassumere \ con le vostre
parole\ cosi come avete |'abitudine\ chi prova/ prego\ Bogdan
L2. una definizione (...) aaa

C.

L2. una comunicazione pagata da operatori economici

per (...) con l'obiettivo di promuovere dei delle idee aaa ideijopér. cognitive
\ dei servizi (connaissance)

C.

L2.

3. Operations for associating information with distinct synonymous
linguistic forms:

(4) E: la pollution marine par le pétrole est plus importante que celle provoquée par le plastique\
c’estf(...)c’estf(...)
P: est-ce que/
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E: c’est faux

P: c’est faux\ tout le monde a trouvé que c’est faux/ vous étes d’accord/ pourquoi c’est faux/ est-ce
que/

E: parce que (...)

P: qu’ est-ce qui dit dans notre texte que c’est faux/

E: la pollution par les plastiques serait nettement supérieure a celle causée par les spectaculaires

marées noires des pétroliéres accidentés\ (lecon chimie FSP)

4. The student must recognize the causal link between the events/
statements in the text or distinguish, by way of the linguistic form,
similar information. These teaching strategies benefit the development
of cognition and critical attitude:

(5) P: partons de ce fait au point trois ah: il y a des affirmations\ la réponse\ enfin\ vous devez
toujours répondre si les affirmations sont vraies ou fausses/ ou bien il se peut que la réponse ne
soit pas donnée dans notre texte\ alors vous cochez la case ou il y a un signe d’interrogation ah: oui
E: les particules de plastique disparaissent complétement aprés cent ans\ c’est vrai

P: c’est vrai\ c’est vrai/

E: faux

E: c’est faux

E: c’est apres cent ans parce que dans notre texte: ah: il dit qu’il disparaissait entre cent et quatre
cent seulement apres quatre cent ans

P: alors\ qui a raison/ c’est vrai/\ ou c’est faux/

E: c’est faux

P: arguments d’un coté et de ’autre\ pourquoi c’est faux/

E: ils disparaissent mais pas complétement apres cent ans

P: voila\ ils disparaissent\ mais pas complétement)\ trés bien\ pour la deuxiéme question\/ le point b
oui/

E: un sac en matiere biodégradable colite z¢éro virgule une centime d’euro\ c’est faux\ parce que:
un sac en matiere biodégradable coiite zéro virgule six: six centimes

P: tout le monde a trouvé la méme réponse/ c’est bon\
E: oui (Iegon chimie FSP)

5. Question-answer internal structure (dialogic monologue): the
instructor in fact asks false questions and intends not so much to direct the
interaction in the class itself but rather the students’ cognitive stance, involving
explicit hypotheses formation, contextualization, solutions, classifications and
examples:
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(6) Man, was braucht man vom Schwein? \Fleisch, Probe/ ja eine Probe, man nimmt eine Probe,
und diese Probe untersucht man unter Mikroskop, nicht? Und dann findet mann diese kleine,
kleine, wie gross sind sie? Mikroskopisch sind sie, ... und dort kann mann sie gut sehen. Was haben
wir noch zum sehen? Was ist das hier? Was kann es sein? Schweineblase? Ja was kanns sein?

Eine Qualle ja eine Qualle. (biology class in German - CLIL)

This sequence is an example of a fake dialogical strategy, whose purpose is to
direct thinking and to structure it - operations with an obvious cognitive
import.

6. Redundancy: the instructor repeats information, reformulates or reframes
scholarly information in an everyday context:

L: Ja?/ Und/ wie waren sie?/ Wie grol3 waren sie?/
S3: Klein\.
L: Ja! Millimeter/ bis 1 cm.\ 1 cm/ bis 2 cm.\ Nicht groBer waren die,/ die wir gesehen haben.\ Also\

die sind klein,/ sie sind als mikroskopische Priaparate,/ als Dauerpréparate vor uns...
(biology class in German - CLIL)
III. Comparison between multilingual and monolingual situations

Considering that the classes above are multilingual situations (they display the
presence of specific strategies), we have proposed to compare them to
monolingual situations, where the students’ level of language competence is
advanced. Our case study is represented by an enterprise simulation (offer in
the catering field) with majors in applied modern languages at UBBC'’s Faculty
of Letters.

We have found that in these situations there is neither resort to interlanguage
strategies, nor evidence of linguistic innovation proper. However, the class we
have analyzed (enterprise simulation) shows clearly that it is pragmatic and
cultural competence that is created: the students play “roles” and simulate a
situation in which a restaurant gets offers from various suppliers. The only
meta sequences in this course are the ones in which the instructor describes,
in the introductory phase, the teaching procedure, and some brief ,staging"
sequences during the unfolding of the activities. The informational, behavioral
and interactional elements figure importantly, given that the students acquire
professional skills in a foreign language by participating in this activity.
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4. Conclusions

The United Europe has brought complex innovations in the Romanian HE
system at UBBC, which, in addition to interuniversity exchanges in the Bologna
system has conceived a multilingual and multicultural language policy
(teaching of specialized foreign languages - LSP - in all departments, study
lines in regional languages and in widely spoken languages, CLIL teaching
system). Now, this policy has prescribed, at the macro, institutional level, the
setting up of an appropriate infrastructure and the training of specialists
capable of carrying out multilingual tasks. At the mezo level innovating
teaching strategies have appeared, with measurable linguistic and cognitive
significance. Last but not least, the analysis of the classes points to linguistic
innovations at the micro level as well, which proceed either from the
interference of languages belonging to the same family, or from interference
with other languages. Several hybrid forms of the “lingua franca” type have
been captured, as well as communicative sequences with a “mixed syntax”:
verbal and nonverbal (see Cazacu 1977). Such discursive phenomena are
some instances of linguistic creativity and innovation that crop up in
multilingual class environments.
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1. Introduction

The main research plan for the Dylan project is the added value of
multilingualism. For the Brussels’ group the research task is described as the
influence of policy on multilingual education and the impact of multilingual
education on practices (Dylan Proposal 2005). Apart from the ideological
aspects, addressed in the first work package reports, this group’s attention is
also focused on (1) the effect of CLIL education on the metalinguistic skills of
the pupils in their L1 & L2, (2) the effect of CLIL education on the pupil’s (oral)
fluency in their L2 and (3) whether or not there is a significant relationship
between (oral) fluency and metalinguistic skills (Management report 2008). In
this contribution the added value of multilingual education to learning and
brain processes is briefly demonstrated. Next, examples from our data are
analysed in terms of these ideas. Finally an evaluation is presented.

2. The idea of creativity

The idea of creativity is not commonly related to languages or to
multilingualism. Widely accepted is the idea that creativity is intimately related
to design and products. Less widely known is the idea that creativity can be
related to learning processes in the brain and as a result to multilingual
education. The gap between these two, despite the European year of
creativity, remains enormous. Out of 35 workshops that could be attended at
The 11th European Conference on Creativity & Innovation held in Brussels at
the end of October 2009 not one single topic dealt with creativity as part of
the learning process. Creativity is mostly seen as an endeavour with economic
gains in mind and as such education is vastly underestimated as a source for
creativity, let alone multilingual education that is still not widely adopted
everywhere in Europe.

2. Multilingualism, early language learning and the brain
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Creativity plays a central role in theoretical debates on multilingual education
and on the role of multilingualism on practices. In order to appreciate the
added value of multilingualism in learners it is important to have a look at
research on early language learning. The findings over the years include
evidence that neonates are able to distinguish rhythm patterns between
languages (cf. Mehler et al. 1988, Nazzi et al. 1998, Nazzi & Ramus 2003) and
also that infants are capable to discriminate between the sounds of languages
they have been exposed to (Kuhl et al. 1992). Recently, an ingenious
experiment has shown that seven-month-old bilingual infants have a cognitive
added value over monolinguals in that they can respond more accurately to
visual cues to anticipate a reward on screen (Kovacs & Mehler 2009).

What exactly is the difference between a bilingual infant and a monolingual
infant? Let us give an example of research in this respect. Consider figure 1.

yellow pink

Example 1 Example 2
yellow green
Example 3 Example 4
yellow -
Example 5 Example 6

Figure 1 : Examples of a discriminatory pattern experiment or a Simon
experiment

In presenting coloured dots we can put the right name under it, as in examples
1 and 2 or we can put a wrong name under it, as in examples 3 and 4. We can
make it even more difficult by writing the names of the colour in a different
colour as in example 5 and 6. If we present this in rapid succession to
bilingual and monolingual school children asking them to point out those
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combinations that are wrong (or right for that matter) bilingual children, more
easily than monolingual children, distinguish between the colour and the name
(cf. Bialystok et al. 2005). No wonder one might say since they have been
used to distinguish between languages from an early age. This is correct but
what is shown over and over again is that the effects of early language
acquisition surpass linguistic aspects and influence cognitive aspects such as
making these distinctions and, as such, these results are part of the
metalinguistic processes that accompany multilingualism.

As a result we can say that making distinctions is an easier task for bilinguals
than for monolinguals. Kovacs and Mehler’s experiment (Kovacs & Mehler
2009) came to the conclusion that visual distinction can be observed in infants
as young as seven-month- old suggesting that discriminatory processes are
part of the repertoire of bilingual infants but not of monolingual ones.

A second observation has to with brain activity. Brains can be considered as
very effective learning machines. The brain is able to learn by way of various
approaches: incidental, implicit, intentional, explicit (cf. Hulstijn 2003;
DeKeyser 2003). In other words, it is possible to learn something the hard way
by learning it by heart for instance, say the list of prepositions that require the
dative in German grammar - which is a very explicit way of learning - or it is
possible to learn something by doing, i.e. learning to speak a language by
interacting with speakers of that language - which is a very implicit way of
learning.

Whatever differences these processes have they also share a number of
characteristics. In all cases repetition will play an important role, in all cases
mistakes and errors will be made, in all cases it will take a period of time
before a particular aspect is acquired or learned. Also in all cases, once a
particular element is acquired or learned, the brain will strive to automatize
that particular element, in such a way that it does not have spend any more
energy in order to carry out the particular activity whatever it may be. This is
referred to as the workload of an activity.

This is reminiscent of a well known phenomena in language learning. The
above is the brain substrate of the observation that, if pupils or speakers have
mastered a particular speech act, grammar rule, idiom or whatever, it can be
used automatically without any workload or thinking involved. That is why
Segalowitz (1997) states that advanced learners have more procedural
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knowledge and need low cognitive load to (unconsciously) carry out language
related activities (see also Van de Craen 2001).

A rather dramatic example of this phenomenon was demonstrated by Mondt in
her dissertation (see Mondt 2005) and reported in Van de Craen et al. 2007 en
2008). Mondt was able to show that in carrying out a simple calculation task,
such as ‘does 8+7 equal or not 5+9?' eight to nine year old bilinguals were
able to do the task with considerable less workload than monolinguals - in fact
they did not need any workload at all- indicating a difference in brain
processing between bi- and monolinguals for calculation tasks.

3. A theory of multilingualism and creativity

Multilingual speakers need less workload than monolinguals to do particular
cognitive tasks indicating that their brains have automatized certain activities.
These brains perform at a higher level than monolingual brains and can be
called ‘better brains’ as Blakemore & Frith (2005) suggest. As a result an
interesting counterintuitive aspect is involved here. If these brains are
automatized they can concentrate on something else and are as such more apt
to come up with new, and consequently creative ideas and/or activities and
perhaps behaviour.

Before turning to multilingualism for examples we would like to turn to a well
studied cognitive activity playing chess. As early as 1938 the psychologist and
chess master De Groot set out to examine the differences between amateur
players and grandmaster chess players. In his conclusions he emphasized that
the differences had to do with pattern recognition in the sense that the
professional player’s brain reacts differently and more effectively to particular
patterns (cf. De Groot 1965).

Recently the mathematician Rowson (2005) described this in the following
words. “While weaker players are seeing snap-shots of positions, with
conceptual labels attached grandmasters are seeing relationships, and move
through variations without explicit corresponding images in mind. The
cognitive load of the grandmaster is therefore much less [...] we don’t waste
much cognitive capacity holding the position in mind, so we can move from
position to position much more fluently than if we have to struggle to hold the
various aspects of the position in mind, and use words to explain to ourselves
how it all fits together” (Rowson 2005:82, italics are ours).
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The relationship between creativity and multilingualism has to do with the
cognitive workload of the brain. Multilingual speakers have been shown to need
less cognitive workload because of their mastery of languages by the same
token that professional chess players need less workload to solve difficult
positional problems. Less workload is an indication that creativity comes to the
foreground. Creativity as such is the result of a non-working cognitive brain
but a leisurely, strolling brain as it were, that is not particularly focussed.

4. Creativity and language practices in a multilingual context.
4.1. Introduction

In this part a number of examples are given that illustrate the previous in
terms of learning attitude and multilingual practices in two secondary schools
that are part of our data collection. On purpose any hard test material is left
out. The first observations relating to learning come form a vocational school in
Hasselt, Limburg. The second ones come from a secondary school in Brussels
and discuss prototype negotiations. The third ones examine identity
negatiation though hybrid language practices.

4.2. Learning and creativity in a vocational school

This particular group of students are taught in Dutch and French as part of a
CLIL project. In fact they are taught practical kitchen skills for two to three
hours a week. These children are 12 to 13 years old and are rather from lower
class origin. The fact that they were taught in French made them quickly
realize that something special was going on. They also embraced the idea that
they were doing something completely different from other sections in school
and they were quick in labelling themselves as special.

Apart from the CLIL moments French was taught as subject matter as well.
Very quickly the teachers reported an increase in the will to learn formal
French where before French was like an ordeal to them. On the whole their
school marks increased by 10% on the average and the pupils were reported
to be happier and more collaborative than other groups in the same school.

The increase in well-being and better school performance is a direct result
from the CLIL approach and is reported in other publications as well (cf. Smit &
Dalton-Puffer 2007). It is easy to link this to their more creative approach
because of their better mastery of the language, the subject matter and the
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attitudinal aspects related to this. Clearly, multilingual education led to more
than language knowledge.

4.3. Prototype negotiation: the Fleming

The next example reports on attitudinal aspects in a group of secondary school
children in Brussels with respect to the idea of what a Fleming or Dutch
speaker is in its prototypical sense. A prototype is defined as a cognitive
representation of a social group (here Flemings) based on “a fuzzy set of
attributes that are meaningfully inter-related and simultaneously capture
similarities within the group and differences between the group and other
groups, or people who are not in the group (Hogg & Smith 2007: 94).” An
important attribute of the group “Flemings” is “not speaking French”. However,
“not speaking French” as a result of not being able to speak French or the
unwillingness to speak French have a different value. In the sequence below it
is illustrated how, through the process of metacontrast, i.e. the configuration
of prototypes in order to accentuate similarities and differences, the
participants negotiate the meaning of “a Fleming”. (English translation is in
italics).

M4: ma ik denk als ge hier echt Vlamingen all¢ als leerkracht hier brengt dan gaan ze één week
blijven ni meer
but, I think if you bring in real Flemings, [ mean, bring in as teachers, they will not stay

longer than a week

M1:  hier
here
M4:  hier
here
Ml1: zelfsni
even if
77 zelfs ni
even if

M4:  ge zet hier een Vlaming (.) ma echt Vlaming Vlaming als leerkracht
Make a real Fleming come here (.) I mean a real Fleming Fleming as a teacher
M1  hij gaat weglopen
He will run away
M4  naéén week is hij () hier zijn ze echt tolerant en zo hé
After one week he is (.) here they are really tolerant and things like that
M3: TEACHER X die kan geen Frans spreken

Teacher X he cannot speak French
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MS:  ja
ves

M6: nee TEACHER X meneer TEACHER X die kan wel geen Frans hé of TEACHERY die kan
ook geen Frans
No, teacher X, mister teacher X he does not speak French, you know, or teacher Y he does
not speak French either

M4: TEACHERY jama TEACHER Y allé die is toch (.) in zijn mentaliteit is hij toch een beetje
Teacher Y, yes but, teacher Y, I mean, he is really (.) his mentality is a bit

MS5:  TEACHERY probeert om Nederlands om Frans te praten
Teacher Y tries to speak Dutch and French

M1: makijk naar zijn lessen ook hé
But look at his lessons as well, all right
((laughter))

M4:  zijn lessen zijn euh Frans Nederlands gemengd
His lessons are euh a mixture of French and Dutch
((inaudible))

Mo: ja euhm dus (.) heeft het dan niet alleen met de taal die je spreekt of kent ma ook met de
mentaliteit
Yes, but (.) has this to do with the language you speak or know or also with the mentality

M4:  ja met de mentaliteit
Yes, with the mentality

MI1: maja(.) sowieso
But, yes (.) certainly

Mo:  dus iemand waarvan je zegt die is honderd procent vlaming dan gaat het ni alleen over die
spreekt alleen Nederlands ma dan gaat het ook over een bepaalde houding
So someone you would call a 100% Fleming this not only means that he only speaks Dutch
but it also refers to a certain attitude

M4:  jadie zich Vlaming eerst Vlaming voelt en dan Belg
Yes, someone who feels Fleming, first Fleming and then Belgian

Mo: ja
ves

M4:  want hier bijvoorbeeld (.) want als w wij leven hier in Brussel ma zouden we in Wallonie
leven tussen mensen die echt euh pro Frans zijn bijvoorbeeld dan gaan we ook die
mentaliteit euh
Because here for instance (.) because we live here in Brussels but should we live in Wallonia
where people speak French, are pro French, for example, we would also adopt this mentality

When discussing their current school as opposed to the other school, Sophie
states that in their current school, a Flemish teacher would not last for longer
than a week. Samir adds that he would not even last that long and mockingly

says that he (=the teacher) would run away. Sophie continues by arguing that
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I\\

in this school “they are tolerant”. T be a Flemish teacher is considered by
Sophie as something which is incompatible with “being tolerant”. At this point
in the interaction, Sara mentions the fact that TEACHER X (a teacher in their
current school) does not speak French. Saeed acknowledges this and mentions
another teacher who does not speak French either. *Not speaking French” does
not seem to be a reliable attribute of the teachers in their current school. In
response to this, the participants make inferences about the teacher’s
“mentality” based on the behaviour in the classroom: “they are a mix of French
and Dutch”.

This sequence offers valuable insight into how prototypes are formed among
multilingual young adults in Brussels, contested and renegotiated in
interaction, how this is related to strategies of depersonalization and how
participants make inferences about others’ attitudes on the basis of their
behaviour. Earlier in the discussion, category membership of the group
“Flemings” was discussed in terms of “not being able to speak French” and
“refusal to speak French”. At this point, however, it becomes clear that “not
being able to speak French” is not considered a reliable marker of category
membership due through “personalization”, whereby the attribute is linked to
personal experiences, i.e. the behaviour of a teacher they know who shares
the attribute of “not speaking French” with the group “Flemings”.
Consequently, category membership is renegotiated in terms of the behaviour
of this teacher. This teacher is not considered a Fleming because his behaviour
is not prototypical for the group: he allows the use of French in his classroom.
When asked to elaborate on the notion of mentality, the participants agree that
is is not only the language you speak, but your attitude that determines
whether you are a Fleming. Furthermore, Sophie relates this attitude to
feelings of relatedness to Flanders: a hundred percent Fleming is “someone
who feels Flemish first and then Belgian”. The importance of contextual
salience for identification processes is explicitely expressed by Sophie who
argues that were we to live in Wallonia among people who are pro French we
would also develop that attitude.

The attributes of “a Fleming” are renegotiated in order to not have to include
the teacher. However, the teacher’s tolerant behaviour towards the use of
French does not lead to the incorporation of the attribute “being tolerant” in
the set of attributes that define “a Fleming”. Instead the attribute “not
speaking French” is redefined in terms of “not allowing it” in order to be able to
exclude the teacher out of the group. The fact that knowing someone who
exhibits behaviour that does not allow for prototype-based depersonalization
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reveals the flexible and dynamic nature of how people categorize their
surrounding world. Furthermore, the fact that the category “Fleming” is
referred to throughout the discussion suggests that prototypes play an
important role in the process of meaning making whereby personal events and
experiences are interpreted through the lens of highly accessible group
prototypes.

4.4. Identity negotiation through hybrid language practices

From one of the previously discussed extracts, it became clear that Saeed
sometimes switches to French. When asked what he thought the reason was
for the fact that his fellow students sometimes had difficulties using Dutch, he
mockingly said “maybe they’re not smart enough”, followed by “des cons”. This
was not perceived of as an insult by the other participants, which might be
explained by the fact that he expressed himself in French. In another extract,
Sophie positively acknowledged his use of French by mentioning an event
earlier that day when Saeed switched to French while talking to them. In
response to this, Saeed signalled that “it was between us”. In the extract below
Saeed starts talking in French again. This occurred while the moderator was
occupied with the video equipment. As soon as the moderator stood up, the
participants switched to French, including Saeed. Unfortunately, the content of
the conversation was not very audible, but the fact that it happened while the
moderator was briefly away from the table is highly illustrative of the
important role of French as a code in which peer solidarity is expressed and
ingroup membership is confirmed. (English translation in italics).

Mo: ik gais (.)kijken ik ga is kijken of mijn camera nog aan het draaien is want (.) het zou wel
Jjammer zijn
I am going to find out whether or not the camera is still working

MI1: ah moi j’ai studie

M6:  ahj’espere qu’il ()] ai pas () parce que ()

MI: ()

Mo:  ah ik heb nog () ik heb nog (.) euhm een kwartier cameratijd dus euh (.) laten we da nog
vullen euhm
Ah I still have () I still have fifteen minutes (.) let s fill them in mmm

Mé6: ()

Saeed’s code switching to French is an example of what Rampton (1995) calls
crossing: “Crossing [...] focuses on code alternation by people who are not
accepted members of the group associated with the second language they
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employ. It is concerned with switching to languages that are not generally
thought to belong to you” (Rampton 1995: 280). Crossing can be used to
negotiate peer solidarity, but when used with people in authority (as is the
case when Saeed addresses a police officer in French), crossing can “be
reinterpreted in terms of a wider set of political relations” (Rampton 1995:
133). In doing so, “interactions between particular adults and adolescents
could be reconstrued in terms of the domination of one social group by
another” (Rampton 1995: 133). Group membership and boundaries between
groups seem to be more fluid in multilingual and multicultural urban settings
where there is no one to one relationship between language and identity.

What is particularly striking in these sequences is the subtlety of the argument
and the intricate way the participants analyse their multilingual linguistic
community, i.c. the school with respect to their own and other people’s
behaviour. Equally striking are the underlying implications, the meaning, of
their analysis. It is clear that they are convinced that multilingualism is an
asset for them and that it is weird and not done not to allow it in class and in
school.

5. Conclusion

The analyses of the three interactional sequences show that language learners
who attend a Dutch-speaking school in Brussels hold different attitudes and
representations about language use and language learning. These differences
are related to their personal language learning experiences. Conflicting
attitudes surface when they start discussing the French classes. Some learners
argue that the level is too low and that the teacher should adapt the lessons.
Others argue that one should have respect for those who do not speak French
very well by relating it to their own language learning experiences.

The linguistic heterogeneity of pupils in Dutch-speaking schools is probably
most noticeable during language classes. The fact that French is taught as a
second language, while for many learners it is their dominant language,
explains the learners’ conflicting views. In the discussion, it becomes clear that
the participants’ attitudes towards the French lessons are closely entwined with
their feelings towards the teacher. The teacher is seen as responsible for the
low level of French. Those learners who hold a more positive attitude towards
the teacher challenge the negative attitudes of the other participants by saying
that one has to have respect for one another. This process of attitude
negotiation is highly revealing about how interactants try to reach consensus in
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interaction. At the end of the interactional sequence, consensus is reached and
ingroup solidarity is maintained by shifting the focus of attention to the
personality of the teacher. The main argument of those who initially criticized
the teacher because of the low level of French now becomes "“it's just her way
of doing things” and “she doesn’t let you finish”. This way, they saved “face” of
themselves (they did not have to change their negative attitude into a positive
one) and of the participants who are not very fluent in French.

The notion of a Fleming seems to be a highly accessible prototype that is
anchored in the minds of the participants. They all seem to share the view that
Flemings are anti-French. The way in which they interpret being anti-French is
very closely entwined with their experiences as pupils in a Dutch-speaking
school. The teachers in their current school are not considered as Flemings
because they allow the use of French in their classrooms and make an effort to
speak French with parents even if they do not speak the language themselves.
The main characteristic that is attributed to “a Fleming” is not “not being able
to speak French”, but having a negative attitude towards French, which is
revealed primarily through the refusal to accommodate to French-speakers.

Representations of good and bad language behaviour are also related to the
participants’ experiences as learners who are in a Dutch-speaking school
context. In this context, code-switching and code-mixing are considered as
“not good” and “confusing”. At the same time, the way in which they describe
their own plurilingual practices suggests that they view it as a positive ingroup
characteristic, a marker of solidarity and a shared attribute. Furthermore, the
fact that they speak fondly of the teacher who allows a mix of French and
Dutch in his classroom shows that they feel more at ease in contexts where
plurilingual practices are allowed. In contrast, contexts in which Dutch is the
only legitimate medium of communication, such as the other school, are
described in terms of polarization and exclusion.

6. Creativity and multilingualism: an inevitable relationship

The previous has shown how creativity is part of multilingual practices at
various levels. The first level we discussed is the level of brain activity. The
cognitive boost that multilingual language learning engenders leads to better
learners also in daily class practice in secondary schools. The second level we
discussed has to do with attitudes and multilingual practices. Particularly
striking is the subtle and inventive way adolescents analyse complicated
linguistic situations in terms of the quality of interrelations in a school context.
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It is no wonder that in areas where linguistic conflicts play a role, such as in
Belgium, often multilinguals takes the floor in trying to appease the situation.
Multilingualism and its day to day practices are not innocent because they
deeply influence human activities and development.
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