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Conoscenze e competenze
nell’educazione linguistica

Paolo Balboni
Universita Ca’ Foscari Venezia, Italia

Abstract Knowledge (declarative and procedural; tacit and epistemological; implicit
and explicit; acquired and learned, operational and pragmatic knowledge); knowledge
by acquaintance or by description; knowledge as commodity; competence; competency,
capacity, ability, skill, mastery: these are the terms used to define the aims of educational
linguistics, that is, knowledge about the language and competence in the language: the
analysis vs. use pendulum that has been swinging for the last 25 centuries. The article
tries to bring some terminological (and epistemological) order into this cluster of terms.

Keywords Educational Linguistics. Language Teaching. Language Education. Com-
municative competence.

Sommario 1 Conoscenze e competenze/capacita nelle prime elaborazioni del concetto
di Competenza comunicativa. - 2 Conoscenze, competenze e abilita: tre concetti
diversi. - 2.1 Conoscenza. - 2.2 Competenza. - 3 Conoscenze - competenze > abilita. -
4 Conoscenze, competenze, abilita nella scuola.
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Da mezzo secolo, nello studio dell’educazione linguistica la parola
chiave - ripetuta in modo viepill meccanico, senza indagarne il signi-
ficato e il portato consequenziale - € ‘competenza comunicativa’; da
una decina d’anni la scuola italiana, in sintonia con la tendenza eu-
ropea, si & trasformata, come recita la vulgata, da ‘scuola delle co-
noscenze’ in ‘scuola delle competenze’.

Che relazione c’e tra competenze e conoscenze? E che relazione
c'e tra competence e competency, che molti in Italia considerano si-
nonimi o, come spiegato da uno studioso in una conferenza, come va-
rieta inglese e americana della stessa parola?

Cercheremo di proporre una riflessione sul tema, non per puro gu-
sto terminologico (anche se une science est une langue bien faite, co-
me constatava Condillac in pieno Illuminismo), ma perché la confu-
sione traitermini sta generando da anni confusione nella formazione
dei docenti, nella creazione di materiali didattici e - lo supponiamo,
ma non abbiamo prove - anche nella didattica quotidiana delle lin-
gue materne, seconde, straniere, etniche, classiche.

1 Conoscenze e competenze/capacita nelle prime
elaborazioni del concetto di Competenza comunicativa

Nel 1972 Hymes, un antropolinguista che si interessava anche di so-
ciolinguistica ma non certo di edulinguistica, rese popolare la no-
zione di competenza (concetto chomskyano di quindici anni prima)
comunicativa (superando/allargando la nozione chomskyana di com-
petenza linguistica). In realta la locuzione competenza comunicativa
era stata usata da Campbell e Wales (1970) e da Sauvignon (1972), in
maniera autonoma rispetto a Hymes (1972).

Il macigno di Hymes arrivo al momento giusto nelle acque per nul-
la stagnanti dell’educazione linguistica: in America da vent’anni ci si
sforzava di dare risposta al bisogno di inglese degli immigrati e si era
in piena stagione strutturalistica (linguistica tassonomica bloomfiel-
diana combinata con il neocomportamentismo skinneriano); in Euro-
pa cinque anni prima era iniziato il Modern Language Project diret-
to da Trim, un pragmalinguista oxoniense che diresse i Livelli Soglia
e indico la via al Quadro Comune Europeo di Riferimento.

La novita, sintetizzata come un salto dal paradigma ‘sapere sulla lin-
gua’ a quello ‘spere usare la lingua’, produsse un grande dibattito nel
campo delle lingue seconde e straniere, mentre il discorso di Hymes
era pensato soprattutto per descrivere le competenze necessarie in
lingua materna e, solo per estensione, in ogni lingua padroneggiata.

Nel mondo anglofono gli anni Ottanta videro un forte dibattito sul
tema e anche la formalizzazione di alcuni modelli sui contenuti del-
la competenza comunicativa: locuzione che avrebbe dovuto essere
competenza e performance comunicativa, visto che la performance,
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attraverso la padronanza delle abilita linguistiche, era gia posta al
centro dei discorsi di Canale e Swain (1980), Canale (1983), Richards,
Schmidt (1983), Sauvignon (1983), Widdowson (1983): a quest’ultimo
si deve il raccordo tra la competenza mentale, dove risiedono le abil-
ities cognitive, e la loro realizzazione performativa, le skills. Quando
nel 1988 Taylor propose coerentemente di abbandonare competenza
a favore di performance comunicativa, il costrutto di Hymes era or-
mai diventato un slogan non modificabile.

Anche in Italia la nozione genero un forte dibattito: nel 1979 Fred-
di, Farago Leonardi e Zuanelli scrissero il primo libro sul tema, e nel
1981 Zuanelli pubblico il volume fondamentale per la storia di que-
sto concetto in Italia.

Fino a questo punto il dibattito si presentava spesso come una se-
rie di ipotesi, ma non c’erano ‘modelli’, intesi come strutture logi-
che e formali che tentano di descrivere un fenomeno in ogni luogo
e tempo (Balboni 2011 e 2018 descrivono l'applicazione della teoria
dei modelli alla linguistica educativa). Canale produsse un modello
implicito nel 1984, indicando gli obiettivi sociopragmatici, gramma-
ticali, discorsivi e strategici dell’'insegnamento linguistico; un altro
contributo veniva da Widdowson, ma ancora una volta in maniera
implicita, nel 1983, quando lo studioso britannico introduceva la se-
parazione tra competence, una realta mentale, e capacity che rea-
lizzava la competenza nel mondo reale (cui corrispondevano ability
e skill, citate sopra). Bachman (1990) e Bachman, Palmer (1996) ini-
ziano una formalizzazione piu esplicita: pur restando ancorati al-
la sola comunicazione linguistica, ignorando quindi le grammatiche
non verbali, Bachman e Palmer individuano due conoscenze alla ba-
se della competenza:

a. la operational knowledge, che comprende la grammatica (in

senso tradizionale) e la testualita;

b. la pragmatic knowledge, cioe le dimensioni pragmatica e so-

ciolinguistica;

nel loro modello la capacity di Widdowson diventava communicative
ability, ma non veniva indagata.

Abbiamo richiamato sopra il progetto europeo che si e evoluto dal
Modern Language Project al Quadro Comune: i modelli impliciti era-
no ipersemplificati, focalizzavano il codice verbale e ne individua-
vano tre fattori: la conoscenza linguistica, quella sociolinguistica e
quella pragmalinguistica, affidando ad un gruppo di 5 abilita (ridot-
to rispetto alla dozzina di abilita effettive) la trasposizione delle co-
noscenze in performance. In seguito gli enti certificatori europei, pur
facendo sempre riferimento al Quadro, ne hanno integrato il model-
lo in vari modi, con attenzione (non sistematica e generalizzata) alla
dimensione culturale, a quella non verbale e alla componente stra-
tegica nella comunicazione.
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2  Conoscenze, competenze e abilita: tre concetti diversi

Abbiamo cominciato negli anni Novanta un percorso che, attraverso
il volume Verita, conoscenza, etica nell’educazione linguistica (2011),
& approdato alla formalizzazione del Theoretical Framework del 2018
e delle Eight Hypotheses del 2020: lo scopo e quello di individuare
quanti pil possibili punti certi, quante ‘conoscenze’ vere ci sono nel
complesso concetto che chiamiamo ‘educazione linguistica’.

Lo strumento concettuale che abbiamo scelto, come abbiamo det-
to sopra, ¢ il ‘modello’. Un modello che pretende di dare un’informa-
zione vera & costituito da:

a. dichiarazioni: ‘verita’ elementari, falsificabili, costituite da
frasi semplici con copula o quasi-copule come essere, avere,
essere fatto di, durare, trovarsi ecc.: «in italiano gli aggetti-
vi qualificativi si accordano con il nome cui si riferiscono» e
una delle dichiarazioni che costituiscono la competenza lin-
guistica;

b. procedure: fasci di dichiarazioni legate da un meccanismo co-
me se... allora: «se il nome & femminile plurale, allora I'agget-
tivo che lo qualifica & accordato al femminile plurale».

Le dichiarazioni sono conoscenze, rientrano nel campo cognitivo; le
procedure sono il presupposto della performance: si possono cono-
scere tutte le dichiarazioni grammaticali di una lingua senza avere
la competenza per comunicare in quella lingua. La comunicazione &
azione sociale: & nel contesto che una frase grammaticalmente cor-
retta (o anche scorretta, ma comprensibile) diventa pragmaticamen-
te efficace nel realizzare uno scopo comunicativo, esegue un compito,
diventa competenza che si realizza attraverso le abilita (o capacities
nell'universo epistemologico di Widdowson).

2.1 Conoscenza
La conoscenza e un insieme di banche dati immagazzinate nella no-

stra memoria.* Non ci interessa, a questo livello di discorso, se sia-
no organizzate in maniera modulare, per campi, frames, copioni, e

1 Questo non & un saggio sulla conoscenza, ma sul suo ruolo nella competenza e per-
formance comunicativa: quindi ci limitiamo ad un rinvio generale alle nostre principa-
li fonti, oltre a Bertrand Russell, Magda Arnold, John Schuman, Stephen Krashen e, ov-
viamente, Aristotele: sono classici che non hanno bisogno di rimandi bibliografici; oltre
ai molti epistemologi citati in Balboni 2011, ci hanno aiutato in questo saggio Calabi et
al. 2015 e Besnier 2016 per il panorama che offrono sulle teorie attuali relative alla co-
noscenza; Piazza 2017; Ehrlinger e W68 (2016), infine sono illuminanti sul modo in cui
i grafici possono contribuire a comprendere elementi di conoscenza.
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cosi via: quale che sia la prospettiva da cui la si osserva, la nozione
di ‘conoscenza’ e chiara, incluso il fatto che puo essere:

a. dichiarativa vs. procedurale: vedi sopra;

b. implicita vs. esplicita; conoscenza vs. metaconoscenza;
tacit vs. epistemological knowledge

La performance linguistica orale si basa sulla conoscenza implicita,
quella esplicita si attiva perché non c’¢é il tempo necessario per farlo,
mentre puo essere attivata quando silegge o si scrive e diventa quali-
ficante quando si traduce; tuttavia, la maggior parte dei parlanti na-
tivi non ha conoscenze esplicite, pur producendo sistematicamente
frasi grammaticalmente corrette: quanti italofoni sanno che «quan-
do le forme imperative monosillabiche incorporano il pronome perso-
nale indiretto atono, ad eccezione di gli, ne raddoppiano la consonan-
te iniziale, e con mi modificano in -m I'eventuale -n finale del verbo»?
Probabilmente anche il lettore implicito di queste pagine, che ha co-
noscenza metalinguistica, fatica a cogliere che la dichiarazione tra
virgolette riguarda forme come dammi, dille, tiemmi, vatti e cosl via.

c. acquisita vs. appresa; knowledge by acquaintance
vs. knowledge by description

La prima versione della dicotomia e stata resa popolare da Krashen
(1981, 1982), 1a seconda appartiene a Bertrand Russell (1912):

— la conoscenza acquisita o by acquaintance si forma spontanea-
mente a seqguito di un input e della valutazione che ne facciamo
(input appraisal, cardine della teoria cognitiva delle emozioni,
da Magda Arnold 1960, alle applicazioni edulinguistiche di Ja-
ne Arnold 1999 e di John Schumann 1997, 2004) e della conse-
guente collocazione tra le esperienze (la ‘banca dati’ delle co-
noscenze);

- la seconda forma di conoscenza, quella appresa (chiamata an-
che knowledge as commodity), & il prodotto di un processo volon-
tario di razionalizzazione dell’esperienza (processo autonomo
o stimolato in strutture formative come la famiglia, la scuola,
la bottega artigiana ecc.); i parlanti di madrelingua, cosi come
immigrati fluenti nella seconda lingua parlata nell'ambiente in
cui vivono, possono essere pienamente efficaci e appropriati
nella comunicazione, e spesso anche sufficientemente corretti,
pur non avendo conoscenza appresa a fungere da monitor del-
la performance, ruolo che Krashen attribuisce a questa forma
di conoscenza;
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d. ontologica, teorica vs. applicata, operativa

E la classica distinzione aristotelica tra teoria e pratica, che nell’Eti-
ca Nicomachea compara la conoscenza teorica del bene e del giusto
e la sua realizzazione pratica nella politica, dove si realizza I'intera-
zione tra il bene assoluto in teoria e quello realizzabile nella polis.

In campo epistemologico € una differenza fondante: il linguista te-
orico conosce i meccanismi di funzionamento di una lingua; il lingui-
sta educativo integra quella conoscenza teorica con altre conoscen-
ze (socioculturali, matetiche, relazionali, neuro- e psicolinguistiche,
metodologiche, educative, docimologiche, ecc.) per produrre acqui-
sizione e/o apprendimento linguistico in un contesto e con persone
reali come i cittadini della polis, caratterizzate quindi dal loro vis-
suto, dalle loro motivazioni e aspirazioni, dalle loro capacita, intelli-
genze, stili cognitivi e matetici, e cosi via.

La conoscenza teorica & monodisciplinare (il biologo anatomico
vuol conoscere il corpo umano, il chimico vuol conoscere le varie so-
stanze) mentre quella operativa € transdisciplinare (il medico inte-
gra le conoscenze del biologo e del chimico per curare una patologia).

Se lo scopo dell’educazione linguistica e saper comunicare, allora
la conoscenza collocata nella mente & necessaria ma non sufficiente.
Le conoscenze dichiarative verbali, non-verbali e contestuali devono
interrelarsi e diventare conoscenze procedurali che, attraverso i pro-
cessi psicolinguistici, strategici, relazionali ecc. che costituiscono le
abilita, si trasformano da potenza in atto, in performance.

2.2 Competenza

Affrontiamo il secondo corno del problema, la natura e il ruolo della
competenza che, da quanto detto sopra, risulta basata sulla ma non
prodotta dalla conoscenza.

Nella linguistica trasformazionale la competence ¢ l'insieme delle
regole grammaticali possedute (consapevolmente o non) da un par-
lante, che gli consentono sia di comprendere e produrre infinite fra-
si, anche mai udite prima, sia di ricostruire frasi parzialmente mal
formate e di comprenderle.

Fuori della linguistica il termine competenza ha avuto molte de-
finizioni: Llanos-Antczak e Sypniewska (2017) ne fanno un’interes-
sante ricognizione. Una definizione che include molti dati & quella di
Pellerey, secondo cui la competenza e:

la capacita di far fronte a un compito, o a un insieme di compiti,
riuscendo a mettere in moto e a orchestrare le proprie risorse in-
terne, cognitive, affettive e volitive, e a utilizzare quelle esterne
disponibili in modo coerente e fecondo. (2004, 12)

338

ELLE | e-ISSN 2280-6792

9(3), 2020, 333-344




Paolo Balboni
Conoscenze e competenze nell’educazione linguistica

Nel caso dell’educazione linguistica, il compito e quello di realizzare
i propri scopi partecipando ad un evento comunicativo (in presenza,
per corrispondenza, in setting virtuali, diacronico, sincronico, ecc.);
in realta la partecipazione ad un evento non & un compito ma un in-
sieme di compiti linguistici, extralinguistici, relazionali, strategici,
ecc. Per far fronte a questi compiti la persona competente ha la ‘ca-
pacita’ (torna un termine usato da Widdowson nel 1983: la compe-
tence & mentale, la capacity € la padronanza, in inglese mastery) di
‘mettere in moto’ (espressione che ben rappresenta la natura dina-
mica delle competenze) le conoscenze dichiarative, implicite o espli-
cite, trasformandole in conoscenze procedurali: sono «risorse inter-
ne cognitive», dice Pellerey, ma anche ‘affettive’ (quindi relazionali)
e ‘volitive’ (quindi intenzionate a soddisfare gli scopi pragmatici):
tutte queste competenze e conoscenze, emozioni e decisioni, ven-
gono ‘orchestrate’, intrecciate in modo da essere efficienti sul pia-
no del contenuto della comunicazione, dei modi della comunicazio-
ne, delle relazioni che si vogliono stabilire con gli altri partecipanti,
che quindi diventano ‘risorse esterne disponibili’ e che possono por-
tare ad un evento ‘fecondo’, che soddisfa il piu possibile gli scopi dei
partecipanti all’evento.

Il Parlamento Europeo ha emanato due raccomandazioni in cui
il tema delle conoscenze, competenze, capacita, abilita e cruciale:

a. Raccomandazione del 18 dicembre 2006

11 testo si occupa di lifelong learning, che dovrebbe formare sempre
nuove competenze, definite in questo modo:

Le competenze sono definite in questa sede alla stregua di una
combinazione di conoscenze, abilita e attitudini appropriate al
contesto. Le competenze chiave sono quelle di cui tutti hanno bi-
sogno per la realizzazione e lo sviluppo personalj, la cittadinanza
attiva, l'inclusione sociale e l'occupazione.

Il quadro di riferimento delinea otto competenze chiave: 1) co-
municazione nella madrelingua; 2) comunicazione nelle lingue
straniere [...]. (Unione Europea 2006, L. 394/14)

b. Raccomandazione del 23 aprile 2008
qui viene presentato lo European Qualification Framework, pensato
per certificare le competenze dei cittadini europei, comunque esse

siano state acquisite. La Raccomandazione offre queste definizioni:

I risultati sono definiti in termini di conoscenze, abilita e compe-
tenze;
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g) «conoscenze»: risultato dell’assimilazione di informazioni attra-

verso 'apprendimento. Le conoscenze sono un insieme di fatti,

principi, teorie e pratiche relative ad un settore di lavoro o di

studio. Nel contesto del Quadro europeo delle qualifiche le co-

noscenze sono descritte come teoriche e/o pratiche;

«abilita»: indicano le capacita di applicare conoscenze e di uti-

lizzare know-how per portare a termine compiti e risolvere

problemi. Nel contesto del Quadro europeo delle qualifiche le
abilita sono descritte come cognitive (comprendenti 1'uso del
pensiero logico, intuitivo e creativo) o pratiche (comprendenti

'abilita manuale e 'uso di metodi, materiali, strumenti);

i) «competenze»: comprovata capacita di utilizzare conoscenze,
abilita e capacita personali, sociali e/o metodologiche, in situa-
zioni di lavoro o di studio e nello sviluppo professionale e perso-
nale. Nel contesto del Quadro europeo delle qualifiche le com-
petenze sono descritte in termini di responsabilita e autonomia.
(Unione Europea 2008, C111/4)

=

Nella Raccomandazione del 2006 si utilizza gia I'articolazione tripli-
ce in conoscenze, abilita e competenze, che verra precisata solo due
anni dopo; se nelle due Raccomandazioni si consultano le sezioni in
cui ciascuna competenza di carattere comunicativo (nella madrelin-
gua e in lingue non native) viene descritta secondo questi tre fattori
si notera la corrispondenza con il modello di competenza comunica-
tiva cui facciamo riferimento da un quarto di secolo (la versione piu
recente & in Balboni 2018) anche se la logica descrittiva e non forma-
le del documento stabilisce confini non nitidissimi tra conoscenze,
abilita e performance (Unione Europea 2006, L. 394/14-15).

3 Conoscenze » competenze - abilita

Da quanto sopra risulta evidente che

a. alcune conoscenze possono essere scoperte e immagazzinate
dalla persona (I'acquisizione della lingua materna & sostan-
zialmente un percorso induttivo di scoperta, guidata da qual-
che intervento adulto; ma anche il fatto che il fuoco scotta
e i pasticcini al miele sono buoni sono scoperte esperienzia-
li, induttive, come quelle dell'irregolarita del verbo io vado);

b. altre conoscenze sono trasmesse dagli adulti o dai pari;

c. altre infine sono costruite insieme ai pari, di solito sotto la
guida di un adulto.

Scoprire, costruire, insegnare conoscenze sono percorsi che arric-
chiscono la mente ma non escono dalla mente, sono sterili sul piano
sociale: sapere che si vuol bene alla mamma o che i pasticcini al mie-
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le sono buoni € ininfluente nel mondo se queste due conoscenze non
diventano azione comunicativa, che puo essere linguistica e/o cine-
sica (il bacio alla mamma, il furto dei pasticcini, ecc.) e/o oggettemi-
ca (un regalo alla mamma).

Per diventare azioni sociali le dichiarazioni cognitive o emoziona-
li (‘'voglio bene alla mia mamma’, ‘i pasticcini al miele sono buoni’)
devono interrelarsi con altre conoscenze, producendo delle proce-
dure, dei processi sequenziali come in questo algoritmo (molto sem-
plificato, a dire il vero):

se

(1. voglio bene alla mia mamma) /
(2. voglio che lei lo sappia)
l (1.) +(2.) + (3.lamamma @ al telefono)
allora + (4. Nonsi parlaa chi ¢ al telefono)
allora

(3. per far sapere una cosa devo dirla) l
(4. per dirla devo creare un enunciato con ‘voler (5. Non posso dire ‘ti voglio bene’)
bene’ coniugato alla prima persona singolare
e con il pronome atono indiretto di seconda se
persona) v

(5. Non posso dire ‘ti voglio bene’)
(5. voglio rendere piti forte il messaggio) ¢

l allora

allora /

(6. posso integrare / sostituire ’enunciato linguistico con un significante cinesico:
sorriso, bacio, abbraccio; oppure con un significante oggettemico: un regalino)

Questo processo trasforma le conoscenze in competenze, ciog, con le
parole di Pellerey, fa nascere dalle conoscenze «la capacita di affron-
tare e risolvere in modo fecondo il compito che voglio realizzare: dire
alla mamma che le voglio bene» (Pellerey 2004, 23). Tuttavia, l'algo-
ritmo sopra non é sufficiente: la competenza linguistica (percorso a si-
nistra nell’algoritmo), quella cinesica (percorso al centro, la precondi-
zione) e quella contestuale (percorso a destra) devono interrelarsi con
le competenze cognitive e operative (ability, skill) delle abilita lingui-
stiche - padronanza, mastery, capacity, competency, o come le si vo-
glia chiamare - per produrre una performance, per esistere nel mondo.

4  Conoscenze, competenze, abilita nella scuola

Generalizzare le tendenze nella scuola € scorretto, perché la buo-
na formazione degli insegnanti & a macchia di leopardo, come lo so-
no le sperimentazioni, i rapporti con i centri di ricerca universitari
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o con i progetti europei, e cosi via. In generale, e con il rischio insito
in ogni generalizzazione non basata su un ponderoso lavoro statisti-
co con un campione ampiamente rappresentativo, possiamo dire che
nella scuola italiana di oggi:

a.

le conoscenze linguistiche relative alla descrizione (alla me-
taconoscenza, knowledge by description, learned knowledge)
dellitaliano L1, in cui gli studenti sono gia competenti e in
grado di produrre performance, vengono insegnate sia sot-
to forma di dichiarazioni morfologiche («il plurale di grande
& grandi») o lessicali («il timpano ¢ la sezione triangolare po-
sta sopra le colonne in un tempio classico»), sia come proce-
dure sintattiche («se il nome cui si riferisce ‘grande’ e plura-
le, allora si usa la forma ‘grandi’»).

L'insegnamento puo essere meramente trasmissivo, puo esse-
re basato su un percorso induttivo, puo essere costruito con
i compagni, ecc.: qualunque sia la metodologia, le conoscen-
ze rimangono conoscenze e anche dopo 50 esercizi applicati-
vi non producono performance comunicativa;

Le competenze invece vengono insegnate attraverso un lavo-
ro su testi da comprendere (da ascoltare, la leggere, da vede-
re), su temi da svolgere, su testi da tradurre o da riassumere
o da parafrasare ecc.: & la procedura da mezzo secolo utiliz-
zata nelle lingue straniere e, laddove ci sono appositi labora-
tori, nell'insegnamento dell’italiano L2: abilita - competen-
ze — conoscenze.

Sitratta quindi di un percorso di scoperta, fortemente guida-
ta dal docente sia nell’'individuazione delle procedure da atti-
vare per eseguire il compito, sia nello sviluppo di strategie di
comprensione, dialogo, scrittura, traduzione, ecc.: per inse-
gnare a salutare distinguendo formale da informale, si offro-
no degli input (audio, video, fumetti, ecc.) si comprendono, si
analizzano, si sistematizzano sotto forma sia di dichiarazio-
ni («per salutare al mattino si usano ciao e buon giorno [...]»)
sia di procedure («se al mattino saluto un amico, uso ciao, se
saluto un adulto, uso buon giorno»);

nelle lingue classiche la maggior parte della didattica e tra-
smissiva (non inventional, nell’accezione vista sopra) ed & fina-
lizzata alle conoscenze; la performance che ci si attende come
risultato e la comprensione scritta - ma i testi da comprende-
re, quando si conoscono due declinazioni su cinque, non pos-
sono essere significativi (in termini bruneriani), sono solo
esercitativi. Se riprendiamo l'idea di conoscenza come risulta-
to di input appraisal, & difficile pensare che un ragazzo possa
classificare come ‘esperienza piacevole, da ricercare di nuo-
vo’ la traduzione di frasette su pulchrae puellae, e che quindi
ne nasca una conoscenza stabile, acquisita, by acquaintance.
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1 Lecturingin the International University

The Bologna process (1999)* has pushed forward the internationali-
sation of Higher Education Institutions in Europe (De Wit et al. 2015),
acting as “a lever for forcing change in higher education pedagogy”
(Dearden 2014, 24) and contributing to the rapid growth of English
Medium Instruction (EMI),? as a global phenomenon (Dearden 2014;
Macaro 2018). Internationalisation poses a series of challenges with-
in the academic domain, among others the necessity for lecturers to
teach through a language (i.e. English) in which they are generally
not as competent as they are in their own L1. In addition to this, their
students as well are usually non-native speakers of English, a circum-
stance that adds further complexity to the overall picture. As a con-
sequence, the issue arises of the effectiveness of the teaching action
of such lecturers, who are experts in their discipline(s) but are faced
with the challenge of having to teach through a language that is not
their native one, a situation that may turn out to be an impediment
to good lecturing (Airey 2009, 2012; Vinke 1995).

In agreement with the claim according to which “the distinction
between what is linguistic and what is pedagogic is a difficult one to
make” (Bjorkman 2011b, 961), and under the dual assumption that
a) lecturing requires communicating effectively, b) communication
is a linguistic action (but not only), language being the first and most
important tool a lecturer needs,® it is hypothesized that the two di-
mensions, language and teaching methodology, do not have precise
boundaries, neat and well-defined, yet represent two sides of the same
construct - i.e. the language-teaching methodology interface.

2 Lecturing through English. A Review of the Literature

The background for the present study is represented by three main
strands of research:
a. studies that have examined situations in which lecturers are
mainly native-speakers of English and have international au-
diences: in these studies, attention is focused on the prag-

1 http://www.processodibologna.it.

2 English Medium Instruction is defined as follows: “the use of the English language
to teach academic subjects (other than English itself) in countries or jurisdictions
where the first language (L1) of the majority of the population is not English.” (Maca-
ro 2018, 19).

3 Tothis end, let us recall Van Lier’s position, in which education - in general, from kin-
dergarten to university of third age - is described as a “language-saturated enterprise”
(2004, 21), where the importance of language is paramount: “Language, in a significant
sense, creates education, perpetuates it, and reproduces it” (2004, 1; emphasis added).
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matic issues related to the discourse of lectures (DeCarrico,
Nattinger 1988; Allison, Tauroza 1995; Mulligan, Kirkpatrick
2000; Jung 2003; Crawford Camiciottoli 2004, 2005; Morell
2004); on the use of questions to stimulate interaction dur-
ing lectures (Thompson 1998; Morell 2004; Crawford Cami-
ciottoli 2005); on the importance of effective informative
speaking, in general (Rounds 1987; Samovar, Mills 1995);*

b. studies that have examined dialogic speech in English as
a Lingua Franca (ELF) situations (Seidlhofer 2011), where
speakers make up for their language difficulties by employ-
ing a series of strategies that help them cope with misunder-
standings: strategies for signalling and preventing mis-
understanding (Mauranen 2006), strategies for increasing
explicitness (Mauranen 2007);° interactive strategies
(Kaur 2009); negotiation of meaning through accommoda-
tion strategies (Cogo 2009; Cogo, Dewey 2006);°

c. studies that have specifically focussed on monologic speech
in ELF academic settings, where lecturers employ a series of
pragmatic strategies to enhance the effectiveness of their
oral communication (Penz 2008; Adel 2010; Bjgrge 2010; Hel-
lekjeer 2010a, 2010b; Bjorkman 2011a). Starting from the con-
cept of pragmatic fluency (House 1996), according to which
ELF speakers can be pragmatically fluent without strictly fol-
lowing native speaker norms, and from findings of previous
studies which contributed to identifying the features of ef-
fective lecturing behaviour (Klaassen 2001, 2008; Helle-
kjeer 2010b), Bjorkman carried out research in a Swedish aca-
demic context (2008, 2009, 2010, 2011b, 2013) and the results
obtained highlighted the link between the adoption of prag-
matic strategies and effective academic communication, em-
phasizing the blurred nature of the boundary between lan-
guage and pedagogy.

4 Rounds (1987) and Crawford Camiciottoli (2004) included both native speaker and
non-native speaker lecturers in their studies.

5 Mauranen states that “they [ELF speakers] expect comprehension to be hard to
achieve in purely linguistic terms, and engage in various strategies to offset the prob-
lems that might ensue. Misunderstandings are not common because speakers prevent
them: they try to converge towards a shared middle ground on account of the uncer-
tainties involved” (2007, 245-6).

6 Cogo and Dewey, emphasizing the link between form (i.e. lexicogrammar) and func-
tion (i.e. pragmatics), claim that changes made to lexicogrammar are mainly explained
by pragmatic communicative needs such as “efficiency of communication, added prom-
inence, reinforcement of position, increased explicitness, redundancy” (2006, 87).
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This research aims at offering some new insights into the exist-
ing literature both by providing a comparison with findings from
an influential study (i.e. Bjorkman'’s) carried out in a similar set-
ting (i.e. an international university in Sweden), and by reporting
findings from a country - Italy - where, by comparison with north-
ern and central European countries, lecturing through English is
a relatively recent phenomenon (Costa, Coleman 2013; Wachter,
Maiworm 2014). Moreover, the novelty of this research project con-
sists in trying to merge two different yet complementary perspec-
tives: on the one hand, a distinctly linguistic perspective, repre-
sented by the aim of describing and analysing the oral production
of lecturers who employ English as the academic lingua franca to
teach their subjects. To our knowledge, few studies on this top-
ic have been conducted in Italy so far, one of these being that by
Basso (2012) at the Venice International University. On the other
hand, a pedagogic perspective, characterized by a dual interest
in 1) understanding whether and how the use of vehicular English
in the academic context impacts on lecturers’ teaching methodolo-
gy, and 2) identifying ways to improve the effectiveness of lectures
carried out in English. Research conducted in Italy on these issues
is, once again, relatively little and the questionnaire survey seems
to be the favourite format (Francomacaro 2011; Costa 2016; Helm,
Guarda 2015; Guarda, Helm 2016, 2017). Two studies, Francomac-
aro’s (2011) and Costa’s (2016), matched survey and lecture obser-
vation: while in the latter the descriptive component of lecturers’
language production is secondary with respect to questionnaire
data,” the former is of particular interest as it combines the anal-
ysis of lecture structure with that of pragmatic strategies. Follow-
ing Francomacaro’s conclusions, according to which

it is necessary to improve the standard of the English-medium
lecture [...]. The improvement might start by raising awareness,
among all the participants to the lecturing event, of the fundamen-
tal function that language plays in any learning process. (2011, 157;
emphasis added)

The overall aim of the present contribution is to explore the inter-
play between the use of pragmatic strategies and non-standardness
at the morphosyntax level in lectures conducted through English
(Bjorkman 2008, 2009, 2011b, 2013) as a preliminary step towards
the definition of the construct of language-teaching methodology in-
terface where, in our view, awareness of language as a tool for teach-
ing is thought to play a pivotal pedagogic role (Bier 2019).

7 This is most likely because Costa’s research is at the national level.
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In order to identify a point of departure from where to start and
in keeping with the literature that has been briefly presented so
far, it may be hypothesized that the language-teaching methodolo-
gy interface in academic lecturing exists and its preliminary def-
inition could be formulated as follows: all those actions in which
language - as well as being the main vehicle for transmitting infor-
mation - is employed as a teaching tool to support learners in the or-
ganization and cognitive management of subject-matter content, rep-
resent evidence of the ‘activation’ of such interface.

3  Research Aims and Research Questions

In the present research project, our overall goal is to work towards
a comprehensive definition of the language-teaching methodolo-
gy interface, providing both evidence of its existence and a thorough
explanation of what is underneath such an interface, as ‘switched
on’ (or off) by subject lecturers teaching through English in academ-
ic contexts.

As far as the present contribution is concerned, two preliminary
aims are pursued. First, an exploration of lecturers’ strategic com-
petence, operationalized in terms of frequency of pragmatic strate-
gy use, is carried out: we identified these strategies, verified wheth-
er and to what extent our research participants adopted them while
teaching, and compared our results with those obtained by Bjork-
man (2010, 2013). Second, an investigation of lecturers’ language
competence, operationalized in terms of frequency of non-standard
morphosyntactic features in their spoken production, is conducted: in
line with findings from the ELF literature, wherein the native-speak-
er norm is rejected in favour of a less rigid benchmark?® - thus making
the adoption of the CEFR of little use when wishing to assess lectur-
ers’ performance (Pilkinton-Pikho 2013) - we both ascertained the
frequency of non-standard morphosyntactic features characterizing
our research participants’ spoken production and compared our find-
ings with Bjorkman’s (2013).

This paper aims at answering the following questions.

Do lecturers make use of pragmatic strategies to enhance their com-
municative effectiveness while lecturing in English? What are the most
frequent ones? Are non-standard morphosyntactic features common
in lecturers’ spoken production? What are the most frequent ones?

8 Cogo refers to the alternative of considering “a bilingual proficient speaker as an
empirically based alternative to native norms” (2008, 59).
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Do these findings differ from those reported by the Swedish scholar?
Finally, overall, is there any correspondence between lecturers’ adop-
tion of pragmatic strategies and deviation from standard morphosyn-
tax when lecturing?

4  Research Setting and Method

The present investigation has been carried out in a public university
in northern Italy, where the number of English-taught programmes
is gradually increasing at all levels (BA, MA and PhD). Eight lectur-
ers, all Italian, who were involved in English-medium teaching, were
contacted personally via e-mail by the researcher and were asked
whether they wished to participate in this research project on the
use of English as a medium of instruction: seven out of eight agreed
and gave their permission to be observed and audio recorded while
lecturing, and to be interviewed. A concise description of our group
of participants is provided below [tab. 1].°

Table1 Research participants

ID Gender Age range Academic field
FL_O01 F 50-60 mathematics
FL_02 F 40-50 mathematics
FL_03 F 40-50 computer science
FL_04 F 30-40 management
FL_05 F 50-60 economics

ML_01 M 40-50 chemistry

ML_02 M 40-50 computer science

The whole corpus of collected data comprises lectures (20 lectures,*®
27 hours and 36 minutes) and semi-structured interviews with lectur-
ers (7 interviews, 2 hours and 53 minutes). As far as lectures are con-
cerned, the researcher herself attended all of them as a non-obtru-
sive observer, audio recorded them and took notes on the non-verbal
behaviour of participants (e.g. students’ non-verbal backchannelling,
gesturing and use of ICTs by the lecturer, etc.). For both lectures and

9 To guarantee lecturers’ anonymity, their names have been substituted with iden-
tification codes.

10 Three lectures for each participant were attended. The only exception to this is
lecturer FL_01 of whom two lectures, instead of three, were attended.
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interviews, the ELFA (2008) transcription guidelines** were followed.

The analytic approach that has been adopted is characterized by
the distinction between extensive and intensive, as the whole cor-
pus has been investigated extensively whereas only a small portion
of it has been analysed intensively; this is explained by the fact that
the present research has been managed by a single researcher, which
made it practically impossible for all the lectures recorded to be whol-
ly transcribed. Therefore, a combination of an extensive exploration
of the whole corpus and an intensive analysis of a subset of it was
thought to be more manageable. However, for the purposes of the
present contribution, reference will be made to the intensive analy-
ses of transcribed lectures only (i.e. one lecture for each participant):
the main figures of the corpus subset that has been considered are
summarized here [tab. 2].

Table2 Corpus of transcribed lectures

Period 25 September-18 December 2017
No. of lectures 7

Total time 9h41'18"

Total no. of words 69,581

The corpus subset that has just been described was carefully inves-
tigated with a view to identifying types and frequencies of both the
pragmatic strategies adopted by the seven lecturers and the non-
standard morphosyntactic features characterizing their oral deliv-
ery. As already mentioned, Bjorkman’s study (2013) served as the
main point of reference for the present research, as it functioned as
a useful blueprint to conduct a thorough exploration of those dimen-
sions - i.e. strategic competence and language competence - which
are of paramount importance to better understand the English-medi-
um teaching phenomenon: it was thought therefore that starting this
research endeavour with an investigation of such dimensions might
contribute to our overall goal of uncovering and defining the con-
struct of the language-teaching methodology interface (Bier 2019).
As for types of pragmatic strategies, in keeping with Bjorkman'’s
study,** the following have been contemplated: comment on terms
and concepts, prospective and retrospective signalling of discourse
structure, signalling importance, comment on intent, labelling a

11 https://www.helsinki.fi/sites/default/files/atoms/files/elfa_transcrip-
tion_guide.pdf.

12 As for pragmatic strategies, Bjorkman used Penz’ taxonomy (2008) as the main
point of departure for her research.
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speech act, comment on details and on content of task, comment on
common ground, backchannelling, self-repair (language form vs. con-
tent), other-correction, repetition for emphasis (vs. caused by disflu-
ency), repetition of other’s utterances, head and pre-dislocation, tail
and post-dislocation. To these, a few others have been added: enu-
merating, involving the audience, immediate reformulation of con-
cept/key-term/question, use of questions and rhetorical questions,
repetition of problematic item with question.

The non-standard morphosyntactic features that have been
investigated are these: not marking the plural of the noun, article
usage, double comparatives/superlatives (noun phrase level); sub-
ject-verb agreement, tense and aspect issues, passive voice (verb
phrase level); non-standard question formulation, word order, nega-
tion (clause level); non-standard word forms, non-standard analyt-
ic comparative, non-standard plural forms/countability (morpholo-
gy). The only feature that was not found in Bjorkman'’s study and has
been added here is dropping subject pronouns (verb phrase level).

As far as data analysis is concerned, each lecture transcription
was examined twice: first, pragmatic strategies were identified,
highlighted and counted; then, the same procedure was followed
for non-standard morphosyntactic features. To ensure reliability of
results,*® the following procedure was adopted: both analyses - prag-
matic strategies and non-standard forms - were repeated two weeks
apart, without making any reference to the results previously es-
tablished. This procedure had the double advantage of 1) allowing
a close check of discrepant instances, and 2) stimulating careful re-
flection on the same instances.

5 Results. Pragmatic Strategies and Non-Standard
Morphosyntax in Lecturing

Prior to presenting and describing findings related to pragmatic
strategy use and frequency of non-standard morphosyntactic forms,
rate of speech, which is a feature that has a bearing on comprehen-
sibility and therefore on lecturing effectiveness, will briefly be illus-
trated. As can be seen in the table below [tab. 3], the average rate of
speech has been calculated dividing the total number of words by the
total duration (in minutes) of each transcribed lecture. These results
will be commented on later, in the discussion section.

13 Reliability indicates the “degree of consistency with which instances are assigned to
the same category by different observers [inter-rater reliability] or by the same observ-
er on different occasions [intra-rater reliability]” (Silverman 2005, in Dérnyei 2007, 57).
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Table3 Rate of speech

ID TOT. no. Duration of AVERAGE RATE RATE OF SPEECH RATE OF SPEECH

of words transcribed OF SPEECH (extract1™) (extract 2”™)
(in transcribed lecture (whole lecture’)  inwords/minute inwords/minute

lecture) (secs /mins/hrs)  inwords/minute

FL_01 8,741 4,744 /79/1.32 110.65 112.8 116.4

FL_02 10,330 5,054 /84 /1.40 122,98 135.6 117

FL_03 12,427 4,996/83/1.39 149.72 149.4 145.2

FL_04 10,378 4937/82/1.37 126.56 143.4 108

FL_05 6,606 4,676/78/1.30 84.69 91.8 93.6

ML_01 9,781 4,835/80/1.34 122.26 147 124.2

ML_02 11,318 5,516/92/1.53 123.02 128.4 138.6

* From beginning to end of lecture.
** Stretch of talk comprised between two interruptions (by students). The only exception to thisis FL_01
whose lecturing flow is never interrupted and therefore the two extracts represent the opening and the

closing of the lecture.

As for pragmatic strategies and non-standard morphosyntactic fea-
tures, since, as has just been shown, there are differences in rate of
speech among the lecturers, all figures indicating frequency in the
tables below [tabs 4-5] have been normalised by 10,000 words; com-
parison with Bjorkman’s findings is therefore allowed.

Table 4 displays the frequency of use of each pragmatic strate-
gy by each lecturer, and a comparison with figures from the Swed-
ish setting.**

Table 5 displays the frequency of each non-standard form by each
lecturer. As can be seen, pre- and post-dislocation - included in Ta-
ble 4 as well, given their pragmatic contribution to lecturing effec-
tiveness - are also present, being themselves non-standard syntac-
tic features.**

Table 6 shows a comparison with average per hour figures ob-
tained in the Swedish setting.*®

14 Figures from the Swedish setting are those reported in Bjorkman (2013, 124). The
only exception to this is the figure regarding questions, which was reported elsewhere
(Bjorkman 2010, 80). Instances of repetition because of disfluency are not regarded as
pragmatic strategies: they are just identified and then removed from instances of rep-
etition. Therefore, they are not contemplated in the summation. Another note on Bjork-
man’s figures: although the summation was obtained adding up figures normalized by
10,000 words, it refers to 4 lectures only, whereas the present study has considered 7.
To make figures at least roughly comparable, a proportion was computed and Bjork-
man’s figures were multiplied by the ratio 7/4 (figures in parentheses are the original
ones, referring to 4 lectures).

15 Corresponding standard features are heads (for pre-dislocation) and tails (for
post-dislocation).

16 Figures from the Swedish setting are those reported in Bjéorkman (2013, 95).
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Table4 The pragmatic strategies used by the seven lecturers and a comparison with
Bjorkman'’s findings (figures are normalized by 10,000 words)

PRAGMATIC Bjorkman’s
STRATEGIES FL_.O1 FL 02 FL O3 FL 04 FLO5 ML_O01 ML_02 )3 s
comment on
terms and 46 29 56 63 33 42 34 303 33(19)
concepts
prospective 14 39 55 2 17 14 27 | 187
signalling
retrospective
signalling and 9 15 24 16 8 12 17 102 58(33)
summarizing
enur!1erat|.ng, 1 2 6 3 3 1 8 24
making a list
signalling 67 14 8 13 83 18 3 | 226 | 471(27)
importance
comment 30 6 11 4 3 7 4 64 42(24)
onintent
labelling
26 10 35 13 26 30 9 149 137 (78)

aspeech act
comment on
details and on 1 32 24 7 5 1 23 93 152 (87)
content of task
comment on
common ground 119 73 86 53 74 65 86 556 511 (292)
(we)
involving the 46 109 117 121 129 130 183 | 835 -
audience (you)
backchannelling 0 17 11 11 48 14 25 127 28 (16)
self-repair 16 22 16 60 35 34 47 230
(language form)

m N 35(20)
seti-repair 18 12 12 16 3 17 36 115
(content)
other-correction 0 0 0 0 3 0 3 6 0
(content)
Immedlate. 21 17 23 32 45 14 80 232 -
reformulation
repetition 1 29 16 16 23 13 12 121 | 82(47)
for emphasis
repetition because 5, 49 74 109 86 79 152 | 580 | 294(168)
of disfluency
repetition of
other’s utterances 27 5 17 51 6 12 119 11(6)
head (fronting) 0 0 0 2 5 2 2 10 -
pre-dislocation 0 0 9 8 51 17 4 90 -
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PRAGMATIC Bjorkman’s
STRATEGIES FLLO1 FL_ 02 FL_ 03 FL 04 FLO5 ML_O01 ML_02 b3 1 5
tail 1 13 11 4 4 40 -
post-dislocation 5 8 3 3 4 30 -
questions 0 15 48 145 27 14 306
::;t;t’;;:l 174 263 60 141 118 287 61 | 1104
of which 105 218 11 120 82 270 51 857 75 (43)
“ok?”/“right?” (60%) (83%) (18%) (85%)  (69%) (94%) (84%) (78%)
without 69 49 21 36 17 10 247
“ok?”/“right?” (40%) (17%) (82%) (15%) (31%) (6%) (16%) (22%)
repetition of
problematic item 0 0 3 5 1 1 9 -
with a question

Y 605 775 606 689 926 762 717 5080

ranking 7 6 5 1 3 4

Table5 The non-standard morphosyntactic features produced by the seven

lecturers (figures are normalized by 10,000 words)

NON-STANDARD FORMS FL_.O1 FL_02 FL 03 FL 04 FLO5 ML_01 ML_02 )3
not marking plural 113 6 15 37 80 73 20 344
of noun
article usage 32 11 6 47 157 81 20 354
double-comparatives/ 0 0 0 0 2 0 0 2
superlatives
subject-verb agreement 66 6 10 22 42 11 10 168
tense and aspect issues 33 24 24 32 88 33 17 251
passive voice 7 0 1 3 12 1 0 24
dropping of subject pronoun 64 16 25 35 42 12 31 226
non-standard 9 7 2 13 64 4 2 100
question formulation
word order 22 6 6 18 21 17 7 98
negation 9 1 0 0 4 2 1 17
non-standard word forms 0 0 1 1 20 2 0 23
non-standard analytic 2 0 1 0 8 8 0 19
comparative
non-standard plural forms/ 1 0 0 1 5 0 0 7
countability
pre-dislocation 0 0 9 8 51 17 4 89
post-dislocation 5 3 6 8 3 3 4 32
Y 364 79 106 225 599 264 116 1753
ranking 2 7 6 4 1 3 5
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Table 6 Non-standard morphosyntactic features: comparison with Bjérkman’s
findings

NON-STANDARD FORMS per hour figures Bjorkman’s
per hour figures

not marking plural of noun 32.78 3.30
article usage 31.97 3.80
double-comparatives/superlatives 0.11 0.20
subject-verb agreement 1591 3.00
tense and aspect issues 23.77 3.00
passive voice 2.05 0.30
dropping of subject pronoun 22.36 -
non-standard question formulation 8.48 0.40
word order 9.57 0.80
negation 1.71 0.30
non-standard word forms 1.85 0.10
non-standard analytic comparative 1.72 0.40
non-standard plural forms/ countability 0.54 0.70

6 Discussion

Do lecturers make use of pragmatic strategies to enhance their com-
municative effectiveness while lecturing in English? What are the most
frequent ones? Do these findings differ from those reported by the
Swedish scholar?

Results reported [tab. 4] reveal that the seven lecturers make use of
a variety of pragmatic strategies to enhance their communicative ef-
fectiveness. On the whole, questions and rhetorical questions are
by far lecturers’ most favourite pragmatic tool to involve the audience
and receive feedback, being used in the attempt to improve the chanc-
es that the message delivered be understood by students. In a similar
vein, the second and third most frequent strategies are involving the
audience (you) and commenting on common ground (we), a find-
ing that seems to confirm the importance attached to referring to the
audience as a discourse participant and co-constructor of meaning.

A comparison with the Swedish results reveals interesting find-
ings. To begin with, the same strategies investigated by Bjorkman
were indeed observed in the Italian setting as well, thus allowing
us to respond negatively to the scholar’s question and confirm her
speculation:

A question that may emerge from the discussion in the present
study is whether the pragmatic strategies discussed here are in
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any way sui generis [Author’s emphasis]. There is little reason to
think that the pragmatic strategies observed in the present cor-
pus should be absent in other types of high-stakes interaction in
other academic settings where speakers strive to get the message
across. (Bjorkman 2011b, 961)

In general, however, the frequency of pragmatic strategies found in
our corpus is much higher [tab. 4]: in one case only (i.e. commenting
on details and on contents of task) the Swedish result is slightly high-
er than ours; in a couple of cases (i.e. labelling a speech act and com-
menting on common ground) there is only a tiny difference between
the two settings; in most cases, notably in questions and rhetori-
cal questions, self-repair (both language and content), and com-
menting on terms and concepts, our figures are strikingly higher
than those obtained by Bjorkman.

Are non-standard morphosyntactic features common in lecturers’ spo-
ken production? What are the most frequent ones? Do these findings
differ from those reported by the Swedish scholar?

Our findings [tab. 5] show that the non-standardness characterizing
the seven lecturers’ oral delivery is varied and frequent. The most
numerous deviant cases are found at noun phrase level, namely in
article usage and not marking plural of noun. Second, non-stand-
ardness at verb phrase level follows, with tense and aspect issues
and dropping of subject pronoun. Finally, non-standard question
formulation is also quite frequent, and this finding goes parallel to
what was found for pragmatic strategies (cf. supra): since questions
are by far the most frequent pragmatic tool used by lecturers, there
is ample reason to think that a considerable degree of non-standard-
ness could be found in questions themselves.

Our figures, compared to the Swedish ones, are substantially high-
er [tab. 6]. The only non-standard morphosyntactic features for which
our results are slightly lower are double-comparatives/superlatives
and plural forms/countability, whereas all the others are much more
frequent: article usage is eight times more frequent, not mark-
ing plural of noun almost ten times, and non-standard question
formulation is twenty-one times more frequent than in the Swed-
ish setting. As far as this last result is concerned, a quick revision of
Bjorkman’s findings is in order: in her analysis of communicative ef-
fectiveness in academic settings, it was found that non-standard syn-
tax in question formulation can be a critical factor, leading to overt
disturbance and communication breakdown (Bjérkman 2008, 2009,
2013). This seems to sound warning bells for the context investigat-
ed, since numerous instances of non-standard questions were found
in the lectures analysed here.
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Is there any correspondence between lecturers’ adoption of pragmatic
strategies and deviation from standard morphosyntax when lecturing?

To answer this research question, a comparison between the seven
lecturers is needed. Results are summarised here [graph 1].

1000 926
900
800
700

600 605 606
500
400 364
300 64
22!
200 116
100 — ‘\___—f‘ = — —
0 79
FL_01 FL_02 FL_03 FL_04 FL_05 ML_01 ML_02
e=ragmatic strategies e ns mf features

rate of speech (nr. words/minute)

Graph1 Comparisonbetween lecturers

After a careful examination of results, three situations stand out: 1)
the case of lecturer FL._05; 2) the case of lecturers FL_01 and FL._02;
3) the case of all the others.
As can be seen in the table, FL_05 ranks first in all dimensions,
with a considerable margin with respect to those who rank second.*’
- as for pragmatic strategies, she is the lecturer who, on the one
hand, adopts them much more often than all the others; on the
other hand, instances of “note that” to signal importance (36% of
instances) and use of rhetorical “ok?” and “right?” (69%) abound
in her oral delivery, which hints at both limited variety in com-
municative repertoire and improper use of these formulas as
routines, resulting in their reduced pragmatic effectiveness;
— as for morphosyntax, she is the lecturer who produces the high-
est number of non-standard forms in her oral delivery, and nu-
merous non-standard questions are among them.

17 As for pragmatic strategies, the difference between FL_05 (first) and FL_02 (sec-
ond) is 151, whereas in all the other cases the difference is much smaller. As for non-
standard forms, the difference between FL_05 (first) and FL_01 (second) is 235, where-
as, again, in all the other cases the difference is much smaller.
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FL 01 and FL 02 identify opposite cases:

— FL 01 is the lecturer who adopts pragmatic strategies the least
and, in addition to this, instances of “note that” to signal impor-
tance (64% of instances) and use of rhetorical “ok?” and “right?”
(60%) abound in her oral delivery, again indicating lack of va-
riety and routine use; FL_01 ranks second in terms of frequen-
cy of non-standard features, not marking plural of nouns being
the most frequent one;

— on the opposite, FL_02 is the lecturer who ranks second for
pragmatic strategy use, even if rhetorical “ok?” and “right?”
(83% of instances) are quite abundant in her oral delivery;
FL 02 ranks last for non-standard morphosyntax, all features
being infrequent.

The other four lecturers seem to align to the pattern identified for
FL 05, although in a less extreme way: the more (or less) frequent
the use of pragmatic strategies, the more (or less) frequent the pres-
ence of non-standard morphosyntactic features. More specifically,

— ML 01 ranks third in all dimensions. As for pragmatic strate-
gies, it is remarkable that, particularly in this case, “ok?” and
“right?” are very frequent among rhetorical questions (94%
of instances), again indicating lack of variety and routine use;

— ML 02 and FL_04 share a mid-position in ranking as the for-
mer ranks fourth in pragmatic strategies and fifth in non-stand-
ard forms, whereas the latter ranks fifth in pragmatic strate-
gies and fourth in non-standard forms;

— FL 03 occupies the sixth position both for pragmatic strategies
and non-standard morphosyntax. As far as the former are con-
cerned, it is noteworthy that, unlike what was pointed out in
previous cases, FL_03 makes the least use of rhetorical “ok?”
and “right?” (18% of instances). However, she is the lecturer
who speaks the fastest.

If ratios are computed between the number of pragmatic strate-
gies used and the number of non-standard forms produced, figures
show - not surprisingly, after having examined the three situations
above - that FL_02 ranks first (9.81), as the discrepancy between the
former and the latter is the widest. On the opposite, FL._05 ranks last
(1.55), since such discrepancy is much narrower. For the same rea-
son, FL 01 ranks second last (1.66).

Our findings, obtained in a specific academic setting (i.e. a medi-
um-sized public university in northern Italy), indicate that the seven
lecturers - although showing varying degrees of non-standard mor-
phosyntax in their spoken production, which, in turn, indicate var-
ying levels of language competence - not only are able to use prag-
matic strategies but also adopt them quite often, compared to what
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Swedish lecturers do (Bjorkman 2013). On the whole, our findings
seem to support House’s position, according to which pragmatic flu-
ency does not necessarily require conforming to standard norms, as
speakers can be pragmatically fluent in their own ways without fol-
lowing standard patterns (House 1996).

The results obtained heretofore - especially those regarding situa-
tions 1 and 3 discussed above - seem to be in line with findings from
the Swedish context and, more generally, with what the literature
states (cf. § 2), i.e. the use of pragmatic strategies ‘compensates’ for
the possible presence of non-standard morphosyntactic features in
ensuring communicative effectiveness, “form seems to follow func-
tion” (Cogo 2008, 60).

However, if we take a closer look at FL_05 (i.e. many strategies,
many non-standard forms) and FL 01’s (i.e. few strategies, many
non-standard forms) profiles, the following questions arise: is such a
‘compensation relationship’ between pragmatic strategies and non-
standard morphosyntactic features always in place? Even when non-
standard forms are many (cf. FL_01, FL_05)? Even when critical non-
standard question formulation is persistent (cf. FL_05)? Or does a
‘tolerance level’ exist, in terms of frequency of non-standard features,
beyond which the effect exerted by pragmatic strategies is limited?
To this end, we shall recall the results of some studies, carried out
in the Italian (Clark 2017) and international (Suviniitty 2012; Gun-
dermann 2014) contexts, which indicate that students generally hold
strict views on their lecturers’ language competence in English, and
often assess them negatively based on the language competence they
perceive: these findings might support the hypothesis that a ‘tolerance
level’ actually exists, beyond which lecturers ought not to venture, as
they would run the risk of reduced communicative effectiveness - per-
ceived and, most likely, effective as well. Our line of reasoning seems
to be supported by Macaro’s hypothesis too, according to which “EMI
teachers need to have stepped over a certain threshold of proficiency
before they can teach successfully” (Macaro 2018, 81).

From an educational linguist’s point of view, as for practical impli-
cations deriving from the first part of our wider research, it is noted
that lecturers - who teach in non-language-teaching contexts, and
whose L1 is not English - need support in becoming aware of the role
of language as a teaching tool. This should be done through a sys-
tematic reflection on:

a. usefulness of pragmatic strategies as tools to enhance com-
municative effectiveness (thanks to increased comprehensi-
bility of speech, higher transparency in lecture structure,
possibility to interact with students, receive feedback and
check their understanding);

b. critical effects produced by non-standard formulations, pay-
ing special attention to the ways in which questions are posed.
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The research that has been presented in this contribution is limit-
ed in two main ways. First, results obtained (all from the lecturers’
side) have not been matched with the students’ point of view: since
lecturers’ communicative effectiveness, as perceived by their stu-
dents, has not been investigated, we are not able to give definite an-
swers to the questions on the relationship between pragmatic strat-
egy use and non-standard morphosyntax that have been touched
upon above. Furthermore, rich qualitative data from field notes (col-
lected during lecture observation) and semi-structured interviews
with lecturers have not been contemplated in the analyses present-
ed here: such data offer detailed information on lecturers’ teaching
experience (through English but not only) and their perceptions on
English-medium teaching related issues (e.g. role of language profi-
ciency, relationship with students) (Bier 2020). Only after a triangu-
lation of findings will it be possible to make more accurate claims on
those issues, about which we have just begun to scratch the surface.

7 Conclusions

If lecturers did not use pragmatic strategies and non-standard mor-
phosyntactic features abounded in their oral delivery, given the com-
plexity of the content provided (difficult and new for students) and
given the added complexity deriving from the language used (which
is neither the lecturers’ nor the students' L1),

lectures may be potential minefields where students do not get the
opportunity to negotiate meaning and check their understanding.
ELF settings are by nature challenging settings for all speakers
involved, and without opportunities to negotiate meaning, there
is an increased risk of disturbance in communication. (Bjorkman
2011b, 961)

The main reason for which pragmatic strategies are used, in ELF in
general, not only in the academic context, is to prevent possible com-
munication breakdowns and increase the explicitness and compre-
hensibility of one’s speech (Mauranen 2006, 2007; Mauranen, Ranta
2009). In academic non-language-teaching contexts, communicative
failure may be caused by the language of instruction or by the con-
tent taught or, more realistically, by a blend of both. Language-re-
lated obstacles may hide in the language of the discipline - i.e.
subject-specific terminology, genre(s) and academic discourse char-
acterizing the discipline itself - but also in the language compe-
tence of both the lecturer, who uses English as the academic lingua
franca (and whose oral morphosyntax may show a degree of devia-
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tion from the standard), and the students, who have different L1s and
use English as the language of and for learning. Discipline-related
difficulties, instead, reside in the highly specific and complex content
provided, the full understanding of which requires that students de-
velop competence in the language of the discipline as well: we can
thus understand that separating content from language, and vice
versa, is not an easy task, either in theory or in practice.

Based on the results presented in this contribution, we can for-
mulate a first, tentative confirmation of our preliminary definition
of the language-teaching methodology interface, evidence of its
activation being found in those situations where the lecturer strives
to be clear, to make him/herself understood by students, by means
of the adoption of those strategies whose main objective is neither
the quantity of content provided nor adherence to native-speaker
English but comprehensibility on the students’ part: language is
thus both a vehicle for information/facts/content and a tool to offer
students the scaffolding of such content, the focus being on the in-
strumentality of language, on the role of language in mediating the
construction of knowledge, rather than in the mere transmission
of it (Halliday 1978).
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1 Introduction

The present study focuses on language awareness in L1 Italian of up-
per-secondary school students, as part of the skills students are ex-
pected to acquire according to the National Guidelines developed by
the Italian Ministry of Education.* Given its importance in students’
curriculum, language awareness is assessed within the Italian test
administered by INVALSI,? the research institute responsible for the
external assessment of learning outcomes at various levels in the
Italian school system. The present study focuses on the Italian tests
administered in the second class of upper-secondary schools, corre-
sponding to the 10th year of schooling, in the period between 2011
and 2017. At this time the tests were administered in paper-and-pen-
cil format, and published on the institute’s website, together with
the related results. The tests administered from the year 2018 are
not available for analysis because their administration is computer-
based, and the tests are no longer published.

The Italian tests that form the subject of the present study were
composed of two parts: a reading comprehension section and a lan-
guage awareness section. The results of the language awareness
questions reveal significant variations in the achievements of stu-
dents from different school types (general upper secondary edu-
cation, technical and vocational education). When looking at the
percentage of correct answers, for instance, there is always a gap be-
tween general secondary schools on one side, and vocational schools
on the other, which suggests that students attending a vocational
school are disadvantaged when it comes to reflection on language.

The dimension of the gap between the two school types is incon-
stant; for the questions examined in the present study it varies be-
tween 14% and 45%. However, this variability cannot be directly
linked to the overall difficulty of the questions at the national lev-
el, nor to the linguistic phenomena on which they focus (Toth 2019).
Among two questions targeting the same grammatical phenomenon,
for instance, one may generate a large gap between school types, the
other a moderate one. The same variability is observable when look-
ing at the difficulty of these questions at the national level.

The absence of systematic patterns suggests that students’ lan-
guage awareness should be viewed from a complex system perspec-

The present study was conducted within the research project Misurazione diacronico-
longitudinale dei livelli di apprendimento degli studenti, funded by INVALSI. The author
would like to thank Prof. Maria G. Lo Duca for her constant support throughout the
study, the participating students, and the teachers who made the data collection possible.

1 http://www.indicazioninazionali.it.
2 National Institute for the Evaluation of the Education System
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tive (Larsen-Freeman 2013), and the test outcomes should be con-
sidered as results emerging from the interaction of multiple factors
(Svalberg 20164, 4). An attempt to take a closer look at how this com-
plex system works is motivated by the relevance attributed to lan-
guage awareness in both the ministerial guidelines and the academic
literature (e.g. Bialystok 2001; Lo Duca 2004, 2018a; Svalberg 2015,
2016a, 2016b). The present study aims therefore to deepen our un-
derstanding of how students approach language awareness tasks
and elaborate their answers, in order to gain a better understanding
of which factors influence the outcome of their reflections and how
these factors work together.

2 Language Awareness in the Italian Curriculum

As pointed out by Balboni (1993), the Italian education system is cen-
tralized, in the sense that curricular guidelines are prepared by the
Ministry of Education and are the basis of the teaching programmes
implemented by schools. The present study focuses on upper-sec-
ondary education, which lasts five years and is organized into a two-
year period and a three-year period. Even though in upper-second-
ary education curricular guidelines are differentiated according to
the school type, the ministry also defines knowledge and competen-
cies all students are expected to possess at the end of compulsory
education, which coincides with the end of the two-year period. The
ability to reflect on language is part of these competences, and its
conceptualization in the ministerial documents is congruent with the
definition of language awareness (LA) as “explicit knowledge about
language, and conscious perception and sensitivity in language learn-
ing, language teaching and language use” (Association for Language
Awareness, https://www.languageawareness.org/?page_id=48).
However, as pointed out by several scholars (Cots 2017; Jessner 2017),
the definition and conceptualization of LA varies across disciplines,
and researchers use the terms ‘knowledge about language’ (KAL) and
‘metalinguistic knowledge’ (MLK) when referring to concepts sim-
ilar to LA. In the present study, the terms LA and KAL are used as
synonyms, while MLK is seen as a “more specific conscious knowl-
edge of the formal aspects of language” (Cenoz, Gorter, May 2017, ix).

As pointed out by Lo Duca (2004, 2012a, 2012b), the majority of
Italian teachers seem to follow a traditional approach to language,
conceiving knowledge about language as the memorization of a set
of rules and labels rather than the observation and analysis of lin-
guistic data. As Van Rijt et al. (2019, 79) note, the same tendency has
been observed in a significant number of studies conducted across
the globe. However, a traditional approach to language often leads
to the memorization of partial definitions and the acquisition of frag-
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mentary knowledge, as exemplified by Lo Duca (2011) on the clas-
sification of words into parts of speech. Such classification is tradi-
tionally based on semantic definitions, by treating words in isolation,
rather than examining their function in a sentence and their relation-
ship with the context. Consequently, students tend to classify words
according to semantic criteria, and do not pay attention to morpho-
syntactic features, encountering difficulties with words that do not
correspond to a semantic definition of the part of speech they belong
to (Lo Duca, Ferronato, Mengardo 2009; Lo Duca, Polato 2010; Lo
Duca, Cristinelli, Martinelli 2011).

Thus, a traditional approach to language seems to discourage an-
alytical reflection and may lead to a mechanical application of labels
and rules of thumb to linguistic data, as indicated by studies on L1
Italian and L1 Dutch (Lo Duca 2018a; Van Rijt et al. 2019), as well as
by studies on the results of the INVALSI test on language awareness
(e.g., Lo Duca 2018b; Toth 2019).

1.1 Collaborative Construction of Language Awareness

In addition to examining how students approach linguistic data and
tasks, several studies (e.g., Galloway, Stude, Uccelli 2015; Lo Duca
2004, 2012a, 2012b, 2018a, 2018b; Myhill, Jones, Wilson 2016; Svalberg
2015; Toth 2019; Watson, Newman 2017) point towards the importance
of discussion based on the observation of linguistic data in develop-
ing the language awareness of students. Discussion enhances metalin-
guistic understanding by directing the student’s attention to relations
between form, meaning and function (Myhill, Jones, Wilson 2016, 37),
and exploiting the student’s implicit competences and natural curios-
ity towards language (Lo Duca 2004, 2018a). These results support a
“language awareness approach”, as described by Svalberg (2016b), fo-
cusing on the collaborative construction of knowledge instead of its
transmission, emphasizing the learner’s active participation.

In Svalberg’s (2009, 2016a) studies, the collaborative construction
of language awareness is called ‘engagement with language’ (EWL),
and described as a complex and cyclical process, in which the learn-
er draws on their existing language awareness (LA) to reflect on lin-
guistic data and analyse how language works, resulting in new or
enhanced LA (Svalberg 2009, 248). This process has not only a cog-
nitive, but also an affective and a social dimension; in addition to fo-
cused attention directed to the language, it requires a positive and
purposeful attitude towards the language, and a willingness to en-
gage in collaborative knowledge construction (Svalberg 2009, 2016a).
The three dimensions are not easily distinguishable, given that they
interact and influence each other, forming a complex system (Lars-
en-Freeman, Cameron 2008).
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A pedagogical implication of this conceptualization is that lan-
guage teaching should be designed in a manner that fosters high-
quality EWL, in order to ensure the creation of new or enhanced LA.
According to Svalberg’s study, cognitive conflict, i.e. when the learn-
er’s knowledge is “in some way insufficient to analyse the language
to the group’s, or the individual’s satisfaction” (Svalberg 2015, 541),
is among the factors that increase the learner’s engagement, by in-
itiating focused attention, and creating occasions for collaborative
reflection on language and knowledge construction. The concept of
cognitive conflict, and its role in fostering EWL, seems to be related
to the concept of noticing in second language acquisition (Schmidt
2001; Mackey 2006), referring to episodes that trigger the learner’s
attention on a “gap between what they produce/know and what is pro-
duced by the speakers of the L2” (Mackey 2006, 408). Both concepts
focus on the importance of triggering selective attention, directed
to specific aspects of language, as a prerequisite to knowledge con-
struction through social interaction.

To sum up, the studies reviewed in the present section point towards
a conception of language awareness instruction as knowledge con-
struction rather than knowledge transmission and emphasize the role
of the learner’s agency and focused attention. This approach promotes
the exploitation of the learner’s existing LA and curiosity towards lan-
guage, by guiding them during the creation of new or enhanced LA.

1.2 Language Awareness in the INVALSI Tests

The questions focusing on knowledge about language in the INVAL-
SI tests are formulated with the aim of stimulating an explorative
approach to language, reflection on linguistic data and analysis of
form-meaning connections (INVALSI 2018). Consistent with the prin-
ciples formulated by Lo Duca (2004, 2018a) and the language aware-
ness approach (Svalberg 2016b), they require the student to exploit
both their explicit knowledge about language and their implicit lin-
guistic competence.

As pointed out by several scholars (Jessner 2017; Ellis 2017), there
are different conceptualizations of explicit and implicit competenc-
es, frequently based on a distinction between procedural and declar-
ative knowledge. While earlier research questioned the possibility
of an interface between explicit and implicit competence (e.g., Para-
dis 2009), recent research (Ellis 2017; Rebuschat 2015) has come to
the conclusion that the two knowledge systems influence each other.
This idea is consistent with Bialystok’s (2001) conceptualization of
metalinguistic processing as a gradable concept, based on the idea
that there is “no absolute threshold beyond which processing can be
claimed to be ‘metalinguistic’” (Bialystok 2001, 130).
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Consistent with the idea that explicit and implicit knowledge can
mutually influence each other (Ellis 2017, 118), and that language
awareness is “partly conscious and partly intuitive” (Svalberg 2016b,
399), the linguistic tasks in the INVALSI tests aim to motivate students
to exploit both their implicit and explicit knowledge. Tasks implying
less explicit analysis require students to understand logical-semantic
relations between clauses forming a sentence, or morphosyntactic re-
lations between sentence components, without having to make this un-
derstanding explicit. Their answer may be intuitive, based on their lin-
guistic sensitivity. For instance, students may be asked to substitute a
conjunction without changing the overall meaning of a sentence, or to
replace a synthetic relative pronoun with an analytical form, respect-
ing the concordance in gender and number with the antecedent. Oth-
er tasks require a more explicit analysis and a reasoning in abstract
terms, by taking into account both morphosyntactic and semantic fea-
tures. For instance, in order to distinguish between the passive and ac-
tive voice, especially in non-prototypical sentences, students need to
direct their attention to the syntactic structure of the sentences and
the semantic role of the constituents, and be familiar with abstract
concepts, such as transitivity. This type of task requires a higher level
of abstraction than tasks focusing on manipulation of linguistic data.

3  Study Objectives

The present study aims to examine how secondary school students
reflect on language when solving language awareness tasks admin-
istered within the INVALSI tests. Thus, the over-arching research
question that guided the present study is “How do students from dif-
ferent school types approach language awareness tasks from the
INVALSI tests?”.

Consistent with the view advocated by the language awareness
movement (Svalberg 2016b), the present study assumes that knowl-
edge about language is primarily observable in interactions. The
study is therefore based on data collected from instances of group
work and focus group interviews, analysed with the aims of exam-
ining what kind of language awareness emerges from these interac-
tions. In addition, the study aims to examine to what extent are the
kind of LA emerging from students’ interactions and the quality of
engagement with language shown by the students influenced by the
type of secondary school they are attending. Thus, the main research
question can be broken divided into three subordinate questions:

1. How do students engage with language during a collabora-

tive task and a focus group interview?

2. What kind of language awareness emerges from students’ re-

flection on language?
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3. Towhat extent does students’ engagement with language and
language awareness differ in relation to school type?

1.3 Data Collection Methods

The data collection was directed to elicit reflection on linguistic tasks
in order to examine students’ language awareness and engagement
with language. Work with peers was initiated in order to obtain data
that were as least likely as possible to be influenced by the presence
of the researcher, by asking selected groups of students to make a
tutorial video in which they explain how to answer a series of eight
INVALSI questions representing various levels of explicitness and dif-
ficulty. The data collection took place in two classes, each of approx-
imately 20 students, one in a general upper secondary school and one
in a vocational upper secondary school. Each class of students was
divided into four groups, by asking their teacher to create groups
that should be able to collaborate well together.

While students were working on their tutorials, both the teacher
and the researcher were in the class and made themselves available
for technical support and clarifications but did not intervene in the
students’ work. The researcher was not part of the school staff and
has never met the students before the day of data collection.

It was assumed that, contrary to the interviews, which were pro-
duced jointly by the interviewer and the interviewee (Talmy 2010,
141-2), group work data would mirror how participants engage with
language when working with peers. For the same reason, the guid-
ance given to the students was as generic as possible. They were
asked to imagine making a tutorial video for their friends who have
to take the INVALSI tests, indicate the correct answer for each ques-
tion, explain why the given answer is correct and, in the case of mul-
tiple-choice tasks, explain why the other options should be exclud-
ed. In addition, the students were requested to make sure that each
question was commented on by at least three students and that each
member of the groups had the possibility to comment on at least two
or three questions. The latter request aimed at eliciting peer inter-
action on the videos, without explicitly asking students to film the
whole working process, which could have biased their conversations.

When the students completed the tutorials, the videos were dis-
cussed within focus group interviews, moderated by the research-
er, which aimed to deepen the analyses proposed on the videos, by
pushing students to the limits of their ability to reflect on language
(Watson, Newman 2017, 392). Since interviews present a case when
meaning is co-constructed by the researcher and the interviewee,
they were analysed separately from the video data.
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1.4 Data Analytical Methods

Consistent with the research questions, the analysis of the data
aimed to extract information relating to the students’ engagement
with language and their language awareness. The data were analysed
by means of qualitative content analysis, following the principles de-
scribed by Mayring (2014). Since “content analysis requires a writ-
ten text as a basis” (Mayring 2014, 44), both the interview data and
the videos were transcribed and analysed as textual data. The tran-
scription followed the conventions formulated for the corpus VOICE
(VOICE Project 2007), with some adjustments related to the specifi-
cities of the Italian language.

The data coding followed a deductive-structuring approach (May-
ring 2014, 95-102), classifying segments of interactions according to
the set of codes reported in Appendix, developed in a pilot study, in
deductive and inductive cycles (Toth 2019). Thus, the system of cate-
gorization presented here is based on previous research on language
awareness and engagement with language, described in the theoreti-
cal introduction to the present study, integrated with categories gen-
erated from the data, collected and analysed during the pilot study.

In the present study, a total number of 508 data segments were
coded: 141 for socio-affective engagement and 367 for cognitive en-
gagement. The whole dataset was coded by the researcher, while 30%
of the data were coded simultaneously by a research fellow, who was
working with a more detailed version of the code system (Appendix),
with a definition and an anchor example provided for each code. The
material coded by the two researchers was compared, and differenc-
es were discussed until agreement on code-assignment was reached.
Subsequently, the two researchers recoded the data independently
and the two versions of the coding were compared for a second time.
The second comparison showed that the codes assigned by the two
researchers were consistent, with 96% intercoder agreement. The
rest of the data was subsequently coded by the researcher.

4  TheFindings

The description of the findings focuses on the students’ engagement
with language and the language awareness emerging from their rea-
sonings, aiming to identify to what extent students from general up-
per secondary schools differ from those attending vocational sec-
ondary schools.
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4.1 Engagement with Language

Although EWL is a multidimensional construct (Svalberg 2016a, 11),
with a social, an affective, and a cognitive component, several stud-
ies (e.g., Baralt, Gurzynski-Weiss, Kim 2016; Philp, Duchesne 2016)
observe these dimensions individually, before turning attention to
their interaction.

In the present study, the social and affective dimensions were con-
densed into a single category, to code sections containing explicit in-
dications of particularly low or high socio-affective engagement. The
latter was evidenced from an increased number of turn-takings, stu-
dent’s asking each other questions and reacting to the ideas of their
peers, collaborative hypothesizing, initiation of ideas, etc. In con-
trast, low socio-affective engagement was deduced from discourag-
ing comments, lack of reaction to peers’ ideas, lack of supporting
peers in their reasoning and explicit comments expressing boredom
or frustration. Segments labelled as cognitive engagement showed
students talking about language, noticing a linguistic feature, com-
pleting peers’ utterances, justifying an argument, etc. (Baralt, Gur-
zynski-Weiss, Kim 2016; Philp, Duchesne 2016).

4.1.1 Socio-Affective Engagement

One of the most evident features emerging from the transcripts of
the tutorial videos was the students’ scant adherence to the guide-
lines suggested by the researcher. Instead of working together, most
of the groups assigned one or two questions to each group member
and students completed the task on their own. Only two groups, one
in the vocational school and another in the general school, endeav-
oured to solve the tasks and comment on the questions together.

In spite of the scarcity of interaction data, some information about
students’ EWL evidenced from the video material points towards dif-
ferences in their socio-affective engagement in relation to school
types. Students in the general education school answered all the
questions they were assigned and registered their answers on a
video. In contrast, students in the vocational school skipped several
questions. Thus, the total number of tasks commented on the videos
was 32 in the general education school, 16 in the vocational school.
Apart from the quantity, there were significant differences in the
quality of the videos made in the two school types.

Videos made by the students of the general education school show
that even though they preferred working autonomously, the other
group members kept focusing their attention on the task. This is ev-
idenced from interventions following small mistakes such as mis-
spelling of a word or an imprecise answer, where students correct
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or complete their peers’ utterances. In addition, only a very limited
background noise was observable in the videos made in this school,
indicating that the whole class was working on the task; students
used a quiet voice and did not disturb each other.

This contrasts with the videos made in the professional school,
which are characterized by a constant background noise made by stu-
dents who refused to collaborate. On the videos, these students are
seen walking around the class, disturbing their peers and sometimes
interrupting their work. In addition, low socio-affective engagement
is evident from some really hasty reasonings recorded on the vide-
os, where students justify their answer by saying that they felt like
it was correct, as observable in Excerpt 1. The ironic comment of the
second student suggests that they realize the incompleteness of their
answer, but they do nothing to complete it, just rush to the next task.

Excerpt1
Studentl [larisposta €] a causa dia causa DI perché: perché suona BEne ed &
anche quello giusto, me lo sento

[the answer is] because of because OF because: because it sounds
GOod and and it is the correct one, | can feel it

Student2  ottima spiegazione
excellent explanation

To sum up, the most evident difference between students from the
general education school and the professional school emerging from
the tutorials appears to be the stability of their socio-affective en-
gagement. While students from general education school maintain a
stable engagement throughout the work, students from the vocation-
al school fluctuate between low and high engagement.

The analysis of students’ socio-affective engagement during the
interviews confirms the same pattern that emerged from the tuto-
rial videos. While the general education school students maintain
a fair level of engagement throughout the interviews, the vocation-
al school students sometimes interrupt the discussion with imperti-
nent conversation. The focus on the task can be maintained only if
the interviewer keeps asking questions and guiding their attention.

4.1.2 Cognitive Engagement and Knowledge about Language

The present section examines the episodes when students display
cognitive engagement, in the sense that they talk about the language
as object, notice linguistic features, reflect on linguistic data and
develop hypotheses (Baralt, Gurzynski-Weiss, Kim 2016, 222). The
code-system used for the classification of these episodes [tab. 1] is
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composed of ten codes, referring to the way students’ reasonings
are structured. These codes can be grouped into two broad cate-
gories: codes 1-5 refer to cases when students’ reasoning is incom-
plete, while codes 5-10 describe more elaborate reasonings. 367 data
segments were coded; Table 1 shows how each code was distributed
across school types and data types.

Table1 Classification of episodes of cognitive engagement

Video tutorials Interviews
Vocational General Vocational General
school education school education
1.  lackofanalysis 2 0 4 0
2. analysis not made explicit 13 17 45 2
3. attemptto analyse 2 22 10
4. unclearfocus 1 13 3
5. lackof explicit knowledge 5 10 1
6.  focus on morphosyntactic features 1 22 16 29
7.  focus on meaning and semantics 9 15 27 17
8. reference to metalinguistic knowledge 2 7 10 8
or a definition
9. manipulation of data 0 8 5 9
10. noticing 0 0 16 10
Total 35 75 168 89

The code lack of analysis refers to cases when students do not give
any explanation for their answer and suggest, or explicitly state, that
their choice was random; on the other hand, if students limited them-
selves to indicating their answer without giving an explanation for
it, but neither stating nor suggesting that their answer was random,
the segment was coded as analysis not made explicit. Episodes cod-
ed as attempt to analyse show that students started an explanation,
but they could not complete it, possibly because they lost their train
of thoughts or were not able to verbalize their intuition. Unclear fo-
cus refers to reasonings where students’ attention seems to fluctuate
between different linguistic features and disconnected information,
without developing a coherent line of argument, while lack of explic-
it knowledge was attributed to episodes where students revealed an
erratic assumption or misconception about the language.

The codes focus on morphosyntactic features and focus on meaning
were used to classify more elaborate answers, by indicating which
level of linguistic analysis they focused on: meaning and semantics
or morphosyntax. In other cases, students’ reasoning was based on a
reference to a metalinguistic knowledge or definition (code 8), or on
the manipulation and observation of linguistic data (code 9). Finally,
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the code noticing was applied to episodes where students acknowl-
edged the incompleteness of their reasoning. As a consequence, they
often directed their attention to linguistic features that were rele-
vant for the analysis but had been neglected until then.

4.13 Incomplete Reflection on Language

The frequency of codes describing incomplete reasonings shows ma-
jor differences between the students from the two school types. On
the video tutorials, students from the general education school seem
more likely to indicate the answers to the tasks without explaining
the reason behind their choices (N=17). This tendency is exempli-
fied in Excerpt 2, referring to a question where the students have to
observe various occurrences of a polyfunctional word in Italian (lo)
and indicate whether the word has the function of a determinate ar-
ticle or a pronoun.

Excerpt 2
Student2:  qualcuno lo potrebbe definire & pronome
somebody may define it [itis] a pronoun
Student4: si
yes
Student3: [osmartphone articolo
the smartphone article
Student4: ok (1) pronome articolo {indica le parole nel testo con la mano}
ok (1) pronoun article {indicates the words on the paper}
Student3: losuperano <1>pronome </1>
[they] overtake it <1> pronoun </1>
Student1l: <1>pronome</1>
<1>pronoun </1>

As Excerpt 2 shows, students’ answers are limited to indicating the
morphosyntactic function of the word lo in the various contexts, with-
out making any reference to the criteria they used to analyse the sen-
tences. This tendency, however, is almost absent in the interviews
made with the same students, during which students demonstrate
their ability to identify the linguistic features they need to focus on
in order to justify their choices. The interviewer’s questions are an-
swered extensively, and no prompting is necessary to develop a com-
plete reasoning.

Table 1 might suggest that vocational school students are less
likely to omit explicit analyses on their tutorial videos than gener-
al education school students. However, the lower frequency of this
code should be interpreted by taking into account the discrepancy
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in the number of tutorial videos made in the two school types; 32 in
the general education school and 16 in the professional school. Thus,
the lower frequency of the code is related to the lower quantity of
videos. In fact, the frequency of the code increases significantly in
the interviews made in the vocational school, showing that, when
confronted with questions targeting grammatical phenomena, stu-
dents often avoid explicit analyses (N=45). In some cases, they make
unsuccessful attempts to analyse the data (N=22), their reasoning
does not have a clear focus (N=13) or they formulate an answer that
demonstrates lack of explicit knowledge (N=10). In Excerpt 3, for in-
stance, Student 1 cannot produce an answer to a question requiring
the identification of a nominal predicate. When the interviewer ex-
plicitly addresses the difference between nominal and verbal predi-
cates, the student makes reference to semantic criteria used to dis-
tinguish between active and passive voices, rather than referring to
the characteristics of predicative and copulative verbs.

Excerpt 3
Student1l: no perdosecondomeelaD
no in my opinion it is the [option] D
Moderator: perché?
why?
Student1l: perché subisce un’azione
because it undergoes an action
Moderator: e secondo voi? cos’e un predicato nominale?
and what do you think? what is a nominal predicate?
Student1: invece di compiere l'azione lo subisce
instead of undertaking an action, it undergoes it
Moderator: e che cosa & un predicato verbale?
and what is a verbal predicate?
Student2: eunverbo
itisaverb
Student1: unverbo che compie l'azione
averb that undertakes an action

To sum up, the distribution of incomplete answers suggests that the
reason behind them may be different in the two school types. Gener-
al education school students give some hasty answers on their video
tutorials; however, when asked to provide further explanation, they
show good analytical skills. On the other hand, vocational school stu-
dents seem to be struggling when trying to analyse linguistic data,
and the interviewer’s scaffolding is necessary to direct their atten-
tion to relevant linguistic features and elicit more in-depth reflec-
tions on language.
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4.1.4 In-Depth Reflection on Language

The most substantial differences between the two groups of students
emerge when analysing episodes showing in-depth reasonings. As
can be observed in Table 1, students from the vocational school near-
ly never refer to morphosyntactic features in their tutorials. They re-
flect on morphosyntax during the interviews, but only when their at-
tention is guided by the interviewer’s questions (N=16). In contrast,
students from the general education school carry out morphosyn-
tactic analyses when working with peers as well as during the inter-
views. Thus, the code focus on morphosyntax occurs 51 (22+29) times
in the data from the general education school, while only 17 (1+16)
times in the data from the vocational school.

When vocational school students are confronted with a task that
requires a focus on morphosyntax, they often limit themselves to giv-
ing an answer without explaining the reason for their choice or, in
some cases, they explicitly state that they were guessing. When try-
ing to make an explicit analysis, they show a strong tendency to focus
on meaning and semantics (N=36 [9+27]) rather than morphosyntax,
and sometimes demonstrate lack of explicit knowledge.

Excerpt 4, for instance, refers to a question focusing on the pas-
sive voice, and requires students to identify the sentence where the
particle si, a polyfunctional word in Italian, is part of a passive con-
struction. In the distractors there are sentences in which si occurs
as part of an impersonal construction with an intransitive verb and
as a reflexive pronoun. In their tutorial, lasting a few seconds, voca-
tional school students indicated the option C [In questa trattoria si
mangia benissimo / In this restaurant one can eat very well], where
“si” is part of an impersonal construction, without giving any further
explanation. Therefore, during the interview, students were request-
ed to transform the sentence which they claim to be passive into the
active voice. As exemplified in Excerpt 4, their attempts to transform
the sentence focus on the level of semantics, by changing the word
order and transforming the impersonal construction into a personal
clause with an implied subject. Their reflections lack any reference
to morphosyntactic features, such as the concept of transitivity and
the syntactic roles of subject and direct object, essential to consid-
ering active and passive voices.
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Excerpt 4
Moderator: come sarebbe la forma attiva di questa frase?
how would the active form of this sentence be?
Studentl: ehm
ehm
Student2: ahno
ahno
Student3  comeAnna mangiala mela
like Anna eats the apple
Student2: in questa trattoria. aspetta
in this restaurant wait
Student1: inquesta trattoria facciamo mangiare benissimo
in this restaurant we make [sure] you eat well
Student2: simangia benissimo in questa trattoria
one eats well in this restaurant

Excerpt 4 suggests that if the students had considered morphosyn-
tactic criteria, they would have noticed that the sentence cannot be
transformed into the passive voice, because in this case the verb is
used with an intransitive meaning. However, Excerpt 5 shows that the
interviewer’s scaffolding is necessary to guide the students’ attention
to the concept of transitivity, by asking them to analyse a more pro-
totypical intransitive sentence (Anna cucina bene / Anna cooks well).
Thanks to this example, the students notice that both verbs (mangia-
re [to eat] and cucinare [to cook]) can be used with both transitive
and intransitive meaning, and finally conclude that sentence C, where
mangiare has an intransitive value, cannot be passive.

As exemplified in Excerpt 5, students refer to the concepts re-
lated to transitivity by means of periphrastic descriptions and ex-
amples, instead of using a grammatical terminology. For instance,
they explain that the verb cucinare does not have a direct object by
claiming that the sentence does not say what is being cooked. This
episode suggests that students are able to notice morphosyntactic
features, even though they do not possess the metalanguage neces-
sary to label them.
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Excerpt 5
Moderator: seio dico: Anna cucina bene
if I say: Anna cooks well
Studentl: ehm
ehm
Student2: eattiva
itisactive
Moderator: & attiva. ha una forma passiva? questa frase?
itis active. does it have a passive form? this sentence?
Student1l: NO
NO
Student2: no
no
Moderator: perché no?
why not?
Student1: perché nondice il soggetto, cioé non dice cosa cucina se no cucinaiil
cavolo il cavolo & cucinato bene da Anna
because it does not say the subject | mean that it does not tell what
Anna cooks, otherwise Anna cooks the cabbage the cabbage is cooked
well by Anna
[..]
Student2: [In questa trattoria si mangia benissimo] & la stessa cosa di Anna
[In this restaurant one can eat very well] is the same as [the sentence]
with Anna
Student3: quanon specifica. si mangia bene
itis not specified here. one can eat well

To sum up, Excerpt 5 demonstrates how guided discussion can fos-
ter students’ metalinguistic understanding (Watson, Newman 2017,
392), by directing their attention on relevant linguistic features and
enabling them to identify differences and similarities among linguis-
tic data. As suggested by the concepts of noticing (Mackey 2006) and
cognitive conflict (Svalberg 2015), perceiving a gap in their analysis
and noticing a new feature seems to trigger students’ focused atten-
tion and enhance their engagement with language. In fact, the tuto-
rial video made by the students on this task lasted 12 seconds, while
the reasoning guided by the interviewer lasted 6 minutes and 26 sec-
onds, and consisted of 83 turn takings, where students made pur-
poseful comments and drew on each other’s ideas.

Students from the general education school, on the other hand,
show a good ability to switch their attention between the level of
morphosyntax and the level of semantics, and to direct their atten-
tion to the linguistic features relevant for the analysis. Their answers
tend to be based on multiple criteria, as exemplified by Excerpt 6,
where students reflect on the function of the conjunction se, which
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in Italian introduces both indirect interrogative clauses and hypo-
thetical clauses.

Excerpt 6

Student1: invece laseconda frase <legge ad alta voce> se mi chiedessero la
strada per il Duomo non saprei rispondere </legge ad alta voce>
abbiamo detto che & un periodo ipotetico perché il SE si pud in ehm
sostituire con nel caso in cui e: anche: il fatto che ci sia il congiuntivo
imperfetto e il condizionale ci: fa capire che & un periodo ipotetico
by contrast the second sentence <reading aloud> if they asked me the
way to the Cathedral, | would not be able to answer </reading aloud>
we said that it is a hypothetical period because se may be replaced by
in the case and: also: the fact that there is an imperfect subjunctive and
a conditional it makes us clear that it is a hypothetical period

Student2: anche: la terza frase [Vogliono partire oggi, ma se non si sbrigano...]
abbiamo deciso di mettere un periodo ipotetico siccome (.) ehm (.) la:
’apodosi € sottintesa (.) vogliono partire oggi? ma (.) se non si sbrigano
puntini puntini quei puntini puntini indicano l'apodosi (1)
also the third sentence [They would like to depart, but if they do not
hurry...] we decided to say hypothetical period because (.) ehm (.) the
apodosisisimplied (.) they want to depart today? but (.) if they do not
hurry three dots those three dots indicate the apodosis

As can be observed in Excerpt 6, students take into consideration
both the level of semantics, i.e. the meaning of the conjunction in the
given context, and the level of morphosyntax, i.e. the verbal morphol-
ogy and the syntactic structure of the sentence. In addition, they also
try to manipulate one of the sentences, by replacing the word se with
a different hypothetical conjunction. Their explanations are concise
but extensive, suggesting a multi-layered analysis of linguistic data,
and the ability to accurately select the relevant criteria to focus on.

To sum up, the most marked differences between the students from
the two school types, emerging from episodes of in-depth reflections
on language, relate to their ability to select the linguistic features
relevant for the analysis, and the ability to focus on morphosyntactic
features. Professional school students show a strong tendency to fo-
cus on meaning; they avoid manipulation of linguistic data and never
refer to morphosyntactic features during the group work. On the oth-
er hand, general education school students are able to select the rel-
evant linguistic features on the basis of the task and alternate their
attention between various levels of linguistic analysis.
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5 Discussion

The data presented in this study provide insights into students’ en-
gagement with language during the work on language awareness
tasks, and the kind of knowledge about language that emerges from
their reasonings. The results corroborate the interrelatedness of the
three dimensions of engagement with language, as emphasized in
Svalberg’s studies (e.g., Svalberg 2009, 2015, 2016a), and point to-
wards the existence of school type-related differences in the quality
of students’ EWL and their LA.

Consistent with the observations of Baralt, Gurzynski-Weiss and
Kim (2016, 234), the data show that low socio-affective engagement
may reduce cognitive engagement and hamper full exploitation of
students’ existing LA. This phenomenon is particularly observable in
episodes displaying lack of analysis, when students give random an-
swers to the questions, without careful examination of the linguistic
data presented in the task (Excerpt 1). However, an increase in one
of the three dimensions of engagement may positively affect the oth-
ers, as can be observed during the interviews, especially when the
students’ attention is guided to incongruences in their analyses and/
or linguistic features which escaped their attention. These episodes
are often accompanied by increased cognitive and socio-affective en-
gagement, deducible from the purposefulness of students’ comments
and collaborative knowledge construction, as observed in Excerpt 5.
In cases when students do not possess the metalinguistic terminol-
ogy necessary to label the linguistic forms and structures noticed
during the interview, they use colloquial terms or give examples to
illustrate the linguistic phenomenon they noticed.

The interviews demonstrate the students’ ability to notice new lin-
guistic features in linguistic data, especially within the domain of mor-
phosyntax. A didactic implication of this finding is to exploit this ability
when introducing a new metalinguistic concept, by adopting a guided-
inductive methodology. Metalinguistic terminology may be introduced
when students perceive the need to label the patterns they found in the
data. The role of guided discussion in the development and enhance-
ment of LA emerging from the present data has also been observed in
studies conducted on L1 Italian (Lo Duca 2004; 2018a) and L1 English
(e.g., Galloway, Stude, Uccelli 2015; Watson, Newman 2017).

One of the most evident differences between students from the
two school types appears to be the stability of their engagement. Stu-
dents from the general education school maintain a fair level of en-
gagement during both group work and the interview, while students
from the vocational school tend to demonstrate low engagement dur-
ing the work with their peers and are more likely to fluctuate between
low and high engagement during the interview.

With respect to the kind of language awareness, a significant dif-
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ference between the students from the two school types seems to be
their ability to select the relevant linguistic features to focus on, a fun-
damental component of metalinguistic competence according to Bia-
lystok (2001). When working autonomously, professional school stu-
dents show a tendency to focus on meaning (N=9) or to answer the
tasks without any explanation (N=13). They almost never try to address
morphosyntactic features (N=1) or to manipulate linguistic data (N=0),
unless their attention is guided by the interviewer’s questions. In addi-
tion, during the interviews they show a strong tendency to give hasty
answers without making their analysis explicit (N=45). In other cases
they make unsuccessful attempts to analyse the data (N=22), formu-
late reasonings that lack a clear focus (N=13) or demonstrate lack of
explicit knowledge (N=10). These findings echo the outcome of psycho-
linguistic and educational studies on language awareness, pointing to-
wards the difficulty of analysing language with a level of abstraction,
not only in L1 Italian (Lo Duca, Ferronato, Mengardo 2009; Lo Duca,
Polato 2010, Lo Duca, Cristinelli, Martinelli 2011), but also in L1 Eng-
lish (Bialystok 2001; Galloway, Stude, Uccelli 2015; Myhill 2000; Wat-
son, Newman 2017, etc.) and L1 Dutch (Van Rijt et al. 2019).

General education school students tend to omit explicit explana-
tions on their videos (N=17). However, when encouraged to justify
their answers, they demonstrate explicit knowledge about language,
ability to focus attention on relevant linguistic features and analyse
them in abstract terms, i.e. competences that characterize language
awareness and explicit knowledge about language. They refer to both
morphosyntactic (N=>51 [22+29]) and semantic (N=32 [15+17]) fea-
tures in their linguistic reflections, demonstrating their ability to
switch back and forth between different levels of linguistic analysis,
as exemplified by Excerpt 6.

6 Future Development

The data analysed in the present study suggest that the way students
approach LA tasks may be influenced by the complex interaction of
factors such as the quality of students’ EWL, as well as the kind of
language awareness they have developed. Further research is need-
ed to examine in more detail how these factors interact, by examin-
ing whether and to what extent students’ EWL improves thanks to
enhanced language awareness and, vice versa, how language aware-
ness can be enhanced through tasks and activities triggering en-
gagement with language. The present study suggests that guided
discussion is one of the activities that initiate EWL, by creating op-
portunities for cognitive conflict and noticing, i.e. when students’
ideas and statements about language are challenged by linguistic
data, and their attention is directed to specific aspects of language.
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Moreover, further research addressing these topics should over-
come the methodological limitations of the present study, by observ-
ing the development of students’” EWL and LA over a period of time,
combining data from classroom observations during guided discus-
sion, group work and learner diaries.
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Focus on morphosyntactic features
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Manipulation of data
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1  Unaricerca sul Portfolio Europeo delle Lingue.
Inquadramento e scopi

11 contributo presenta una parte dei risultati di una ricerca condot-
ta con studenti universitari sul Portfolio Europeo delle Lingue (PEL),
uno dei dispositivi europei per la trasparenza inserito in Europass
(Unione Europea 2004), sfociata nell’elaborazione di un modello di
PEL in Rete per giovani e adulti.

I1 PEL sta attraversando una fase di stasi: nonostante l'Unione Eu-
ropea abbia cercato di offrire e sostenere strumenti e servizi in gra-
do di favorire la trasparenza e agevolare la mobilita, tali strumen-
ti non hanno dispiegato tutto il loro potenziale, non si sono evoluti
nel tempo per recepire in modo adeguato i mutamenti avvenuti nel-
le modalita di apprendimento, lavoro e comunicazione dei cittadini
e non sono al passo con le tecnologie emergenti. Si rende necessario
un ammodernamento di strumenti e servizi per allinearli all’attuale
necessita di informazioni complete, aggiornate, facilmente accessibi-
li e interoperabili e per favorirne 'adattabilita a esigenze e sviluppi
futuri. E in corso un’innovazione profonda, che rendera i documenti
Europass interconnessi, interoperabili, adattabili e compatibili con
nuove tendenze quali I'uso dei social media, i dispositivi mobili, I'ad
nalisi dei big data e il crawling del web per mappare e anticipare la
domanda di competenze e le tendenze del mercato del lavoro. Que-
sto approccio consentira agli utenti di avere a disposizione strumenti
calibrati sulle proprie esigenze attuali e future e assicurera la diffu-
sione dei servizi Europass verso gruppi di utenti pilt ampi possibile
(Commissione Europea 2016).

1.1 Principi e obiettivi del PEL

Come stabilito dal Consiglio d’Europa, il PEL si basa sui seguenti
pr1nc1p1 (Council of Europe 2000, 2004, 2011):
€ uno strumento che promuove il plurilinguismo e il pluricul-
turalismo;

- e di proprieta del discente;

- valorizza l'intera gamma di competenze linguistiche e inter-
culturali, indipendentemente dal fatto che vengano acquisite
all’interno o all’esterno di un sistema formale di educazione;

- & uno strumento che promuove 'autonomia;

- ha sia una funzione pedagogica, poiché guida e supporta il di-
scente nel processo di apprendimento della lingua, sia funzio-
ne di documentazione, poiché registra i livelli di competenza
raggiunti;
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- incoraggia il processo di autovalutazione nei discenti (solita-
mente combinato con la valutazione dell'insegnante) e la valu-
tazione da parte di autorita educative e commissioni d’esame;

- incorpora una serie di caratteristiche comuni che lo rendono ri-
conoscibile e comprensibile in tutta Europa;

- puo rappresentare uno di una serie di modelli che il singolo di-
scente possedera nel corso della sua formazione permanente;

- @ uno strumento per la promozione del plurilunguismo e del
pluriculturalismo.

In accordo con i Principi e linee guida (Council of Europe 2004), il
PEL ha due obiettivi principali:

- motivare i discenti riconoscendo i loro sforzi nell’'ampliare e di-
versificare le abilita linguistiche a tutti i livelli;

- fornire un archivio delle abilita linguistiche e culturali che han-
no acquisito (da consultare o far consultare, ad esempio, quan-
do accedono ad un livello di apprendimento superiore o cerca-
no lavoro, in patria o all’estero).

Gli obiettivi sopraindicati si riferiscono rispettivamente alle due fun-
zioni fondamentali del PEL: la funzione pedagogica e quella di do-
cumentazione.

Per quanto riguarda la funzione pedagogica, il PEL vuole motiva-
re il discente a migliorare le proprie abilita nel comunicare in varie
lingue e a perseguire nuove esperienze interculturali e di apprendi-
mento. Deve inoltre aiutare a riflettere sui propri obiettivi, nonché a
programmare le tappe di apprendimento, promuovendo l'autonomia.
Nei confronti dell’apprendente il PEL:

- accresce la motivazione verso il miglioramento della competen-

za comunicativa in lingue diverse, I'apprendimento di pili lingue
e la ricerca di nuove esperienze interculturali;

- supporta nella riflessione sulle modalita di apprendimento e

sull'identificazione dei propri stili favorendo l'autonomia;

- incoraggia l'autovalutazione;

- incoraggia il rafforzamento e 'ampliamento di esperienze plu-

rilingue e interculturali in contesti e con modalita differenziati;

- insiste sulle caratteristiche di processo dell’'apprendimento lin-

guistico (Schneider, Lenz 2001).

Per quanto riguarda la funzione di documentazione, obiettivo del PEL
& documentare e attestare le conoscenze linguistiche in modo com-
pleto, informativo, trasparente e attendibile aiutando il discente a
fare un bilancio del livello di competenze conseguite in una o pil lin-
gue straniere e consentendogli di informarne terzi in modo dettaglia-
to e internazionalmente comparabile. Il PEL quindi:
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- presenta testimonianze di competenza linguistica secondo stan-
dard che utilizzano descrittori condivisi a livello europeo (il
QCER);

- propone modelli di documentazione, descrizione e presentazio-
ne comparabili a livello internazionale anche per le esperien-
ze meno formali;

- rende trasparenti ad altri soggetti il percorso formativo seguito
dal proprietario del PEL attraverso canali formali e/o informali;

- insiste sugli esiti e i risultati del percorso di apprendimento
linguistico.

1.2 Lastrutturadel PEL

Numerose sono le versioni sviluppate dagli Stati membri ma tutti i
PEL si compongono di tre sezioni: Passaporto delle lingue, Biografia
linguistica (BL) e Dossier (Council of Europe 2004).

11 Passaporto delle lingue documenta i risultati formali (certifica-
zioni, diplomi, esami, titoli di studio), le esperienze di apprendimen-
to linguistico e interculturale significative e le autovalutazioni sulle
proprie competenze linguistiche e interculturali, indicando il gra-
do di conoscenza raggiunto e fornendo quindi una panoramica sulle
competenze - anche parziali e specifiche - del discente, nelle diver-
se lingue, in uno specifico momento (Council of Europe 2000, 2004,
2011). La Biografia Linguistica ha un ruolo cardine poiché costitui-
sce l'elemento di raccordo tra le varie componenti del PEL ed & quel-
la che piu propriamente riflette la funzione pedagogica dello stesso.
La BL consente di registrare le fasi, i tempi e le modalita del pro-
prio processo di apprendimento, incoraggiando a definire cio che si
sa fare con le lingue e fornendo informazioni su esperienze linguisti-
che e interculturali acquisite anche in contesti diversi da quelli for-
mali. Questa sezione si basa sulla convinzione che la riflessione co-
sciente sul proprio processo di apprendimento (cosa & stato imparato
e come), sulle esperienze linguistiche presenti e passate - dai pri-
mi contatti con le lingue studiate alle occasioni di esposizione alla/e
lingua/e, anche in ambienti esterni a scuola o universita (in vacanza,
in famiglia, attraverso programmi televisivi, cinematografici) - favo-
risca una maggiore motivazione allo studio, abbia implicazioni posi-
tive sui risultati raggiunti e quindi una precisa funzione pedagogica.
11 Dossier € una raccolta di materiale comprovante quanto & stato di-
chiarato nel Passaporto e nella BL. Offre I'opportunita di seleziona-
re e presentare materiali che documentano e illustrano competenze
ed esperienze linguistiche e interculturali; puo includere attestazio-
ni di frequenza a corsi di lingua, certificazioni acquisite, schede di
valutazione di lavori svolti, elaborati esemplificativi e significativi di
cio che e stato fatto o si sa fare in lingue diverse.
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2 Lo strumento di raccolta dei dati

Per la costruzione dello strumento di indagine ci si e avvalsi di una
pluralita di fonti: le indicazioni provenienti dalla metodologia della
ricerca educativa (Demetrio 1992; Cohen, Manion, Morrison 2000),
la letteratura tematica sulla ricerca sulle lingue seconde (Tarone,
Gass, Cohen 1994; Dornyei 2003), i documenti preesistenti sull’im-
patto del PEL (Scharer 2000, 2004, 2005, 2007, 2008; Stoicheva, Hu-
ghes, Speitz 2009).

Per la condivisione del questionario e la raccolta dei dati e stato
utilizzato Google Moduli,* strumento gratuito e accessibile da qua-
lunque dispositivo. La strutturazione delle domande - di tipo aper-
to, strutturato/chiuso, semichiuso e multiplo - & ad imbuto, con una
successione che passa dalle domande generali a quelle particola-
ri per dare tempo al rispondente di focalizzare I'attenzione sul te-
ma proposto.

Per valutare le risposte alle domande aperte si e scelto, in alcu-
ni casi, di suddividere quelle simili tra loro in categorie o gruppi di
affermazioni per poterle rappresentare numericamente; in altri ca-
si si e preferito lavorare su una struttura di pareri, idee, osservazio-
ni, affermazioni-chiave che ci hanno consentito di svolgere un’anali-
si qualitativa che chiarisse il perché e il come piuttosto che il quanto.

In accordo con Dornyei (2003), secondo il quale i questionari di ri-
cerca sulle lingue seconde si compongono di tre tipologie di doman-
da, il questionario sul PEL ¢ articolato in:

- Factual questions. Sono le domande di classificazione che rileva-
no chi sono gli intervistati coprendo caratteristiche demografi-
che quali eta, livello di istruzione, occupazione, residenza, sta-
to civile e socioec