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Abstract

This socio-linguistic study investigates attitudé$rench speakers of English to using
English for academic purposes. The study is gthatithin the post-Fioraso Law
period (2013), which sees France joining the predescribed as the
‘internationalisation’ of Higher Education in Euedp This study confirms that rather
than encouraging multiple languages in academgateitm ‘internationalisation’ implies
‘Englishisation’ in Europe by contributing to stediwhich show how English is

instrumental to academic identity in Eurdpe

Through the use of complementary qualitative methgdestionnaires, interviews,
visual methods and classroom observations), thatnags of 164 academics working at
the science faculties of Nantes University werdyaea for how they positioned their
professional identities in relation to the use ngksh for professional purposes (such
as writing research papers, presenting at confesgrand teaching in English as a

medium of instruction, EMI).

The major divisions regarding the attitudes towdtdglish as a medium of academic
identity in France are to be found in the issuéstireg to the legitimacy and authority of
French speakers of English within the wider intéoreal academic community. The
principal arguments are based on beliefs conceth@@wnership of the English
language and whether it is possible for L2 speaiEsnglish to ever identify
themselves as being anything other than ‘learneEnglish’, despite repeated proof of
their language expertise. The study concludeswithin French Higher Education in
2016, English is a strategic medium through whechdcess research and teaching
communities. Ownership of the English languagaraglentifying feature comes
second to the emerging bilingual identities of plaeticipants who are competing in the

global market of Higher Education.

Key words: France, Higher Education, Identity, Laage attitudes, EMI

4 Cots et al. 2014, Doiz et al. 2013, Ferguson.€2Gil1, Tange 2010.
> Werther et al. 2014, Soren 2013, Airey 2011, Risiin 1992.



Resumeé en francais

Cette these de sociolinguistique analyse les pestes enseignant(e)s-
chercheurs(euses) francophones vis-a-vis de $atibn de I'anglais dans
I'enseignement supérieur. L'étude se place danenéexte postérieur a la loi Fioraso
de 2013, qui voit la France s’inscrire dans le psstis d’internationalisation des
universités en Eurofe Elle confirme qu’au lieu de s’engager dans @melance
multilingue, le terme ‘internationalisation’ soustend ‘I'anglophonisation’ de
I'enseignement supérieur européen. Elle s’insant études montrant que I'anglais est
un instrument clef des identités des enseignanistescheurs(euses) en Eurbpe

Une approche qualitative a été utilisée par leskdai méthodes complémentaires
(questionnaires, entretiens, créations visuellebsérvations de cours enseignés en
anglais). A l'université de Nantes, 164 enseigr@jsschercheurs(euses) des sciences
de la nature et de I'ingénieur (UFR Sciences dirtiegies et Polytech Nantes) ont été
interrogés. Leurs récits sont analysés pour saemiment ils et elles se positionnent
par rapport a I'utilisation de I'anglais professm@h pour la rédaction d’articles
scientifiques, les communications lors de conféeenet I'enseignement de matieres
scientifiques en anglais ("EMILEE

Les divisions majeures concernant l'attitude enVatsisation de I'anglais comme
langue vecteur universitaire en France sont lidad&ygitimité et l'autorité de
I'universitaire francais(e), locuteur de I'anglaés; sein de la communauté scientifique
internationale. Les principales problématiques smmdées sur les croyances
concernant I'appropriation de I'anglais — a sa®ilrest possible pour ces locuteurs
non-natifs de pouvoir s’identifier autrement qutant qu’ « apprenant de I'anglais »,
malgré les preuves successives de leur expertigague anglaise. L'étude conclut
que I'anglais au sein de I'enseignement supérieudfrance en 2016 est d’abord un outil
stratégique pour accéder aux communautés de lardehet de I'enseignement.
L’anglais ne pourra devenir une langue d’apparteeau’apres I'émergence d’'une
identité bilingue chez les enseignants(e)s-chersifeuses) francais engagés dans la
compétition mondiale de I'enseignement supériediedt recherche.

Mots clefs : France, langue anglaise, enseignemgrdrieur, identités, postures,
EMILE

Cots et al. 2014, Doiz et al. 2013, Ferguson.e2@l1, Tange 2010.
" Werther et al. 2014, Soren 2013, Airey 2011, Risiin 1992.
8 Enseignement d’'une matiére par l'intégration d’largyue étrangére.
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Chapter 1: Introduction to thesis

1.1 Context and background

English is used as a language of communicationighét Education in countries where
this language is not the local code. English Emguage of education in former
English-speaking colonies is a long standing pheaman (Kachru 1990). More
recently, countries in Europe have been undergoimat has been described an
‘Englishisation’ process in connection with the v$&nglish as a global language
(Werther et al. 2014, Cots et al. 2014, Doiz ef@ll3, Tange 2010, Phillipson 1992).
France joined this process more recently stillaglementing a language policy
(Fioraso Law 2013) which allows for the use of Estgin Higher Education settings.
Using English as a second professional languagee$ararch and teaching purposes has
highlighted issues relating to newer definitionaoddemic identity, to the type of
English used in such contexts and how the locditeinto a newer linguist landscape.
This study evaluates the context of Higher EducaitioFrance as increasingly

bilingual, but where one language (English) hasd&igrofessional status than the other
(French).

The study investigates attitudes towards the sbistwrical shift in linguistic practices
in tertiary education in France, where Englishgsdiincreasingly for research and
teaching. The current understanding of Englishuagg use within Higher Education is
that it is part of a general trend towards ‘intéioaalisation’ of academia (Cots et al.
2014, Tange 2010, Philippson 1992) and that stidta monolingual to multilingual
contexts have impacted on professional statusegsainal objectives and ideological
beliefs about what constitutes ‘a language’ (CresskBlackledge 2015, Busch 2012,
2014, Li Wei 2011a). In addition, the context of fiioraso Law marks a turn away
from French linguistic grandeur as a vector ofuafice in the internationalisation

process of Higher Education in France in the 2010s.

The present study focuses on the case of Nantegtdity as a microcosmic example
of the French education linguistic context. Byusing on the attitudes of academics to
English language use, Nantes University is exemgathe ‘Englishisation’ process
and the impact this has on the identities of acacemorking at Nantes science



faculties. To illustrate the ‘Englishisation’ pess at Nantes University, 164 academics
working atUFR Sciences et TechniquasdPolytechengineering school were asked to
position themselves in relation to the use of Esighs an aspect of their professional
identities in a French Higher Education contextaen 2013 (when the French
language policy was passed) and 2016. To thistBedstudy investigated the extent to
which English is a medium of academic identity iranch Higher Education context.

The University of NantedJniversité de Nant@ss located in the French city of Nantes.
The university as it stands today was created 19@tlits origins date back to 1460
when the University of Brittanyniversité de Bretagneavas founded by the Duke of
Brittany. Nantes University is attended by appnexiely 34,500 students, with a staff
population of over 4, 000 including professorstueers, researchers, and
administrative, technical and library staff. Theitersity of Nantes offers 295
diplomas, including 31 sandwich courses based eBtlogna agreement (1999)
model (Bachelor’'s degree-Master’'s degree-Doctardigntes University prides itself
in its diverse research areas of expertise, whietiaabe found within the 21 academic

departments held in the 18 faculties and institofele university.

The participants of this study were tenured acadeineferred to as ‘maitre de
conference’ or ‘enseignant-chercheur’ within Frehlipher Education). They were
involved in both research and teaching within ttierstific departments of Nantes
University. This study aimed to give an accounthaoidv these participants reported on
their professional identities as researchers athiag staff, and how this related to

their identities as L2 users of English.

Academia, which marks the context of this studynderstood as a categorising and
categorised membership to a specialist educat@mmamunity which engages in
structured, performed and stylised interactive fizas (Bucholtz 2005, Butler 1988,
Tajfel 1981). The study is situated in the fieldsecond language acquisition (SLA)
and L2 identity research from a socio-linguisticgpective. In order to explore the
attitudes expressed by academic participants inderahis study has focused on
previous studies on the attitudes to using Engigirofessional contexts and more
specifically in Higher Education establishment®enmark (Preisler 2014, Soren
2013), and Sweden (Airey 2011, Tange 2010). Ttebenhderstand professional,



academic and learner identity within this contéameworks for defining identity were
referenced for how identity can be reported aneoiesl in various contexts and
communities (Norton 2000, Wenger 1999). An idgrftitamework enables the study of
the needs and desires (expressed by the partis)pahich are associated with using
English as a means of communication at work. Tdyssuch projections of identity in
relation to L2 language learning and use, iderftagneworks were necessary for
considering past, future and other possible s€Désnyei and Ushioda 2009, Lemke
2008).

1.2 Institutional language planning in France

This study took place within a dynamic time-franfesacial and institutional change
concerning language policy in Higher Educationiiarfee. The Fioraso Law (2013)
states that ‘any language can be used within Freingiher Education’, whereas
previously only French was the official languagéHajher Education. Although ‘any
language’ implies increased language diversitlyag been in fact ‘English’ which has
singlehandedly represented the ‘any language’ éstjon since the passing of the
Fioraso Law. For the purposes of this study, is ¢ fact that English could be used
from 2013 which became central to the participadistussions about their own uses of
English for research and teaching. The Fioraso waw criticised within the media

but received little objection within the French govment. The law was backed by a
senatorial law entitledPour I'attractivité de I'université en Franc€ (February 2013),
which argued for a re-adjustement of Higher Edwaceith accordance with recent trends
towards ‘internationalisation’, out-of-date legista, and a desire to attract a non-
French-speaking academic public to French institigtiof Higher Education.

The articles of law relating to language plannimghie'loi relative a I'enseignement

supérieur et & la recherch also known as the 'Loi Fioraso' (2013) partlyersed the

13 LOI n° 2013-660 du 22 juillet 2013 proposed by then French socialist Minister for Higher
Education and Research, Geneviéve Fioraso.

14 Such adbc.co.ukl6.15.12Campus22.05.13 ibération 22.05.13Humanité22.05.13 andles échos

22.05.13.

The first paragraph of the senatorial law candumél in section 2.1.2.

[law on Higher Education and research]

15
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previous Toubon law (1994). The Toubon law set limits on the amourEmglish
used in institutional contexts, such as the legsiesn, the media and education. The
Fioraso legislation presently allows for any langgiaf instruction in Higher Education

in France:

La langue de I'enseignement, des examens et deswrsnainsi que les
théses et mémoires, dans les établissements dipas@nt supérieupeut
étre une autre langue que le francaid.. 761-1 du code de I'éducation)

[Translation:

The language of teaching, examinations, natiorbdias, theses, and
dissertations within institutions of Higher Educatmay be a language
other than French*® (L. 761-1 of educational legislation, my emphasis)

The Fioraso Law (2013) has had an impact on thidysbn how English is used and
perceived in tertiary education in France, andefoge on the professional identity of
the participants. This study started just befbeeihtroduction of the Fioraso Law
(2012-3), during the public debate period whenléinewas presented at the assemblée
générale (March 2013), and extended to in the tyeaes following the publication of
the law (July 2013-2016).

Prior to September 2014, using another languaggatth without special dispensation
was arguably illegal in France. Prohibitive langeidegislations such as the Toubon
Law (1994) succeeded a general trend of post Sedtmtt War anxiety about the
encroachment of anglicisms into the French languddpe concept of ‘francophonie’
developed in the 1960s, and was referred to iptbd-ioraso Law debate. Speaking to
‘Le Monde’, as Minister for ‘Francophonie’, Yamienguigut®, claimed that ‘the
Fioraso Law was not a threat to ‘francophoffieand that, on the contrary, it would
‘improve multilingualism in Francé'. The concept of ‘francophonie’ relies on a belief
that there is solidarity between people who aréednby French language and French

culture. Inthe 1960s, with new economic indepecdgePresident Charles De Gaulle

7" loi n° 94-665, 1994roposed by the then RPR (Rassemblement pourdaifigue) Minister for
Culture and Francophonigacque§oubon,

All translations my own unless otherwise specified

Ministre déléguée aupres du ministre des affétemgeres, chargée de la ‘francophonie’.
«La loi Fioraso ne met pas "la francophonie ergdéah» (Le Monde 22.05.2013)

["constitue un mieux pour le multilinguisme en ikca"] (Le Monde 22.05.2013).
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aimed to reaffirm the French language’s ‘grandegrestige’ (Chansou 1997: 24). In
1966 George Pompidou and De Gaulle created thet ‘Bamité pour la défense et
I'expansion de la langue francaféddecree passed on 31 March 1966) to protect and
promote the French language. Prohibitive languegislation concerning language
control continued in the 1970s, when further sgderainology committees were
created to ensure that French would not declim@mplexity (‘richesse’) and that new
words should be invented to replace ‘undesiralstegdoorrowed from foreign
languages’ (Chansou 1997: 24). It was also duhedl970s that the Ministry of
Education became the counter-signatory for allomadi language legislation.

Addressing the assemblée nationale in 1993, Jadguéson opened his proposal
quoting Pompidou’s discourse of the 1960s whichrrefl to 'the degradation of spoken

French', 'the bastardisation of vocabulary', anduiistic barbarisnf®:

Aujourd'hui, les menaces qui pésent sur l'intégtitdotre langue /.../
proviennent essentiellement de I'extérieur de ragieres.

[Translation:

Today, the threat which weighs upon the integritgur language /.../
essentially comes from outside our borders.]

(1993, Toubon speaking at the Assemblée Nationale)

The Toubon law (1994) is still referred to as a keyment in French language
legislation because of its prohibitive and predorgonature. There was another reason
why the Toubon debate was highly valuable. ltgddilegislators at the time to review
what they meant by ‘the French language’. By refgrto the French constitution and
Freedom of rights act, thednseil constitutionnelconstitutional council) proved
Toubon’s law arguably tenuous as it contradictédlar2 of the French constitution

and article 11 of the Freedom of Speech (&caticle XI Déclaration des droits de
I'homme et du citoyen 1789°%. These articles state that ‘French is the lagguaf the

Republic’, but that it is each individual’s riglat ffreely decide what words are most

2 [High Committee for the defence and expansiomeffirench language].

%3 a dégradation du parler francais’, ‘l'abatardisent du vocabulaire *, ‘la barbarie linguistigirethe
original.

24 Article X| Declaration of Human and Civil Rights



appropriate to express his or her thoudht@®ecision made by the constitutional
council on 29 July 1994, cited in Chansou, 1997: 38 short, a French citizen has the
inalienable right to use whatever words he or stsh@s to use when speaking French.
This key reference to the constitution revealed Tlmaubon’s definition of ‘a French
word’ was not in keeping with French law. Whenrahbitive law, such as Toubon’s,
wishes to ensure the use of French words, it is theed with determining what makes
some words more essentially ‘French’ than oth@itse rapid increase in anglicisms
used in the French language since 1990s has o#elyfoeced the constitutional

council’s position to defining language.

In the twenty-year interval since the Toubon lavariee has said 'yes' to Europe
(Maastricht European treaty 1992) and to the Eurceacy (2002). The linguistic
attacks on French ideological notions of ‘intedgragd ‘national identity’ expressed by
Toubon (Suleiman 2006) have been challenged byn@agping of physical and virtual
borders with the arrival of a widening Europe amel internet. With these changes
there is some consensus that it is English aggadifranca which has dominated studies

of international communication (e.g. Jenkins 20®&i/lipson 1992, Kachru 1990).

1.3 Contributions of the study

Within the Fioraso Law context discussed in seclid) this study highlights key issues
pertaining to academic identity in France from 2042016, with implications for

future language policy and practice in French Higb@ucation. This study could
therefore contribute to research that has idedtifieological discourses which separate
defined languages according to their domains of(siseh as those where one language
is used for the workplace and another for the hamepmmunities that are bilingual or
becoming increasingly bilingual (Garcia 2009, Bloaert 2005, Ferguson 1959). The
present study could therefore be used to provid#etjines for the future professional
needs of French L1 speaking academics (in terrigtafe training, recognition and

professional development). The study of professimi@ntity within a bilingual context

% Original French citatiort:le droit pour chacun de choisir les termes jugéduysdes mieux appropriés
a I'expression de sa pensée”.



in education has been established as an impomantauable field of enquiry.
Exploring how individuals define themselves andeoshn relation to a structured
educational context can help all those involveditioate themselves within their

community.

1.4 Research methods and objectives

This study is based on qualitative research methadsuses an ethnographic approach.
In this way a rich and varied account of the afiésiexpressed by the participants was
achieved, who were themselves adapting to ingiitatidemands regarding language
use following the Fioraso Law. Within this new text, there was a need to represent
the affective impact that English was having orfgssionals, without limiting the

result to a single, fixed attitude to using Engliginich would not best represent the
varied and even contradictory positions people h@g. To this end the participants
were invited to modify and re-define their own pimsis throughout the study (Harvey
2014, Cahour 2006). The participants were predemiin the data ensuing from
guestionnaires, interviews and classroom obsemnstnd asked to comment on them
throughout the study. Because the data collectias ‘axtensive, drawing on multiple
sources of information, such as observations,viger, documents, and audiovisual
materials’ (Cresswell 2007: 75), an ethnographsecstudy approach was used in
keeping with Yin’s (2003) recommendation to collsiat types of informatioff in
instrumental case studies. Multiple enquiry methaere used to help the participants
express attitudes to their own use of English fofgssional purposes within an
identified institution (Nantes University, Francélo this end, this study has focused on
attitudes from different perspectives: self-reflexguestionnaire responses, semi-
structured interviews, observations of teachingrexttions, email exchanges, and visual
productions. French institutional legislation iacuments and archives) informed the

study in addition to research specifically relateddentity and language.

The objective of this study was to understand avaclattitudes to the use of English in

% Yin (2003) recommends the collection of six typéiformation: documents, archival records,
interviews, direct observations, participant-obaéions, and physical artifacts’ (Cresswell 2007:75)



French Higher Education during a period of languaigening (Fioraso Law 2013).
The participants were invited to express attitudassing English for research purposes,
a process they were already very familiar withdonference presentations, thesis
supervision§ and article writing. The newer territory which wasplored in this study
consisted in investigating the attitudes to teaglsicience courses in English, which
was a professional territory previously reservadie French language, even within
scientific disciplines. Within this context, how uld academics position themselves
and their colleagues as English language users? wéald their own teaching and
research practices be re-enforced, challengedamgsd as a result of the new law? To
what extent would the academics in this study @eeler explicit or implicit pressure
from their peers and institution to teach theircsplést subject in English? Finally, for
those who already used English for both researdheaching purposes, what could be

observed and reported about their bilingual prastc

The main aim of the study was to demonstrate ttei@des to language (here English
and French), and their impact on individuals arelitiieractions between them
(Gardner and Lambert 1972, Goffman 1959). Iderstitgt language are understood to
be socially constructed, and non-fixed, which mahas different and even
contradictory personal identities can be anticipatBuilding on what is already known
about the use of English in academia in Europs,gtidy has enabled the display of
local understandings of identity during interact{ege. from a micro level) through
which the academic participants have signalled wia@re continuous beliefs about
their own identities and those of others (at a m&evel) (Lemke 2008, Blommaert
2005). This study has taken into account the itlewbrk involved in interaction as
well as the beliefs and ideologies that peopleut&eely convey in interactive
situations (Benwell and Stokoe 2006, Bucholtz aatl PD05, Blommaert 2005).

With respect to the use of English as a researdipadagogical tool, the objective of
this study was also to explore (and possibly chgk¢ the distinctions which separate
‘content’ from ‘language’ (Bernstein 1999). In otlveords, to question what it means to
teach a subject where there are skills to be leafeentent) and to the extent to which

this content can be dissociated from the langulageigh which it is learned (be it

" Dispensations for theses written in English weneent practice well before the Fioraso Law of 2013



French or English). Such a discussion could pmeadetter definition for pedagogical
situations where English is used in French acadeimiéerms of bilingual education
models, the current literature in the field of nHitigual education supports an
understanding of bilingual teaching and learningegsesentative of language
repertoires combining rather than being reserveddparate classrooms (concept of
translanguaging, e.g. Creese and Blackledge 201£¢B2012, 2014, Wei 2011, Garcia
2009). The purpose of this study was thereforentmerage such understandings of
multiple language use among French institutionéitpanakers who still tend to view

languages as bounded and separate from ‘content’.

The study aims to show that L2 identity in Frenchdemia is not just a question of
‘learner’ identity. Motivation to learn a secorahfjuage is a complex issue related to
the degrees to which learners wish to access attaognmunity (integrative motivation)
or whether motivation is more extrinsic to whatteas may feel they ought-to do in
the eyes of their communff} In the present study the questions to address/hether
the participants of this study are learners aamdl how they frame their motivation with
regards their professional community. The resulthis study reveal that the labels and
terminology used to describe ‘language statusommexts such as the French academia
should be re-framed to express how emergent biiligu ‘is an advantage over those
who speak English only’ (Garcia 2009: 322). Untmrding accounts of professional
recognition in conjunction with other professionales such as ‘expertise’ were in
keeping with other studies which have evaluated poMessional academic status may
be challenged by shifts in language use (Prei€léd2Soren 2013, Werther et al.
2014). This study also reveals that individual®wlork in French academia will also
increasingly measure themselves in terms of th2ilabhguage expertise, which, up to

the recent past, had not necessarily been pdneafjbb description.

1.5 Thesis outline

This thesis is divided into six chapters. Thist introductory chapter has provided

general background information concerning the fadldesearch in which this study is

% Dérnyei’s L2 motivational system is based on ‘ploigsselves’ (reviewed in Dérnyei and Ushioda,
2009).
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situated. The context of the recent language gnn France (Fioraso Law 2013)
was described in relation to the more prescrigwguage legislation of the past 20
years which served to ‘protect’ the French langua@eor to the Fioraso Law, French
was the official language of Higher Education. @pdhe participants of this
gualitative study have been invited to positiomtbkelves in relation to their own
professional context and consider to what extegli&m may, can, must, or should be
part of their professional identities. It is fbid reason that the context of the Fioraso
Law has given an undeniable impetus to the predady and also impacted on its
results. The objectives were to present the di#guo language use in relation to
professional academic identity.

Chapter 2 situates this study further within the contexthd ‘internationalisation’ of
Higher Education in France by providing a literatoeview of the attitudes to what is
proving to be using English in Higher EducatiorEmrope more generally. Bection

1, the question of ‘internationalisation’ is reviedvia relation to current language use
and policy in France and Europe. The attitudassing a single lingua franca (English)
are also addressed in relation to the ‘authentiaityl ‘competence’ of L2 English
language academics in Higher Education in Frai@exond language use in relation to
teaching in English is addressed in terms of pegiagbobjective. The teaching
contexts where L2 and L1 are used are addresseddaug to a ‘translanguaging’
perspective which describes the interactions afignial speakers in educatiomhe

case of Nantes university is considered compatalbdingual educational contexts
where it could be argued that English is becomikifigher) variety language within
the domains traditionally related to scien&ection 2of Chapter 2 focuses on the
literature concerning identity and academic idgrititparticular. Studies which view
identity as positioned and positioning of self atiders have been used to frame the
analysis of complex social identity work which whe object of this study.

Chapter 3 presents the methodological framework and gengralitative principles
which guided the data collection process and arsabfghis study. The research
objectives described were informed by qualitativeles which have sought to gain
rich qualitative analytical views of cases studisthg a variety of complementary
methods (Creswell 2007, Yin 2003, Denzin and Lin&000). An overview of the

research design and multiple collection technigsiggven (a questionnaire, semi-
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structured interviews, visual creations and clamsrobservations). This chapter
reviews the strengths and limitations of this gattar study, involving human
participants, which called for an ethical procedame consideration about its

limitations and reliability.

Chapter 4 presents the analysis of the results drawn fraptieliminary questionnaire,
the semi-structured interviews, the visuals creaiethe participants, and the classroom
observations. Quotes, diagrams and examples oigbals created by the participants
are used to exemplify the themes which emergedlation to identity and attitudes to

language.

Chapter 5 gives an overview of the main results drawn frown qualitative analysis. A
model for understanding academic identity in Fredaher Education is provided for
use in future educational programs wishing to abersEMI teaching in relation to
identity and language. This model results fromdpecificity of the context of language

change occurring in French Higher Education po4820

Chapter 6 concludes this study and addresses the implicattdras for future research.
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Chapter 2: Literature Review

The literature review is divided into two sectidashighlight the key broad themes
relating to the present study, namely languageidemntity. Section one addresses
issues relating to the study of language. The stuée considered in the present study
are English as an L2 language for Higher Educatmnexts where English is not the
local L1 language. Research on how English isngefiand used in such educational
contexts has informed the present study of Englsstge for research and teaching in a
French Higher Education establishment (Nantes Usitye.

Section two of the literature review addresses htiitudes to English usage are
informed by groups of individuals who work togethdihis separate, yet related,
section considers how people’s attitudes are post and negotiated through their
identities. Section two considers issues relatingositioning as a function of
community membership, involving the contested idiest of learners, and how this
relates to academic status. As language is infétnyadentity, and vice versa, the
rationale is to highlight how positioned identisyinevitably linked to areas which are
often related to the study of language, such a8.2 2vhich links both sections of the
literature review by presenting positioning as action of identity and language

ideology.

Section 1: Defining language practices within thenternationalisation

of Higher Education in a European context

2.1.1 Introduction and aims

This section will focus on the ‘internationalisati@f Higher Education in Europe and
how this relates to institutional language polieyrrance. The Fioraso Law (2013)
context will be compared to the context of northEumopean universities which have a
longer experience of ‘internationalisation’ wheneglish is used as a language of
communication (McGrath 2014). The increasing ddenmlish in European
universities has also called for a re-evaluatiowloét it means to communicate, learn
English and learn in English (Salomone 2015, Werghal. 2014, Tange 2010). A
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discussion of English as a lingua franca will beied out as it has been associated to
the debate about what types of English to accessdh an internationalisation process
(Jenkins 2015). How working in L2 English may impan the identities of academics,
and in turn on their social status, will be disagss terms of ‘linguistic authority’ and
‘credibility’ (Preisler 2014). This section wilbEus more particularly on L2 usage
within pedagogical contexts, referred to by suemgeas EMI, CLIL, DNL and
EMILE?®). These terms make problematic distinctions betweontent’ and

‘language’ and tend to focus on language separébetween English and French) and
between ‘knowledge’ and ‘discourse’ (Bernstein 199Bhe concept of
‘translanguaging’ and the pedagogical approaahviblves will be explored in 2.1.7 as
a framework for studying bilingual educational exit (Creese and Blackledge 2015,
Lewis et al. 2012, Li Wei 2011a). A justificatiovill be given for considering this
study in alignment with studies of bilingual educaal contexts (Garcia 2009). The
subsequent models proposed for studying both layjegaad learning are based on
‘translanguaging’ concepts where learning occursuph non-bounded languages and
where ‘specialist discourse’ could be presentepreferable to the ‘content learning’.
The dominance of one language (English) over ang¢Erench) will be discussed in its
relation to diglossic language status in such ¢lad contexts (Viah 2007, Fisherman
1967, Ferguson 1959).

The main aims of section 2.1 are to discuss tlenationalisation of French Higher
Education within the current context of Englishrgeregarded as the dominant

language of communication.

2.1.2 The 'internationalisation' of French Higher Education in a

European context

Higher Education in Europe has undergone what bas described as
‘internationalisation’ (Werther et 82014, Cots et al. 2014, Tange 2010). Tange (2010)

# English as a medium of instruction (EMI), Contantl language integrated learning (CLIL),
Discipline non-linguistique (DNL), L’enseignemeritide matiére par I'integration d’une langue
étrangere (EMILE).
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defines ‘internationalisation’ in Danish and Swédiiigher Education as ‘a process of
organisational change motivated by an increaskedrptoportion of non-native students
and staff’ (Tange 2010:138). In France, greatedextit and staff mobility, mainly
through the Erasmus programs for the former, andlynaia research writing and
communication for the latter, has meant that tiheiebeen a desire to compete with
other European universities which are more lingeadly diverse because of a broader
overseas student public. The Erasmus program$)fathd the Bologna Secretariat
agreement (2010) paved the way for greater studebtlity between European
universities. Courses were created in non-locajdages, most often English, to
encourage visiting students to be able to studpgioin English, for example. In
addition to student mobility, contracts and counsslits had to be drawn up in two
languages which added to the administrative woriclvhould be simplified by a
shared lingua franca (English). European univiesare continuing to attract students
from outside their home territories. This has aored with greater funding needs
which can be met by attracting internationally deeestudent public. A key term in
French educational policy (post 2013) has bedtndctivité (attractiveness) and the
focus has been on how it could improve the ‘soft@d" of French Higher Education.
The French senatorial white paper entitledur I'attractivité de 'université en Frante
referred to France’s academic appeal when backiadrioraso Law in 2013 to signal
that French Higher Education was also ‘pointingtmlish proficiency as a valuable
commodity and the gateway to social and economiarmckment’ (Salomone 2015:
262).

%0 EuropearRegionAction Scheme for théV obility of University Students (ERASMUS)

1 ‘Soft power is a term coined by neoliberalistpls Nye (2004) to describe a country’s influence an
ability to attract rather than to coerce (hard pow&oft power implies the potentially increased
‘appeal’ and ‘attraction’ of France as cited in gematorial white paper.
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Mesdames, Messieurs,

L’enseignement supérieur et la recherche n’ont pas échappé a la
mondialisation. Longtemps circonscrites a quelques rares pays, les
meilleures universités de la planéte sont désormais présentes sur tous les
continents : I’Amérique du Nord et I'Europe doivent maintenant rivaliser
avec les pays émergents (Brésil, Chine, Inde, Mexique, Corée du Sud...) ou
se sont développés des établissements réputés pour I'excellence de leur
formation et de leur recherche. Acteurs majeurs de I’économie de la
connaissance ou |'innovation, le savoir et le capital humain sont des
¢léments centraux de cette compétition globalisée, les universités doivent
attirer les meilleurs ¢tudiants et les meilleurs chercheurs. En plus de I'enjeu
qu’il représente pour la compétitivité, le sujet est stratégique pour les
Etats : I'enseignement supérieur contribue a leur soft power, ¢’est-a-dire a
leur politique d’influence et a la diffusion de leurs idées, de leur langue, de
leur culture et de leurs valeurs a travers le monde.

First paragraph of the senatorial white paper addressed to the senate in
support of the Fioraso Law (12 February 2012).

[Translation:

Ladies and Gentlemen,

Higher Education and research have not escaped globalisation. Long
reserved for only a few rare countries, today all continents are home to the
best universities: North America and Europe must now compete with
emerging countries (such as Brazil, China, India, Mexico, and South Korea)
where establishments reputed for their excellence in education and research
can be found. Intellectual and human capital are the major competitors in the
global economics of knowledge and innovation exchange. Universities must
attract the best students and the best researchers. Higher Education has a
strategic role to play in each of these countries: Higher Education contributes
to a nation’s soft power, that is to say its politics of influence and the
communication, throughout the world, of its ideas, its language, its culture
and its values.]

If the default language of ‘internationalisation’ European Higher Education is
currently ‘automatically presumed’ to be EnglishHigher Education practitioners
(Tange 2010:138), then it is worth considering wlkycational policy continues to use
‘internationalisation’ or ‘other language’ rathbah openly stating that
internationalisation is implied as being able te &nglish. Kirpatrick (2011),
Phillipson (1992) and Doiz et al (2013) have ddzadithis use of ‘internationalisation’
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as a smoke screen to conceal that it is the usaglfish which defines the process. The
term ‘internationalisation’ has been placed in m&e commas in recognition of its
ideological construction within the discourse obeemic competition and language
use. This is why researchers such as Phillipso®2)1®ave chosen to be more explicit
in what is happening in terms of language use gheli Education by referring to it as
the ‘Englishisation’ of tertiary education in Eusp‘Englishisation’ is used as a more
transparent term to reflect the reality that iErglishthat European universities are

turning to.

Although the student and staff populations in Eeapuniversities may be increasingly
diverse, the general trend has been to undersiatedriationalisation’ as attracting
more students from overseas and converging inerglggio English as a medium of
instruction (henceforth EMI) in many European unsiges (See Table 1). EMIis a
pedagogical concept still to be defined in termbath teaching and language learning

objectives. For the purposes of this study a wayklefinition of EMI is:

The use of the English language to teach acadarbjeds in countries or
jurisdictions where the first language (L1) of thejority populations is not
English.

(Dearden 2015: 2)

For the time being, there seem to be two main &nfiuropean universities proposing
English-taught programs. On the one hand EMI eragms home students to be more
competitive in an international, English-speakingrkvmarket. It is assumed that
English language skills will be acquired througitdning, interacting and doing task-
based activities. On the other hand, EMI is aéssngo be appealing for visiting
students, whose English is assumed to be betteithied proficiency in the local L1.

In this case the French language should not bereeb#o attracting foreign fee-paying
students who would wish to study in France. EMi#fore appears to be a pedagogical
approach based on socio-political ideology rathanton specific language learning

objectives.

Those countries which can be described as histlyrmaglophone, such as Britain, the
US, Canada and Australia for example, are in aiposof power within today’s
competitive context of Higher Education internatibsation (Welch and Welch 1999).
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Lavelle (2008) and Jenkins (IATER1Harrogate symposium 2014) have identified
such English language dominance by highlighting $loane institutions are better off
than others in the business of selling English meedium of instruction (EMI). Those
universities which are traditionally part of thear circle of English speakers have been
offering EMI of sorts ever since they started tclule overseas students. The
differences are the locatedness of education inlaanglish-speaking country versus

the delocatedness in a non L1 English-speakingtcpun

Countries with languages of Germanic origin, susthase of Scandinavia and the
Netherlands, have the longest experience of usiyligh-taught programs (ETP).
Werther et al. (2014) argue that this is becaugbeogimilarity of Germanic languages
to English, their geographical proximity to Britatheir relatively small populations
and greater immigrant populations (Werther et @142 444). This argument is based,
in part, on the belief that some languages areetsiearn than others. Another reason
could be the strategic attitude of countries sicbe@nmark to languages for trade and
education. Within the context of internationalisatproviding education in English has
also meant that Scandinavian universities have bbknto provide international
qualifications for students and staff, and attratgrnational students and staff by
teaching their courses in English (Werther et @l4). Nordic educational language
policy has been proactive in trying to maintainiggbetween English, Danish, and
Swedish by calling for ‘parallel language u8¢Nordic language policy act of 2007,
McGrath 2014).

The following table shows approximate percentadds\bl courses in relation to the
other language(s) used by the universities of Narteaz, Helsinki, Copenhagen,
Milan and Bucharest. The data were collected it320a email correspondence with

International Relations departments at the citadausities.

%2 |nternational Association of Teachers of Englista Foreign Language, video and discussion

available ahttps://eflnotes.wordpress.com/tag/ebn/Mura Nava.

The Nordic language policy is encouraging thglsamge maintenance of Danish and Swedish to pre-
empt language attrition of those languages (thdidampons of Language Maintenance and Shift in
global education are discussed in Pauwels 2016).

33
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Universities

Languages of instruction (and approximte
percentages for EMI courses)

Nantes, France 2013

French 5% English in undergraduate and

postgraduate courses combined.

Graz, Austria 2013

Germanp0% to 100% English at Masters’

level.

Helsinki, Finland 2013

Finnish, Swedish50% to 100% English at

Masters’ level.

Copenhagen, Denmark 2013

Danish, 50% English at undergraduate leve
100% English for 15 Masters’ course$2009).

Milan, Italy 2014

Italian,~90% Englist.

Bucharest, Romania 2013

Romanian, Hungarian, French, Engligs0%

English at undergraduate level.

Table 1 Examples of approximate levels of EMI usesbme European universities

(2013-14)

This study of French Higher Education practice esning English usage does not yet
benefit from the experience of longer-term mulglial usage. The present study has

therefore drawn from the extensive literature ofikdr experiences in Denmark and

Sweden. In terms of EMI in France, the turn togkshisation’ has been slower than in

Northern European countries, such as Denmark amedi®&w Nevertheless,

internationalisation has caught up with French ldigaducation, marked more radically

by the passing of the Fioraso Law in 2013. Offitgats, (such as the Fioraso Act
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2013, the senatorial law of 2013, and the COMU 2t ave increasingly referred to
‘internationalisation’ in which English languageeus implied. Omitting the word
‘English’ in these texts may be due to a desire&ve room for other international
languages, depending on need and language chaongese the word ‘English’
explicitly as the language of internationalisatwould also be a coercive push for
English usage. This could be interpreted as datigy French as the language of
education. Referring to English as a ‘tool’ rattiean as an openly official, and
therefore higher language variety, highlights atstic view of English through which
to achieve competitiveness rather than nationaitiye for example. There is
nevertheless a tendency to refer to English asiftineding language’ (Toubon 1993)
either during language policy meetings, duringtpal debate or even in language
policy texts. This tendency goes back to the 198@@ish encouraged the use of the
French language to talk about French policy andamtain the international
significance of ‘la francophonie’.

2.1.3 English as a lingua franca in academia

Internationalisation has often meant the adoptioen @mmon language for business,
communication and education. Various tefhimve been used to describe the different
types of Englishes used in the world. The phr&gerld Englishes’ is used to describe
the varieties or English which arise from eithedeswitching or variation in local
contexts where English is not the L1 (Jenkins 260¥mpton 1995, Gao 2014:63).
‘World Englishes’ also refers to the result of aléeonomic and imperial drives to
promote linguistic and political unity during colahsm (in India and Africa for
example, Saraceni 2010). Differently from Worldgkshes, the term ‘English as a
lingua franca’ can be viewed as delocalised frooaléanguage contexts and as a
language feature (rather than a language) of loathl lnd de-localised international
contexts. Nevertheless, English as a lingua fréwasaalso been viewed as

geographically definable and closely related tolthéanguages present in the

% COMU: Communautés Universitaires - From Septer@0di5, French universities will be regrouped

by region. For example the univerisites of NanRennes and Brest will be called ‘L’universtité
Bretagne-Loire’.

English as an International Language (EIL), ‘glabaglish’, ‘globish’, World Englishes’(WE),
‘English as Lingua Franca (ELF), English as a Fgréanguage (EFL), and English as a Second
Language (ESP) are just a few examples.
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interaction (Jenkins 2015: 75). The difference lesmvWorld Englishes and English as
a lingua franca would therefore seem to lie moreaw L2 speakers bring along their
different types of English to an interaction whiwds strategic aims outside of local
identity. In the Higher Education context of thegent study, the primary objective
would appear to be conveying content and languagg @ vehicular English as a
lingua franca (henceforth ELF) 'tool'.

Cots et al. (2014) have addressed the debate aEngitsh as a lingua franca in
European Higher Education:

Through lingua francas, institutions can expanddaeh of their social
action, have more impact on a larger portion ofydaion, and gain greater
visibility and revenue. Nevertheless, for manyzeitis in minority language
contexts, the promotion of lingua francas may lgarded as threats to their
identities and to their rights to use their owngiaage.

(Cots et al. 2014:1)

Cots et al. (2014) refer to the question of theeito which second language use
‘threatens’ identity and rights to language uséimiformal education. The right to
‘learning in an L1’ is currently being debated e titalian constitutional courts after
Milan’s Polytechnic University proposed a switchgbll in 2013 (Salomone 2015).
This is because of the debate concerning wheth&riglish as a lingua franca can be
considered a legally legitimate language of commaton in terms of constitutional
law. Added to this is the question of whether Eldmmunication either heightens or
diminishes the different categorisations allocdtethe ‘native speaker’ or ‘non-native
speaker’ (Jenkins 2007, Davies 2011). Beyond asmpétanguage legislation,
language legitimacy can also be understood assivewf the rightful ‘ownership’ of a

language, and that English is not owned by ‘naspeakers’ (Kachru 1992).

There are arguments in favour of using English lasgaia franca in Higher Education
institutions where English is not the first langeaagirstly it would help home students
to have greater access to the global, predomin&mityish-speaking work market,
including that of the research world. Secondlternnational students, alsssumedo
be proficient English-speakers (Tange 2010: 13®)|cctherefore register for these

courses, not in the UK or America, but in Franaeeicample, where the registration
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fees are significantly low&t The point in question is what institutions undzmsl by
‘international’ in terms of English language usd&atvis meant by ‘English’ and
whether this includes an ELF perspective (Jenk@ib278).

An issue to address is whether British universiiesselling a preferred ‘native’ (often
monolingual) speaker model of English to attradhlmverseas students and staff, who
will return to multilingual contexts. The drivirfgrce for this type of teaching is
believed to be financial (Jenkins, personal en@hmmunication 01/11/2015, and
IATEFL 2014). The focus on L2 English-speakinguansities in Europe being
insufficiently ‘legitimated’ as speakers of Englishould perhaps be transferred to the
questionable legitimacy of monolingual institutigmesenting themselves as
appropriate models for multilingual contexts. Strative speaker models’ are
becoming increasingly deconstructed and are redasgénsufficiently representative of
what it means to speak ‘English’ in a global cotitegsee Jenkins 2015, Saraceni 2010,
Phillipson 1992, and Kachru 1982 ’s inner (mindritircle of Native English speakers
1992). However, UK universities are responding tea demand which has been
confirmed by Jenkins’ own past research: L2 spea#eEnglish tend to favour 'native’
speaker models themselves, and would prefer to keam, and be taught by native
speakers (Blair 2012, Block 2007, Jenkins 200G)chSspeakers are believed to
represent not only a favoured standard of Englighatso a culture and teaching

method associated to their L1 English:

The notion of the native speaker in applied lingessis in fact an ideological
construct. It has no linguistic or psychologicadlity. It has had a divisive
effect in that native-speaker teachers are oftsarasd to represent a Western
culture from which spring the ideals both of thedaage, especially English,
and of the language teaching methodology.

(Wei 2001: 15)

Access to what is considered ‘the right kind of Esig also ensures access to

% Nantes University fees for 2015-6 were 404.10réufwlergraduates and 476.10 € for postgraduates.
This includes social insurance (215.00 €), prevertnedecine (5.10 €), Fonds de solidarité et de
développement des initiatives étudiantes (FSDIE)QQ €) and library costs (34.00 €).

Monolingual ‘natives’ of the English language (Kag's inner circle) represent the minority of the
total English speakers in the world. SpeakersrafliEh may use English as a second official
language (Kachru’s outer circle), or as a foremmgluage (Kachru’'s expanding circle). Although
these distinctions are fluid, the minority of inrércle speakers is used as an argument for giving
greater credit to global Englishes.
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educational, social and occupational opportunitiesthis context ‘legitimacy’

reinforces symbolic capital and power of ownersHgalomone highlights that the rise
of global English in relation to language rightsnist a zero-sum game’ (Salomone
2015: 263). By this Solomone refers to the inedyaf those who have and those who
do not have access to English as a language o&gdnal and professional
advancement. In this case, English can be presestaghts of access to a language
(English) which should not only be available toedite class. It is this aspect of
appropriation of the English language that | badidenkins (2015) wishes to see as the
democratisation of English as a lingua franca. kelav, other approaches see this as a
position denying people access to the higher laggwarieties of English (based on a
formal definition of competence, discussed 2.1ha} they wish to attain (Gazzola and
Grin 2013).

The concept of the ‘legitimacy’ of L2 speakers oiglish, as developed by Jenkins
(2007) and Gao (2014) has resurfaced in the dethddgitimate ‘models’ of English in
European Higher Education (Preisler 2014, Chagldi3). The extent to which L2
speaking academics may or may not feel they arentede members of an
international community of ‘English speakers’, ‘8gers of Other Languages Teaching
English’ or an ‘speakers of English as a linguaded is closely related to how
motivated they are to communicate in the L2 or eweteach in . Studies which
have focused on how teachers of English feel abeing non-native speakers have
particularly focused on how L2-speaking particigasege themselves as being
‘authorities’ on English (Blair 2012, Jenkins 200&)ollowing on from this debate, the
present study investigates how French academigatsithemselves within such a
shifting and widening community of L2 speakers witthe context of the

internationalisation of Higher Education in France.

2.1.4 The impact of internationalisation on acadengiidentity in Higher

Education

The relationship between foreign language use amf@gsional academic identity is

key to this study. Reflective practice studieated to tertiary education have explored

% Dérnyei 2009, and see Yashima and Zenuk-Nishid&®f6C (willingness to communicate) 2008
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the processes of academic identity through repdit®w lived experiences are
accounted for over time (Lemke 2008). Institutidogalty in relation to motivation
may also impact on academic development as a whiolkeeping with studies such as
Canrius et al. (2011), this study highlights thiatienship between believing in the
institutional language policy and being a motivaaeddemic (see figure 16, chapter 5).
This study on how French academics relate to usigjish (as part of a lengthy
process of professional development) follows omfsiudies of how academics relate
to culture, language, and institutional change ¢8&013, Farrell 2011, Westbrook and
Henrikson 2011, Ige 2010). Wider theoretical framoeks for identity, in combination
with localised studies of specific communities, é@&xplored the relationship between
foreign language learning and identity, discusseskerction 2 of the literature review
(Block 2007, Ricento 2005, Bucholtz 2005, Nortol®@0 Such understandings of
professional identity in an L2 context incorporhtav ‘ideal’ teacher identity models
(Dornyei 2009) are constructed within academic camitres for example:

The processes of identity construction describatiese studies demonstrate
the complexities of developing a professional idgmh a context where the
linguistic resources and previous experience di@pants can be

interpreted differently, depending on the positiohthe members of the
community.

(Soren 2013: 38)

This quote highlights the varying degrees of vallrich can be attributed or ascribed to
professional experiences for example. Where thalmees of the community are
positioned and position themselves in relationthers, the linguistic resources are
‘linguist capital’ which are negotiated and bartefer (Bourdieu 1982). Linguistic
capital uses a monetary term to refer to the varifimguistic repertoires speakers can

profit from in different social encounters.

Preisler’s (2008, 2014), and Westbrook and Hennlss@2011) studies of academic
identity in relation to internationalisation in Higr Education have suggested that
using a second language contributes to ‘diminisiredibility’. These authors justify
that academics reported having diminished cretydlecause they believed that
communication in an L2 would result in poor impreas of the teaching events they

are involved in. Such studies on diminished créithtare in keeping with other
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studies of people who report experiencing a lifarging shift when they leave a
shared L1 community to go and live as a minoritysp2aker in a new professional
context (Caldas-Coulthard et al. 2007, Krzyzanovesid Wodak 2008, Norton 2000).
When living and working in new L2-speaking contexi® speakers (who may have
had higher status in their L1 professional conjedéscribe how interacting and
working with the new community reduces their righhbe taken as credible and valid
members. Feeling inferior or being made to fefdrior is re-enforced by reports of
the (new) community not recognising the validitglatatus which should be afforded
to bilinguals (Norton 2000, Bush 2012, Garcia 2008mbert 1967). Where
academics are using L2 English for research ardhieg, they are not isolated or
distanced from their L1-speaking communities. unhsnon-L1 English language
communities there is nevertheless a shift in laggusse (Pauwels 2011: 248). It can
be argued that when the L1 is not recognised ontaiaied, such distancing from the
L1 results in demoting the speakers who identignteelves through more than one
language (Hall and Cook 2012, Garcia 2009, CoolBR00

Within a Higher Education context diminished creldypcan be experienced by the
academics who report that because of an impress$i@duced linguistic competence in
English they feel that their status as a credibtt\aalid member of their scientific
community is challenged. The challenge to authiaain be perceived by the academic
participants themselves (see Preisler 2008, 20d4n32013). For those who wish to
question whether L2 speakers of English are vabderfs of English for teaching in that
language, credibility can also be used as an argutoeriticise EMI teaching
(Shohamy 2012, Chaplier 2013). Loss of credibibtglso associated with a ‘loss of
face’ (Brown and Levinson 1987). Face is undetiodbe the publiemage held by
speakers which can be threatened in interactiboss of face can be dependent on an
EMI teacher’s self-perception but also on a tedsHeredibility’ in the eyes of his/her
students, where identities are enacted and negadtwathin the classroom (Preisler
2014). The concept of ‘credibility’ is based oesemse of departure from an idealised
prototype of a teacher for example (Preisler 20BYch beliefs have been framed from
the perspective of strategic, essentialist notarfsow communities categorize
individuals (such as in Bucholtz 2005) to intergretv a teacher’s ‘authenticity’ may be

challenged when the idea of a university teacheatgtype’ is departed from:
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Even if the prototype of the university teacherdwen ‘professor’) is fuzzy,
essentialist conceptions are a necessary methadaldgol whereby we are
able to provisionally identify and label social gps so as to make them
accessible to scholarly enquiry.

(Preisler 2014: 221)

Within the context of a shift in language policyHigher Education, what constitutes as

a university teacher ‘prototype’ will be likely shift.

There are deviations from more traditional ‘domin@acher’ status during EMI
classroom interactions, but where loss of face doésccur because the lecturers’
‘sense of security stemmed from their institutioid@intity and not from their L2
linguistic identity’ (Soren 2013: 41). This positiemphasises their role and title rather
than their communicative proficiency (Hymes 197Real or imagined pressure from
an institution to include English proficiency astpaf an idealised and sought-after
university teacher profile may also account for leamademics may experience
diminished credibility and loss of status.

2.1.5 The ‘competence’ of L2 speakers in Higher Eaation

If the second language in question, English, imab English as a lingua franca, then
the status of such a ‘vehicular’ language (Cha@@&t3: 64) may also be called into
question. In opposition to Jenkin’s (2015) ap@bkos the democratising capabilities of
ELF, others see ELF as a process of language sthsak#on(Werther et al. 2014,
Reyes 2013). Standardisation in this sense isagérading to a loss of quality, both in
terms of the complexity of L2 language structurd pragmatic understanding of
language which may be diminished in the use of bglish (Preisler 2014, Chaplier
2013, Tange 2010). ‘Loss of quality’ builds on tiaion that writing research papers
or communicating in an L2 at conferences would asailt in loss of quality and

therefore the social authority of such speakers.

The notion of competence is a highly contesteceissgarding what it means to use
language ‘appropriately’ (Kramsch 2013, Canale 1@3#hale and Swain 1980,
Hymes 1972). When ‘competence’ is used to defihatwa learner can do, it is either

used to praise or sanction. Another problem withword ‘competence’ is that it can
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be perceived as fixed and static. In the contexh®fpresent study, notions of
competence are squarely seated in the discus®latmg to competence as being in
alignment with or departing from a native speakedsai (Li Wei 2011b, Davies
2011). Not believing oneself to be a native spealaild therefore re-position such
an L2 English-speaker to the position of ‘learnieEnglish’. Depending on the
context, the learner status can be seen as eith@ortunity or as handicap. On the
other hand, a learner status can be seen as ledikainle and desired for anyone
involved in academia who values learning for leagig sake. Within Higher
Education, some learners have higher social statusothers. For example, those
learners who have ‘professorships’ have greataaksiatus within the academic
community. Learner status can therefore be unal@dstnalogously to ascribed and
avowed identity, where the learner attribute ibaitdeclared or attributed to as an
identifying feature (Butler 1988). The contesteslie within this study has been L2
English language competence and whether this simeét or depart from ‘native
speaker’ models or converge to other competencasding the intercultural

competencies of English as a lingua franca.
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This opposition in perceived competence is sumradiiis the figure below

representing the communicative competence andida$ict may be perceived by

French L2 speakers of English:

Deficit

L2 English
Speaker

L1 English Having appropriate
Speaker communication skills in an ELF context

Using a ‘native English-speaker’ form of English

v/

\/

Competence

L2 English
Speaker

L1 English
Speaker

Figure 1 L2 English speakers’ perceptions of compet and deficif.

L2 communicative competence (also framed withia asommunicative approach’,

Canale and Swain 1980: 2) could be understood assessment of achieved

communication based on the speaker’s performaActs:us on the ‘form of English’,

however can be understood as a ‘grammatical’ entéd’ approach to language

competence (Canale and Swain 1980: 2) based on skytsdistinction between

competence and performance:

We thus make a fundamental distinction betwemmpetencéthe speaker-
hearer’s knowledge of his language) aedformancegthe actual use of
language in concrete situations).

(Chomsky 1965:4)

%9 of L1 monolingual and L2 multilingual speakersEinglish in a lingua franca context.
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The ELF context can be described as the ‘situatiopatext (Canale and Swain 1980:
2) under discussion which in the figure above gliapble to scientific congresses held
in English.

The question of credibility has been strongly agged with evaluations of the
competence of those who teach in a second langiliageobjectives of second
language teaching are in keeping with ideologiedielis about knowledge domains and
appropriate knowledge exchange sites (such asiitutional educational settings).
Chaplier (2013) addresses the concept of the canpetof French-speaking university
lecturers who teach in English by stating thatdébrouiller en anglais’ (‘getting by in
English’, Chaplier 2013: 64) is insufficient grounfbr teaching in a second language.
It is difficult to untangle those who are againsing English in French Higher
Education because it challenges French nationatitg€discussed in Suleiman 2006)
from those who refer to loss of quality in teachargl learning in any L2 language
context of learning (Preisler 2014, Chaplier 20I&nge 2010). Within this second
camp, there are further differences and reasorarfjuing against EMI in Higher
Education in Europe. Preisler refers to his owsitan of EMI teaching as being
‘inauthentic’, whilst Chaplier implies that althdughe is not against EMI per se, she
joins Tange in questioning EMI staff's ‘ability’ ttommunicate ‘expert knowledge’
through a second language (Chaplier 2013: 70, Taa46: 139).

Knowledge is, however, as socially contested amdted as other areas of identity
work where it is the speakers who interchange batvd®minant, subordinate and
attributed roles of he/she ‘who holds and prestr@knowledge’ ( Mondada 2013a,
Bamberg, 2004). Chaplier’s criticism of EMI in R is based on an equivalent
position of the ‘validité’ (validity) of an ‘approjate’ language competence which she
believes EMI teachers should have (Chaplier 20Q0R: Thaplier refers to a
knowledge-based and teacher-led approach whichedfivees in terms of validation and
teacher responsibility (Chaplier 2013: 74) withdafining what an ‘appropriate teacher
model’ would be. Chaplier is concerned that EMctesrs at Toulouse University are
not sufficiently proficient in English to teachftimat language. A lack of validity seems
to be based on a departure from what she maydeetiore acceptable prototype of an
English-speaking teacher as she criticises theotiEMI teaching staff at Toulouse

University for not being closely aligned enoughhntite prototype of a ‘native speaker’.
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Departures from this idealised model, Chaplier isxlare more likely to be
approximate than precise (Chaplier 2013: 70).

Critics of English as a lingua franca teachingamecerned that it sets limitations on the
quality of Higher Education teaching (Preisler 20Chaplier 2013, Truchot 2008). It

is not English which is being criticised, but Esglias a lingua franca which is held by
such critics as being inferior to other types ogksh:

Quelle est la valeur d’'un diplédme universitairehdeit niveau dispensé en
lingua franca. Car les enseignants-chercheurstfaeres de I'Université
Paul Sabatier [de Toulouse] ne sont généralemeanampglophones : quel est
leur niveau linguistique? Un enseignement de hevgtanl est-il compatible
avec un anglais approximatif ?

(Chaplier 2013: 70)

[Translation:

What is the value of a Higher Education degree Wwhigs been taught in a
lingua franca? The academics of the University Bsallatier of Toulouse are
generally not anglophone. What is their level ogkEsh? Is Higher
Education teaching compatible with having approxertenglish language
skills?]

The limitations of English as a lingua Franca iBuaopean context are described by

Truchot (2008) as epistemological (i.e. what it neto really ‘know’ a language):

[i]l est tres probable que de telles formationsosgmt sur une estimation
erronée et donc aberramte ce qu’est connaitre une langde ce gu'il est
possible de faire avec une lingua frarar rapport a ce que I'on peut faire
avec une langue dans laquelle on a été socialisduefué.

(my emphasis, Truchot 2008: 125 in Chaplier 20173: 6

[Translation:

It is highly probable that these [EMI] courses farended on a false and
abhorrent estimation efhat it means to know a language, when we consider
what it is possible to do with a lingua franaedaen compared to what we can
do in a language through which we have been seethaind educated.]
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Both the critics and supporters of EMI have sonmgthin common nevertheless. Seeing
language as a strategic ‘tool’ with which ‘it isgsible to do something’ (Austin 1975)
are more related to judgements about language demgeethan language as identity.
Truchot (2008) and Chaplier’s (2013) positions dreavily on contexts which assume
that ‘education’ should happen in one language.only

There is also a concern about language approximaticen pragmatic intention is
called into question in an L2 language. A lossrafgonatic knowledge exchange is
illustrated in Preisler’'s (2014) belief that EMIntexts for instance are devoid of
humour. Preisler refers to the ‘humourous intent bumorous effect’ (Preisler
2014:231) which his academic EMI teacher particifpeadl been able to successfully
communicate for 40 years, teaching in Danish (Rei2014: 232). There is also a
concern that the intended meaning of the speakeb&reduced (Austin 1975, Grundy
1995). What is meant by ‘appropriate’ pragmatiowtedge exchange appears to be
based on the assumption that individuals are Bestalised’ and ‘educated’ within
culturally bounded contexts (Truchot 2008). Thera view that EMI is ‘inappropriate’
for Higher Education in Europe because only suptfcommunication will occur in
English. It is argued that loss of common pragmiatiewledge will result in an overall
effect of a ‘restricted code’ (Tange 2010, BernstE999). Such a restricted code is
described as impeding teacher ‘authenticity’ arfeciihg ‘academic authority’ (Preisler
2014: 236). Preisler understands authenticityesisgoclosely aligned to essentialist
notions of teacher prototypes which are performadman academic is ‘teaching’
(Preisler 2014: 221). The present study challeaggsments of appropriate language
codes or authenticity models through the obsemaifd&MI contexts in France (see
chapter 4.3).

Bilingual teaching models (Lewis et al. 2012, Gar2011) can be an answer to such
concerns about the package which comes with viaijuage’ models. Teaching
contexts which are not based on idealised monddinigmguage models view English
as a lingua franca as occurring in multilingual lme contexts, where language
crossing occurs and where it is encouraged (Jenkid, Garcia: 2009 ). The
objectives of bilingual classrooms differ from gelanguage policies which are

ideologically based on maintaining an L1 and kegptiiseparate from contexts where
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the L2 is used in an EMI context. This thesisudels EMI classrooms as
representative of an English as a lingua franaastaaguaging context (Jenkins 2015),
as discussed in 2.1.7. Translanguaging is undetsie a function of bilingual identity
where speakers acknowledge their bilingual comnaiimio by delving into multiple
linguistic repertoires (Li Wei 2011a, Creese anddRledge 2015). Within bilingual
pedagogical structures, the growing multilinguahtexts have been less concerned with
‘authenticity’ but more with the ‘creativity’ andrategic use of the speakers in
‘translanguaging contexts’ (Li Wei 2011a). In swcmtexts the ‘legitimacy’ of
speakers is based on how best they use ‘all tlypidages at their disposal’ within
pedagogical interactions (Lewis et al. 2012). Thsifons taken on the legitimacy of
L2 speakers of English in French Higher Educatidhlve based on beliefs related to
the ‘authority’ of L2 language speakers and whetlueh speakers can convert such a

stance to positions of educational ‘authority’.

For the time being, the focus of the literaturense¢o be on whether teachers who teach
in a second language are ‘good enough’ to do the Within the context of many EMI
studies, those participants who are teaching ifiginpave already been writing and
presenting at conferences in English for many yéand this part of their professional
identity is rarely taken into account). If thesen® individuals are assumed to be ‘good
enough’ to engage in the international arena adfaesh, then why should their
competences as L2 teachers be more contestednacdampetence as L2 researchers?
The reason for acceptance and encouragement idarnain (research) rather than
another (teaching) may be based on beliefs abeulifferent skills associated to each
area, with an assumption that they are not brotdhsferable or compatible. Aside
from whether the skills are transferrable, it coailsb be argued that there is a
deontological difference between responsibilitgtiodents (including learning

objectives and outcomes) and responsibility to esad peers (including conveying
information). It is for this reason that this stutys focused on the entire range of
academic uses of English, and by making compasibetween the differences

between using English for research and using Bmfpisteaching.
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2.1.6 The aims and conceptual dimensions of contesuhd language

integrated learning

The aims of integrated language learning are dssuwithin the context of a growing
demand for English-taught modules in Higher Edatationtexts in France. English-
taught modules are firmly established within therieéh secondary school system (since
the 1990s) where pupils can choose to have orteeaf‘hon-linguistic disciplines’

taught in English. These classes are taught ihignlgy French-speaking secondary
school teachers who have passed the DNL (disciplimelinguistique) language
certificate which is a French national exam. Thadgects which are believed to be
‘linguistic’ are those traditionally associated wvihe ‘arts’, while the ‘non-linguistic’

are the subjects traditionally labelled ‘sciencealthough science subjects are accessed
through ‘language’, there is a belief that somgestib are more concerned with
developing language skills than others. BerngtE®®9) has described this difference
in terms of two main ‘knowledge structures’ thédteet the aims of those disciplines
which are ‘discursively’ motivated and those whaske motivated by ‘the integration of
general propositions’ (p. 162). The subjects whiahd upon ‘empirical procedures’,
such as the natural sciences, depend on ‘attempé$ute positions, where possible, or
to incorporate them in more general propositioBgrfstein 1999: 163). The
schematic representation of this type of knowlestgecture (figure 2) shows that there
is only one acceptable proposition at the apeketitiangle, before it is replaced by a

new theory.

Figure 2 Bernstein’s hierarchical knowledge stregffl

40 as a representation of a ‘non-linguistic’ disaieli(1999: 162).
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In contrast, ‘any one of the specialised discidingthin the form of a horizontal
knowledge structure found within the humanities aadal sciences’ is based on a
‘series of codes’ and ‘legitimate texts’ (Bernst&B09: 162). Bernstein’s concept of
‘development’ (or learning) in this linear struauwill result in new language (‘Ln’ in

figure 3) building upon older language.

LIL2L3 L4 L5L6L7...Ln

Figure 3 Bernstein’s horizontal knowledge structtire

According to Bernstein’s framework of ‘knowledgeusttures’, the motivations of
discursively-oriented disciplind&swould not seem to apply to ‘scientific’ disciplsiebe
it in the students’ L1 (here at Nantes) or in thedents’ L2 (here English). This would
explain why Airey’s (2012) study of university téaes in Sweden reported that they
claimed to not ‘teach language’. This attitudéh®e difference between what
participants consider as teaching ‘content’, aagliéng ‘language’ has also been

explored in this study.

Bernstein’s framework continues to be validatedouaent pedagogical terminology
which categorizes learning into separate disciglimgth different learning objectives.
However, Bernstein’s framework is limited in theassumes that the natural sciences
are categorically narrow (only one positivist theoan hold true at one time), or that
the ‘humanities’ are founded on consecutive saiepecialist jargon, replaced by
newer jargon and that they do not stand up to eagpienquiry, for example. Jones
(2013) critiques Bernstein’s ‘great divide’ persipez on knowledge theory:

The fatal flaw in [Bernstein’s] whole conceptiontie distinction between
‘understanding of the language’ and ‘extra-lingaikhowledge’, a
distinction which is impossible to draw in prinagdl...] Since linguistic

1 as a representation of a ‘linguistic’ disciplifi99: 162).

42 These motivations are ‘oriented to speaking/agugfideveloping the hegemonic language or its
challenge or marketing a new language’ (Bernsté®01163). These motivations are therefore at
odds with the strategic view of use of English as of several ‘tools’ with which to achieve a skt o
learning outcomes.
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communication is an interpretative activity on gaet of particular
individuals, rather than the transmission of prelkaged meanings, then
their understanding of any utterance in any contektdissolubly bound up
with their knowledge and experience of the world ahthe topic of the
interactional engagement.

(Jones 2013: 169-170)

Bernstein’s framework also focuses on differentkeeaiathan compatibility and leaves

little room for contextualised, interdisciplinarkiks.

The terminology currently in use to describe theagptual dimensions of teaching in a
second language, both in French and English, tsftee fact that there is still
uncertainty about what teaching and learning ia@sd language learning entails, and
the extent to which there is a focus on ‘langudbetizontal knowledge structure) or

‘content’ (vertical knowledge structure) (See fig@).

Abbreviated term Full term Implied focus of the term

English as aMediumof . .
EMI 43 English as a strategic tool.
Instruction

Equal status given to
Content and Language
CLIL ' ‘language’ and ‘content’
Integrated Learnirf§

(Shaw 2013).
Enseignement d’'une matigpar | Causal relationship between
EMILE I'intégration d’une langue content integrationia
étrangere another language.

‘Knowledge structures’
DNL Discipline Non Linguistique differ between disciplines
(Bernstein 1999).

Table 2 French and English terms used to desadEhing in a second language.

43
a4

‘Instruction’ implies a teacher-led pedagogicabayach.
‘Learning’ focuses more on a learner-centred ped&gl approach.
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The current terminology expresses varying degréasw much ‘language’ work is
focused on in an English medium teaching cont&ktere is also an epistemological
grey area (Chaplier 2013, Shaw 2013) concerning ptatitioners mean by ‘content’
and what they mean by ‘language’ and whether tlrecmncepts can be clearly
dissociated when used in pedagogical terminoldgdye terms relating to pedagogy may
also reveal how the content should be acquired.t@ime ‘instruction’ (English as a
medium ofinstruction), rather than ‘learning’ (Content and Languagedgnated

Learning for example suggests more of a one sided, tedehdémpedagogical learning.
The terms ‘matiére’ (subject) and ‘discipline’ f@comore on the intrinsic nature, and
status of what is under study, rather than how @dquired.

The term EMI explicitly states that it Englishwhich is being used. The extent to
which practitioners embrace what has been labéjeforen (2013nglish as a lingua
franca teachingor English as a lingua academ{&alomone 2015) will depend on what
(role) models of ‘English’ they wish to adopt. Rbe time being, the type of English to
be used in the classroom has not been dissemibgttguage planners and policy
makers in France. In English as a lingua francehieg, those involved may regard
English as an approximate and malleable tool whictvto conduct exchanges. The
extent to which teachers and students will belieenselves to be in alignment with a
‘native speaker model’ will be the result of peralised learning histories, based on
past experiences, contact with other speakers eliref9about idealised speakers of
English (Kachru 1990, Jenkins 2007). Within theteghof this study, the ‘type of
English on offer was not signalled by the praotitrs or course module descriptors.
The purpose of the study was to investigate whzg tf English the academics
believed themselves to be using and how this aligoeative speaker and lingua
franca models. The disappearance of the word ‘laggun the term EMI can be seen
as a detour to avoid definitions of what a complerguage’ may be. EMI can also
evoke a wider field of non-verbal communication gsed through the word

‘medium’.

The degree to which an English medium programmesies on students acquiring new

language skills will depend on various factors.e Bludent body, such as their year of
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study and level of proficienéyand experience of being taught in an L2 will impae
whether ‘sufficient’ English proficiency is takes a given before the course actually
starts. This would be the case in an internatitfasters course, where the students
share L2 English and have different L1 Languag&iere all or most of the students
and teacher share a ‘community language’ L1 (heMNaates), which is ‘mutually
related’ to L2 (here English), then the extent tock vocabulary is compared,
translated and contrasted will differ again (Sh&432 18). The context of this study
reveals a learning situation which is closer tolihi@gual education settings described
in both the concept and technique of ‘translangugigiCreese and Blackledge 2015),
which is defined in section 2.1.7.

The extent to which language and/or content is§edwon in an EMI context invites
comparisons with a learning context where the stigdare taught in their ‘native’ L1s.
The term ‘Content and Language Integrated Learr{imgfceforth CLIL) suggests that
as much ‘content’ as ‘language’ is being learnéd.i$ agreed that a CLIL teaching
approach is one where ‘language and disciplinangesd are equally targets of the
learning process’ (Shaw 2013: 20), then such ailiein could also surely apply to any
university course which builds upon implicit angkgit knowledge, improving the
learners’ communication skills and widening thgiesialised ‘academic’ discourse (by
learners | refer to both the students and the tegehembers of the learning
community). The balance between ‘language-improveraens alongside the content-
mastery aims’ (Shaw 2013:20) can be assessed b&Mhtkaching contexts to all

teaching contexts.

The literature which addresses the objectives of telslching is in keeping with
ideological beliefs about knowledge domains anghfapriate’ knowledge exchange
sites (such as in institutional educational seffingrhe terminology used to describe
institutional learning contexts, both in French &maylish reveals that disciplines
continue to be distinct (i.e. as either a ‘sciermearts’), as are the beliefs about

academic and non-academic ‘authority’. Literatarthe field of pedagogy continues

45 At Nantes university English proficiency is assesduring the ESP language classroom. To apply for
the Advanced Biology undergraduate course, studantt have attained a minimum of 12 out of 20
in their English class. Concerning the intake cérseas students for international Masters couitses,
is up to the heads of scientific department todketiow they define English proficiency: by either
asking for a minimum TOEIC, TOEFL or IELTS score by speaking to candidates over the phone.
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to be based on notions of ‘knowledge’ acquisitwwhich is broken down into
categories such as content knowledge (savoir-sgygractical knowledge (savoir-
faire), and knowledge in action (savoir-étre) (B#id2009). Studies in interactive
linguistics define ‘knowledge exchanges’ betweatvirduals in terms of performance
roles and agency (Archer 2003, Ochs 1993). Witbimexts where an L2 is added to
an already complex domain of social interaction ialeditity work, there is a need to
examine how such an L2 impacts on such conteseadiig settings. At present the
terminology used to describe courses taught inligingto attract both foreign and
home students to French Higher Education haveaketntsuch epistemological
precepts and language ideologies into sufficiensiteration.

The following section will focus on the languageriwavhich occurs in ‘emergent

bilingual’ (Garcia 2009) educational settings sastthe one described in this study.

2.1.7 Translanguaging spaces in EMI

The aims of this section are to relate the obsemvatf EMI classes (see chapter 4.3)
with the literature relevant to learning in a settanguage. EMI teachers and students
are far from being beginners at learning Engliah.of those concerned during the
teaching interactions observed in this study waNé been learning English for at least
15 years. lItis for this reason that the literatwhich seems to converge most closely to
this ‘emerging’ phenomenon of EMI in France is tbhthe ‘emergent bilinguals’
described in bilingual educational settings (Gag€@89). This section will give an
overview of the origins of the term ‘translanguagias a conceptual framework for
understanding multilingual contexts: how it haseleped in relation to other (historic)
concepts, particularly code-switching and transfatiWithin the context of this thesis,
the term ‘translanguaging’ is understood to beative spac& created by specific
bilingual communities, which includes code-switahimithin full-range linguistic and
ideological repertoires. The present study idesdifranslanguaging practices as
occurring in the EMI classroom and in the intengdweld with the participants in both

¢ The notion of ‘space’ emphasizes both the temord physical moments where translanguaging
occurs, discussed further on in this section.
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French and English. In this context, we drew fraum combined’ English and French
repertoires, switching from English to French arehting a space unique to our
bilingual interactions. The observations and pgrétion in translanguaging practices
were informed by theoretical understandings ohiilial talk (Busch 2012, Li Wei
2011a, Garcia 2009) but are not yet definable @niional bilingual educational policy
in France (as is Lewis et al. 2012).

The term ‘translanguaging’ was originally used ésctibe a pedagogical practice in
Welsh schools (Williams 1994). The term was léa&en up to describe bilingual
interactions (outside of the classroom) for intaxa&canalysis (Li Wei 2011a). When
observing bilingual speech, conceptualisationsasfslanguaging fall into different
camps which either view translanguaging as socradlyotiated and situated (Garcia
2011) or both sociologically and psycholinguistigétamed as a cognitive and
transformative feature of identity within a socistbrical dimension (Li Wei 2011a:
1223). Within the context of this study, translaaging is viewed as being a socio-
interactive feature of EMI classrooms in Francan#tanguaging is understood as
including practices such as code-switchifhgo-languagin®, and translatiot?) which
can be linguistically observed in the speech ohguals). As a pedagogical approach,
there are arguments (Creese and Blackledge 20hgnian 2014, Garcia 2009) that
translanguaging should be used as a theoreticakfrark for studying identity in
emergent bilingual educational settings. Thisithaggues that this is because
translanguaging is more closely aligned to whaicisially happening in the classroom
and therefore more appropriate for framing dynanilingualism:

A dynamic theoretical framework of bilingualismails the simultaneous
co-existence of different languages in communicatazcepts
translanguaging and supports the development dipteulinguistic
identities.

47
48

The ethnographic study involved bilingual interacs between myself and the participants.
code-switching(also referred to as code-mixing, crossing, ceaibn): a discursive practice used by
bilinguals to signal their bilingualism, involvirthe use of two languages in an inter-active segment
In educational settings ‘planned code-switchingised as a pedagogical tool to draw from all the
students’ linguistic repertoires (Garcia 2009).

co-languaging curriculum content delivered to different langaagoups in parallel, each
pedagogical setting theoretically involves a mamglial setting (Lewis et al. 2012, Garcia 2009,
Nordic language policy 2007).

translation: separating languages to express similar meanibgth. In the classroom, translation is
used as a scaffolding technique to switch fronvibaker academic language to the stronger
academic language (Lewis et al. 2012: 659).

49

50
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(Garcia 2009: 119)

If today’s speakers are involved in ‘super-diver@naut 2013,Vertovec 2007) global
structures where they move into and out of spaeéseat] by specific communities with
different linguistic codes (Blommaert 2010, Wen899), then this phenomenon is
expanding to include Higher Education in Frandeheére has been a recognition that
linguistic codes are flexible, and that linguisgpertoires are non-fixed, then how does
this relate to contexts where two or more languagesn operation within the same
community (Creese and Blackledge 2015, Bush 20042 2Shaw 2013, Lewis et al.
2012, Li Wei 2011a)? Such language contexts - g/déferent languages combine -
have led to studies of the ‘lived experience’ ofltiple language use (Lewis et al. 2012,
Bush 2012, 2014).

A view that languages combine is the basis of dgea plurality. In discursive

plurality there are many separate elements (inofydifferent languages) which are
part of a greater whole (Emerson and Holquist 198Mhiis is why theorists such as
Busch (2012) have returned to Bakhtin’'s notionhatéroglossia’ to designate the
dialogicaP* interconnectivity between not only speakers bso &letween the words that
those speakers use (Bakhtin 1981, 1986). Hetessiglalescribes the ‘primacy of
context over text’ (Bakhtin 1981: 263) where wotalse on different meanings in
different utterances. The individuality of uniquigéerances is especially relevant to the
bilingual talk. Translanguaging borrows from thecept of heteroglossia. The prefix
‘trans’ implies that there is a transformation atityy when there is a crossing between
languages and new language codes are createdjueunieractions specific to

bilingual encounters:

At any given time, in any given place, there wil & set of conditions -
social, historical, meteorological, physiologicahat will insure that a word
uttered in that place and that time will have a megdifferent than it would
have under any other condition.

*L Dialogismis a conceptual framework within discourse analysised on how individual voices echo
social discourse and make it their own through tididcursivity’ and ‘multivoicedness’ (Bakhtin
1982). Bakhtin’s notion of ‘linguistic diversitys especially relevant to an understanding of
‘languages that have established contact and mrgaagnition with each other’ (Bakhtin 1981a: 295
reviewed in Busch 2014: 24jleteroglossiasituates dialogism in the meanings created inecast
where such ‘crossings’ occur.
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(Emerson and Holquist 1981, glossary)

A translanguaging approach to language considersdmbination of flexible parts of
language (Busch 2012, Li Wei 2011a). Language coatian and flexibility would
appear to be closely related to the speech ofguilifs, both in terms of their social
linguistic experiences and identities (Busch 2Q14Vei 2011a, Creese and Blackledge
2010). Translanguaging contexts are understogdritain a certain amount of flexible
continuity ‘which links the repertoires formed thgh individual life trajectories to the
available linguistic resources in a particular plg®ennycook and Otsuji 2014:166)
where speakers will both draw from and build orserg linguistic and identity
repertoires (Busch 2012, 2014, Lemke 2008, , Zimma@1998). In interactional
linguistics ‘linguistic repertoire’ is based on thetion that speakers choose between all
‘the accepted ways of formulating messages’ depgnoin need and context (Gumperz
1982: 138).

The notions of linguistic repertoire have been talgp in more recent translanguaging
theory to break down the bounded concept of ‘auang®? both in terms of critical
sociolinguistics where the notion of “a’ languaigehe result of ideological
construction and therefore involves power, autlipahd control’ (Blommaert 2007:
512). Frameworks which move away from boundeduagg concepts achieve a better
description of translanguaging spaces in which miidguistic repertoires are used,
such as the interactions reported in Li Wei's (29lifiterviews with bilingual Chinese-
English students or Lewis et al.’s (2012) obseoratiof bilingual Welsh-English
classrooms. Bilingual educational models whichkarged on bounded language
concepts see separate languages occurring atediffimes in the curriculum.
Nevertheless, such a notion of ‘a language’ is ssansufficiently representative of
how language works as a whole and limiting to thekese linguistic identity is based
on expanded repertoires (Creese and Blackledge ZBHrSia 2009). The interest of
using translanguaging as a conceptual framework fubich to study language
practices is that it allows for both the individsidinguistic biography and the

specificities of different contexts.

2 An idealised concept related to the belief thaglaages are separate entities, and should be kept
separate from each other.
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A contextualised study of how multilingualism ispexienced and used in specific
educational contexts, such as in the present stsidpmplementary to an
understanding of identity as a spatial constructiban inter-communicative act which
can be both experienced and observed (Busch 2@yd| and Stokoe 2006). An
observation of an EMI class will deliver resultsigthmay reveal that what
practitioners believe they are doing may be difiete what they are actually doing.
For example, they may say that the class is helehglish, whereas it is held in English
and French, or that they are not teaching langualgen in fact they are focusing on it
specifically. It was for this reason that thiscstgave the participants the opportunity
of reporting English usage as they experienceth bwide and outside of the classroom
and then be ‘confronted’ (Cahour 2006) with exarmlketheir ownin situteaching (by
enabling the participants to listen and reportt@ndudio recording of the EMI
classroom, discussed in chapter 3). RepeatedKotgg@nd discussion of the data with
the participants (Harvey 2014), enables the tegoaeicipants to accept that both they
and their classrooms are ‘bilingual’ and that ‘Esigl may be an appropriate umbrella

term for mixed language settings, especially maogilal ELF contexts (Jenkins 2015).

There is therefore need to reflect on ‘the mob#gity complexity of multilingual
communication modes [where] languages in contactatly influence each other’
(Creese and Blackledge 2015: 22). There is ardiffee between observing how such
languages come into contact through code-switcfingxample (Rampton 1995) and
the degree to which such an act (of code-switchmgjewed as a strong identifying
feature, or as a valid sociolinguistic model ofriglial education which should be
encouraged in the classroom (Lewis et al. 2012)bilding a conceptual framework
of a ‘translanguagingpace Li Wei (2011a) has focused on both the active an
creative work involved in social interaction (‘largging’) as a psycholinguistic feature
of bilingual Chinese-English speakers. The intdivaaelationship of language and
identity is also taken into account where mixing haransformative impact on both

languages and identities:

The act of translanguaging then is transformative in nature; it creates a social
space for the multilingual language user by briggogether different
dimensions of their personal history, experienat@mvironment, their
attitude, belief and ideology, their cognitive gitd/sical capacity into one
coordinated and meaningful performance, and makiingo a lived
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experience.

(Li Wei 2011a: 1223)

Li Wei's notion of ‘space’ is relevant to specibdingual interaction which would not

be reproducible elsewhere. An EMI classroom imEeawhere the participants share
L1 French and are talking about biology in an L2 give rise to unique linguistic
combinations and transformations. There is relegda the connectedness, and
positioning (Li Wei 2011a:1222) of such a commurig#ge section 2.2.3 for a
discussion of positioning and community in relationdentity) which ‘is not a space
where different identities, values and practicespéy co-exist, but combine together to
generate new identities, values and practices’(ki W011a:1223). Hence the relevance
of notions of ‘creativity’ and ‘special space’ whigvere enacted both during the EMI
classrooms, teacher-training sessions and intesvidweld with the participants of our

emergent bilingual community at Nantes Univerdirgnce.

2.1.8 Parallel language use

Research relating to multiple language contex®weden and Denmark, where English
is also used for research and teaching, has aedrgsarallel language use’ to describe
how languages can be used within Higher Educatistitutions. This term has little to
do with the languages that are actually spokenimvitie classroom, for example, but
much to do with language policy. The Nordic Langgi&olicy Act of 2007 was
established as a guideline for language manageahdéme tertiary level in Sweden and
Denmark, and to address concerns of local langlosgeat the expense of English in
Higher Education. McGrath (2014) defines the t§yarallel language use’ in (1)

below and highlights the underlying desire of Nordinguage policy to push for equity
between languages (in (2)), and downplay statingfish in Higher Education:
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1) The parallel use of language refers to the copatiuse of several
languages within one or more areas. None of thgulages abolishes or
replaces the other; they are used in parallel.

2) For the university to successfully carry outntssion, Swedish and
English should be used in parallel.

(Nordic Language Policy cited in McGrath 2014: 8)

The term ‘parallel language use’ as described glis\fecused on language separation
rather than on integrated concepts of linguistpertoire or translanguaging. There may
also be a difference in what language policy advise. using languages separately,
and what actually happens in the classroom. Aampldevel the practices of

individuals may show integrated language use, dinlyicode-switching (see section
4.4 for examples). Parallel language policy suggtsit linguistic forms and historical
social relations should be considered separatebiso suggests that languages are
distinct, bounded entities, working side by sidd #rat no policy arrangement is made
for possible crossings between them. ‘Parallelguage Use’ as a bilingual framework
and policy is in alignment with a view that two tarages can operate side by side as
monolingual languages, and where the desired owésrnsimple monolingual duality’
(Garcia 2009: 121). As an educational objectivenatiogual duality means speaking
either English or French and that the two languapesild be kept for separate teaching
events. The model is based on additive bilinguaffsatcording to two monolingual
standards through which the separate developmesaabt will not extinguish the other

(subtractive bilingualism) but is seen as an emnieht possibility (Garcia 2009: 116).

Where there is a belief that languages interactcamsk, it may still be maintained that
for crossing or interaction to occur, there needse separated entities (languages) to
begin with. Indeed, Li Wei (2011a) has highlightkdt indexing knowledge of
different languages in bilingual interaction canused as a means to both signal and
celebrate difference from other (monolingual) speak However, this ‘dissection’ does
not mirror how the languages occur in trans-existenor how they are built upon and

compared, even if such separations can be andlyticseful in explaining, post-hoc

%3 Additive bilingualism (L1 + L2 = L1 + L2), (as opped to subtractive bilingualism (L1 + L2 — L1 =
L2) does not see the use of one language extinggishe other (Garcia 2009:116).
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how different linguistic repertoires combine. Tihterest of the term ‘translanguaging’
is that it attempts to describe a social space avlagrguage phenomena occur
simultaneously with possibilities of flexibility,gpmeability and transformation. Within
bilingual educational models, translanguaging pcaatould fall under the category of
dynamic bilingualism based on heteroglossic lintiugractices and beliefs which
‘promotes transcultural identities; that is thenging together of different cultural
experiences and contexts generating a new anddhgbitural experience’ (Garcia
2009: 117-119).

As the present study is concerned with attituddariguage use, framed by linguistic
ideologies, it will also reveal that the differéabhguages are separated according to
function and status. Studies of how languages ‘beagrranged sequentially, in parallel,
juxtapositionally, or in overlapping form’ (Buscld®4: 4) also reflect how speakers
refer to these languages in terms of hierarchiealis (as in diglossic conteXtsis
described by Ferguson 1959). The context of teequt study, which reveals emerging
bilingual practices in Higher Education in Franegy invite the question of whether
French and English are assigned separate hierattéidtories or even separate
functions or whether they can ‘co-exist in the sglaee’ (Lewis et al. 2012: 656,
Garcia 2009: 78-79,). In the translanguaging etioral settings described by Garcia
(2009) and Lewis et al. (2012) the ‘languages atepfaced in a hierarchy according to
whether they have more or less power’ (Garcia 208979), on the contrary they are
equally interchangeable.

Although translanguaging could be viewed as a ehgk to diglossia, the current
literature on the standardisation process descubeér the umbrella term of
‘internationalisation’ implies that English is welh the way to becoming a higher
variety in Higher Education. There is a differeihetween language legislation
therefore which labels languages as separate Jgdaaatl ideologically (promoted as
being) equal (i.e. parallel language policy), amelpromotion of EMI which may be
more unclear about the status of the local langaageEnglish. What may be actually

occurring on ground level is another matter. Htigly predicts that additive bilingual

¥ Diglossia is discussed in 2.1.9.
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educational frameworks based on monolingual dualiyarallel language use may no
longer be in alignment with translanguaging prasiehich have been observed in this

study.

The present study of an emergent bilingual eduecatisetting, which has been planned
and legislated for under the aegis of the Fiorase (2013) questions the notion of
‘equity’ or ‘parallelism’ between French and Englis Higher Education in France.
This is especially relevant within a context whedeicators signal the power of
language status in the global education markete&ping with current translanguaging
theory (Busch 2014, Li Wei 2011a, Lewis et al. 2012is study contemplates an active
translanguaging space created by a specific conynuncluding code-switching

within full-range linguistic repertoires. Translaraging is viewed not only as a
pedagogical tool but as an analytical lens throwglth to study ‘sociolinguistic,

ecological and situated’ identities (Lewis et alL20659).

2.1.9 Emerging diglossia and bilingualism in Frenclidigher Education

The European trend towards having a functionatitigion of English for research
communication and increasingly for education bégsquestion of whether English is
becoming a higher variety in an emerging diglossiatext. In this case English is
allocated higher status in certain domains suaglessarch publication, with ‘specific
people and for particular functions, whereasdtierlanguage is kept out of this
territorial or functional space’ (my emphasis, Ga2009: 155). The previous section
on translanguaging spaces explored the extent ichvihe language practices of
bilingual groups are separate or interrelated. hWétspects to the tensions between
these two camps, the societal positions of suajulages drew this study to consider
whether the situation in French Higher Educationldde considered diglossic This
Is because diglossic contexts are representatilangtiage shift (Pauwels 2016), which

in this case sees an increase in the use of Engliskench academia.

%5 Authors such as Shohamy (2012) may refer toghperior status and prestige’ (p.204) of English
without necessarily referring to the term ‘digl@sBuch issues of prestige, power and language as
gatekeeper to certain institutions are nevertheflased to diglossic contexts.
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Diglossia is traditionally described as a functajrsocieties where some or all of the
population use two (or more languages) (Fishmar)L9B6erguson’s initial article
entitled 'Diglossia’ (1959) borrowed the term frarRrench academic working on
Arabic (Marcais 1930 cited in Ferguson 1959) andekilanguages (Psicharis 1928
cited in Garcia 2009). Traditional diglossic ations described by Ferguson refer to
bilingual contexts where one of the two languagesdhigher status (High variety) and
the other a lower status (Low variety). These |lauygs are often related and share some
vocabulary such as in Ferguson's study of Classiadic (H) and Al-Ammiyyah (L),
Swiss German (H) and Sweizer dielekt (L), Haitiaarieh (H) and Créole (L), and
Classical Greek (H) and Dinotiki (L). Fishman (19&x%tends the definition of diglossia
to contexts which are not necessarily bilingual eshere the languages are not
necessarily closely related (Baker: 2001). Heldistaes the following types of
relationships between diglossia and bilingualism:

(1) Both diglossia and bilingualism (2) Bilinguah without diglossia
(3) Diglossia without bilingualism (4) Neither ¢higsia nor bilingualism

(Fishman 1967: 30)

Before addressing which of these categories thechraniversity context may fall

under, the term ‘bilingualism’ will be exploredwiew of its relationship to this study.

Although French Higher Education is a context wHeench and English are used,
none of the participants of this study describehtbelves as ‘bilinguals’. Having
initially considered the participants of the prasg&ndy as a ‘community of L2 English
learners®®, the progression of this study compelled me tcsimer more closely the
parallels with diglossia and bilingualism. Theeiratctions and observations were
bilingual, accompanied by attitudes to English asidgleged language of academia at
Nantes. Although due to my own background asiachibl speaker from an early age |
was aware that my own history of using French anglieh was different to those of

my participants, | became increasingly convinced the academics | spoke to were

% |nitial thesis title: ‘Identity shifts within a @ntific community of L2 English learners’.
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nevertheless ‘bilinguals’ to a degree. Althougiirigualism’ is still often associated
with native-like proficiency of two languages (BlaGeld 1933), this study has been
drawn to include Garcia’s (2009), Fishman’s (1982) and Baker’s (2001)
understanding of bilingualism as ‘the ability teeusnore than one language’ (Garcia
2009: 44).

This study therefore highlights further issues @ning bilingualism as an aspect of an
avowed and ascribed identity. It would appear thiatbilinguals’ to recognize
themselves as such then there needs to be a pratesse point or other in their lives,
of ‘mak[ing] sense of their bilingual worlds’ (Gaac2009:45). Being self-aware of
multiple discursive practices from the perspectiokethe bilinguals themselves (Garcia
2009:45) is also how Garcia defines translanguagimgexts (defined in section 2.1.7).
Nevertheless, within Garcia’s (2009) and Li WeP911a) definition of
translanguaging (as a language practice of bililsulilingualism can only be ascribed

to those who identify themselves as being (avovedutiguals.

Fishman understands diglossia and bilingualisnetsifmilar sociolinguistic
phenomena, where diglossia is societal (definesbaiocultural terms) and bilingualism
is individual (defined in psychological terms) (rewed in Vaish 2007:173 and Garcia
2009: 75). As Fishman himself recognizes, sucbgmaizations are overlapping
because ‘individual bilingualism’ cannot be undeost outside of the social context in
which it occurs (Fishman 1967: 33). Fishman undeds diglossia as a societal
allocation of functions to different languages #ilchgualism as a characterization of
individual linguistic versatility (reviewed in VaiR007:173 and Garcia 2009: 75).
Although Viah (2007) and Coulmas (2005) also viee distinctions in diglossic
situations according to monocultural or biculturahditions (Coulmas 2005: 134, Viah
2007: 173), these distinctions are perhaps lesspet to the wider, super-diverse and
multi-cultural communities of the 2kcentury where ‘the separation of people, goods
and information has become more complex’ (Garc@92Ib5, Arnaut 2013,
Blommaert 2010). Indeed, such forms of societahge may be seen as an
opportunity, by some, to include pedagogical framess such as translanguaging into
their classrooms (Garcia 2009, Li Wei 2011a). FiahrfiL980) views rapid
modernization as a threat to lower varieties beagrpidgins and being devalued. In

this case, contexts could arise where endangengddges die out and resemble
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linguistically isolated monolingual communitiesefther diglossia nor bilingualisjror
contexts in which bilingual languages are not adflg recognisedigilingualism
without diglossig, such as Spanish speakers by the US (Garcia 2009)

The compartmentalisation of languages accordirdifterent functions is key to
Fishman’s four categories. Where both H(igh) aml) varieties are not widespread
across a population, then the bilingual populatreould be a small, privileged caste or
class’ such as the elite French-speaking groupsesfvorld war | in Englanddfglossia
without bilingualisn). Access to learning English is not reserved ¢tbaed group in
France, as English is taught to over 90 percenhitdren from the age of 6 (Eurostat —
Europa 2015). However, as was pointed out by Gemewioraso, Minister for Higher
Education, more access to English education sHmilavailable to all and not just
private Higher Education institutions in Francelddone (2015) and Van Parijs
(2007) have pointed out there is inequity betwéasé who have ‘excellent English’
and a chance to earn 30 to 50 percent higher sgjand those who do not (Salomone
2015: 248, citing Education Firét 2013).

The social pattern afiglossia without bilingualismalters when widespread literacy and
education democratise access to previously restrigiguistic functions. In such a
context there is the possibility for more membdrthe population to engage loth

diglossia and bilingualism

Wherever speech communities exist whose speakgegyenn a
considerable range of roles (and this is comingetthe case for all but the
extremely upper and lower levels of complex societies); wherever access to
several roles is encouraged or facilitated by péwesocial institutions and
processes; and finally, wherever the roles are clearly differentiated (in terms
of when, where and with whom they are felt to bprapriate), both
diglossia and bilingualism may be said to exist.

(Fishman 1967: 32)

The above condition would appear to apply to tredamics of this study because they
use English extensively for research. The cordékrench language policy post 2013

" Education First. (2013). English proficiency index
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suggests a desire to expand English language sseigtal bilingualism. Such a
transition signals institutional planning whichnving toward$oth diglossia and

bilingualismwhere English is a H(igh) variety within Frenchuedtion.

Unlike translanguaging approaches to bilingualishictv view languages as a
combined repertoire, Fishman is concerned about Wiah refers to as ‘osmosis’
between diglossic domains which could challengduhetional separation of the
speech varieties and endanger the L(ower) varigghhan 1967, Viah 2007: 173). It
was for this reason that Fishman later (1991) refeto ‘threatened’ and ‘unthreatened’
languages in terms that still suggest linguisterduchies relating to power. This is in
keeping with Fishman’s original position of desarngplanguage change which sees ‘a
language or variety which fertunate enougto be associated with the predominant
drift of social forces [...] to displace the othetr(@hy emphasis, Fishman 1967: 36).
This present study views language as a functicooifal identity and not vice versa, (as
is suggested by Fishman’s personification of alaigg beingfortunateé above). Itis

for this reason that the transient language saiftsallocations (including power
allocations) are seen to be relevant to policiesspeakers as was suggested by
Ferguson’s (1959) understanding of diglossia.

Within the context of this study, it is rather etension of diglossic situations which
are ‘exogenetic’. Exogenetic diglossia can reddahguages that are imposed from
outside (either by colonisers or institutions). There traditional ‘endogenetic’
diglossic contexts indicate language sets whichirmaie from within a speech
community (Viah 2007: 173). The endogenetic andyekretic contexts are compared in
the table below (without the mono-cultural and biteral distinctions made by Viah

and Coulmas):
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Genesis of language community Examples

Endogenetic Classical Arabic H (igh)

Vernacular Arabic L(ow)

Exogenetic English H (igh)
Local language in European Higher Education,

in this context, French L(ow)

Table 3 Endogenetic and Exogenetic diglossic castex

| have highlighted the comparison between Clasgicabic H and English H because
of the relevance of higher varieties (in both erediic and exogenetic contexts) to
domains where the H variety is an (elitist) langaiaged to access classical literature or
religious texts. In such classical literature,isas H Arabic, the body of ‘higher’
literature has usually been produced long ago sutadmodel in form and content of
poetical beauty and religious meaning. This is@galis to the overwhelmingly
English-medium publication of impact-factor sciéntjournal articles (Ferguson et al.
2011, Flowerdew 2001). Ferguson stressed thaintpertance of using the right

variety in the right situation can hardly be ovéireated' (Ferguson 1959: 28). When
submitting a paper to a scientific journal, thght' variety is English, and within this
category of English there are yet two sub-categosileich could be referred to as H-
Native English and L-Non-native English. This subision of higher and lower
varieties is especially relevant to this presemdsof academics who have experienced

submitting research papers to journals in English.

2.1.10 Summary of the ‘internationalisation’ of French Higher

Education in a European context

The first section of the literature review explorgldat is meant by the
‘internationalisation’ of Higher Education in EumpThe specificities of the French
context, including the Fioraso Law (2013), aime@d¢bieve a contextualised
understanding of what it means to speak Engligbrims of language policy and how
English is understood as a language (includingtédtus as a lingua franca) as a strategic

operational tool in which ‘internationalisation’ pnaccur. With respect to

8 Adapted from Viah (2007: 173) and Coulmas (20C&t)1
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‘internationalisation’ occurring in the classrooother objectives of courses taught in
English were explored through the terminology cotisein use in France. The bilingual
identities and practices of those involved in dlasms where the speakers speak more

than one language were studied for their translagigg particularities.

This study has highlighted the parallels betweemé&n Higher Education and emergent
‘bilingualism’ and its ‘diglossic’ allocated funains. For the participants to identify
themselves as ‘bilinguals’ then they would havesttognize themselves as ‘valid’
speakers of English, with an understanding of E&paxt of a translanguaging identity
(Jenkins 2015). The attitudes to English and Hrédiscussed in the analysis chapter)
are in keeping with the diglossic compartementabsaand attribution of different

functions to each language.
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Section 2: Status in the community: a hybrid learneteacher self

2.2.1 Introduction

The present study focuses on academics in FremgireHEducation involved in the
professional use of English for research and irstnggy for teaching. Language and
identity are taken to be interdependent in thatglaage transcends man, and to some
extent creates him’ (Kelly 1979: 30) where langusgeoth a product and a function
of identity. It was in this vein that an approachdentity was thought to provide a
viable framework for this study which took into acoit how individuals report on and
enact their own language use within a specifiedeodn Language use is understood
as ‘the entity which forges human relationshipsiciwliorms human beings by giving
[them] the tools to express their experiences efrdal’(Kelly 1979: 26).

The events which are relative to this study arsehshich occur within a professional
domain of social identity. Wider, national evehg&/e occurred at the level of
institutional language planning and legislativesacMore local events have occurred
within the interactions between the individualgho$ study, including myself. This
section addresses some of the relevant literatuirenfderstanding social and
interactive identity. The aspects of social idgnirhich will be discussed concern
definitions of professional identity (in contrastdther types of identity) within a
Community of Practice (henceforth CoP) framewonkunderstanding social identity
(Wenger 1999). CoP theory, which initially invgstied communities of learning
(Lave and Wenger 1991), is relevant to this study community of scientific research
and instruction. For the purposes of this studgp& framework is based on
understanding how social groups, involved in compiattices, are associated to
people’s attitudes and positioning to other indist$ (Langenhove and Harré 1994).
Attitudes to L1 and L2 languages — as a definirguiee of an identity — will be
discussed in relation to the status of differemialadentities (such as those of the
learner, teacher and expert).

An individual’'s status and positioning to the gromitl be understood in relation to the
social group and the attitudes expressed by itslmeesn This section will explore the
status of the members of the community under stutty are life-long, professional
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learners of an L2. Because of the recent languagislation in France, which focuses
solely on Higher Education, academics are now wgaileg what | have described as a
shifting status. Highly qualified and formally eah the role of ‘the expert in their
field’, many of these lecturers are embarking anribw, unfamiliar territory of
teaching in English and even undergoing new evialigirocesses such as the
TOEPAS® or TOPLUTE. This could be interpreted and experienced ansotion

in terms of social status, depending on the paditis’ attitudes towards epistemic
status and stance (Mondada 2013a). A change umsstah also be understood as loss
of face (Brown and Levinson 1987, Goffman 1959j ttmacerns the hierarchical
status within one’s profession and may also imphead for both the participants and

theorists to reframe their current definitions dfawit means to be a French academic.

In terms of what defines a language learner, timest of this study has also identified
the need to explore new definitions of teacherlaadher. The academics in this study
described themselves as ‘learners’ of English, ivaigpears inconsistent with their
prolific use of English for research communicatéomd publication. | have been
reluctant to define the academics of this studyeasners of English’, and hesitated,
right from the start about this term which seenmappropriate for such competent and
prolific users of English. It is for this reasdrat the language learner status of the
participants is discussed in closer alignment vathergent bilingualism’ models
(Garcia 2009, see section 2.1.9), which this staidys to promote in French Higher

Education.

2.2.2 Framing identity within a professional educabnal context

The aspects of the socio-linguistic identity delaltéch have particularly informed
this study have been the theories which have ageldethe issue of identity as being
both continuous and changing and which Grad and R6)08) describe as:

A subjective sense of a solid, complete and comtgself and the other [...]

% Test of English Proficiency for Academic Staff (@ for Internationalisation and Parallel Language
Use, Copenhagen University and Nantes University)

%0 Test of performance for teaching at University ¢élethrough the medium of English (University of
Basque Country).
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identities that derive from situation roles and more continuing membership in
social groups.

(Grad and Rojo 2008: 9)

Such an approach to identity allows for the diffgérerms people use to describe
identity when it is experienced as inwardly conoepfthe self) and identity as a social
phenomenon (the person). This difference in petspehas been represented in

Riley's (2007) ethno-linguistic identity framewdqidee below).

IDENTITY
Individual awareness Social Identity
SELF PERSO?!
Private, subjective, that Public, intersubjective, the ‘you’
organism whose reactions that others address, construct,
we report using ‘| observi

Figure 4 Riley's ethno-linguistic framework (20@7)

The subjective and inter-subjective relationshipdentity is in keeping with socio-
constructivist linguistic models of identities imeir social context (Bourdieu 1982). In
the field of social theory, Archer understands fabidentity’ as a sub-set of personal
identity because the focus on reflexivity withimsthelationship is perceived from the
‘I'. From this perspective, personal identity iee achievement of subjects themselves
in relation to their environment’ (Archer 2003:120)he degree of causality between
identity and social environment is described asrgression of objectivity when
describing ‘structure’, in contrast to a senseuttjactivity when reporting in the first
person (Archer 2003: 1). An understanding of hawcdtres influence agency and
vice-versa is relevant to a study such as the ptegeere individuals report on how
institutional policy (structure) impacts on thalentities. The mediation between

structure and agency is taken to be centred uporahueflexivity and the reception of
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circumstances as they are understood by thosesa@gecher 2003: 15). When
considering impressions of determinism, conditignan reactions to the institutional
structure, these are taken from the starting osif language where ‘we don't tat
society, we tallaboutsociety’ (Archer 2003: 129).

In a socio-constructivist approach to identity e@ghers such as Lemke (1994, 2008)
continue to highlight the Descartian problem of amng the embodied individual
(the physical biological object) where ‘identitezsme to feel fixed even if there are
convincing demonstrations in the social sciencasittentity is a construction, a
process never completed, always in process' (I98612). The present study also
takes identity to be a cumulative and progressorestruct of both embodiment and

time-scales:

The notion of identity needs to be more scale-thffiéated: that is, we need
a range of differentiated concepts from that ohtdg-in-practice or the

short timescales of situated small-group activaypotions of identity
appropriate to larger institutional scales andspfen development. Identities
across timescales are integrated by means of theriadaontinuity of bodies
and other socially meaningful material constructianross time.

(Lemke 2008: 18)

Such an approach seemed relevant to a study ditidesmich would take into account
the past and present identities of an L2 langupgakef'. To what extent would past
events have an impact on the present self, andh&b @xtent could such an identity be
perceived by the participants as continuous, pssgng or on the contrary,
unchanging? These questions have also been addi@gsesearchers who have
studied English language learning contexts (Blod@&72 Norton 1995, 1997, 2000).

A contextualised study of learner identity thereftakes into account a language
learner’s history without limiting its possibiliyf progression, shift or change.

The justification for incorporating longer-term apaches to identity was that the

'sociolinguistic profile of a given community [.ghins in intelligibility if the historical

®1 Houzé-Robert's (2005) thesis in sociology on aczide at the Nantes Science faculty focused on the
importance of memory (hence the relationship betwssest and present identities) in the production
of scientific knowledge.
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dimension is taken into account' (Bonfour 1994n88translation). The historical
dimension of identity work looks at an evolving imidual within an evolving time
frame (Broudic 2013, Hoddeson 2006, Lemke 2008 f®@on1994). This present
study focuses on what people have to say aboutitaygguse both in their present and
past lives. As well as the immediacy of identityriwwhich is highlighted by a
Conversational Analysis approach to interactionsrfi¥ada 2013a, Antaki and
Widdicome 1998, Schegloff 2007, Sacks 1992 [196),7this study also concedes
that ‘[iJdentities can be there long before theerattion starts and thus condition what

can happen in such interaction’ (Blommaert 200%)20

The socio-historical dimension of identity is inefpgng with Li Wei's (2011a)
framework of ‘translanguaging’ which takes into aat both present, and past
identities. When studying the discursive practigeBilinguals, translanguaging is
taken to be a specific moment created by bilinguédds bring together ‘different
dimensions of their personal history, experienat@mvironment, their attitude, belief
and ideology, their cognitive and physical capatitg one coordinated and
meaningful performance, and making it into a liexgerience’ (Li Wei 2011a: 1223).
The focus on historical identity is neverthelessi@ogical in this study (rather that
psychological) because identity is not taken t&tamsformative’ or ‘brought out’ in
critical developmental or stages (for ‘transformetiearner identity see llleris 2014).
The call to past learner identities continuinghe present is based on Kehrwald’s
(2014) and Li Wei (2011a: 1224) methods for stugyaarner histories. Visual
representations of a learner timeline, for exancple be used as a referral point to talk
about a whole learning experience rather thanfasws on critical moments which

‘remain below the level of conscience’ (Li Wei 2@11224).

The starting point for studying identity in thisidy is nevertheless the one which is
described, developed and re-assessed in a spamifiext (Bucholtz and Hall 2005,
Benwell and Stokoe 2006). This can be the momiean anteraction, the moment of
responding to a specific question or the momenlradving a picture. It is during
these moments that discourse is created (Blomr2868). The approach to identity
in this study is in keeping with studies which assalidentity from a semiotic angle
(Blommaert 2005: 204, Caldas-Coulthard and leded®¥ 229). Such semiotic

moments of identity will include linguistic defimsins of reality which necessarily
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result from hindsight, interpretation and modifioat ldentity-making semiosis will
occur in the moments when people signal how thew lagcumulated linguistic,
personal, and social histories which they callniitees’ (Giddens 1991). The
identities in question are those we are ascribedthgrs but also those we claim for
ourselves as avowed marks of identity status (Blaemn2005, Butler 1988). For
example, the social identity category of ‘an expady be bestowed onto a researcher

whereas that person may be more hesitant aboutiag®wnch an identity.

The approach to identity in this study therefoleetainto account the cumulative
aspect of identity which integrates both the bipbisation of the self and the
construction of a reflexive self. Giddens referbiographisation as ‘the self as
reflexively understood by the person in terms afdrehis biography’ (1991:53). Such
an approach to a language learner’s biography alfowboth the continuous and
shifting statuses which an individual may presehémcreating a discourse of the self.
A language trajectory may also be representedsasies of ‘thresholds’ or key stages
within such a learner’s biography (Wodak and Kryaaski 2008). Far from
occurring in isolation, the biographisation of gty transient individual, either as a
learner of an L2, migrant, or a professional underg institutional change, may give
rise to more expressions of uncertainty or ambyguwhere ‘transient, sometimes
unclear relationships between self and other daouiito an individual's position vis-
a-vis a collective identity' (Wodak and Kryzanow2Ki08: 98). Language learning
histories, where individuals auto-biographize the#arning have been explored by the
visual methods used by Kehrwald (2014). Kehrwaldt@s participants to visually
represent a timeline from the past to the presaytag a language learning path,
visually represented with its highs and lows (Ke&ldh2014). Such a socio-
biographization of the learner, for example, sggatentity within a specific context
but also allows for salient moments to be privikge

2.2.3 Communities of practice as a framework for pofessional identity

This section will outline a key approach to undemsling identity as group

membership within the context of education as &gsgion. Within this context, the
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professional context of Higher Education involvies interactions and positioning
which occur between the (card holdifigmembers of that professional learning
community. CoP theory, which initially investigatedmmunities of learning (Lave

and Wenger 1991) is relevant to this study of aroomity of scientific research and
instruction. Such communities are above all speechmunities of people who
interact and communicate regularly and who shaheea speech variety or norms and
rules for the use of language (Garcia 2009: 74)e doncept of membership is based

on the premise of the subjective and inter-subjediiinction of identity:

Building an identity consists of negotiating theans of our experience of
membership in social communities. The conceptiehiity serves as a pivot
between the social and the individual, so that eachbe talked about in terms
of the other. It avoids the simplistic individusdeial dichotomy without doing
away with the distinction.

(Wenger 1999:145)

Membership is understood to involve all social uidiials be they ‘actively
participative, non-participative or indirectly parpative' (Wenger 1999: 152). All the
members of the academic community may not be dyrastolved with scientific
research, (for example in the case of adminiseagtaff and technicians) but are

essential for the organisation and well-being ef¢bmmunity (Dias 2014).

Block (1997) has used a community of practice franr& for understanding learner
identity in opposition to essentialist approachiea fixed ‘learner’ type for example.
This present study takes into consideration Blopkist-structuralist approach to
individuals as members of different communitiepiactice but also takes into
consideration both the continuous elements of itleas well as the different situated
contexts where identities influence and are infagehby the social group in which

they interact.

A CoP approach is relevant to closed or semi-clggedps such as academia that
operate on highly structured and hierarchical meastbe categorisation (Omoniyi
2006, Tajfel 1981) with specific rules of conduBtgwn and Levinson 1987, Goffman

%2 Each member of a Higher Education establishmegivian a student or professional ID card which
signals and validates them as being a member b€ttmamunity. This physical representation of
membership emphasises both the inclusiveness wfdtsbers and the exclusion of others.
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1959). Membership can operate in local or globaltexts formed within the domain
of the internet, for example. By engaging withahes of learning as a social
phenomenon (Vygotsky 1962), learning English candresidered as a one of the
'layering of events of participation' (Wenger 1998). Whereby learning English
coincides with other layers of participation, indilog learning 'biology’, learning other
subjects, but also interacting with co-workershe workplace (Negretti and Garcia-
Yeste 2014). In the context of this study, the samity could be said to be a
bilingual speech community where English and Frearehused for different functions
(see section 2.1.9 on diglossia and bilingualisbiderstanding individuals as
evolving within communities of practice also allofes these salient moments to
express and prioritise certain contextualised itdeat(such as a professional identity

during a discussion of a specific topic, for exaeppl

These salient moments of identity have been pisedtin studies which focus on how
identity can shift according to need and priori@moniyi (2006) referred to such
shifts as the hierarchies of identity (HOI) dep@gdbn specific needs and interactions.
Such shifts have also been understood as a protéagering’ to express the
dynamic levels of identity work operating within fiple communities (Blommaert
2007). Blommaert refers to the ‘layered simultigneif multiple identity
memberships occurring on the same micro scaleggfibeurhoods’) or level.
Blommaert's scale is imagined as a vertical sups#ipa of identity traits and
memberships which are constantly under 'procedd@srarchical ordering’ which 'are
not juxtaposed, but layered and distinguished'rfBt@ert 2007:1). The shifts up and
down such a scale will also result in affectiveftshi This is because as one element
moves along a scale of immediate priorities, afviddal will give greater or lesser

value to the 'strongest' or most relevant.

A scale-differentiated approach to identity combibeth the short and long term
identity traits as well as membership to local &rder, institutional communities.
These scalar approaches remain a theoretical frankew allow for the complexity of
identity. Ranges of weak to strong identificati@mde modulated and may change
from context to context (Krzyzanowski and Wodak @00Although Blommaert's
(2007) and Ominiyi's (2006) shifting order of sati@dentity moments may be useful

in expressing short term priorities (i.e. | feelmmof a mother when | am with my son
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than when | am at work), a scalar approach doeagumunt for the continuous aspects
of identity which are 'the cumulative repertoileeihke 2008, Giddens 1991) of
identities played out in the past and which hapereussions in the present (Goffman
1959, Butler 1988). A scalar approach may alloingiasick modulations and shifts up
and down a scale but it may also need revisitingjltw for contradictory identity
claims expressed within one measured responseidtmsay, one may be
ambiguously related to a certain community, whesdifgs of belonging and non-

belonging may be expressed (Norton 2000).

2.2.3.1 Positioning as a function of community mendvship

With respects to using English as a vector of compation within a community of
shared scientific interest, the practices of othembers of a same scientific
community of academics will have an impact on tiikuales of individuals who are
active in the practice of teaching a specialisjesttin English, for example. Within
the contexts corresponding to how people deschibie identities at work, the
influence of how other people are perceived arerid& be a part of identity (Coffey
2013, Grad and Rojo 2008, Riley 2007, Simmel 1930)pressions of the self and the
other, or the self in opposition to the other andarstood in terms of the institution,
institutional policy, the community and other indivals. The social relationship of
identity will play a role in how individuals presathemselves (Goffman 1959) and
how they will position themselves in relation targerepresentative or non-
representative of the community. The extent tocwiiirench L1 speakers may feel a
greater or lesser sense of belonging to an intermetcommunity of English speakers
Is relevant to a study of L2 usage in educationiartie workplace (Blair 2012,
Jenkins 2006). Understanding the individual imiof investment (Norton 2000)
into a professional learning community is also hélm preparing for and then

analysing identities which are also situated withiprofessional context.

Attitudes to other members of a professional conmtgwome into operation from a
positioned social identity. The term ‘position’piies a critical stance in terms of
affect, ideology and epistemological in relatiorotber people (Ochs 1993). In keeping
with studies which use the moment of meaning-makemiosis as a starting point for

studying identity, positioning has been studiedrfritie micro (local displays of
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identity) to the macro level (dominant discoursemaster narratives) (De Fina 2013,
Georgakopoulou 2007, Bamberg 2004). Such a diseuapproach to analysing
identity builds on narratological perspectives ofistories’ of the self are negotiated
in an interactive moment (Georgakopoulou 2007, Bengpl2004). Positioning can
occur during an interaction as a negotiation dlustand epistemological domination
(Mondada 2013, Bamberg 2004). Positions to theeidtare played out as dominant
and subordinate positions within an interactionn®arg 2004). This is particularly
relevant to communities of learning where the edgmee of knowledge gain and
knowledge deficit is heightened. Norton (2000)adié®s this type of identity work as a
site of struggle, cooperation and negotiation. Wama’'s (2013a, 2013b) studies on
business meetings and guided tour interactiondiptgtithe struggle to acquire or to
maintain epistemological status within contexts rehspecialist knowledge is competed
for. A parallel can be drawn with the H(igher) dr(dwer) diglossic varieties discussed
in 2.1.8, where the specialist knowledge is acbéssinly through access to the
H(igher) variety, in this case, English. In thetaxt of Higher Education, where
academics may have to teach in a foreign languargexaample, their epistemological
status as ‘holder of knowledge’ may be challenged weakened linguistic status
which Preisler (2014) identifies as loss of creldipi Such negotiations for
epistemological status as a function of socialtidghave been the focus of this study,
be they through group interactions, formal predesria, teaching, or interview

contexts.

Positioning can be an identifying feature to signafjer standing allegiances or
rejections to communities, institutional policieswader belief systems through
ideologies (Bamberg 2004, Harré and Langegrove 18994, Ochs 1993, De Fina
2013). In both the positioning that occurs in fé@dace interaction, and in the
positioning to macro social processes and ideadgtrels of positioning are complex
and multiple (described by Georgakopoulou 2007, Bang 2004, and De Fina 2003,

2013, as occurring on at least three levels).

2.2.3.2 Positioning and language ideology

At the intersection of attitudes to language désctiin section 1, how individuals

position these attitudes as community members doameoncepts of language
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ideology. Language ideology is understood as agmyetic organisation of attitudes
which drives human motivation, action and resistafidie term ‘idéologie’ originates
from 18th century France and the understandingdéblogie’ was close to a
philosophical understanding of ‘a science of id@ad their basis in sensation’
(Schiefflin, Woolard and Kroskrity 1998: 5). Inistsense ideology is subjectively
related to mental concepts. This is why ideolaggt@scribed by socio-cognitivist Van
Dijk as ‘a system of ideas’ in cognitive proces&¥6:115). This study focuses more
on the sociological approach to understanding mpohs ‘shared representations of
social groups and more specifically as the ‘axiochatinciples of such
representations’ (Van Dijk 2006: 115).

Within the context of this study, the discursivpresentation of ‘axioms’ or ‘beliefs’ is
studied in order to determine what such ideologiay be, how they are acquired,
expressed, confirmed, changed or perpetuated thdisgburse (Van Dijk 2006: 115).
In relation to how individuals position themseltegheir community, ideology can be
an identifying marker to distinguish oneself frorgraup or, on the contrary, to confirm
belonging. A CoP framework will undoubtedly incluideology as a function of group
membership where ideologies are the ‘ultimate bafsibe discourses and other social
practices of the members of social groapgroup membergvan Dijk 2006: 117).
Studies of national identity, for example, systaoally refer to ideology as a
framework for understanding how people create diss®s which they apply to a whole
social group. Anderson’s (2006) definition of nataidentity therefore understands
national identity as an ‘imagined’ community, hemaceideology, rather than an

inherent national identity trait belonging to agpof people:

An imagined political community-and imagined astbimtherently limited
and sovereign. It is imagined because the mendfergen the smallest
nation will never know most of their fellow-membenseet them, or even
hear of them, yet in the minds of each lives thageof their communion.

(Anderson 2006: 6)

Linguistic markers to indicate ideologies, suclwasthemcan be found at the
'intersection’ between conceptual ideology anddagg (Schiefflin, Woolard and
Kroskrity: 1998) via the study of the texts proddidsy the participants. Texts are

understood to be ‘samples of either spoken oremriinguages’ (Fairclough 2013: 3).
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Halliday (1978) describes the dynamic functioneofts as working to simultaneously
represent reality, enact social relations and ereatv identities. The issue is how
ideological discourse is maintained and reproduéithin the context of this study the
use of the term ‘internationalisation’ has beerduseexts published to signal an
ideology concerning a newer definition of Frenclivarsities (post 2013). When
course managers contact me because they wishetocaffirses in English at their
universities, they will probably use the term ‘imtationalisation’ as part of their

justification.

Maintaining or perpetuating ideology is thereforsva-way process which either
ensures that communities will believe, follow aredgetrate ‘the party line' or resist it
(Fairclough 2013). Ideology can also be seen gsnddn the 'service of the struggle to
acquire or maintain power' (Schiefflin, Woolard afwskrity 1998: 7). For instance,
the Fioraso Law (2013) is emblematic of a partg kvhich associates English language
use with notions of the national ‘soft power’ (tefiwill be remembered, used in the
senatorial white paper in proposal of the Fioraaw). It is both the tool and a
material property of the dominant groups. Thiwleat is meant by referring to (either
written or spoken) texts as manifestations of ingtinal discourse. The value of a
socio-historical approach to identity as is disedsis section 2.2.2 in relation to
studying ideological discourse may also be a lotgyen perspective of how ideologies
are repeated, transformed and even replaced (Blem®@07). Within the context of
this study, ideological discourse is also takebdé@ manifestation of group
membership during the creation of texts (eitherrdunterview or when responding to
a questionnaire). For example, the ideologicahtkhat ‘English is the language of
science’ signals that ‘sometimes ideologies becsinaeed so widely that they seem to
have become part of the generally accepted atstatlthat entire community’ (Van

Dijk 2006: 117).

2.2.4 Summary of ‘status in the community: a hybridearner-teacher

self’

This study explores teacher-learner status wittshitting context of linguistic
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authority in French Higher Education. Learner idgritas been described by the
participants within a timeframe of past, presert future learner statuses (Dornyei
2009), in keeping with studies which have inveggdd.2 speakers and how they
define their learner status over time (Ellis 1994)e consideration of identity within
this study has allowed for how participants re-feaand re-define themselves as
learners over time. To this end, the study had agerocess of co-constructive and
collaborative reflexion with the participants (tleto-confrontational’ approach,

Cahour 2006 and ‘beyond member checking’, Harv@$42 discussed in the methods.

2.2.5 Summary of the literature review

Through the review of the relevant literature, dbapyvo aimed to situate the French
context within a process which has been referreabtthe ‘internationalisation of
Higher Education in Europe’ (Werther et 2014, Cots et al. 2014, Tange 2010). The
literature shows that the language of internatisaéibn in French Higher Education is
currently (indirectly) understood to be Englishheltype of English which is in use, or
‘should be in use’ is therefore a contested iskighlighting further issues of

competence, relevance and English as a linguadras@art of a multilingual identity.

As it concerns academics who use English for rebgaublication but also for
teaching, the study has also addressed the aimsoaedptual dimensions of CLIL
and EMI pedagogy. Courses taught in a second &gegghave been defined as
bilingual educational contexts (Garcia 2009). Wtigdy has therefore considered the
extent to which the context under study can beidensd bilingual and the extent to
which English is becoming a H(igher) variety inemerging diglossic context for
both publication and teaching.

These changes, which are still very recent in Feandll be of considerable impact on
the academic communities of French Higher Educatiors for this reason that an
understanding of identity was complementary to shusly for apprehending the
relationship between such individuals within a caunity of practice and how
academics would understand their own position letign to their contexts. Such
shifts in professional practice have led to a rakgation of what it means to be a

‘learner’ or an ‘expert’.
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Chapter 3: Methods
3.1 Introduction

This chapter describes the methods used to gatlesiraalyse data in this study, based
on a qualitative research approach. The ratidioala qualitative approach is given in

section 3.2. Qualitative research is understood as

The studied use and collection of a variety of erogi materials - case
study; personal experience; introspection; life story; interview; artifacts;
cultural texts and productions; observational, historical, interactional, and
visual texts — that describe routine and problecmatbments and meanings
in individuals’ lives.

(Denzin and Lincoln 2000: 3)

The methods of data collection used in this studyeva questionnaire, semi-structured
interviews, classroom observations and visual meatn response to questions. The
methods were devised to offer a body of texts whimhid then be used to answer the

following research questions:

Research question Methods

How do the participants perceive usin@uestionnaire, interviews, and
English as either a benefit or an classroom observation.
inconvenience to their own
professional lives, and those of their

students?

How do the participants position their Questionnaire, interview, and
own identities as English speakers in classroom observations.
relation to other speakers of English

within the international community?
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How do the participants differentiate
between professional and other uses
of English?

Questionnaire, interview, classroom

observations and visual creations.

How do the participants position their
own identities as English speakers in
relation to their identities as speakers

of French, and other languages?

Questionnaires, interviews, classroom

observations, and visual creations.

How is English presented as an
‘obligatory’ professional language an
how does this reflect institutional

ideology?

dclassroom observations.

Questionnaire, interview, and

Table 4 Research methods used to explore thercbsgaestions.

These questions were used to inform the main relseprestion which was:

To what extent can English be regarded as a mediuof identity in the post-

Fioraso Law (2013) period?

generalisability will also be discussed.

This chapter will give background information abthe participants of this study and
the research context. An overview of, and justifaafor, each method will be

provided along with the analytical approach adoptedta reliability and
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3.2 Research methodology: rationale for a qualitatie methods design

Distinctions between quantitative and qualitatippraaches to research are
based on 'deeper beliefs about the nature of idséaelf and the world it
seeks to understand' (Richards 2009: 148). Thisidedo use a qualitative
methods design for this study was closely alignét & social constructivist
approach to ‘understanding, through locally sitdaterestigation, participants'
social construction of reality' (Richards 2009: 148he methodological
approach was therefore in keeping with a broachdifn of the identities of
the participants as non-fixed and socially consed¢Giddens 1991, Lemke
2008, 1994, Norton 2000). Even if this study ugedstionnaires (commonly
associated with quantitative studies which count@mpare frequencies,
Dornyei 2007: 26), the questionnaires were usegkpdore the textual
responses of the respondents, which they wrotestdy and explain the
closed responses options that they were askedplete. Aspects of this
study which were quantifiable, such as the demdgcagetails of the
participants, or the numbers of article publicagiomere used as contextual
information which were explored through the oralitten and visual responses
created by the participants. The qualitative apghda the study valued the
‘perception of individual diversity’ above all (Ddyei 2007: 25). It was
because of the following general distinction betwgaealitative and qualitative
approaches to identity that this study proposasaditqtive framework to data

analysis:

The QUAN[titative] solution is to take a large egbusample in which the
idiosyncratic differences associated with the pafér individuals are ironed
out by the sample size and therefore the pooladtsdargely reflect the
commonalities that exist in the data. Qualitatesearchers, on the other
hand, question the value of preparing an overafirage description of a
larger group of people because in this way we tbeendividual stories.

(Dornyei 2007: 27)

The qualitative methodological approach of thisigtwas motivated by the belief in the
multiple meanings to be gained in an ethnograpiidys Ethnography is understood

as a methodological approach to a research fielhioh:
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the ethnographer participat[es], overtly or coweitli people’s daily lives for
an extended period of time, watching what happiéstening to what is said,
asking questions — in fact, collecting whateveadat available to throw
light on the issues that are the focus of the rebea

(Hammersley and Atkinson 1995:1)

As the fieldwork was constructed in my workplades answers reflected the fact that |
was also a member of the community (Mason 2008k Study was therefore based on
an interpretivist and naturalist, rather than &tpdst, approach® (Hammersley and
Atkinson 2004). It was anticipated, in accordawit& a view of identity as socially
situated, that the participants would frame theingositions in relation to other
people. In addition, the participants were notezted to be consistent or to hold fixed

positions in response to questions.

This study was informed by an awareness of thefliemé a local ethnographic study
which can highlight both the local (micro) contextEnglish language usage at Nantes
University with a view on wider attitudes to Englisn a more global (macro) level. As
Dornyei points out, the concept of motivation tangsEnglish within a specific (micro)
community can offer interesting parallels with {heacro) process of ‘language
globalisation [...] from a macro-quantitative pergipex (Dornyei 2007: 30). For
example, Lawson studied the case of Britons livimthe Ariege region (micro) in
association to a study of how expats are percdivedritish media (macro) (Lawson
2015). Within the context of this study, the natibFrench press and relevant language
legislation concerning English were used in suppbthe literature which could give
further information concerning the institutionahtext in which the participants were
involved. Hence the micro-local attitudes to a maglobal phenomenon of English
usage have been described within their local sbigtwrical context. The approach to
the context of language legislation in France wassistent with socio-historical
frameworks of identity that take into account sl present contexts as having an
impact on individuals (Broudic 2013, Lemke 2008 ddeson 2006, Bonfour 1994).

8 Naturalism is an approach used in ethnographgkoawledge the non-fixed identities of the
researcher and his/her participants in the natasgarch field. The subsequent findings are based
interpretations made by the researcher, with titgzants, rather than on ‘truths’ which a posgtv
approach aims to obtain at a given moment.
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Such a framework acknowledges both a conceptiamgoificant events whilst also
believing that their significance is to be definrgdhow humans interpret them.

The study drew on qualitative methods becauseefdbearcher’s involvement in the
community, the multiple sources of data, the thicaklens, and subsequent
interpretation of a complex issue (Creswell 2007/~3%). Subsequently, the
ethnographic study enabled the collection of ‘eigrares as expressed in lived and told
stories of individuals’ (Creswell 2007: 54). Thecaunts which the participants gave
through the media of writing, talking and drawingre then read as narratives of the
self which were positioned in relation to myseliahe community under study
(Georgakopoulou 2007, Bamberg 2004, LangegroveHamce 1994). Ethnographic
observation, of which interviewing is a part, inveg asking questions and listening to
participant insider accounts who are expectedue golicited and unsolicited accounts
in response to questions (Hammersley and Atkin€®42126-131). The participants
are identified as being part of a group, hencedeha ‘insider account’. This is why the
group of people under study are perceived as aaepar ‘bounded’ case under study
(Yin 2003). Initially the case is studied for d®/n specificities, in much the same way
as anthropological studies referred to ‘tribes’\(k8trauss 1955), which can be further

compared or contrasted with other cases.

The observation consisted of studying a group dividuals participating in the ‘event’,
and ‘activity’ (Yin 2003) of English usage withinbmunded organisation which is
Higher Education. The study was illustrative dfaanded case study approach in that
the case at Nantes could be used as an exam{ilestaaie other similar communities
which use English. The phenomenon of using ‘Ehgligas also applicable to
phenomenological approaches to qualitative enquirgre the participants shared a
common experience, but departed from phenomenatothat a common experience
was not considered as being appropriately definalkierms of philosophical ‘essence’
(philosophy of Edmund Husserl 1859-1938). Phenaiuogyists will try to define what
all participants have in common as they experienghenomenon (Cresswell 2007:
58). Although many people in the world have tharst experience of using English
professionally, the individual and unique experasnof individuals within varied socio-
economic contexts would be tenuous as an esseshgalperience from which to

generalise. Another departure from phenomenologiyeslesire for phenomenologists
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to ‘bracket out’ (Cresswell 2007: 59) their own ceptualisation of an issue or
problem, whereas an ethnographic approach sudtisasrte will include the
researcher’s own interpretation of the events uotieervation. Consequently, the
model | devised below illustrates the main methodimial influences of this study:

eNarrative

'Stories' of lived The participants

experience. share a common

Narratives 'problem’, 'event'

develop or 'activitity', here
interpretations. 'English’.
Shared

The researcher is

involved and experiences of
immersed in the 'oh the 'of
field phenomenon' o

’ using English.

eEthnography *Phenomenology

.

Figure 5 Methodological approachés

The variety of data sets meant that the analyippltoaches were both specific to the
methods used but also complementary to the findy lod texts that were collected from
the four data sets (a questionnaire, semi-strudtimerviews, classroom observations

and visual creations).

In the questionnaire, the responses were extraotiedild a small corpus which
provided a body of text which was subsequentlyys®al according to the themes that
had been addressed in the questions. Each questiated sub-corpora which could be
read as a group of responses to a specific questithre questionnaire, or the corpus
could be read as a whole (all of the open respdiosibe questionnaire). The corpus

® These methodological approaches influenced thialiorganisation, and data collection of the study
of English as a medium of academic identity. A bomation of ethnography, case and narrative
approaches were used for the data analyses.
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was interrogated with a concordancer which was tséelst frequency, collocation and
textual context of a specific words, such as ‘Estglor ‘French’.

The transcribed interviews were also collated amtmrpus of words which were
analysed as situated narratives (Bamberg and Gempgalou 2008, Bamberg 2004, De
Fina 2003). Situated narratives in sociolingusstce understood as ‘small stories as
sites of identity work’ (Bamberg and Georgakopou2@@8: 377). In this case, those
taking part in the story were the researcher (nilyaad the participant who took on
different roles in the shared moment of the in@mivhich was built on our shared
personal, professional and past experiences. ifk&étween literary narrative and
social enquiry (Labov 1972) exemplifies that wheople talk about themselves their
stories are comparable to the structure of nagatihor example, there will be a
beginning, middle and an end to the interview. pasdicipants' accounts were read as
narratives including the different ways people posiand display identities in social
discourse (Bamberg 2004). The participants wellenfiea story' about English
(including learning English, difficulties about ngiEnglish, and other colleagues who
used English) which ‘embedded the story in surrountalk’ (De Fina 2013: 53) with
myself, the interviewer. Key episodes or turnignps within the interaction may be
identified as memorable moments in the intervievicWwhink momentary experiences to
other stories of identity (Whincup 2004, Butler 898This allowed the interviews to be
read as connecting identity constructions (betwagself and the interviewee, between
the interviewees, and to perceptions of macro spoiesses such as the institutional
context) (De Fina 2013, Georgakopoulu 2007, Ar@s£3). In the case of using
English within an institutional context, represeiuta of structure and agency are based
on the relationship between the ideologies peoate but also adhere to in their

accounts of professional identity.

The interview corpus (containing 20 situated naresf was studied for recurrent
themes which were representative of positionedi@@alogical discourse (such as
beliefs about other French speakers, beliefs atatite speakers of English,
professional English domain usage, personal Endlishain usage, and reactions to the
Fioraso Law). The coding of the themes requiré@@int levels of coding which

would both situate the parts of the text that astkd the Fioraso Law (through a word
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search in the concordance, for example) but wheddad to be sub-divided into more
categories to explain why and how a participanpeaesed to the Fioraso Law in
relation to other themes such other students, athleragues, or even the French
language. The use of the concordancer helpeddiessiwho had said what (each
interview transcript was read as one file) whitst torpus of all the interview
transcripts could also be read as a single corplevertheless, even if the focus on
words in the concordancer was used as a guidetddta, the concordance was used
for its ability to collate and manage searchesubhothe corpora in addition to the

manual reading of data segments.

The classroom observations and visual creations aealysed as field notes relative to
an ethnographic approach. From these events eds@torded extracts, non-recorded
interviews with EMI (English as a medium of insthioa) teachers and teacher-trainees,
drawings and research notes. The discussion hatiparticipants (over a four year

period) could occur in a classroom, by email, anghone, or over lunch.

The variety of data that ensued was studied adlection of ethnographic artifacts
which are a collection of objects (here texts andges created by the participants).
The analysis was based on a holistic interpretgtionown, but also those of the

participants) of the events in which these artfacere created.

3.3 Defining the professional profiles of the partipants

The rationale for choosing to study an academiergific community derives from my
20 years of experience of working in different gifioes as an English teacher and
translator. For the past 10 years | have workedgdide scientists at Nantes University
where | teach English at the Science faculty. Bseany Science colleagues wrote
their articles in English we increasingly came iotmtact when | was asked to edit or
translate my colleagues’ research papers whichdheyequired to publish in English.

It was during these meetings that it became app&wane that using English was
impacting on my colleagues’ professional lives.e Btudy had ethnographic beginnings
well before the research proposal was framed; kgrfening people in interaction in

ordinary settings’ and working alongside some offatyre participants (Creswell
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2007: 71). The drawbacks and advantages of suesearcher’s position in this study
are discussed throughout the study and in 3.7eofrtethods.

French academics working in scientific domainskisglish for professional purposes
(Ammon and McConnell 2002). In 2016, peer-reviewei@ntific articles written by
French-speaking scientists are published in Engéisk section 4.1). Using English for
research enables academics who work in the sci¢od¢es/e direct access to the wider
international scientific community. At the sanmad, and across the disciplines,
language training budgets in languages other tmgtidgh have gradually diminished in
French Higher Education over the past decade (EatreEuropa 2015), confirming that
English as a global lingua franca is having an icbjpa the learning of other languages
(Pauwels 2011, 2014). English is now the only sddanguage taught at the Science,
Medical and Pharmaceutical faculties at the Unityef Nantes. The Science faculty
has the highest amount of English language tuitidrours of teaching time per

academic year at Nantes Univer&ity

The participants of this study were academics waylat the University of Nantes,
France. By ‘academics’ | mean people who teachaaednvolved in research.
Academic identity can be considered as relevatitddields of teacher identity,
researcher identity and learner identity. This insethat the vocational or professional
identity of an academic is an identity which carcheegorised but which is not
necessarily distinct and non-transferable with oitlentities. Professional identity is
taken to be one of the many levels of participatidthin different social groups
(Canrinus et al. 2011, Wenger 1999). The acadeaiittss study were working in the
Science departments of the University of Nanteg rEftio of teaching-to-research
depended on other factors such as academic gdearch status or working conditions
defined by the participants’ professional contrattse academics were civil servants

working within the French ministry for educationdamad permanent contracts.

In accordance with an ethnographic approach ofygtgca community already in
operation, the community under study had been hegdor an extended period of time

% Total hours of English language lessons (excludini) taught in the Science faculty for 2012-13:
3372 hours, with no other languages taught.
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(Creswell 2007:71). This justified the choice sfng permanent staff because they
were members of the community who were more thsngartially or peripherally
related to the institution as visiting members (\W&n1999). The members had similar
educational backgrounds within the French educaystem themselves, were L1
speakers of French and shared the same qualificéioD and/or Agrégatiéh). As
permanent members of the science faculty, theggaamts would have had similar
experiences in research and shared English langisagge as part of their profession.
They would also be directly affected by the Fioraaw language legislation (2013)
which they were asked to react to in the interviewdhe passing of the Fioraso Law
meant that the academics of this study may haeernsider the possibility of teaching

in English.

% TheAgrégationis a French national competitive exam for teachéssing to teach at secondary
school or in Higher Education.
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3.4 Data collection

The data collection process took place in four nssé@ages as outlined in the table

below:
Data collection stage | Data collection method Numbenf
participants
Stage 1 Self-reporting questionnaires 118 academi
Stage 2 Semi-structured interviews (including visua 20 academic
creations)
Of which, visuals drawn during the interviewg18 academic
Stage 3 Classroom observations of EMI teachers | 3 academi
accompanied by pre and post interviews
Pilot: Student feedback questionnaire devised (39 students
with 2 EMI teachers.
Stage 4 In-class visual creations with EMI trainees| 25 academi(
(where | was the teacher
Total number of academic participations 164

Table 5 Data collection stages, data collectiorhiods and number of participants.

3.4.1 Self-reporting questionnaires

The first part of the data collection consiste@d aklf-reporting questionnaire to explore
attitudes to the use of English. A web-survey paagne callephinxwas used to
generate a web page through which the respondeuld espond to the questionnaire
anonymously. The software enabled a questionnasiyd which guided the
respondents to the next question or when furthplagation was needed. This function
was especially important for a qualitative analydithe questionnaire which focused

on the open responses of the participants. Thstigmaaire contained closed responses

67 The small number of observations is due to thdlsmanber of EMI courses currently underway at
Nantes Science faculty (c. 5%). | met three otbachers who did EMI teaching but who did not feel
comfortable about being observed by me (this issdécussed in 3.7).
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which the participants were invited to justify lBsponding to an associated open
question. The questionnaire stage of the dataaah was the only anonymous part of
the study and this had the advantage of givingoHirécipants a quiet, personal time to

reflect on the subject of enquiry.

With the agreement of the Dean and Vice-Dean oSitience faculty of Nantes
University, an email was sent on 17/12/ 2012 to &2&demics working at scientific
academic departments at the University of Nantesde. The participants were all
members of a mailing list entitled 'enseignantgsces’ (science-teachers), which
includes all permanent members of academic stadf twach and do research. 118
academics responded to the questionnaire. Theseavaecond call to the survey as it
was agreed with the deanery that the mailing let veserved for professional
communication between the deanery and staff. Bh@98 response rate for a single
call to respond to the questionnaire was takeretsdbisfactory. The body of over one
hundred (118) responses enabled the closed questidoe counted in representative
percentages, as was the creation of an admitteaiysmall corpus of open responses
(~30,000 word tokens).

The questionnaire obtained contextual demograpifidccrnation about the questionnaire
participants such as gender, age and professioadeaic discipline. The gender
distribution of the participants was in keepinghwtthe gender distribution of the science
faculty as a whole (95 women, 233 men for the avéclgear 2012-1%). This shows
that the study did not draw more women than maheastudy or vice versa. There
were 34 female to 84 male respondents to the qurestire (discussed in section 4.1.1)
and 5 female to 15 male interview participantsdaésed in section 4.2.1). These
participation rates, in association with the datacerning the gender distribution at
Nantes Science faculty, shows that there are tasamany men as there are women

employed as tenured academics at Nantes Sciendéyfac

The study did not aim to measure how gender woufghict on the results and it
therefore did not aim to measure whether one gendald respond differently to the

use of English professionally. Gender issues diccome to the foreground during the

% personal communication, Human Resources DepartiNantes University.
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analysis. Both men and women responded to the isSEnglish without referring to
gender differences. Of the male and female pp#ids, who were also parents, both
genders referred to issues of the use of Englisth&r children’s future professional
development. The gender distribution of the respatginevertheless reinforces the fact
that women are still under-represented in the sifieacademic community at Nantes
University. This gender inequality could impactotiier areas of both the female and

male participants’ professional identities.

The age of questionnaire respondents was largplgalof the category of active civil
service (age 25-60). The age variable was ofestdrecause it could have been
assumed that older participants may have been resigant to the encroachment of
English on French, for example (see Jensen anderbeiy 2011). The older
participants may have experienced presenting tes@arch (either orally or in writing)
in French at the start of their careers. Beforestimty 2000s, all teaching within Higher
Education in France was also carried out in Frenidire open responses of this study,
however, revealed that age was referred to asaeléw research credibility and
experience but was not referred to by the partidpas being relevant to a positive or
negative attitude to English. This is in line w@bren’s study of teacher cognition in
EMI settings in Denmark where the older particigaekpress without hesitation their
level of confidence and ability to be themselvethim EMI context’ (Soren 2013: 145).
Considering that 68% of the questionnaire respotsdeed published 10 or more
articles during their career meant that youngera@ddr participants alike were all

experienced users of English for professional psepddiscussed in section 4.1).
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Demographic data of the respondents (n =
118)

Gender No. %
Male 84 71 %
Female 34 29 %
Age

Under 25 0 0
25-45 75 64
46-60 37 31
More than 60 |5

Age not given|1 1

The email contained a link directing the recipienthe bilingual (French-English)
Sphinxquestionnaire. The bilingual format of the quest@ire both validated and
invited the participants to address their idergiis participants capable of bilingualism.
The bilingual format also prepared them for subseginterviews which were carried
out in French and Engliéh The intention was to not prime the participants
responding in a particular language. When the gpént clicked on the link, they were
offered the choice of answering the questionnatheein English or in French. One of
the final questions of the questionnaire aske@foopen response as to why the
participants had chosen to answer the questionadirer in French or in English. The
participants were also given the opportunity toegiketails about other languages that
they used personally or professionally during thlesequent interviews. This was
because English was compared to other languageth#yaspoke, such as German and
Spanish, or to other languages that they imagineg may have to speak in the future,
such as Chinese, which was presented as a poteoigdetitor to English as a lingua

franca (English as a lingua franca for sciencassussed in 4.2.4).

% The methodological choice of having both a Freaweth English version of the questionnaire was
acknowledged by participant 105 for example whénodal that ‘it seemed appropriate to answer in
English because the subject is the English landguage
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The objectives of the questionnaire were multiplee questionnaire aimed to introduce
the participants to the research field and to gaitess to the research group (Bulmer
1988: 152, Lawson 2015) which would subsequentlintelved in stage two of the
data collection process: the semi-structured ind&rv The 20 participants who came to
interview volunteered to take part by leaving tloaintact details at the end of the
questionnaire, hence lifting the anonymity of the8eesponsé8 The questionnaire
itself aimed to investigate the areas in whichabademic participants used English in
all aspects of their lives, with a greater focustoir professional lives. After being
asked to complete demographic details about tleeidgr, and age group, the
participants were asked to give details about tmtexts in which they used English for
speaking (conferences, seminars, meetings) omgrftirticles, emails, grant proposals)
in order to identify the areas in which they usedjlish. Another of the aims of the
guestionnaire was to verify that academic staffiditked use English for their
professional purposes. The themes derived from datected using the questionnaire
were used to both inform the subsequent intervievesfor analytical triangulation

purposes where multiple methods are used (DenzirLgrcoln 2000: 5).

3.4.2 Semi-structured interviews

The 20 interviews | carried out from March to J@@4.3 were in keeping with
gualitative approaches to interview methods invajva semi-structured interview,
audiotaping the interview and transcribing it (Qvell 2007: 130). The interviews were
ethnographic in nature in that they were basedemes to address but were
unstructured enough to allow the participants teettgp on what using English meant
for them in their own way (Haenfler in Creswell Z0@816). The ethnographic
interview tends to favour semi-directive and norediive questioning, leaving room for
the interview to ‘facilitate the open expressiortted informant’s perspective on the
world’” (Hammersley and Atkinson 2004: 129). Thienetgraphic interview is viewed
as a common-sense and subjective approach to ¢led world (Hammersley and
Atkinson 2004: 124). The role of the ethnographterviewer can be either to amplify
or deconstruct what are considered to be key is®l@$ng to insider accounts

representative of a clearly identified social grdhere academics working at Nantes

0 The identity of these 20 individuals is nevertlsslprotected in this thesis via the use of pseutdsny
in the semi-structured interviews section 4.2.
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university). The interviews of the present studrevsemi-structured because they were
conducted using a pre-prepared interview schedlite interview schedule containing

the main themes which were addressed in the im@s/can be found in the appendix.

Part of the interview schedule took the form oftiggrant-researcher collaborative
triangulation analysis of the participants' resgsn® the online questionnaire (Harvey
2014). Prior to each interview | printed out tlegtripants’ questionnaire response
sheet and studied it carefully. During the intews, | especially referred to themes that
the participant had evoked in response to the gpestions of the online questionnaire,
and asked them to comment on their own responBes.interview was conducted in a
conversational style; we could, and did, stray ftbequestions, depending on the
participant. My role as ethnographer was crucidloth assessing the attitudes the
participants had to English but also as offeringppportunity to practise the language
with me, although this was not my aim. In keepmth the bilingual questionnaire, |
gave the participants the choice of language astim of the interview. Leaving them
the choice of language signalled that | valuedrtb@ntributions as both competent
French and English speakers. This approach tkspeto participants in an L2 as an
accommodation and validation of their L2 identigstalso been used by Norton (2000).

3.4.3 Visual methods used during interactions in il study

In the context of this study, the participants wasked to create visual artifacts during
stage 2 (interviews) and stage 4 (in-class vistesdtons) of the data collection process.
The rationale for using visual methodology to acpany an interview or a classroom
interaction was in keeping with ethnographic inmuasof visual artifacts as ‘purposeful
of meaning’ (Hogan and Pink 2012: 230). Case samtlethnographic research
methods use artifacts which have already beenextdnt the participants (such as tools,
clothes, journals, letters, photographs) (Cres@@ll7: 241, Yin 2003). In accordance
with Knowles’ and Sweetman’s approach to visualhods, it was not so much the
status of the image that was of concern, ‘butatsceptual and analytic possibilities

[...] when research subjects are asked to commetiteanown or other’s [images] it is
what they make of the images that counts’ (theiplessis, Knowles and Sweetman
2004: 6).
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The justification for using visual methodology tmcampany an interview or classroom
interaction was its ability to create a point derence during an interaction. It also
enabled the framing of 'experience in unsoliciteysv (Wheeldon and Faubert 2009:
69), as an aid to further talk. The social intexecelement of the activity was combined
with a more personal, quiet moment of reflexionilyithe preparation, which was then
followed by presentation and shared discussiore visual creation itself then became
a trace (or artifact) which could also be usedrdfie interactions as an object of study
in itself. In this way the visual objects were dises a 'route to ethnographic knowing'
(Hogan and Pink 2012: 230). Meaning was gainewh fitee object itself and from those
who interpreted the context around it. Devoid sfabntext however, the object could
then be afforded different, de-contextualised negsi Hogan and Pink (2012)
emphasize the link between such ephemeral andgathysijects and the concept of
embodied identity which is also considered as hapimysical properties. An embodied
identity approach is used to understand peopleadatieg in a situated, space-time

continuum as physical objects:

The pronoun 'I' is an indexical locating varioupexgs of the speech-act it
labels with respect to a specific and marked loceith the space-temporal
manifold of embodied persons and in a variabletlonan a multitude of
manifolds of morally responsible persons, uniquedoh act.

(Harré and Langegrove 1991:224)

The embodied identity approach takes into accdwntrhaterially situated and
environmentally anchored nature of social intemact{Markaki and Mondada 2012:33)
which can be highlighted by visuals created byip@dnts (such as in this study) but
also where people are filmed interacting with eaitter (Mondada 2013a, Mondada
2013b, Antaki and Widdicombe 1998, Markaki and Maahal 2012).

The purpose of the present study was to anchonua$ as possible, the visual artifacts
which the participants created to the moments iithvthey had been created. Like the
interactions themselves, the visual objects wardistl as snapshots of specific
interactions representative of situated and fldehtities. They were not used as

generally defining attributes of the interviewdest as supports for further talk and
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creativity. For the purposes of addressing secangdage use, | drew on Busch (2009)
who uses visual methods to encourage participarttdk about how multiple language

use impacts on linguistic and identity repertoires.

During a one-to-one interview, the participantsevgiven the opportunity to create
something which they could use as a third parteacpr 'prop' which both the
interviewee and interviewer could refer to (Wheeal@dgmd Faubert 2009: 69, Busch
2012). Although an interview may be perceiveddadsearcher-led, depending on the
degree of direction, once the participant has erk#te visual object, it is her own and
she can then lead the discussion, explaining songethat belongs to her. The aim is
to minimise, as much as is possible, the influesfdbe researcher in such ethnographic
interviewing and to ‘facilitate the open expressodithe informant’s perspective on the
world’ (Hammersley and Atkinson 2004: 129). Thetggrants had completed stage 1
of the data collection process (online questiom)and were being interviewed by
myself about their attitudes to their own Englise &s part of their professional
identity. Participants were asked to choose kegde/that they would associate with
themselves and to organize them using visual faonisk words together. | drew on
mind-mapping methodology which builds on 'brainstimg’ to link ideas together using
simple words or drawings, rather than making adistriting sentences (Buzan 1974).
The participants were asked to categorise andibdedtre areas in which they used
English, and focus on the areas in which they Eseglish for professional purposes
and those in which they used English for other pses.

During in-class interactions, (where | was the bes); academic participants were
asked to create language body portraits (Busch)2dbhZhe language portrait below,
Busch asked her participant ‘Pascal’ to draw a lmdime to represent his own person.
Pascal was provided with a template and givendhewing instructions:

Participants are asked to think about their liniiepertoire, the codes,
languages, the means of expression and commumidatb play a role in
their lives and to map them with multicoloured fad#ins in the body-shape
drawing.

(Busch 2012: 9)
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Subsequently Pascal described his identity as &limgiial speaker (speaking to

Busch), in relation to the visual artifact he haglated (citation below picture):

- German

- French

B taiian

I saariandisch

- Luxembourgish, Alsatian

Il cnglish

Figure 6 Example of Busch’s (2012) language pdrtreithodology*.

‘Und es iiberkommt doch einem oft, man ist doch nie wirklich - das eine oder
das andere. Und selbst, wenn ich jetzt Franzose bin, in Frankreich, so hab ich
doch immer ein deutsches AUGE. Und seh nicht nur auf die anderen sondern
auf mich selbst auch. Wenn ich jetzt in Deutschland bin, so wie heute, so
iiberkommt es mich doch auch, Ui berfallt es mich, das ist wie ein Reflex, der
Franzose in mir wehrt sich doch auch. (...) Wenn ich in der einen Sprache
bin, habe ich immer die andere auch im Blick. (...) Auch die anderen haben
einen immer im Blick’.

(Pascal reporting on his language portrait, Buszt2210-11)

[Busch’s translation:
And I am often overcome [by the feeling] that one is never really only-the

one or the other. And even if [ am now French, in France, I still always have

" Drawn by Busch’s participant Pascal. Image repcedwith permission from the author, Busch
(2013: 513).
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a German EYE. And | not only look at others bubals myself. When | am
in Germany now, as today, the feeling comes overitnelike a reflex, the
Frenchman inside me also defends himself somehoyWMhen | am in one
language, | always also have my eye on the othgrA(so the others always

have their eyes on me. |

In a classroom setting, trainees presented th&urals which they had created for the
class. The trainees were academics who wishedgmie their English for research or
EMI teaching. Their formal presentation was thdioteed by further interaction with
myself and the other classmates, including commeuesstions and answers. The
purpose of the visual data collected in class wasfold. Firstly, it was a visual
stimulus for speaking English, and secondly, it aa®pportunity to collect research
data. |took notes during the lesson when thaqgiaants (who had consented) were
describing their language body portraits. Thos@é@pants who wished to share their
drawings with me (by giving me the drawing or mkite a picture of it) for my

research were asked to give their consent as pHré @thical review procedure.

| framed this dual-purpose methodological apprdaclihe pedagogical setting by
drawing from Buzan's (1974) account of learningeldasn the use of visual methods.
Buzan encourages 'mind-mapping’ as an educatiataiabllection method to record
ideas and make connections between them. The mosetl in my classroom differed
from Buzan’s original mind-mapping method as thgolive was not for the
participants to remember nor was it presented adtamnative to linear note-taking. The
visual approach used during the classroom resaartbiis study was a means to

studying identity in relation to language use (Regis 2015).

Although there is an amount of pressure associatidcreating ‘a work of art’ in a
public space, the advantages outweigh the disadgastwhen assessing how it can
facilitate further talk about identity and langugg®gan and Pink 2012: 230). Talking
about learner identity within a classroom settiag been discussed in the literature as
enabling learners to see themselves as legitinpat@kers of an L2 (for example Norton
2000). I also drew on from Kehrwald (2014), wheatées visual concept-mapping in
the form of 'language learning histories' as art@iehcouraging participants to talk

about their present, past and future L2 learnattities. Kehrwald's studies were also
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dual-purpose, as they formed a component of a Eggyaourse for L2 learners of
English in Australia, who were tasked with creatungual data relating to their
language learner identity. This technique is udefuan L2 learning context because it
initially avoids the more complex grammatical agdtactical challenges of a second

language.

Omoniyi's (2006) hierarchy of identity (HOI) modwekdicts that people will make
salient choices about themselves and the worldnarthem, and then categorise them
from most relevant to least relevant. This subdiviss transposable to visual identity
mapping that | propose, which can include 'labetledcepts, linking words, and clear
hierarchies' (Wheeldon and Faubert 2009: 69). Ddipg on the immediate, socially-
interactive, context, the participants will repmatsgocial identification by categorising
these elements from most to least relevant (Blonmin2&®5, 2007, 2010). How the
participants visually organise what they wish towho their peers and to the

researcher is at the heart of studying identitgugh visualisation.

Further details of the specificities of the visoathods used will be described in the
data presentation section (section 4.3).

3.4.4 EMI Classroom observations

English as a medium of instruction (EMI) classroolbservations were based on a
series of science classes taught in English atddddniversity. Three university
lecturers volunteered to be observed during thictBemistry, Electronics and Physics
classes respectively. The biochemistry classdsptare in a laboratory in the science
faculty’” and the electronics and physics classes took ple@seminar room at the
engineering facultyf. The classroom observations were preceded armhfet! by semi-
structured interviews with the EMI teachers (Erfgls a Medium of Instruction is
discussed in chapter 2). Further interviews, enaaits phone calls were maintained
until the end of the study. The purpose of regkateerviews with the EMI teacher

participants was to give the participants the oppoty of framing longer-term

2 UFR Sciences et Techniques.
3 Ppolytech



86

impressions of their teaching experience (Caho0620emke 2008). By having
regular contact with the EMI teachers throughoetdbration of the study, we were
able to shift in perspective, gain in experience mrodify our accounts of the EMI

classes.

Using classroom observation as a methodology terebsacademics using English in a
professional context was an opportunity to comieatity workin situ, as it is
perceived to be enacted and felt, with how it entheported and interpreted in
hindsight. This is because identity is taken toabeonstruction, a process never
completed, always in process' (Hall 1996: 2). Clatnee identity is enacted in the
present (the moment of the classroom) but alsarparates past identities (Lemke
2008, Hall 1996, Giddens 1991). Classroom obsenvatcorporates both obvious
(such as the audible interactions between the égacid students) and discrete
variables (such as the quiet reflections of théippants) which make up the teaching-
learning event (Cahour 2006). During my own obatow of the classroom, my notes
concerned listening out for who led the talk, wlaaguages were used and how. |
noticed other things which | had not anticipatedihsas how the students would sit
together according to shared L1 languages for elamvy observations focused on
how the EMI teacher managed and adapted to thedieidsroom. | listened to how the
students decided to interact with the teacher dmat Vanguage they chose to speak

together.

To supplement the field notes, the teachers werengethnographic diaries to report on
how they had experienced EMI teaching. The obsiensof the classroom events, in
combination with the research notes written duthregobservation, as well as the pre-
and post-interviews with the teachers, were usetpeoatively to identify both short-
term and long-term impressions. The successtegviews were in line with Cahour’s
‘auto-confrontational’ approach to ethnographiagt(my translation of the original
French term ‘auto-confrontationnel’ (Cahour 20064l #larvey’s repeated member-
checking approach (2009). While ‘member-checknedgrs to sharing data, such as
interview transcripts and initial analyses withtgapants, ‘confrontational’ asks the
participants to critically assess their own perfante as teachers (for example when re-

viewing a video tape or remembering a teachingaateon in which the researcher and
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the participant were both present). These appesaehabled the participants to

comment on and especially review their previoustjoos.

The theoretical frameworks for classroom observatvere based on the impact of the
teacher and peers on a community of learning (Wdsteh 2012, Richards 2006,
Wenger 1999). The elements of my observationsiwiiere based on physical data
could only be based on the observable and actpaatiycipative elements of the
classroom, but not the unobservable identity wolkctv occurs in a learning context
(Farrell 2011, Cahour 2006, Wenger 1999). The dermperformance element’ of both
teaching and interacting in the classroom (But@88, Goffman 1959) was something
to continually bear in mind during data collectiemmd analysis, as was the impact of a

third party observer (myself).

The EMI classes were observed in the light of heagbe exchange knowledge in a
classroom situation where identities are perforifirrdisler 2014, Mondada 2013a,
Goffman 1959). One of the hypotheses of this study that the participants may have
a heightened reflexivity of the teaching act beeanfshe integration of an L2. This
heightened reflexivity could be based on the flaat the participants were doing
something ‘unusual’ and because they needed tatitheir teaching methods due to
the presence of two languages in the room (Lewas. &012). In terms of the content
input of the class, | was particularly alert to thethods the teacher used to present and
organise the classroom activities. | listenedfouthe pedagogical prompts used to
check whether the students had understood, ara@rdourage them to interact. |
noted the different types of interactivity and extef interactivity between the teacher
and students (see Richards 2006, and Luoma 20@#ferences between
conversational and informative interaction). lat#ion could occur both during
lecture-type segments of the class, or when chggkiatocols (instructions for carrying
out experiments) or when inviting students to catgkentences or mathematical

equations which the teacher has started to writheoard.

The classroom context also enabled me to obsemveEmglish and French was used in
the classroom especially with regard to code-switghetween French and English
(Rampton 1995, Lewis et al 2012). The active coration of French and English to

highlight and exchange content was explored farasslanguaging qualities.
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Translanguaging being an active space createddwnyfgpbilingual communities,
including code-switching within full-range linguistand ideological repertoires (Creese
and Blackledge 2015, Lewis et al. 2012, Li Wei 281discussed in chapter 2). Such a
bilingual educational classroom enabled me to erpghow language(s) may impact on
identity and to what extent the teachers were ¢pEimglish teachers' and/or 'being
science teachers' (Richards 2006). Although |mwasested in the exchange of
interactions, and not language competgrerese all three teachers asked me to note
down any ‘mistakes' they made regarding pronumciajrammar or syntax. | studied
and included these requests as part of the largditative observations collected
regarding attitudes to English and questions reggnoerceived competence.

The observation of EMI classes combined researdhteractive exchanges (between
the teacher and the students) and research oretadentity. This was achieved via pre
and post interviews with the teachers as well aotiservation of a teaching event. The
interviews explored the teacher’s motivations fmbarking on EMI, and how they
positioned themselves to other teachers who daidbnot teach in English. Their
accounts were studied as narratives of lived egpee in which they positioned
themselves to their colleagues. They were askeeptort on their past and present
teaching experiences, in both English and Frendnham these different experiences
were similar or different because of the langudde objective was to gain a holistic
view of how the participants reportad EMI experience to me (in terms of personal
and professional identity). Through the observatbthe interactions in the EMI
classroom, the analysis focused on the excharfyeslirection of the exchanges and the
languages chosen for these exchanges within tesrolam. The objective was to create
both an ethnographic account (involving their inggiens but also my own
observation) of how the participants negotiated@ainthrough languages in a teaching
context (by recording, transcribing and reprodu@rgacts of the classroom
exchanges). The aim was to achieve a better uateiag of how EMI classes
combine situated identities through language wanki therefore to identify what

elements are specific to an EMI teaching situation.

As part of my own professional work also involveldiBEeacher-training, | also used
the class observation data to assess which metihmasd be best suited to preparing

future teachers for this type of EMI teaching. Thessroom observations and the
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interviews were analysed for the interactive andiecswitching features of an EMI
classroom. Having reflected on the terminologydusedescribe teaching in an L2
(such as EFL, ESP), these classroom observatioresaw®ute to exploring whether the
terminology already in use (such as EMI and CLIlg@svapplicable to the situations |

observed.

3.4.5 Pilot study: Anticipating EMI student respongs through the creation of self-

reporting questionnaires for EMI student participants

At the end of the academic year 2013-14, a selfttemm online questionnaire was sent
to 58 students who had attended two of the threédeMnce classes which | had
observed. 36 of the participants had attended Badlses taught by the bio-chemistry
teacher and 22 had attended EMI classes taugebgiéctronics teacher. In total’39
(67%) students responded to the questionnaire.quiestionnaire was created to
supplement the data that | had collected whilsenbisg these classes earlier on in the
academic year. During the design of the questioariae lecturers were invited to
voice hypotheses about their students' possibtgioes to having had one of their
science modules taught in English. This meantttieatjuestionnaire could be used for
both research and pedagogical aims. By prepanmguestionnaire and asking for
feedback from the teachers, | was able to explove the teachers defined an EMI

experience.

The main objective was to solicit questions whioh teachers would want to ask their
students about their EMI experience. Both thegieand the reading of the results
served as a talking point during our subsequeatvigws. | anonymised the students'
responses, shared them with the teachers, andrteewith the teachers for further
discussion. The teachers also used the respansesate their own reports about their
EMI experience, which they sent out to their caliees so that they could anticipate
subsequent EMI teaching in following years. Thauheng data could be used in further
mixed method studies where the different variabfebe classroom would be used to

compare how the different classrooms may impadheroutcome of the student

4 24 Biochemistry students and 13 Electronics stteden
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responses. Wider, non-statistical and qualitative methdossed on discourse
analysis) were used to compare the teacher's hggpedhwith those of the students’

responses to the claSs.

3.5 Research notes, audio recording and transcrigns

The interviews were transcribed ussmundscribeandmedia playewhich slows
down the audio file to assist transcription. Itsesch of the participants a copy of the
interview audio file, so that he or she could comtran them if they so wished. The
participants thanked me for the audio but tendezbtoment on the form (in terms of

the sound quality of their voices) rather thantos ¢ontent of the recordings.

The transcription conventions were adapted fromlé3a2007), and ESTER2(2008)
which could be used to convey both French and Elnglpeech. The transcription is
‘basic’ in keeping with the level of technical diétahich | felt best represented the
words that were spoken alongside who spoke thempl¢r2007: 52). The
transcription is orthographic in nature and is geed to illustrate the audio file which

can be read as phrases in the written transcription

La transcription enrichie a donc pour but d'obtemie transcription lisible
d'une part et, d'autre part, une représentatioctsitée du document a des
fins d'extraction d'informations.

(ESTER2 2008, avant-propos)

[Translation: On the one hand, enriched transanipéims to obtain a
readable transcript, on the other hand, it ainggve a structured

representation of the document from which infororattan be extracted]

> The statistical tool which could be used for ikithe t-chi square test used in statistical qtztite
approaches to classroom variables.

Getting students to fill in a pre and post EMI sfisnnaire in the future could explore student
attitudes before and after an EMI experience.

Evaluation des systémes de transcription enridleimissions radiophoniques financed by the
Ministry for Reseach for th€echnolangu@roject led by théssociation Francophone de la
Communication ParléeluCentre d'Expertise Parisien de la Délégation Génélel'Armementand
theELDA (Evaluations and Language ressources Distribuigency).

76
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The objective was to give the reader readable adoahe data that | was able to

witness and participate in firsthand (Rapley 2.

ESTER is an enriched transcription method whicluishes information which can be
taken into account for analytical purposes. Puattdn marks found in written texts,
such as commas, are used to reflect common feaitisgeech, such as elision.
However, the transcript was not tidied up and gheaxical ordering of the words and
the grammar have been represented as they woddiderally (for example ‘je sais
pas’, instead of ‘je ne sais pas’). Capitals weserved for proper nouns such as

people’s names and the words English and Frencthabatured throughout the

interviews.

Transcription symbol Explanation

, Denotes a short pause (of less than one and adtainds)
? Indicates the end of a question

Capital letter (i.eEnglish | Used to indicate proper nouns

Quotation marks indicate reported speech

I Indicates the end of an exclamation

- Compound nouns and question forms (in Frenchjrret

hyphen, i.e. ‘C’est-a-dire’ and ‘est-il’ to aid cpnehension

hum (English) Indicates hesitatidh
bah, ben, euh (French)

hm hm (English and Indicates agreement
French)

yeah (English)

() Truncation (unclear content) at the start er¢hd of a

word i.e. tr(avail), vou(lais). If the word is usigtandable

8 For a more complete list of French onomatoposeiasiaterjections such dmh; bé; bof; hein; hm,
andzutsee convention 2.6 ESTER2 (2008: 13).
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from the context then the full word is written been the
parentheses.

[laughter] Square brackets indicates transcribagscriptions

Table 6 Transcription conventiofls

Once | had transcribed the audio-files, | impotteeitext files into the AntCof
concordance tool, which sorts the words into wetdli The AntConc tool was used to
study the corpus representative of the boundedafadantes science faculty
participants where textual analysis was used ijuoation with the ethnographic
context of the study which included research notgsrviews and observation.
Without therefore focusing on corpus linguisticsaasngle tool for analysing the data
(McEnery and Hardie 2011), | did nevertheless ugalvgearch functions as a
supplementary tool or initial step to explore tlegy khemes through wordlists which
emerged before, during and after the narrativébefnterviews (Ryan and Bernard in
Denzin and Lincoln 2000: 780).

Although I filmed some of the participants who agtée filmed, it was the audio
transcript of the interview, in association witke thotes | took during the interview that
served the analytical process best. This was Isecalliof the interviews were audio
recorded, yet only some were filmed. The initiadlysis of the videos did not reveal

more than the close analysis of the co-construdiszburse which ensued.

3.6 Ethical considerations

Prior to the recorded exchange, the participante werited to read the participation
information sheet describing my research and stigtatus (appendices 4 and 5). The
participation sheet and consent form were reviearatlaccepted by the University of

Sussex Ethics Committee prior to the data collectiRarticipants could choose whether

9 Adapted from Rapley (2007), and ESTER2 (2008).
8 Anthony, L. (2014). AntConc (Version 3.4.0) [ConpuSoftware]. Tokyo, Japan: Waseda
University. Available from http://www.laurenceanthonet/
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they were recorded and whether they wished to di@img the interview. If they so
wished, they could give me the drawing for the psgs of my research and for
reproduction (see participation sheet and consent in the appendix). Concerning the
EMI classroom contexts, the students were inforatealit the ethical procedure and
asked to consent to being observed and audio-tayen filming took place, only the

teachers were filmed in the classroom.

The identities of the participants were stored smpdy from the data and pseudonyms
were provided for each participant. Given the reatbhe ethnographic study, including
my own involvement as an employee at Nantes Urtiydswas agreed with the Sussex
Ethics Committee that the identity of the instibutiwould not be anonymised. The
participants were told that Nantes University wolkdmentioned as the institution

under study.

3.7 Data reliability and generalisability

The types of data collected varied depending orctiméext of the exchange; be it an
interview with myself in which | asked questiongldhe participant responded, or a
classroom situation where | was the teacher leaaiggpup activity followed by an

open discussion. As my data collection progresiskeegcame increasingly aware that the
professional relationship between me and the ppatits would impact significantly on
the needs of both the participants and the research

Carrying out a research project within my own waake where | was employed in a
different department (to my participants who workedcientific departments) meant
that | was carrying out a research project amongatigagues. This local,
ethnographic approach to data collection came igthdvantages and disadvantages.
It meant that | had the opportunity of having regund long-term contact with my
participants. However, my status as 'English teaetithin this institution may have
impacted on who was drawn to take part in my resegroject. In the same way,
talking to someone employed by the same institutionld also shape the information
the participant wished to share with me. Issudseeping face within professional

identity would therefore be different to studiesriea out outside of the workplace.
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This however, is part of how | interpret all intetians involving status and knowledge
exchange (Mondada 2013, Zimmerman 1998).

The value of collecting visual data, within a laaghcontext, has meant that | have been
able to create an archive of academic maps, diageanth portraits as represented by the
participants themselves which are relevant to aiBpéime-frame and context in

French academia.

In the data collection process which involved obisey others in an interactive situation
(the science EMI classroom) my presence may hapadted on the outcome of the
data in a different way. Classroom observationtmaunnsettling for the teacher and for
the students, even more so when the observanemeatkto be an L1 speaker of the
teacher's and students’ L2 performance. My preseihin the classroom is likely to
have impacted on how the participants 'perforntesr fesson to a third-party observer.
It was for this reason that | also audio-record®tl Elasses (leaving the audio-recorder
with the teachers) where | was not present. Howeeeoid of all the other
communicative aids (eye-contact, body languag&ag difficult for me to make sense
of the events that had occurred when | had not pessent in the room.

As Cahour (2006) points out, all those who didaxdtvely perform were nevertheless
also sentient participants whose experiences malgendirectly obvious at all, or
whose reactions are only partially visible thromggual or video observation (Mondada
2013a, 2013b). The non-actively participant memi@fsnger 1999) were nevertheless
invited to express post-hoc impressions via amerfiegedback form. The student-
teacher status relationship was also part of thigdtions of sending out a feedback
form via their classroom teacher. Although thermnfeedback form was anonymous,
the students were nevertheless responding to questihich their teacher would, in
turn, respond to positively or negatively to. Thpeated interviews | had with the
teachers took place over the longer timescaleeftiree year period we met. Our
mutual impressions and discussions concerning Eltiliing were dynamically
influential on both my data analysis approach anithéir own teaching methods.

The different types of researcher-participant ergea in this study, as well as their

different contexts have been taken into accouttiéndiscussion of the results.
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As a resource, the present case study of Nantegetsity could serve as a basis from
which to compare and contrast with other Higherdadion institutions which use
English for professional purposes. Focusing ascallinstitution was in keeping with
Doiz et al.’s (2012) and Ammon and McConnell’s (2pBecommendations for
focusing on the specificities of different Highedu€gation institutions in Europe in
relation to their uses of English.

The present ethnographic study, involving closeaesher involvement in the field,
makes it specific to this case. Neverthelessp#racipants had all worked at other
universities and were not representative of a ‘Biafit point of view. As well-
travelled and experienced researchers, it candueedrthat the accounts in the present
study are representative of French academic speak&nglish who are currently

working at Nantes University.

The present study recommends that other studigs adomilar investment in the
research site, with prolonged access to the contgnunder investigation to achieve an
in-depth account of how academics position theneselo the use of English

professionally.

3.8 Summary

Chapter three gave an overview of the methods instiils qualitative research study of
164 academics working at Nantes University, Franidee approach was broadly
ethnographic in this study of individuals involviedsecond language use, in this case
English for academic uses in France. The varietgpmplementary methods collated
for triangulation purposes weaequestionnaire, semi-structured interviews, ctassr
observations and visual creations made by thegyaattits. The approach to the study
as well as the analysis were in keeping with defing of identity which are capable of
hindsight but with a view that identity will varyd be constructed and negotiated,
including at those moments when the data colleatias carried out. My own position
as English teacher and colleague among the séeecdimmunity under observation has

been assessed as being impactful on the datatomtigrocess.

81 A person born in Nantes or who identifies him erdelf as being ‘someone from the town of Nantes'.
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Chapter 4: Results and Analysis

Chapter four is the longest chapter of this thesis.a whole it aims to show the variety
and breadth of the present ethnographic case st@bgpter four has been clearly
divided into four distinct data-sets to addresssjbecificities of each data collection
method (4.1 Self-reporting questionnaires, 4.2 S&noictured interviews, 4.3 Visual

representations of language and 4.4 EMI classrdmseroations).

The questionnaire (section 4.1) offered the oppaiglof identifying the areas in which
118 participants used English and their attitudieaponses to using English

professionally.

The interviews (section 4.2), which were held wAthof the participants who had
completed the questionnaire, enabled further irtkdsfudy of this core group of
participants. The aim was to explore how theséqgyeants positioned themselves in

relation to using English as members of an Englibaking scientific community.

The visuals (section 4.3) drawn by the core grdupterview participants and by my
own EMI trainees, were used as both a pedagogmchtesearch tool. The drawings
produced by the participants were used as an didttrer talk about academic identity

in relation to language use.

The EMI classroom observations (section 4.4) embat®ther perspective on English
as an academic language. By observing how thiageadcs used English (and French)
with their students, pedagogical practice could¢dmpared to the attitudes and beliefs

held by the academic participants.

The discussion and concluding chapters bring tegedtie main findings which were
subsequently drawn from the complete data set.
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4.1 Self reporting questionnaires: results and angkis

4.1.1 Introduction

The questionnaire was designed on the hypothesi€tiglish is used extensively for
scientific purposes - based on Flowerdew (2001)rarduson et al. (2011). It was
assumed that English language usage was a presitedor academics working in
France, who work in Science education and who wasingage in research (as it is for
scientists worldwide, Montgomery 2013). On thisibaa questionnaire was
administered to the 328 registered academic ppaints at Nantes science faculty. The
main aim of the questionnaire was therefore toiconthat the participants used
English professionally and to gain further knowleaggarding the attitudes to using
English in different academic contexts (i.e. coaefees, article writing, emails and
meetings}’. The subsequent 118 participants’ responsesrowd the hypothesis that

the participants used English extensively for pgsienal purposes.

Considering the extent to which they used English,questionnaire aimed to
investigate whether the participants felt they weldiged’ to use English and how
such a sense of obligation could be interpreteah fitee results. As academics,
professional success was linked to research digsgiom and peer recognition through
written and oral communication. To gain insightwamether the participants would
position themselves differently to using Englishside of the workplace, the
guestionnaire also aimed to explore language dar(aurch as personal and
professional uses of English). The participants erdidtinctions between different
domains of usage, as is confirmed in section 4.8revthe participants visually
represented the distinctions between professiorparsonal uses of English.

The questionnaire obtained demographic informadioout the participants such as
gender, and age (presented in section 3.4.1).fdllogving analyses are based on the
responses of 34 female and 84 male respondentsandely fell under the category of

active civil service (64% were aged 25-60).

8 The specific questions can be found in the appestil are referred to in italics throughout this
section.
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The questionnaire participants were numbered (1118) and are presented to the left
of citations. The open responses to the questitnaee presented as they were written
by the participants themselves (including their @mamphases). Unless otherwise
specified, in-text translations are presentedalicised form. My own emphases are
presented in bold character or underlined.

4.1.2 Professional areas in which English was used

The professional areas in which the participanéslusnglish revealed that 96.6 %
(114/118 responses) of the academics used Engliskriting research articles in
English. This result showed that the communityarndvestigation was both actively
involved in research and that this professionavagtwas carried out in English. The
extent to which the participants published in Frewas explored via email discussion
(January 2016) with the participants who had redpdrio the questionnaire and who
had subsequently come to interview. The partidgpagported using French for non-
peer reviewed journals or for conference proceedirihe publications in French
represented less than 5% of their complete writtsparch output. Respondents
participated widely in research communication i, both in written form, through
research publication, and in oral conference ptasens. Other written and oral
professional forms of communication, such as earall meetings also involved the use

of English.
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Professional uses of Englis>
Number of responses |%

Research articles 114 96.6
Email correspondence {104 88.1
Meetings in France 62 52.5
Conferences in France |65 55.0
Conferences abroad |107 90.6
Meeting and exchange§102 86.4
abroad

Total 118

4.1.3 English as an obligation

The study explored the extent to which the pardictp would report feeling obliged to
use English at work. Considering the amount aéaesh work and the number of
communicative activities the participants engagedsing English, one of the
hypotheses of this study was that the participaotgld feel that they were under
institutional pressure to use English at work. Témponse to the questiobo you feel
obliged to use English at workfvealed that 85 out of the 118 participantstfeit

they were obliged to use English compared to 33 eiticot see English as an

obligation.
Do you feel obliged to use English at work?
Number of responses %
Yes 59 50
A little 26 28
No 33 22
Total 118 100 %

8 The sum of percentages is not equal to 100 dtreetpossibility of multiple responses.
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Without further qualitative enquiry, the questiomaaesponses to the question of
English as an obligation would reveal little abbatv the participants defined
‘obligation’. The extent to which they found thubligation burdensome was therefore
explored in the open responses where the partisgaositioned themselves to English
as a stipulation of their working conditionBuilding on the literature on ‘identity’ (see
chapter 2.2), the initial responses framed arougation in the questionnaire, which
were further explored in the interviews, showed tidigation was understood in
relation to the self and others and to ideolodiediefs about the English language itself
— and more particularly to its function as a wogkinol above all. Where
representations of the self coincided with whatghsicipants believed was expected of
them as academics, then the equilibrium betweelegsmnal identity (including
obligation) and professional ideology could be etpe (see figure 16 for positioning in

relation to perceived institutional demands in ¢bap).

The function of English as a practical 'toain(outil', 'utililtaire'), rather than as ‘a
language' was in keeping with appellations sudBragish as anediumof Instruction
(EMI). In this way English was described as a s8eagy or obligatory tool, rather than
as an identity trait, including emotioan’ obligatory language of work - no feelitfgs
(84%). The English 'tool' was described as a 'tectetigtich needed to be masteted
in relation to 'research’. The degree to which English was referred to pofessional
tool also meant that some participants did not@asoEnglish with other (personal)

domains:

(112) Lalangue anglaise est la langue du tragailagime pas l'utiliser en dehors de ce

contexte.

[Translation:

English is the language of work; | don't like usihgutside of this context.

In the original: 'une langue de travail obligémns état d'ame’.

The numbers in parentheses refer to the numhmraaid to anonymise each participant. For example
‘(84)’ refers to participant 84.

In the original: 'une technique a maitriser' (37).

In the original: 'lecture de documentation techieiq48) and ‘c'est une langue que j'utilise en
recherche’ (67).

85

86
87
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The integrative relationship between English andqeal and professional identity
domains was discussed by the participants. Paatiti33 felt that English was not part
of her job description and that English was the aifEnglish language professionals
in my profession She described feeling obliged to master Engll#tough she did not

believe this to be part of her job description.

(33) J'aimerais faire appel systématiqguement pogsssionnels de langue
anglaise dans mon métier. Le probleme est le madegdi@ancement pour ce
genre ddaches Les enseignants-chercheurs sont censés maltuisglais a

la perfection, ce qui est finalement rarement vrai.

[Translation:

I would like to be able to systematically call ugemglish language
professionals in my work. The problem is the laickuinding for this type of
task Academics are supposed to master English tegigoh, which is

rarely the case in the enfl.

This academic felt under real or imagined instiél pressure tonaster English to
perfectiory and she included both herself and her commumityt meeting this
'standard’. She also criticised the institution‘tiee lack of funding for this type of
task’. The French word 'tache’ highlights the wepand demanding relationship to a
task which needs to be carried out, which is mengnal in the English translation
‘task’. To counter participant 33's position, papant 91 described himself as being
‘enough’ of a linguist, or at least being interesémough in English to claim an identity
as a scientist:[I'have] sufficient interesfin English]to make i{science]my
profession(91f2. The participant’s comment signaled that he dadtified ‘English’

as being part of his job description.

The issue of obligation was further explored whartipipants responded to whether
English could be perceived as oppressive bothrmd®f time or additional emotional

stress for example. Firstly, the respondents com&aeon whether the amount of

8 In the original: 'suffisamment d'intérét pour airé mon métier'.
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English they used was ‘appropriate’ by respondang guestion which asked them to
loosely quantify the amount of English they usedra® enough’, ‘enough’, or ‘too
much’. Notions of sufficiency and appropriaten@sgressed through ‘enough’) in
relation to second language use at work were thexafxplored in the data. In a
context where individuals use English for profesalgurposes, such as this one, but
where bilingualism does not necessarily featuneaasof their identities outside of the
workplace, it was valuable to explore whether sddanguage use was perceived as
integral to their professional identities or whettieere could be resistance to English,

expressed as an extra professional ‘load’ to carry.

Do you feel that you use No. %
English:

Too much 9 07.6
Enough 76 64.4
Not enough 33 28
Total 118 100%

The results showed that 64.4% of the questionipargcipants reported using English
‘enough’ so that they could perform their professioactivities within the requirements
of English as a lingua franca for science (Engdista lingua franca is discussed in
2.1.3). The questionnaire was based on the asgamtpat the participants would
clearly dissociate between time spent using Englishtime using French. Where the
data pointed to English encroaching into other domautside of research such as
teaching, the results showed that the boundariggleea the two languages could

become blurred (see sections 2.1.7 and 4.4).

Accordingly, the answers to impressions of 'suéindy’ may have been framed within
perceived institutional demands or affective ‘owad’. The question of 'sufficiency’
also included notions of use related to competéned don’t use it enough because my
English isn’t good enougland the notions of burden (ileze had enough of having to
use English at wodk The quantification of the use of a languagegeseived by the
participants, was a theme which was discussed ghiaut this study, both in the

questionnaire, during the interactive interview émwugh visual methods. The
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participants were able to relay quantitative impi@ss of language use with a
gualitative impression of language as a 'load’is $howed that perceptions of ‘work-
loads’ were linked to whether the participantsédnetd English to be adding to, rather
than part of, their professional tasks. The broadhway position (~60%) of accepting
English as a professional language may have reflestrategic attitudes to accepting
work conditions on the whole (of which English ipat).

4.1.4 English as a route to professional success

Success can be understood in terms of professi@valopment (in terms of personal
achievement and satisfaction, professional stana$essional title, financial gain or
multiple criteria associated with well-being witttiee community). The response to the
guestion'Do you feel that you would be more successfubat york if you were better
at English?’revealed that only 2.5% of the participants regubthat English was not
necessary for being successful in their work, shgwie integral relationship between
English and a scientific career in academia. A majority (59.3%) of the participants
believed that (better) competence in English windlph them towards achieving
professional success and also signaled that thgyafea appreciate additional
opportunities to improve their English to this €nd. through specific English training,
in relation to their professional development petgewhich their institution could make
available to them). This was also confirmed by 3%%he respondents reporting that
they had decided to answer the questionnaire iligngo practice their English

Whilst 13% responded that they preferred to usdig&népr professional purposes

(including answering the present questionnaire).
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English proficiency in relation to professional 'siccess’

No. %
Yes, | feel that | would succeed better at my wibrk |70 59.3
my English were better.
No, | don't need to be good at English to be sisfaes3 2.5
at my work.
No, my English is already good enough to ensure 137 31.3
professional success.
None of the above, for other reasons. 7 5.9
No response 1 0.84
Total 118 100 %

Through the open responses, the participants veexlao expand on the relationship
between using English and perceived professior@ess. The participants reported on
the extent to which English was a deciding factoraf successful scientific career.
English was described as a 'facilitator' in engudrsuccessful career (participant 67)

and a help in ensuring a more '‘comfortable’ sdierdareer (participant 62 and 101).

(67) Maitriser I'anglais facilite les collaboratemternationales.
[Translation:

Being good at English helps with international ablbrations ]

(101) Dans I'ensemble, je pense maitriser suffisantrnien I'anglais pour mon
travail. Simplement, pour pallier les manques dgmauparavant, une plus
grande maitrise me procurerait un supplément deftéety en quelques
occasions.

[Translation:
On the whole | think I'm good enough at Englishrfor work. Put simply, to
make up for the gaps that | mentioned, a greatestergt would make it easier

for me on some occasiarjs

The participants showed that being good at Endfledped them to participate in and
succeed ininternational collaboration's(67), to communicate withesearchers from
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different countries(60). Although English was described by soma asrrier®® (56) ,
'block, blockage™ (42 and 102) Hindranceé® (62), English was not described as
impeding a successful career, and could best beibded as a hurdle rather than as a

stumbling block:

(62) Il y a de nombreux facteurs qui ralentissamd carriere scientifique.
Parmi ces critéres, le principal est certainemeiplairtage du temps entre
I'enseignement et la recherche. Il faut étre teuctout dans notre
métier. L'anglais est un autre facteur, mais ardneade grandeur
beaucoup moins prononcé. Je dirais donc qu'undemeimaitrise de
I'anglais pourrait m'apporter un confort dans nramdil, mais ce n'est

pas un frein majeur dans ma carriere.

[Translation:

There are numerous factors which slow down a sfiecareer. Among these
criteria, the main one is certainly the distributiof time between teaching
and research. You have to be a jack of all tradesur profession. English is
another factor, but it isn't as pronounced as thteeo factors. | would
therefore say that a better mastery of English d@dd to a degree of comfort

in my workbut English isn't a major hindrance to my careg}

(my emphasis in bold)

In answer to the questiobo you feel that you would be more successfubat york if
you were better at English31 %of the participants reported that their English was
‘already good enough’ to ensure a potential fofgesional success. Chaplier (2013)
criticised English proficiency in terms of self-assments of English sufficiency in her
report of EMI teachers at Toulouse university whstified their staff's English as ‘good
enough to teach in Engli§h{Chaplier 2013: 64). The results of this studglienge
Chaplier's criticisms of self-assessment accouetalise the results reveal that

In the original: ‘barriere’.

In the original: ‘barrage’ and ‘bloquage’.

In the original: ‘frein’.

In original: ‘étre capable de communiquer,sgedébrouiller(italics in original).
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impressions of being 'good enough' to work in Esfgivere linked to accounts of self-
worth, impressions of being successful and se@inguage as being 'in progress' rather
than at a fixed level of English. Not being congpétenough' at English was
nevertheless identified as a factor which wouldvsttown the progression to a

successful career.

Other factors, apart from English, were reportedagributing to or limiting a
successful career, such as having a heavy teald@ddt, or being too specialised, or
not being sufficiently versatile. When participadefined ‘success’, they framed their
answers in relation to research, rather than thiag. English was understood to be a
necessary tool through which to communicate resg@lthough English was not
necessarily the language through which the inigaearch was conducted at a local
leveP¥). Success at being a ‘researcher’ was referr@urelation to social concepts of

recognition within a specialised and valued fieldntellectual enquiry.

Despite the difficulties that the participants répd, either in stalling at or getting over
'the language barrier' (4 responses), the 96%ip@sésponse t@o you feel that you
belong to an international scientific community@vealed that most of the participants
(including those who struggled with having to usglish at work) felt that they
belonged to a scientific community. The term ‘megional’ in the question signalled
that the participants were involved in multilingeaintexts which served a common
scientific purpose using English. Given this restiwas worth exploring what reasons
would be given by those who did not feel that thelonged to an international
scientific community, albeit the ‘minority’ (7 paipants). Interestingly, English was
effectively a stumbling block for three participamtho referred to their own (poor)
level of English as the 'barrier’ to a sense obbghg (participants 13, 42, 102). The
scientific community seemed to be understood iati@h to research (rather than to
teaching) as four of the participants felt that In@ing sufficiently involved in research
was the reason for feeling that they did not belang scientific community
(participants 100, 106, 108, 118). Participant fEd6that she wa%oo young to have a
good enough international network to be known asme in my area of research

% In French: 'une charge d'enseignement.

% Participant Emma from the wider data sets repdttatithe local technicians at Nantes science fiacul
did not generally speak English and that laborataoyk was carried out in French before research
publication.
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(translated response, participant 106, age groeb25 This response coincided with
'success' as being understood as recognition (@avrame) in an international
community. The participant, who referred to threues of being 'too young', also
highlighted the problem of defining 'success’ whietuires a degree of retrospective
evaluation. Nevertheless the construction of péesl identity can be considered as
an ongoing continuous re-interpretation of expex@snand encounters in the workplace
(Canrinus et al. 2011: 595).

An initial picture of the professional profiles thfe academic staff of this study shows
that English is used extensively by academicsdsearch purposes, in a mainly male
dominated research site which is Nantes sciencegtyacThe results show that the
academics were generally accepting of Englishvasrking condition and reported that
an ability to use English for research would enddédter professional success. The
following sections will delve deeper into how therficipants dealt with the challenges

of writing in English and presenting themselve&nglish during conference meetings.

4.1.5 Writing research papers in L2 English

The questionnaire indicates that 97% of the padiais had experienced writing
research papers in English. Although most of gmtigpants had published papers in
English, the process prior to publication in Enghsried. For example, 31% of the

participants reported using either a translat@roofreader as part of this process.

Writing in another language was a key part of tagigipants’ academic identities. It
was when the participants reported such performased tasks such as writing, that

they described themselves to be linguists as sedcentists.
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97% participants had written articles in English
69% had written more than 10 articles in English

3%

69%

M 1-5times ®W5-10times more than 10 times M no never

4.1.5.1 The challenges of structuring thought in asther language

It emerged that 69% of the published authors witedée research papers directly in L2
English. When the participants reported writingitlarticles directly in English, they
described the process as a difficulty or as a ehg#. Coinciding with their general
response to having to use English for general psod@al purposes, they generally did
not report being deterred by it. This showed thatjuage issues were secondary to
their desires to publish research. The reasonsd@3be participants gave for writing
directly in English, instead of using a translateere based on the belief that their
English was ‘good enough’ to enable a first drathwsubsequent editing from someone
(usually a second author or member of their lab)mwihey believed to be better at
English than they were. Another reason which weasrgfor writing directly in English
was that they were (sometimes more) familiar whih $cientific terminology of their
domain in English (rather than in French) becabseg tead other scientific papers in
English.

The affective responses to writing an article digein another language were reported
in the responses to the open questidovs did you feel when you were writing and

preparing your article in English?In response, about a third of the participangs (3
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participants) chose to frame their affective regesnn terms of a ‘problem’ which they
had to deal with or even tackle (expressed in ttwece of the term ‘wrestle’ below).

For example:
4) Frustration de chercher son anglais !
[Translation:

Frustration at having to search for one’s Engligh!

(44) | was wrestling with the English dictionariesst of the time.

(62) Le sentiment que je suis désavantagé par regpm natif.
[Translation:

The feeling that | am at a disadvantage compareg native speakey.

The attitudes to the problem of writing directly English were focused on two key
beliefs: a) beliefs about ‘sound’ knowledge struesubeing fundamentally weakened by
their transformation into an L2, and b) beliefsttbartain types of English were better
(than their own), namely those that have been igledlas ‘native-speakers’ (Wei 2011,
Davies 2011).

Sound ‘scientific knowledge’ was reported as baihgllenged by writing in an L2,
which did not do justice to ‘fine and complex argmtation’ (translation, participant
33), confirmed by participants who referred to bibtd impoverishment of English and

the impoverishment of research:

(31) Formulation des idées dans un anglais pauvre.
[Translation:

Formulating ideas in poor English.

(12) Appauvrissement de la recherche au dépendnigdis.

[Translation:
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Impoverishment of research because of tlgignlanguage]

References were made to ‘structuring ideas’ (tediwsi, participant 8 and participant
50) and ‘expressing notions’ (participant 22), whatgnalled that the authors struggled
to construct coherent language which would bestessmt their ideas. In Bernstein’s
terms, there is a misalignment between what caefleered to as ‘vertical knowledge’
(conceptual knowledge), and horizontal knowledgaduage knowledge expressed
through logical associations) (Bernstein 1999})his way, the participants are
commenting how L2 language is an impediment tocéiffely communicating

conceptual scientific knowledge (which they alrehdye).

The collocations of the words ‘difficulty’ or ‘lac&f’ in relation to words such as
‘nuance’, ‘structure’, ‘formulation’, ‘discussio@nd ‘ideas’ found using the AntConc
concordancer revealed that 25 participants repahtd_2 language limited ‘thought’
or ‘ideas’. In this case, it was not the langudgs tvas poorly reflecting solid
knowledge foundations, but the English which readdmowledge ‘poor’ (translation,
participant 31):

(23) Parfois nous sommes contraints a formulempeosées en fonction de

notre connaissance de l'anglais.
[Translation:

Sometimes we are obliged to formulate our thougbterding

to our knowledge of English.

(33) Mon expression est moins préecise qu'en fiangaest difficile d'avoir

une argumentation fine et complexe.
[Translation:

My expression is less precise than in French, dlifiscult to

achieve precise and complex argumentatjon.

(8) C'est dur de structurer ses idées dans unedamg n'est pas la

notre.
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[Translation
It is hard to structure one’s ideas in a languadeich is not

our own.]

(22) Difficulté a exprimer des notions dans uneealgngue.
[Translation:

It is difficult to express concepts in another laage.]

(25) Manque de vocabulaire pour la discussion,deenuances.
[Translation

Lack of vocabulary for discussion, few nuanges.

The English language as an insufficient vectorgounder’ more ‘solid’ thought was
reported as resulting impproximation® (1, 12). Approximation(33) was described
as being inferior to precision, having ampact®® (12), or finesse and complexity (33).
This approximation was also referred to as a ldekastery’ (42, 27). Being speakers
of ‘another language’ which was therefore not tlo@n, implied inferiority both in
terms of perceptions of competence and legitimacgpaakers of English. The
relationship between language and thotfyhas in keeping with beliefs that L1 was
most appropriate for constructing ‘thoughts’ analt tirench had certain intrinsic
qualities for such a process to happen. Dideootexample, argued that ‘French is
unique among languages in the degree to whichrther of words corresponds to the
natural order of thoughts and ideas’ (Chomsky 1B&&ferring to Diderot 1751). The
linguistic relativity debate has been taken upelation to the use of L2 for academia in
Europe, where it can be debated whether thoughbeaxpressed through other

languages (including English) (Ammon and McCongel2).

95
96
97
98

In the orginal: ‘pas le méme niveau de justesse’.

In the original: ‘percutant’.

In the original: ‘maitrise’.

The linguistic relativity debate concerns the tielasship between L1 and thought (see Boroditsky
2001, discussing Slobin 1987, 1996 and Whorf 1956).
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In keeping with the responses to the group whousad translators and proof-readers,
these results confirm that L2 authors reported dgawmsufficient horizontal discourse
structures at their disposal in the L2 (Bernsted99). This lack was expressed as a
lack of vocabulary, ‘difficulty with verbs’ (36)Jack of nuance’ (25), and ‘doubts about
syntax’ (20, 23). These difficulties were saidingpact on their workload in terms of
time (28, 37) because these handicaps were timsuoung. Greater time spent on
language also meant that they produced less (imtiqyglaand therefore wrote fewer

articles than they would have, had they been ablerite them in French (8).

The participants were aware that a shift in thitittale could occur over time with
respect to their attitude to writing in Englishittwtime we improve® (1), ‘it's better
now* (16), ‘routine maintenant’ (34). ‘Maintenant’ (mpis used to contrast with
‘avant’ (before) which suggests that the resporslarg signalling the difficult process
which they have come through. Publishing a sdieriaper in French in the mid-21
century will perhaps become more of a challenge tingting a paper in English. This
hypothesis seems confirmed by participant 51, agepy25-45, who admits (using a
confessional and exclamatory turn of phrase whigssts a 'guilty secret’) that he

prefers writing articles in English:

(51) A vrai dire, je préfére méme rédiger un agtistientifique en anglais qu'en

francais!
[Translation:

To tell the truth, | even prefer writing a sciemtiérticle in English rather than

in French!]

Being more familiar with writing articles in Enghonfirms the results of Soren's
(2013) study where researchers described usingdbrgl such an extent that they
would find it difficult to write a scientific papen Danish. Soren's participants did not
frame their answers apologetically, which perhdmsaged that they felt less 'guilty’
about admitting this (Soren 2013: 120-121). Theeenaany explanations to this
apparent guilt in relation to speaking English rarkce. Firstly at the time when the

participants were formally educated, learner idgmtias based on a monolingual

% In the original: ‘avec le temps, on s’améliore’
190 1n the original: ‘cela se fait bien maintenant’
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French culture. English was perceived as a forleigguage which encroached into the
sphere of French culture, as was presented byrdrek Minister for Culture, Toubon,
as ‘the threat which weighs upon the integrity of mnguage’ (Toubon speaking at the
Assemblé Nationale, 1993).

Although French language policy concerning Enghial shifted from being coercive in
the 1990s to suggestive in the 2000s, the attittaldse role of English, to the detriment
of local languages remains problematic (McGrath42@ots et al 2014, Pauwels 2007).
It should therefore be expected that academicshakie observed a change in the
language practices in French Higher Education duheir own life times may have
both a critical and ambiguous relationship to Estglivhen it is placed in Toubon’s

terms as oppositional to French.

Participant 14, on the other hand, sees the gechadlenges of writing an article as
related to language rather than languages. Whagidgring writing an article she
acknowledges that article writing is a highly spdised activity, even in an L1, and

prefers not to put the blame on ‘English’:

(14) Ecrire un article est un exercice difficile ®mi. Ca n'est pas di a l'usage de

l'anglais.
[Translation:

Writing an article is a difficult exercise in it$ellt is not because of having to
use English]

4.1.5.2 Attitudes to translation

The results concerning how the participants work#h translators to transform L1
French text into L2 English show that they repottad process as both a relief and as
loss (in terms of authorship, control and identityhe results showed that the
participants were concerned about letting anotkesgn translate what they viewed as
an important piece of writing with implications ftireir professional development.
These concerns involving trust, which were raisgthle participants who had used
translators, can be summarised as follows. Thécgaahts voiced concerns about
whether the translator would do justice to thethauship (and hence their identities as
authors). The participants were concerned thatweaild not be able to assess the
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quality of the final English document (because ktglvas not their L1). Finally the
participants voiced concerns regarding the transgaaptitude to understand, (and
hence best translate) the scientific content df #mticles. Quotations to highlight these

positions are presented throughout this section.

These concerns are well researched in the fielchoglation studies and are not specific
to this study only (Gambier and Doorslaer 2010 \K&979, Mounin 1955). The
participants’ concerns have been addressed imahslation literature as specific to the
art of translation itself including the issues tethto copying original works of art.
Mounier (1955) sums up the key problems of trarsiads:

Tous les arguments contre la traduction se résuarenh seul: elle n’est pas
I'original.

(Mounin 1955: 7)

[Translation:

All the arguments against translation can be sumupeak follows: a

translation isn't the original.]

The reasons given for using a proof-reader in gfEnaesponses signalled beliefs about
an edited text as being better in ‘quality’ for suksion to a journal. ‘Quality’ was
referred to in association with what they belieaadedited text could achieve in terms

of a more polished style.

(21) Une relecture professionnelle améliore graretd la qualité de
rédaction. Cela en améliore grandement la recesaace et la visibilité.
[Translation:

Professional editing really improves the qualitytiod writing. It really

improves its value and visibilily.

For the 31% of the participants who had used asledor, interpreter or proofreader’,
passing the language ‘barrier’ of the journal rexdes was referred to as a reason for

using external language help. Working with somewitle different skills could also be
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perceived as going beyond disciplinary ‘barriersor example, working with a
translator was described as a mutual learning expes for both the author and

translator:

(57) Les échanges avec le traducteur m'ont aidéaxncomprendre l'anglais écrit.
De son c6té le traducteur m'a signalé sa satisfaliée a I'apprentissage

d'éléments de langage technique.

[Translation:
The exchanges with the translator helped me to nstaied written English

better. From his point of view, the translator pieid out that he enjoyed

learning new technical terminology

If English was a problem for the scientific authotschnical language’ was believed to
be a problem for the translator or editor to gedrqionce the barrier of the technical
language had been overconig)) and that it was preferable for the transidatohave

the right (technical) profile for translating sdiic texts: A good match between the

subject and the translator's profile is need®d52).

(1) Positif car apport au niveau des tournureshaage, une fois franchie

la barriere des termes techniques’.

[Translation:
[My experience of using a translator] was positagit improved the turns of

phrase, once the barrier of the technical languhgd been overcomg.

4.1.5.3 Participant attitudes to the final (editecbr translated) paper

The main objective of writing a paper in Englistpresumed to be to achieve
publication in an English language peer-reviewenal. The participants therefore
had to align their own written productions in terai$oth content and style with what

they believed the journals to want. In this setctibe beliefs of the participants are

191 1n the original: ‘Bonne adéquation du profil daducteur par rapport au sujet’.
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studied in relation to Flowerdew’s 1999 and 20QUss of the attitudes of authors and

journal editors to non-native speaker contributions

Two of the participants were disappointed with eédéing process because the
reviewers still deemed the English of their paperse insufficient, even after they had
been edited:
(61) Un papier corrigé considéré comme pas tras éieit dans les
reviews.
[Translation:
An edited paper was considered as not very weailen by the

reviewers]

(66) I'm using a proof-reader before submittiqmager. But most of the
time, reviewers don't feel good about the English.

One participant was disappointed with the finalleand deemedHe result [as not
being] amazing® (67) suggesting that she was expecting more péatacular
transformation of her original work. Editing isalreferred to as ‘polishing’ in English,
which expresses the idea that authors may viewngdas being capable of improving
on the original. However, 89.2% of participantsowtad worked with translators or
proof-readers reported being generally satisfieth thie transformation of their original
French text into English which they described aseatral to positive’ experience, with

no ‘negative’ experiences.

Publication in peer-reviewed journals was descrimetieing the source of gaining
‘reconnaissance’ and ‘visibilité’ for research w@gd). The criteria which were
referred to as ensuring ‘better quality’ to achigiability and recognition were ‘native

English style’, a ‘shorter’ text, and English ‘tsrof phras€®® (8 occurrences):

(112) Cela m'a permis d'utiliser des tournuresidage plus ‘anglaises’, du

moins je l'espere.

192 1n original: ‘le résultat n’est pas formidable’.
193 1n original: ‘tournure de phrase’.
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[Translation:
It enabled me to use more 'Englf$hturns of phrase, or at least |

hope so]

(2) Positif car apport au niveau des tournureshtage, une fois franchie
la barriere des termes techniques.
[Translation:
[My experience of using a translator] was positageit improved the
turns of phrase, once the barrier of the technlaalguage had been

overcome]

These authors, who wrote in L2 English, widely hlat ‘correct English'®(1)
seemed to be reserved for thative speaké(natif/ve, 23 hits). The participants
reported that it was theeViewers (4 hits)'editors or journals(2 hits) andcomité de
lecture (1 occurrence) of the articles they submitted/tm decided what ‘correct

English’ was:

(11) Eviter d'avoir un commentaire des reviewerda qualité de l'anglais.
[Translation:
It's best to avoid getting comments from the regievabout the quality
of the English]

The journal reviewers were also criticised as b&amglerant’ of even ‘the most benign
of errors’ (translation, participant 40). Thisding is in keeping with Flowerdew’s
survey of non-native speakers (henceforth NNS) ewaas in Hong Kong where nearly
a third of the NNS respondents felt that prejudigeeferees, editors and publishers put
them at a disadvantage compared to native-speéianseforth NS) (Flowerdew

2001). The journal reviewers were believed to bgltinthe ‘native speaker model
group’ which some patrticipants believed to be défe to their own group because ‘it is
not our language’ (participant 8). These findimgse not in keeping with Flowerdew’s

subsequent 2001 survey of journal editors who hadiS, bilinguals, or both as

104 participant 112 used quotations marks around trel VEnglish'. This suggests that he had doubts
about what qualifies as 'English’, which was reioéal by the lack of confidence expressethireast
| hope so'.

195 1n the original: ‘un anglais correct’.
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members of their editorial boards’ and who wereemmncerned with achieving the
publication of worthwhile research and referreddoguage expertise’ rather than the
NS/NNS distinction (Flowerdew 2001: 128-131).

The beliefs the participants of this study voicedw reviewers’ attitudes to NNS did
not coincide with Flowerdew’s 2001 study of thewseof journal editors. Although
Flowerdew’s editor-participants did recognise NNSaacategory which could be
identified, they were aware that distinguishingwmestn native speakers and NNS was
‘tough on several dimensions’ (Editor 4 in Flowexd2001: 128). The editors were
aware that many faculty staff were NNS of their éymg university country, but also
widely published in English. Being also probablyaae of the difficulties associated
with writing in an L2, they were ‘sympathetic’ ahrdore supportive’ towards this
difficulty of NN writers when they felt that thegearch was worth publishing
(Flowerdew 2001: 129). Unlike the attitudes voibgdhe participants of this present
study, the editors wished to publish ‘quality wamkanyone’ (ibid) and that from their
point of view, accepting only NS articles would ued the international outlook and

credibility of their journal. As Editor number faged:

‘| think, as a board, we feel strongly that we wiemget more voices from
outside the U.S., UK, and Canada. | mean, if weralg an international
journal, we have just got to broaden that’.

(Flowerdew 2001: 130)

If this study has revealed a discrepancy betweeibdhefs of editors and those of L2
authors in France, then further studies may beutisehow journal mission statements
could best be represented in the guidelines fdraaatand how reviewers’ comments
are received by the authors. Montgomery (2013}eraoplates that editorial committees
either need to re-evaluate their language standprig8), but more importantly how
they are presented to the authors. Howevergdilmtable that publications that adapt
English as a lingua franca ‘will emerge as the nsastessful’ (Montgomery 2013:
178).

The present study reveals that, on the whole,qipatnts did not believe that they had a
claim to ownership of the English language. Indtiee participants referred to English
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as ‘another language’ which was not ‘their ownassociation with comments which
referred to British, American and native speakeglish. Distance was highlighted by

the use of ‘that language’, or ‘a language’:

(8) Une languequi n'est pas la notre.
[Translation:

A languagewhich isn’t our own]

(51) C'esune langueque je ne maitrise pas parfaitement.
[Translation:

It's a languagethat we don’t perfectly mastdr.

(1) Cela restéa languenon maternelle.
[Translation:

It remains aghe non-nativdanguage |

(42) Une non maitrise da langue
[Translation:

A languagewhich isn’t mastered.

Despite extended use of English in both oral anttemrproductions, the participants
were hesitant to see ‘this language’ as part of then rightful, intrinsic identities (in

opposition to talanguage maternelf&® which would signal ownership).

These results concerning the experiences of theepses towards writing a paper in
English revealed that the native-speaker moddilidslieved to be preferable by L2
speakers of English (Jenkins 2007), but that there a clear division between what the
authors believed to be ‘technical language’ (theaim of expertise) and ‘idiomatic
language’ (the translator’s and editor’s realmxgdegtise) which is in keeping with the
beliefs concerning distinct knowledge structuresvieen the ‘Sciences’ (vertical
knowledge structure) and the ‘Arts’ (horizontal krledge structure) (Bernstein 1999).

It would appear that the specialised discoursecaasal with ‘technical language’ was

1% Translationmy mother tongue.
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believed to be a means to access scientific coment readily than other forms of

discourse.

4.1.6 Oral communication in L2 English

To address attitudes to oral communication in Ehglor academic purposes, questions
were designed to measure the attitudes to speakithgpresenting research orally in
English. The results confirmed that the particisamere experienced in presenting in
English: 95.6 % (112/118) of the participants hirdaaly presented a paper at a
conference, and of these 50% (59/118) had presemveel than 10 times.

The open questiotHow did you feel during these presentations in &g’ inspired
detailed and lengthy responses in the questionndines showed that the participants
felt affected by having presented in English andted to share this experience.
Affective responses to giving a formal, professigrasentation in another language
drew from degrees of emotions to describe the éxpes of: stress (8/118), ‘aise’ /
‘aisance’/'‘ease’ (74/118), ‘apprehension’ (2/11@);horreur’ (1/118). Although the
broad categorisation of answers which were eitteanéd positively or negatively was
equally distributed between the two (49.5 % broamigative reports to 50.5% broadly
positive reports), it was the negative emotionapamses to oral presentations which
were more richly elaborated on. When English watsconsidered to be a major
problem, then it was responded to briefly, albsiuad the central axis of ‘problem’ i.e.
'no problem for me'. Those respondents who fekase’ with English, or thought that
English was not ‘a problem’ (6 hits) or ‘difficul(5 hits) did not detail any positive
affective response, or simply stated RAS5 hits) as if only negative affective
responses were worth mentioning. This was in keppith L2 usage being responded

to as either ‘natural’, hence ‘neutral’, or ‘unn@iand hence ‘upsetting’.

Notions of ‘ease’ (‘faisance’) (74 hits) are in keegpwith notions of ‘authenticity’ and
‘being natural’ in one’s own language (Preisler 201lmpressions of being

'natural/naturel’ were collocated with causal ardgdoral processes associated with an

197 RAS (Rien a Signaler), translation: Nothing to ldee.
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identity shift (naturel wient(rank 1), naturel €evient(rank 5) and, naturel moi

(rank 9). A process of feeling more and more ‘rettwhen speaking in Englisf

(participant 11) was described when the L2 becase diistant to the L1 identity. In

such cases, the L2 becomes less alien and is lbes@s becoming part of the

participant’s ‘natural’ identity, no longer an umsfiortable displacement of identity.

'Ease’ was also referred to in relation to beingenoo less fluent (‘fluidité ‘5 hits), and

to degrees of 'nuance’ (2 hits) and ‘complexiticlfesse’ 1 hit):

The following 12 examples (of the 74 occurrence®as$e/aisance) show how these
participants framed their answers in degrees dinigéat ease' (aise/aisance) with L2

English:
(22)

(32)

(34)

(46)

(41)

Peuwa l'aise, notamment pendant la phase des questions.
[Translation:
Not very at ease, especially during question tijne.

mal a l'aisemon expression est moins précise qu'en francais.
[Translation:
not at ease my expressions are less precise thareirch.]

je suigmoins a l'aise
[Translation:
I’'m less at easd.

j'étaismoins bien a l'aisequ’'en Francais.
[Translation:

| was less at ease than in Frengh.

pas tres a l'aise !
[Translation:

not very at easd!

(110) Bon, mais beaucoup de travail ampmitr étre suffisamment a l'aise.

198 1n the original: Parler anglais devient de plugpbrs naturel.
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[Translation:

Good, but a lot of work beforehatal be sufficiently at easg.

(14) A l'aise pendant la présentation et un peu moins pendaélace de
guestions.
[Translation:

At ease during the presentation and a little lessrd) question timel

(91) Pas d’aisance
[Translation:

No ease]

(87) Perfectly at ease.

(89) rather at ease.

(107) I'm notat ease except in my job!

(44) | can manage to make myself understood. Howéde not feel much at

easesince | am not a native speaker.

When the participants decided to respond to thetgqurnaire in English, they tended to
use the word ‘ease’ in a positive way. Nine outhaf ten occurrences of the word
‘ease’ were used in a positive sense (i.e. ‘pdsfexttease) apart from participant 107
who used it to express unease: ‘I'm not at eas#7).1 However the wider context of
the whole sentence, (which was ‘I'm not at easegpkin my job!” (107)) highlighted
the result that the participants of this study tiedtt professional English domain usage
was distinguishable from personal English domaages The participants made
distinctions between scientific English and gené&radlish and preferred to give little
detail about how they used English outside of wigde sections 4.1.8, and 4.3.2).

4.1.7 ldentity and 'voice'

Impressions of being understood, or not being wtded, were referred to throughout
the questionnaire open responses. Bahktin (1986Béommaert (2005) understand
such impressions through the analysis of ‘voicadistourse which is ‘the way in
which people manage to make themselves understdadl to do so’ (Blommaert
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2005: 4). A lack of ‘voice’ is an issue that caunderstood as linguistic inequality
signalling other forms of inequality in contempagraocieties where it is through voice
that other wider inequalities are expressed (Bloemri2005:4). In keeping with
Blommaert’s understanding of ‘voice’ as being akamlito speak, being heard, and
being subsequently listened to and understoodpditecipants of this study signalled
loss of voice or degrees of being (not) understebith can be understood as a loss of
status within their own scientific communities. Tho#lowing results show that the
causes of an impression ‘loss of voice’ are complerolving how an L2 modifies the
capacity to have access to ‘voice’ and interactity other English speakers highlights
differences which may not be as apparent in a dhiatecontext.

The responses indicated that 66.9 % of the paaintgpbelieved that they were in some
way different when they presented themselves ifi&mguring official conference
presentations (instead of French). To investigatepoint further in terms of identity
shift, the participants who had responded posiit@IDo you have the impression that
you are in some way different when speaking iniEngl(either in your behaviour,
attitude, or voice for example)ere then asked to give a self-reflexive repoti@i

they felt different when speaking in English (ertirebehaviour, attitude or voice for
example). The questioftiow are you different when you present in English@ited

the participants to position themselves in relatma more stable conception of L1
identity. This resulted in participants framinggeptions of difference according to
being ‘more’ or ‘less’ of themselves. SpeakinggmL2 may be perceived as a loss of
the L1 identity (Davies 2011: 27) which is unsetilwhen there is a belief that L1
(monolingual) language ensures ‘authentic’ ancegmnal’ identity (Preisler 2014).

Credibility loss, for example, was described bytipgrant 104 as a return to infancy:

(104) Moins on contréle une langue, plus on sexsimer comme un enfant qui

cherche a construire son discours.

[Translation:
The less one controls a language, the more oneesgps oneself like a child

struggling to construct a discoursk
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The shift from notions of a more stable L1 ‘corelfsvas qualified asiot naturaf'®®
(102), or hot sure of myselt®(4). Through the study of negative expressiomns sis
‘lack of/ less of’, and in collocation with the wbmatural’, a broad definition of what
the participants meant by 'being natural’ was fouhldrough negation therefore,
‘natural’ was defined by the participants as capalblbeing ‘spontaneous’, ‘capable of
improvisation’, being ‘funny’, being ‘verbose’ ameing ‘light’(in opposition to the

image of ‘carrying a ball and chain arodhd(48).

The following data show the frequencies of ‘plusofe) and ‘moins’ (less) with their
collocates. These collocations show the key themmesh were explored as being

‘departures’ from the participants’ identities astch L1 speakers:

Plus / More Frequency of Moins / Less Frequency of
collocation collocation

difficile (difficult) 10 spontanéité/spontané 7

précis precisg 2 (spontaneouy

artificielle (artificial) 1 a l'aise /aisanceaf eas¢ 4

chantanttunefu) 1 assurancesglf-confidence 3

guidé (ptigh) 1 bavard (e)talkative) 3

grave (eepey 1 sar (sar de moi, ton sar) 3

a 'essentiel tp the point 1 (confident, steady tohe

réservéereserveq 1 charisme ¢harismag 1

posée ¢alm) 1 facilité (ease@ 1

nervous 1 riche complex 1

lent (slow) 1 recherchérgsearchell 1

confident 1 précis precisg 1

concise 1 de contréle ¢ontrol) 1

aigue high pitchedl 1 confident 1
cautious 1
d’'improvisation 1
(improvisatior)

The patrticipants either decided to focus on whey thelieved to be the sound of their
voices in English (i.eplus aigue, plus grave, plus chantant, plus aitfle**? or on

how they believed their identities changed whery 8poke in English (i.enervous,

199 1 the original: ‘manque de naturel’.

19 1n the original: ‘pas s(r de moi'.

11 1n the original: ‘trainant un boulet'.

112 higher, deeper, more tuneful, more artificial.
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guidé, moins sir de moi, moins de charisme, pltiical*'%. In terms of being able to
adapt to a performed speaking situation, their camoative strategies could also be
perceived as different (i.eent, moins spontané, moins précis, moins de cima;is

moins de controle, more cautidt, which also meant that they spoke less often than
they were speaking in Frenam@ins bavard™). The choice of the term ‘less’ in terms
of oral identity suggests that speaking in Engkssubtractive, or a loss. Such
impressions are confirmed by the use of words sgdbss of ‘assurance’ and ‘control’,
and that speaking in L2 can be associated to ‘@ne@sing in control was associated
with being able to be ‘spontaneous’ and ‘improvis&ich was associated with a
perception of ‘charisma’ and ‘confidence’.

The areas which categorised voice quality sucladsicial’ or less ‘charismatic’ could
also be associated with the ‘artificial’ or leshacismatic’ attitude of the speaker. These
attitudes showed that impressions of voice qualiye related to self-perceptions of
identity. The frequency of ‘more’ (22 hits) witdifficult’ (10 collocations) shows that
these participants reported finding it harder tspnt in English than in French.
However, considering that these participants areeasingly presenting at conferences
in English only, the attitudes to what it may Heslto present in French may soon

become an idealised concept.

Beliefs about idealised (native) speaker modelevweapressed when the participants
referred to having the wrong ‘accent’, which wasldied as being ‘not English

enough’):

(20)  Effort de développer un accent qui "ressentbi@’un bon accent anglais
ou américain mais pas toujours a propos’.
[Translation:
| try to develop an accent which 'resembles’ adgéonglish or American

accent but | don't always get it right.

13 nervous, uptight, less sure of myself, less chaijsmore artificial.

14 slow, less spontaneous, less precise, less chariess control, more cautious.

15 |ess chatty.

118 The quotation marks to highlight ‘resemble’ sugtest the participant has little confidence intsac
resemblance ever occurring.
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(108) Mon accent n'est pas "anglais" du toutaéujy peu "honté’’ de
m'exprimer dans cette langue’.
[Translation:
My accent is not at all 'English’, I'm a littleshamed' of expressing myself

in this language]

Having the wrong accent was associated to accafimsice pitch being perceived as
too ‘high’ (5, 51) or too ‘low’ (30). The overadiffect seemed to be a sound which was
deemed ‘artificial’ or ‘contrived”® (40, 57) which was in keeping with impressions of

departures from a more ‘natural’ L1 speaker.

4.1.7.1 Using English is time consuming

Having to take more time to prepare an oral comgaiin in English was reported by
the following participants as a drawback to praofasal efficiency. This result
coincided with the references to the ‘extra wordddlified using ‘beaucoup™)

referred to by the participants when they descrimgting their articles in English:

(31) Beaucoupde travail de préparation.
[Translation:
A lot of preparation time

(38) Cela demandeeaucoupde travail pour leur préparation.
[Translation:
It requires as lot of preparation timg.

(109) Bon, maibeaucoupde travail amont pour étre suffisamment a l'aise.
[Translation:
Good, but a lot of work beforehand so as to baaefitly at ease]

7 The use of quotation marks is again significaFtie participant signals a hesitation about what
‘English' is. The use of quotation marks aroundt&/shame' suggests that the participant is aware
that the term is too strong to qualify her formEafglish, which she has reduced by using the adverb
‘'un peu/ a little".

118 1n the original: ‘guindée’.

19 A Jot’,
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Which coincided with the references to time (tempshe open responses to writing

articles in English (see section 4.1.5):

(56) La barriere de la langue est un handicapigbéadrebeaucoupde temps.
[Translation:

The language barrier is a handicap and makes [us$te a lot of time].

(85) Cela me demandreaucoupde temps.
[Translation:

[Writing in English] requires a lot of timg.

(116) La barriére de la langue est une réellediffé qui augmentbeaucouple
temps nécessaire a la rédaction d'un article.
[Translation:
The language barrier is a real difficulty which tgeadds to the amount of time

required to write an article]

Nevertheless, it could be argued that this ‘etitre spent on language’ may have had
some positive consequences. When preparing fag talkEnglish the participants
described taking longer to prepare (even if thdiebed this to be negatively time
consuming), being more organised, being more famiith the content of their
presentation slides and the transitions between.thEhey took more care about
respecting the length of their presentations amatenmportantly, they thought more
carefully about the audience that they were prasgmd, especially in terms of their L2
English profile (reported as audiences speakingtinental English’ (101), ‘Japanese
English’(105) or ‘native speaker English’(28 ocances).

An appreciation of how the participants positiotieeinselves in terms of loss and gain
was summed up in the following way by participaBt ‘Not as at ease, but more to the
point'?’. Being less comfortable about the form, they apshfocused more carefully

on the ‘essential’ message that they wished toncomicate. An impression of loss of

120 1n the original: ‘Moins & l'aise, plus & I'essestti
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‘voice’ meant that when the participants did taiehte floor they took more time in
anticipating how they would not be heard: antidipgt reduced impact on their

audience.

4.1.7.2 Beliefs about intrinsic properties of Frent and English

When referring to their own presentation as spea&EEnglish, the participants
expressed ideological beliefs about the Englisguage itself. The English language
which was qualified as being more to the point, enmasual (participant 92) and less
funny (participant 92f%. English was referred to as having intrinsicilatties which

were best suited to 'science":

(87) English is a far more clear, precise and amltanguage than French. It is by

far more efficient for communicating scientific asages.

Participant 87’s ideological beliefs about Englsshipassed his own impressions of
whether his own English production may or may rentehbeen ‘more precise and
concise’. His belief signalled that because he wgisg English, he was confident that

his English presentation would be intrinsicallytbethan if he presented in French.

English was described as being 'more precise'g@é)a rational pragmatic language'
(87). Nevertheless, because of the difficultiesoamted with irregular spelling and
pronunciation® (88), and with irregular verb forms, English veescribed as being
'inefficient’ (88) and not the best candidate foirgernational lingua franca. French,
on the other hand, was described as ‘héav{26) but more 'emotional and poetic’ (87).
With respect to English for scientific communicati&nglish was described as
'indispensable’ (114) and 'necessary for one usavéanguage' (87). The
objectification of 'English’ resulted in some pagants referring to 'English’ through

metaphorical constructions, such as English haimgaractet** (114) or being

121 1n keeping with Preisler’s (2014) argument forsle$ humorous pragmatic effect when
communicating in an L2 (discussed in section 2.1.5)

122 |n the original: 'grande distance entre pronoimiaet graphie'.

123 1n the original: 'lourd'.

124 1n the original: 'un caractére'.
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described a4 little like a car, which enables me to go frome@lace to another more
efficiently*® (62).

If such beliefs about English’s intrinsic quality a language of science can be recorded
in the 2" century, this has not always been the case. Chpnitss Diderot writing

about the most appropriate languages for scienteind’ century:

According to Diderot, French is appropriate for fteences, whereas Greek,
Latin, Italian and English “sont plus avantageuserges lettres*®.

(Chomsky 1965:7 citing Diderot 1751: 372)

4.1.7.3 Taking a stance towards English as a lingdeanca for science

The participants were asked to give general attinldesponses to using English. The
question How do feel about using English in gener&? invited the participants to
position themselves in relation to English usagaresxternal object of enquiry, and
with which they had to consider a relationship siBoning can be understood both as a
discursive practice of personal stories but alsa sationship to ‘thing-like
substances’ located in space and time (Harré anddgrove 1991: 215-217).

The participants expressed opinions about a gemepaéssion of English and related
this to their own uses of English. To do this tlkeéher framed their answers by stating
beliefs about the English language, for examistemething we lik¢65)*%%, ‘a working
language(112) *?°, 'this is a language | like' (98). This type oftatle to language
showed how the participants perceived identity landuage in terms of a relationship.
In this way the English language was personifiedamseone/thing to ‘get on with’ in
an affective relationship. In turn, the relatioipsivas reported as being, for example:
ranging fromexcellent', ‘trés bon rapport’, 'trés bien', 'bighon’ , 'neutral’, 'RAE?,

'OK’, 'penible’, 'peur’, 'difficile’, to 'negatif’

125 1n the original: ‘Un peu comme une voiture qui fit®la possibilité de me déplacer de maniére
efficace d'un lieu a l'autre’.

126 are better for the Arts’ (my translation).

127 1n the French version of the questionnafeel est votre rapport avec l'anglais?

128 |n the original: 'un étre qu'on aime bien'. The aé‘étre’ (being) suggests a personificationhf t
English language, taking on an embodied charadtérhacould also be translated as ‘someone’.

129 1n the original: 'une langue de travail'.

130 RAS: Rien A Signaler (nothing to declare).
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Self-reflexions about how the participants usedliBhas part of their identity were
sometimes expressed without stating any attitudeddanguage. In this case, the
responses focused on how the participants posditresr own (identity) performance
as English language users to the language itselexfample!l am trying to imprové?*
(1), 'l think | can be better than | ar89), 'not very at eas&? (41), 'l get by**3 (110)

"It is not a problem for mg105), ‘confident(44, 79)

When attitudes to language and attitudes to sakt werpressed together, the
participants stated an attitude to 'English’ asxdarnal object. They then qualified the
initial statement, by positioning themselves t@ thibject (conjunct underlined to show
the modification of the first clause). Where thetiggpants decided to combine attitude
and self, the overall results showed that whemaiali positive impression of 'the
English language' was given it was qualified by hb/individual felt he/she either

succeeded or failed to meet the initial standandekample:

In the following examples, participants 20, 24, 39, 107 used a conjunct ‘mais’,'but’,
or ‘however’ (underlined) to position their iderg Qold) to a general attitudinal
response to the English language itséli€s):

(20) bonmaisa améliorer
[Translation:
goodbut needs improving
(24) 1enjoy using englisthowever] have a STRONG French accent
(30) Jadore maistoujours le sentiment de pas assez bien la maitrise
[Translation:
I love itbutl still have the feeling that | don’t master it enaugh]

(39) goodbutl think | can be better than | am !!!

131 n the original: 'j'essaie de m'améliorer'.
132 1n the original: 'pas trés & l'aise".
133 |n the original: ‘je me débrouille'.
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(107) 1 like this languagdout| am more familiar with technical or scientific
English than with every day's English, then in geeral | am not at ease,

except in my job, of course.

A third of the participants (39/118) framed th&isponses around being ‘not good
enough’ or ‘needing to improvE* (participant 20) rather than expressing attitudes
possible English lingua franca which should meetdapt itself to their own uses and
needs. These 39 participants positioned themsakgstively to an idealised
representation of the English language, which shiavat they believed that they
should adapt to the language, rather than viceav&nsglish as a lingua franca was
referred to indirectly as beingractical for conversing and communicating with
colleagues of all nationalities as is the commoacgice in the scientific community
(translation, participant 41). Nevertheless, ingieg with the belief that ‘we belong to
an international community of scientists’ (91%} tarticipants claimed ‘sound
knowledge structures’ and ‘scientific English’ agtpof their professional identities
(which they believed non-scientists did not 'ovpatticipants 23, 25). This suggests
that the participants believed that they had owmprsf and rights to a lingua franca for
science. Although English was repeatedly refetoeak the preferred lingua franca (due
to ideological beliefs about English as a lingunfra for scientific communication),

one participant reported being 'troubled’ by itgeraony>° (113).

The attitude to English as a utilitarian linguanita was more specific to the results
concerning English for teaching purposes, wherdigimgvas considered as a tool or
medium, as is expressed in the term currently @ Eaglish as a medium of instruction
(see section 4.4). Where teaching was concerhegyarticipants argued that the

language was at their disposal rather than the ethg round.

A greater balance between language attitude antigoself-assessment was found in a
third of the participants who used conjunctionshsag AND rather than BUT to relay
attitudes to English and to their own identity. €Sk participants referred to change over

134 1n the original: 'pas assez bien’, 'je dois m'éome".
135 In the original: ‘géné par son hégémonie’.
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time: ‘L'anglais me vient de plus en plus natutghglish comes to me more and more
naturally, participant 11), repetition, and immersion (jzpant 16).

In the following examples, participants 5,16, 866 Lised the conjunct
‘et'/'and’'(underlined) which revealed greater ggogtween an attitude to language and
self-positioning pold) to the English languagédlics):

(5) J'adore I'anglais etje I'utilise tous les jours (encadrement d'étudiats non

francophones au laboratoire)
[Translation:

I love Englishand| use it every day (supervision of non-francophone

students in the laboratory)]

(16) je sens qu'avec plus de pratigetaine immersion, cela irait beaucoup mieux.
[Translation:
| feel that with more practicendimmersion, it will get much better]

(86) J'ai toujours aimeé I'anglaistj'aimerais pouvoir le pratiquer plus afin de ne

pas perdre mes acquis et éventuellement me perfemtner
[Translation:

I've always liked Englislandl’d like to be able to practice more so that |

don’t lose what I've learnt and to also maybe to imrove]

(116) jai fait quelques progrégui me permettent d'assurer le minimumet je fais

apprécier les occasions de pratiquer cette languel'aral
[Translation:

I've made some progresghich enables me to do ensure a minimumand|

appreciate the moments when | can practice this laguage orally. ]

The questionHow do you feel about English in genergd@sitioned language use and

identity in the form of a relationship. The anssvesere in turn framed along a
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‘love/hate’ continuunt® (40) or expressed in degrees of attraction aridteese. The
attitudes to English expressed by the participhat®e been used to inform how
members of the academic community in France magiposhemselves in relation to
English in French Higher Education in relationte bppositional pulls of both
‘attractivité™" (‘attractivity’ is key term used in legislatiomferring to the
internationalisation of Higher Education in Frameel ‘resistance’). Here positioning
operates to inform the attitudes which ensue tiguist practise of English usage. If
positioning is understood as a stance to anothjecbfHarré and Langenhove 1994,
Ochs 1993), then various positions for or agaimgjliSh as a language of Higher

Education are possible.

Positioning
Reasons forresistance argument Reasons faattractivité ' argument
Francophony Internationalisation (English)
French as an endangered language English as a lingua franca
Loss of quality Increase in quality
Standardised English Clear and accessible communication
Demoted academic status Teacher development
The specificities of French education Building a European community of learning

Figure 7 Positioning between resistance and aitratbwards using English as a lingua
academia.

136 1n the original: ‘amour/haine’.
137 ‘pour I'attractivité de I'université en Fran¢& (Senatorial white paper February 2013)
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4.1.8 Personal domains of English

The questiortHow and when do you use English outside of WdfR was asked to gain
some perspective on how the use of professiondidbngay differ to other domains in
which the participants used English. The data skawat the participants did not
appear to be as impacted by the use of Englisbrrpnofessional contexts. The
responses to this question lacked detail in corapario their other answers in the
questionnaire. The participants wrote less in seofrquantity (624 total word tokens to
this responsé}® and the responses contained little emotional fication (minimal
adjectives or adverbs, and use of simple clauses).

Various language domains emerged as belongingtodtegory of ‘personal’ uses of
English (outside of work). These were travel (4S)hspeaking with friends (20 hits),
listening to English in aural media (11 hifS) reading (10 hits), using the intertiet(6

hits) and teaching their own children at home (4)hi

The questionnaire indicated that 63% of the paodicts reported using English for
personal uses when they travelled abroad on holid&g participants used the broad
category 'abroad' without going into more detadwtithe languages used in the
countries they visited. It was therefore hardetbwhether the countries they visited
used English as 'inner circle' (or as 'native' kpes, 'outer circle' users of English as a
second official language, or whether English wasdwss a lingua franca in 'the
expanding circle', (Jenkins 2015, Saraceni 201@hKa1982). More information
about speaking in English was given by the paricip when they described the other
main category of English usage outside of work efaample 'speaking with friends'.
Twenty participants described using English witarfds who could speak English. The
English-speaking friends were described as beitngeinon-French speakers’ (2 hits),

of 'different nationalities' (1 hit), foreign/étrger (6 hits) anglophone (2 hits), or

138 1n the French version of the questionnaibans quelles circonstances utilisez-vous I'angéais
dehors de votre travail?

139 The word counts to the questions relating to Seaf English professionally were higher. For
example, there werel1224 word tokens in the resggaiseriting articles in English.

149 |n "aural media' | have grouped the responsésriiisg to music', 'TV', ‘watching movies', and
‘watching series'.

1 Internet usage includes both passive and actiagaysiescribed as 'visitor' and 'resident' usagfeeof
internet for personal and work related domains ¢&/2013).
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'English speakers’ (3 hits). On the whole, whatgarticipants meant by ‘English
speaker’ was that they believed English to be th&irThe results show that when the
participants referred to 'English speakers' thisrdit include people with whom they
used English as a de facto lingua franca. Conffigntihe beliefs that despite being
prolific authors and proficient speakers, the pgtints still held that only ‘inner circle'
speakers could be labelled as 'English speakers'.

English was used for leisure activities such asciwag movies or series’, 'reading’, and
listening to music with English lyrics'. The réagl activities involved searching for
specialist information concerning hobbies (i.e. daorking, and electronics (29), hard
rock (5), reading novels (60, 62, 63, 30) and negquiewspapers (44). Participant 60
referred totlying to read books in English’ which was one of the &dfective

responses to using English outside of the workpl&he use of the vetioying suggests
both difficulty and a self-improvement exercisenatthan a pleasurable leisure
activity. In this case, English was described sinailar way as to when it was described

as a necessary chore for professional advancement.

Four of the participants reported using Englisthm personal domain to help their
children learn English. This finding supportedldssic studies such as Broudic's
(2013) in Brittany, who has shown than Higher an@ver varieties of language are
reinforced by parents. Broudic argues that Bretanted to become an endangered
language when parents in the 1950s encouragedcthikglren to value L2 French above
that of the family's L1 Breton to ensure that tladildren had greater access to ‘power
(in terms of professional and educational recognjti In Bourdieu’s (1984) terms the
parents gave greater ‘symbolic value’ to Frencim i@y did to Breton. Nevertheless,
the responses to this present study gave littlaildet towhythey used English with
their children. This is perhaps because the vallearning English as a second
language at school was seen to be self-evidertidpadrticipants, in the same vein as
English seems to have been accepted as the manaiguage of research publication.
Only participant 62 chose to give a more detaitgddtional) response to using English
in all domains of his life. In his response hesregd to the omnipresence of English in
‘our’ lives, (including his French-speaking peerkis worldview), to which he had

consequently (‘therefore') positioned (‘adaptadisklf (') to:



136

(62) L'anglais est omniprésent dans nos vies.odsidere donc ne pas avoir
le choix et je me suis adapté a cette situation'.
[Translation:

English is omnipresent in our lives. | therefoomsider that | don't have

a choice and | have adapted to this situation.

The brevity in the other 70 responses concerniagpdrsonal domain usage of English
can be explained by the phrasing of the questitniciwdid not ask for an emotional
response to the use of English outside of worke &k of detail in the participants’
responses also nevertheless reveals that Engbgje witside of work may not
emotionally impact on the participants to the saxtent as English use professionally.
This result was confirmed by the visual represématof how the participants used
English for professional and personal purposegatian 4.3.2. This difference in how
the participants decided the respond to Englisheisatside of work indicates that
there was considerably less at stake for partitgoahen reporting English usage

outside of the professional domain.

4.1.9 Summary

The main aim of the questionnaire was to identiy éxtent to which English language
usage was a part of the participants’ professimeadtities. Having addressed the
specific areas in which they used English (maimticie writing, and conference
communication), the participants were then invitedive attitudinal responses to using
English. Given the extent to which they used Esiglthe participants confirmed that
the use of English was felt to be an ‘obligatongreent of their professional job
description. A model of how a sense of obligatielates to attitudes to English is

provided in the discussion (chapter 5).

The analysis of the questionnaire results showeatthie participants used English
extensively for research communication. Englisls Wwelieved to be a necessary
language for scientific research and the partidgpanknowledged that they had to use
English if they wished to further their researcheeas. The participants described the
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various methods they used to produce scientifieam English (either by writing
directly in English or by using proof-readers arahslators). To this end, they used
whatever means they had at their disposal to aetpesitive reviews from journal
editing committees. Translation from one languaganother was described as being
difficult and time-consuming. The participants eexperienced at explaining content
in another language and were used to working cotklvely to reach a better
explanation of the research they wished to comnat@ito others in English.

‘Difficulty’ was defined by the participants asrgiless at ease' (than in French) and
'slower'. Being a competent English user was tegas being beneficial to a scientific
career, especially in terms of efficiency and tim@&nagement. The participants
nevertheless held that they belonged to an Engfigaking international scientific
community, despite the difficulties associated wiiing English as a second language.
Although the international scientific community &ty comprises NNS in their own
rights, the participants had not developed theassdtuirance of their L2 language

identities in relation to a minority of L1 Englisipeakers.

The participants, who were members of an experteaod widely published
community of English language researchers, repdhi@icthey lacked ‘credibility’

(Soren 2013, Preisler 2014) when compared to ‘@aipeakers of English'. As expert
and experienced learners of both English and of #pecialist subjects, the participants
focused more on their 'lack’ and less on their acaerce as multilingual speakers. The
participants, who had turned to Englistcause o&ndfor their work, described in

detail how they used English at work and how theljelved the 'scientific' English they

mastered differed from other kinds of English.
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4.2 Semi-structured interviews: results and analysi

4.2.1 Introduction

This section presents an analysis of the dataatetiefrom the semi-structured
interviews | held with the participants between Maylune 2013, after the respondents
had completed the questionnaire (discussed in 4 A¢ participants’ responses, along

with the interview schedule, were used to inform structured parts of each interview.

Semi-structured interviews were carried out withp2@ticipants who worked in the
disciplines associated with the science facultyptda. These 20 participants had
volunteered to take part in an interview via the l@sponse of the questionnaire which
invited them to take part in this second stagdefstudy. The interview schedule (see
appendix) invited the participants to talk abouviibey used English for their research
(publication and presentations), professional atgons (such as meetings and emails)
and for teaching. Although | asked the particisantspeak about their own uses of
English, the participants did not fail to discussvtother people they knew or met were
using English and how they compared themselvetherein relation to the use of
English. This result showed that the study of leage use is necessarily associated
with issues of social identity and that individualdl frame their attitudes in relation to
others (Coffey 2013, Simmel 1950).

This section addresses how the participants fraimadattitudes to using English as
members of an academic community in Nantes. Tdigiudes and positioning in
relation to having to use English obligatorily ireRch academia were constructed in
accordance with or counter to what they believedr ttolleagues' attitudes to English
were. When positioning themselves in relation wdttitudes of their community, the
participants referred to other L1 French-speakimieagues in their local professional
community. As members of wider L1 French-speakiognmunities, locally, nationally
and internationally, the participants expressatud#s towards French speakers of
English (section 4.2.2). As the participants @ gtudy also regularly came into
contact with those they believed to be 'native kpesaof English’, (during conference

meetings and through the reviews of the articley submitted to journals), they
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positioned themselves in relation to such 'natpesagers of English* (section
4.2.2.3). The comparison of their own form of Eslglo other types of English led to
discussions about the extent to which the partitipatill believed themselves to be
'learners of English’. Within such a context adrgldl English language usage for
scientific communication, the participants expressieological beliefs about the
appropriateness of what they referred to as 'a aamianguage' for scientific research

(see section 4.2.4).

The chosen period for the interviews undoubtedty &@impact on the data. The
Fioraso Law was being debated in the Assembléer@iengnd commented on in the
media (from March to July 2013). The passing effioraso Law meant that French
was no longer obligatorily the sole language ofringion in French Higher Education.
Its subsequent adoption, in July 2013, and impleatiem in September 2013 was a
matter of considerable interest to the study pgditts. This meant that the Fioraso
Law***was discussed during the interview, and was eitttevxduced by myself or by
the participants. The Fioraso Law was proposedanchl 2013, after the first set of data
from this study had been collected from the questire. The present study therefore
took institutional language policy change into agtoonce the initial data collection
process had started. The parts of the intervievee@med with the Fioraso Law
(discussed in section 4.2.6) were specificallytegldo the following items: i) what the
participants thought of the law, ii) whether thetggpants had already taught in
English and if they had not taught in English, wiether they foresaw themselves

teaching in English in the future.

2 Including possibly myself, the interviewer.

143 Changes to be expected were the creation of nesules, the possibility of teaching modules in
English, administrative staff having to welcomedsmts from abroad, and the creation of documents
(such as exams and certificates) in English. {Retimpact of the internationalisation of Higher
Education for administrative staff see Diaz eR@ll3 and Cots et al. 2014).
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Table 7 Information about the interviewed academic
participants

Pseudonym/gender  Age bracket  Academic Discipline Language (s) chosen by the participant
for interview

Albert/M 46-60 Physics FR/EN
Ben/M 25-45 Marine biology FR
Brieuc/M 25-45 Cardiology FR
David/M 25-45 Computer science EN
Emma/F 25-45 Bio-chemistry FR/EN
Erwan/M 46-60 Physics FR
Francois/M 46-60 Computer science FR/EN
Henry/M 25-45 Physics FR
Julia/F 25-45 Maths EN
Jean-Paul 46-60 Electronical Physics EN
Larry/M 46-60 Neuro-biology FR/EN
Max/M 46-60 Maths EN
Mickael/M 46-60 Molecular biology FR
Miriam/F 25-45 Biology FR
Paul/M 25-45 Geology EN
Philbert/M 25-45 Environmental science EN
Philippe/M 25-45 Analytical chemistry EN
Stephanie/M 46-60 Biology FR/EN
Thierry 46-60 Electronical Physics EN/FR
VeralF 25-45 Marine-biology FR

The participants were representative of the brasciines of the science departments

of the University of Nantes. The disciplines himeen cited to show that the

participants came from different departments. INgithe age, gender nor academic

discipline revealed a trend in what views the pgéints expressed about using English.

Although some participants such as David thougdt ekder people would be more

reticent about using English, the attitudes ofdluker participants towards English did

not confirm this. The specificities of the partiaigs’ own stories of English created a

unique combination of variables which resultediffedent stances towards English.

The analysis has therefore focused on how thecgaatits decided to portray the key

moments in their stories of English and their owtiiuades to their present and past

selves as users of English. The choice of langt@gaterview did correlate to views

expressed in the interview, however. Those whadéedo hold the interview in
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French only (7 out of 20) generally were more a#ddy English as a burden or
wished to convey the problems they faced with Ehgéither today or in the past.

As is evident in the extracts of the interviewsy#s necessary to take into account how
the conversation was co-constructed by myself hadnterviewees. We brought our
identities (as PhD student and willing participantong many others) along to the
interview and subsequently negotiated the idestitthich we created during the
moment of the interview (Stake 2005: 461, Zimmerrh888). The resultant analysis is
reflective in nature (also called 'interpretativ@&nzin and Lincoln 2000) where the
‘researcher digs into meanings, working to relatari to contexts and experience. In
each instance the work is reflective’ (Stake 20ED). The objective was to show

'how' the participants positioned themselves taugeof English and 'who' they
included and excluded in these accounts. The framefor positioning used in the
analysis of the interviews (discussed in secti@31) was based on oral interaction
read as narrative, where at least two people a&sept (Bamberg and Georgakopoulu
2008, De Fina 2003, 2013, Bamberg 1997). Thisnadtbthe interviews to be read as
connecting local identity constructions but als@éoceptions of macro social processes
such as the institutional context. Within thesscdurses, the speakers positioned
themselves to the other speakers, sometimes takimigpminant roles which can be
attributed or avowed, and positions to what isdw&d to be master narratives. In this
context master narratives are understood to begrons of ideological discourse as a

perception of institutional agency (Bamberg and r@akopoulu 2008, Archer 2003).

Throughout this chapter, extracts of the intervianesused to highlight the themes
which emerged through the analysis. These excgiptsthe reader access to the
moment of interaction (Rapley 2007) which incluégamples of how the participants
reacted to questions and comments from myselflsatreow we negotiated and

contested our positions in the dialogue.

The excerpts* are designed to capture the themes and contéimé afterview and
exclude detail relating to intonation, or the exartiphasis of the moment of overlap
between the two speakers. Paralinguistic deteglsneluded, such as laughter, because

such features indicate speaker intent and its tefi@the interpersonal interaction which

144 Translations of French speech are given in itdesw the excerpts.
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needed to be made visible to the reader (Lawsob:2l84). Reported speech has been
labelled to help the reader identify when the pagréints were referring, quoting or
paraphrasing other colleagues or voicing ideolddieiefs. The transcription
conventions are given in section 3.5 of the metlubdgpter. Pseudonyms are used for

the participants and ‘AR’ refers to me, the intewer.

4.2.2 The French ‘problem’ with English: positioning the Other

The interview format (see appendix for the compieterview schedufé®) consisted of
starting the interview with asking the participattdslescribe what their work consisted
of. All the participants gave me detailed accowfittheir research fields and related
teaching activities. Of the 13 out of the 20 pamants who chose to speak to me in
English, their accounts revealed that they werg familiar with talking about their
research in English. Subsequent to this first goest asked them how they used
English within the domain they had just described more importantly how they felt
about using English as part of their professiohe dbjective of these first questions
was to focus the participants’ attention on theaf@ssional identities and relate this
early on to an attitudinal response to using Ehghiofessionally. The initial request
concerning how the participants felt about usinglih was positioned in relation to
whether the participants believed themselves tsifndar or dissimilar to other
colleagues. A belief which emerged early on whatEnglish was referred to as a
problemand that when the participants positioned thenesele me as an L1 English
speaker (the positioning of our roles within thewersation) they referred to how they
believed other people positioned themselves topitablem. Unlike the other data sets,
the interviews brought national identity discoutsé¢he foreground. This can be
explained by how the participants chose to desc¢hbie own attitudes to using English
in relation to their local, national and internata peers, who were identified and

positioned in relation to their national identities

195 Each interview lasted approximately 30-40 minutes.
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4.2.2.1 Other French-speaking colleagues in the saotific community

When voicing attitudes to using English for profesal purposes, the participants
either included or excluded other colleagues itir ten worldview. Including ‘the
Other’ early on to express positioning highligtite televance of an understanding of
the self in relation to other individuals (Coffe§13, Bucholtz and Hall 2005, Ochs
1993). The two main positions in relation to otReznch-speaking colleagues were as
follows: either the participants held that theyt‘ga well with English’ whereas their
other colleagues did not, or the participants lie¢éd English was a problem for them,
and that this was also the case for their collesgl®r example, when the participants
were asked:How do you feel about using English for your wotk@ responses fell

into two main categories, as follows:
‘For me it [English] is ok, but for my colleagues it isn’t’.

(12 participants: Albert, David, Emma, Francoisgsr}®aul, Larry, Max, Paul, Philbert,
Philippe, Stéphanie, and Thierry held this view).

In this case the participants described posititiudes to English usage, and they

commented on being 'different’ to the other membetkeir scientific community.

Or

‘On est plusieurs a avoir ce type de probléme avec I'anglais**®’.

(8 participants: Ben, Brieuc, Erwan, Henry, Jullackael, Miriam, and Vera)

The main categories the participants had chosarchode or exclude themselves from
were reinforced by subsequent uses of pronounsasidn’ and 'nous’ [we/us] when
stating a personal opinion. ‘On’ and ‘nous’ wesed in a colloquial sense to give
greater credit to an opinion by extending its vifitb be beyond ‘je’(l). Exclusion
focused on how the participants considered therasdty be different to other
colleagues of the same scientific community. Sumsitioning in relation to other
members of the scientific community therefore inleld beliefs about English which
coincided with a deontological view of what an asadt shoulddo as part of his or her

job description (discussed by Dérnyei and Ushio@i@g92as an ideal self). During the

146 Translation: ‘Many of us have this type of problesith English’.
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context of the interview the participants also poeed me as an L1 speaker of English.
The participants believed that | belonged to thegary of speaker who ‘does not have
problems with English’ and therefore also positobtigemselves in relation to a
category that they believed | was either part adxaluded from (i.e. | did not belong to

the category of science academic).

Philippe referred to the colleagues whom he desdrds having ‘problems with
English’, by identifying them as being a majoritygp to which he differed from. |
asked Philippe to explain what he meant by ‘nobhgpek with English’:

Philippe: for most of my colleagues it [English] is not ok
AR: why do you think that is?

Philippe: they are maybe too shy, | don’t know, they don’t want to speak English,
they think that their English level is too low, which sometimes is true, but
sometimes it’s not, but they don’t want to make the effort

An attitude in relation to how others failed ‘to kesan effort’ was a means to
signal an ideological position regarding the us&mglish as firstly a language
which required the ‘right’ kind of approach (effprtSecondly the use of the word
‘effort’ suggested a difficulty which some partiaipts had overcome and others
had not. Referring to ‘lack of effort’ suggestattPhilippe believes that these
iIssues would be resolved given the right amoutiaol work. However, his
reference to his colleagues’ ‘shyness’ suggeststimdlems with speaking
English may be more intrinsic to either a persapatait (‘shy’) or to concern
about performing in front of peers than to a questf motivation (Dérnyei 2009,
Ryan 2008). In this way, for those who felt coefitlabout their own level of
English, 'exclusion’ took the form of differentragithemselves from colleagues
who 'don’t speak English' (Paul) or to those wham‘timake the effort to speak
English’ (Philippe). The use of ‘don’t’, as oppdge ‘don’t make the effort’
reveals different types of criticism. Not speakifrgglish may be suggestive of
volition, i.e. some people may not want to speagliSh. Some colleagues may
not speak English because they have not had the spportunities. The use of
‘don’t make the effort’, on the other hand, is eedt criticism by someone who

hasmade the effort and who believes that otlsticulddo the same.
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Paul's criticism of other French-speaking colleagstems from disappointment when
he compares his colleagues’ English language skitlsthose of his Dutch colleagues
when he lived in the Netherlands. He was impresasetouched by his Dutch

colleagues’ linguistic flexibility and humility:

Paul: I've been living in the Netherlands one year and a half and I've been
impressed by the way they immediately switch to English, when they,
when just one person is not speaking Dutch, that was so impressive to me,
| went to many meetings, | was the only foreigner and they were, | don't
know, twenty, forty Dutch people, immediately they switch to English, |
would like to see this in France

Beyond the question of competence, Paul returtisetdelief of ‘making an effort’ but
here in terms of politeness. In the above exanméelutch colleagues supposedly
switched to English because Paul did not speakiDantd they wanted to include him.

Paul was touched by this accommodating approathddoreigner’.

In other cases, however, such as switch from amgukage could be perceived
negatively. For example, Francois told me the stdthe time in Germany when his
German colleague criticised him for wanting to $p&arman when ‘we all speak
English around here’. Francois reported beingafisanted about feeling he was not
encouraged to speak German because it was per@sveeing inferior to his

colleagues’ English.

The participants highlighted the ‘problem with Bsfgl in France by referring to other
French L2 speakers of English such as the DutehD#mes and the Germans. Some of
the participants were under the impression thattivas a French problem with English

which other countries did not have:

Julia: but | don't know if similar studies exist in other countries, because | think
it's sort of, | don't know, if it's something really specific to France, | did a lot
of conferences with German people and they really don't seem to have the
same problem with English

Max explains the 'problem’ with speaking EnglishFeench people as being one of
language history, and because he believes that #nerdifferent families of languages

which are closer or more distant from one another:
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Max: that’s a big difference for Danish people, first of all, very few quantity of
people is speaking Danish, it’s really different, millions of people are
speaking French, in Africa, Danish people has to speak English, no other
possibility, and second, | don’t know about Danish but | was talking about
English with a colleague who was Dutch and, in fact, Dutch is a sort of mix
between German and English, and it’s very easy for a Dutch people to learn
English, it’s easy for French people to learn Spanish or Italian but not
English, so it’s different

AR: they have to make more of an effort?
Max: yes, it’s very difficult for French people to speak English

Max voices beliefs about which languages are e&sikarn, depending on what a
speaker’s L1 is. According to Max, it is more it for French people to learn
English because he believes that English is m@s®rdilar to French than it is to Dutch
in terms of language morphology and etymology. éfers to the socio-political history
of France and Denmark and relates them to the msagby he believes certain nations
speak second languages.

Julia, Brieuc, Vera and Ben’s accounts coincidetth Wie questionnaire responses
which had referred to the problems the academitcgzants faced when presenting
papers during conferences. They approached skdtaoften rote learning conference
papers but reported having difficulty in answergugstions, or being fearful of not
being able to understand a question. On the otlied,H_arry refers to the same issue of
conference presentations and differentiates hinfisati this group. Larry offers an
interesting perspective of being able to recourditvWie had observed first hand, and
critically evaluating his role of observer and acttn the following extract he suggests
that his colleagues learn a scripted text by retmhbse they are nervous, and unsure of
themselves. Those who read from a text are atssetivho are reported as being
‘unable to answer questions’, according to Lartys ht this point that Larry is no

longer observing, but intervening as the expednfithe same lab’, who can step in (in
an improvised manner) to answer the questionsdtlisagues are not able to answer (in
English). He presents himself as having and usisgEnglish) language advantage

over his colleagues (which is reinforced by my aemment below):

Larry: it’'s why most of the people are stress to do English communication and so
the they learned by heart, you know some of the French as, you see, and
they have some, a piece of paper and what they read, and when they have
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done, five minutes of questions, so it’s not long at all, and most of them are
unable to answer the questions

AR: uhum

Larry: because they are repeating what they said, and obviously the guy which
has asked the question wants more

AR: uhum uhum

Larry: and he doesn’t get it, so sometimes somebody else from the same la(b)
same lab who knows a little bit more, somebody like me answers

AR: so you, you have a definite advantage?

Larry: oh yeah

During the course of the interview, Larry was aolgive reasons as to why he thought
his colleagues had failed where he had succeddedees the origin of the problem
being in how his colleagues chose to learn Englida.bases his own account of how
he learnt English through immersion into Americiéa dluring his post-doctoral studies.
French colleagues who had carried out post-doctesalarch in English-speaking
countries were criticised by Larry for not 'makiaug effort’ to detach themselves from
their French peers when they were abroad:

Larry: they were two years in the US or in England they should be able to, if
everytime, everyday you shut English life and you speak French with French
people, you need to be totally immerse, and it’s after months of

nu

immersion that you can really have an idea, “yes | like it”, “no | don’t like
it”, but most of them you know, they have to go abroad, they have to go,
they don’t want to go, they have to go, and they want to do their best
but, if they can go, some of them, they’re trying to go with the boyfriend
and girlfriend, so every time in the evening its French French French

Here Larry is referring to the belief that it isportant to learn English to succeed in
science, which is confirmed by the questionnair the other interviewed participants
who all recognised that they ‘had to use Englighbwever, Larry is signalling that the
problem (for others) lies in not aligning obligatiwith volition expressed in the ‘they
have to go, but they don’t want to go’. Larry’seasf ‘should’ and ‘have to’ signal his
beliefs concerning the importance of travel abraad immersion in locations where the
target language is an L1 language (Dornyei andadish2009, Macintyre et al. 1997).
However, unlike himself, he describes young researcas ‘[not getting] the idea’
which shows that, unlike him, they haven’t grasgierlkey to language success. Larry
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is critical of young researchers following ‘the lhagnd or girlfriend’. He travelled
alone to America to isolate himself from other Flespeakers because this is how he
believed he could achieve English competence. Lalsy refers to the socio-economic
constraints that the post-doctoral students mag a¥ace. He is aware that travelling
to work abroad is both socially and economicallgli@nging and seems concerned that
material hurdles, such as money issues are natllyeghing prospective scientists
should consider. In Larry’s opinion, their attitudnd approach to learning English is
wrong from the outset and it is for this reasort thay don’t succeed. His own beliefs
about English for science and about how best tmIEaglish (‘be immerse [sic]’) are
in alignment and therefore result in what he b&geto be his own success as an
English speaker.

Julia, who also carried out the interview with méooth English and French offers a
different explanation for the type of (failed) irdetion that Larry had observed at a
conference. Coinciding with Philippe’s impresstbat ‘French people are shyer about
speaking in English’ (Philippe), Jenny sees theseaf the problem for her to be the
presence of someone like Larry at conference evedtie therefore seemed more at
ease to talk in English with someone, such as fjyyghbm she did not consider as
‘French’. She revisited impressions of feeling uméartable, especially when she is
speaking English in front of other French colleagwehich she does not experience
when using English outside of the workplace:

Julia: yeah, yeah, of course, euh, | know that, ok I'm not a person that asks a lot
of questions in conferences in general, but | think that in English it's worse,
and especially when I'm with French colleagues | think, | think if I'm with
foreign colleagues I'm really more, comfortable in speaking English, yeah
that's some euh

AR: so more comf(ortable), is it something about being with other colleagues,
do they speak better English than you, do you feel, or why is it?

Julia: oh yeah, most of the time but | think it's the same in my private life too,
you know if, when I'm only with American or, English or Australian people
than when I'm also with French friends or, so

AR: do you know why?

Julia: | yeah maybe the euh, implicit, fear to be judged or |, | can, or maybe
because when I'm, also with French people, | say to me that, | can ask them
or, | don't know because | kind of like speaking English, and, but, yeah I |
think that, if, | am with only foreign colleagues or people in my private life,
| don't have the choice so |, have to speak English, euh | don't know if
that's a reaction you find euh in, other euh?
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The participants are providing different compleasens to the problems they have
identified relating to English. Larry sees thaus®f language competence being a
hindrance to effective communication. Julia pregdhe relevance of ‘emotional
tension’ (Maclintyre et al. 1997: 268) when intenagtwith other people, especially
when they are deemed L1 speakers of English. Sivecemfortable about speaking
English in front of French speakers of English lseashe feels that she will be judged.
Having discussed how the participants used Engiisioth their professional and
private lives (see section 4.3.2), Julia returnshi® theme by admitting that she prefers
to speak English in her personal life and espgcvalien not performing at a
conference. Julia hedges her affective positiamsiog English (‘1 kind of like

speaking English’) which echoes the ambiguity ahldzer identity as an English
speaker and how she chooses to modify her assesssfiter experience of speaking

English depending on the context.

On two occasions during the interview Julia askedifrher account coincided with
what the other participants had said. | hesitatsalit giving a definitive answer to this
type of question for two reasons. Firstly during tstage of the study, the themes were
still emerging. My study was still underway at timae | was conducting the interviews
and | certainly was not in a position to providéaJwith an overview of the results of
the interviews. It was also my belief that themswo definite single position, but that
my aim was on the contrary to assemble a variegcobunts. Julia’s interest in
whether her own experience coincided with thatesfdommunity nevertheless
reinforced the literature which present profesdiahentity as situated and positioned in
relation to other people. Julia was gauging howdvar position fitted in with the
professional community with respect to the peragivestitutional demands concerning
English (see ‘Positioning in relation to perceiwestitutional demands’ model in
section 5.2). In keeping with ethnographic intews, however, the degree the
interview swayed from the interview schedule degehoin each unique interaction

(Hammersley and Atkinson 2004).

In the concluding stages of the interview, all plagticipants told me that they would be

interested in being informed of the results ofshely and to find out what ‘scientists in
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France think about Englisf”. The interest in positioning one’s own account in
relation to other members of a community shows pleaple care about what other
people do and think. If they find that other peoghare the same attitudes towards
English, then they may be more secure in theirtjpmsand worldview. It is intended
that the variety of the results and positions shmat each account reflects the unique
identities of each participant. The participarggertheless highlighted issues which
were often referred to as ‘problems’ related tolishg The different reasons behind
such problems have been provided by the particgpamd myself through a reflective
approach to the problems we have identified.

On the whole, being a competent or confident us&nglish was portrayed by the
participants as being unusual (by both the confided less confident users of English)
within the French scientific community. This waglilighted by participants who
compared French speakers of English to other speak&nglish from European
countries. The study showed that those participahtsreferred to other Europeans,

believed that other Europeans were more competéniglish than they were.

4.2.2.2 Other French speakers in general (beyondétscientific community)

There appeared to be identity issues concernedalghing personal language use with
that of the immediate or wider community of Frespleakers of English. Some of the
participants were critical of other French speakéisnglish in general for various
reasons. Some were 'upset by the level of thechrpeople in English’ (Paul). As Paul
nevertheless identified himself as 'French’, tisaltevas that he stated that 'l am
ashamed to be French'. Paul signalled alienatmn bther speakers of French because
he felt French people's English skills to be pobaking into account that he was
speaking to me as an English speaker and in Englesihmay have also chosen to frame
his position differently had he been speaking toaone else. Nevertheless, Paul was
signalling that he would like to be proud of belrgnch, and that he wished other

French speakers could compete with his experieant®ei Netherlands. By stating that

147 Given the high involvement of the participantshis study, it is my intention to share the thesiih
them.
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he was ‘ashamed’ he signalled that a better Fraathnal identity trait would be to
speak better English.

Paul was critical of the French school educatistesy which he described as ‘absurd’,
‘completely stupid’ and ineffective. He gave &lljwand evocative account of his
school days where he was encouraged to drill oabatext expressions such as 'look
your racket is on the fridge!" (Paul). In additi&taul accused other French native
speakers of being 'too proud'. He sums up theviete and his overall position as in

opposition to '‘other French people'.

AR: so to finish, I’d like to ask you why you, why you, decided to take part in
this study and what attracted you to, to come to meet me today?

Paul: because, what can | answer to this, because | like a lot English, as | said
before, and also because I'm ashamed to be French when | have to speak,
when | go to England, or to various countries, I'm not ashamed, yeah,
ashamed, everybody has learned English at school fourteen years in
France and nobody is able to say hello to, in English, how could we change
the English teaching in France?, to help people be better in English, French
people are too proud of the French culture and if we speak English we lose
some part of ourselves,

AR: you are in great disagreement with this?
Paul: with most of French people yeah

Asking the participants to give reasons for hawioge to interview was a valuable
question. It helped to bring to the forefront assuies which the questions had not been
able to address. It invited the participants tmsiarise their position to the use of
English prior to the interview and subsequent ®lihalf hour we had spent discussing
this topic. In short the interview itself was gesivhich brought together older identities
(Lemke 2008, Blommaert 2005, Zimmerman 1998) bugmetihe interaction was a

moment of identity making (Bucholtz and Hall 20883).

In this instance, Paul’'s confessional ‘I'm asharteetde French’ is based on both a
sense of alienation from French national identitgt because he believes French people
should be able speak more than French. Paul’s ataiivseems to stem from an
idealised possible French identity, where he ptsjats own but also other’s ‘ought-to
selves’ which concerns ‘the attributes that onéelvek oneought topossess to meet
expectations and to avoid possible negative outsb(@®rneyei and Ushioda 2009:
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29). His hesitations over whether he should comdidaself as French (when he uses
‘we’) are repeatedly put into opposition with ‘Fodnpeople’ (i.e. 'French people are
too proud of the French culture andwé speak English we lose some part of

ourselves’).

The use of the indefinite pronoun in ‘nobody iseatal say hello in English’ is revealing
of his disappointment at what he describes asbrotg good enough’ rather than a
reflection of what French people can in effect doat do in English. Anderson (2006)
highlights that such beliefs concerning nationahitity are not based on grounded
evidence of what other people do, can do or willlld on what Paul imagines to be

common national identity trait.

Paul’s ideology is based on his own position ohgeioncerned, which he relays to me
as a plea for help addressed directly at me akmglish teacher’ (‘how could we
change the English teaching in France?’). PerRajp$ hopes that | may be able to
present a solution. However, during our discus8ianl answers some of his concerns
himself: ‘French people are too proud of the Freodture and if we speak English we
lose some part of ourselves’. His use of the prariae’ shows that he includes
himself in the group ‘French speaker’ and is appgdb the ties between L1 language
and L1 identity. However, his criticism of Frengbople being ‘too proud’ to speak
English signals that Paul does not believe thatlgpg more than one language is a
hindrance to identity (also described in sectidn®as a loss of identity in subtractive
bilingualism, Garcia 2009, or loss of L1 identiBavies 2011). His own position
stands against a monolingual worldview, but asraarging bilingual speaker, there is a

conflict when he both includes and excludes himiselfie ‘we’.

Larry’s discourse pattern, fluctuating between “&ad ‘they’ to both include and
exclude himself from what he believes to be thean€lnevorldview is almost identical to

that of Paul’s:

Larry: and the French, the French are special because they like what we are, but
we are never in agreement with other people, we think that we are the
best and we know better than the others
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Larry who had the opportunity of travelling bacldaorth between France and the US
for many years, framed his beliefs about 'beingn€ineand 'being American' in terms of
national identity. Subsequent to his own experenfdiving in the US he believed
Americans to be superficially more open, but ldssdy to become your 'best buddies'.
This suggested that he felt in some way alienatetiffierent to others when he was in
America. Alienation and self-distancing combind.arry’s discourse about his
relationship to his scientific community in Francgs with the participant Pascal in
Busch's study of bilingual speakers, Larry's disseuooks at others "always with the
other eyé”®, perhaps feeling, like some other bilingual speskitaat he belongs
nowhere (Busch 2012: 513). Paul and Larry camchaFrench nationality as a place of
birth, (when including themselves in the ‘we’) lmutate some distance in the ‘the
French worldview' they have presented (when spgakiout language and education).
Both Paul and Larry seem to hold on to a beliefualad=rench national identity trait of
being ‘proud’ (Paul) or ‘the best’ or ‘better thathers’ (Larry). These beliefs are
strongly routed in beliefs about national identityarry and Paul are representative of
their own stereotype to the extent that they ase ptoud because they want French
values to include excellence in the domain of Esfiglanguage proficiency. To some
extent they are critical of proud nationalistic Wdoviews, but at the same time they are

validating these worldviews by categorising pe@ddaving national personality traits.

In these extracts, Paul and Larry are ‘imaginingaéional identity trait (being ‘poor at
English’) in a way which is in keeping with Anderss definition of national identity as
based on an imagined group of people rather tham astual inherent identity trait
(Anderson 2006: 6, discussed in chapter 2). Téess relating to belonging, non-
belonging and self-distancing are key to this stofdlanguage attitudes and how
speakers of English in France and elsewhere mag toareconsider identity

perceptions routed in monolingual education andefsel

148 For Pascal’s full citation accompanied by an exangp a visual representation of bilingual identity
see section 3.4.3.
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4.2.2.3 'Native speakers of English’

As was seen with the questionnaire results (sa®set.1), those speakers who the
participants believed to be 'native’ were considi¢nehave a linguistic advantage over
the participants in this study. This is why thetiggpants reported that they needed to
use native speakers to edit and or translate skegntific articles. The participants
were also aware that the editorial committees @fjdirnals they submitted their
articles to required the linguistic quality of th&xts to be in alignment with what they
believed to be 'native English' competency. Wiedearring to their own oral and
written skills the participants therefore positidrteemselves in relation to this 'native
speaker" ideal:

Philbert:  you can see the river of language between an article written by non English
people, and people who are, who are speaking better English

Such a fatalist attitude to the insurmountable @apiver’) between what Philbert could
produce as NNS and what could be produced by NSwiasonfirmed by Flowerdew’s
2001 study of journal editors. Focusing on NNS Bigddifference was considered as
‘a gross oversimplification’ for variations in lamgge expertise (Flowerdew 2001: 128)
and was rejected as a selection procedure by Etitor

E11: Our journal is looking for quality work by ammye. It doesn’t matter if it
is written by a NS or NNS. | think such a classifion implies that NNS
can’t compete with NS, and that has not been the wéth us at all.

(Flowerdew 2001: 129)

Journal editors should therefore make this mordi@ty clear to potential authors, as
was flagged by Editor 5 of Flowerdew’s study whggested that the current guidelines

were perhaps misleading (as is implied by Editsrise of ‘should’ below):

ES: Instead of saying you are a NNS, si@uldsay, and “What is your area
of expertise in the English languade?
(Flowerdew 2001: 128 my emphasis)
During this present study, however, the interviesveentinued to position themselves,
most often negatively, in relation to what they felbe a better type of English. The

accounts of how they described their own English (imy accent is bad’) were
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therefore directly positioned against an idealisextlel. The participants often
described feeling inadequate about their own Ehglidany of the participants were
highly critical of their own ‘forms’ of English, slu as Max saying 'l don't think I'm

good in English' or Brieuc’s comical descriptionhis own French accent:

Brieuc: j'ai un accent francais a couper au couteau qui est formidable ah oui, pire
gue ¢ca méme, je sais qu’il y a des fautes de temps que je fais, qui font
saigner les oreilles

[Translation

Brieuc: my French accent is so thick, you could cut it with a knife, ah yes, even
worse than that, | know | make tense mistakes which are bad enough to
make your ears bleed |

Brieuc uses humorous imagery which is not uncomimdtrench discourse about
competence in English. One of the most populard&ie parle 'anglais comme
une vache espagnol’ ('l speak English like a Sgao®ny’). The image of a
listeners’ ears bleeding in pain at hearing theowgyy type of English, or
expressing the likelihood of speaking good Engdistbeing as likely as a cow
speaking with a British (rather than Spanish) ateesm manoeuvres to lighten
responsibility in front of a comicdhit accompli Having claimed an identity as a
poor English speaker, Brieuc’s categorisationsafe position from which he can
position himself in this interaction with someonkomn he defers to as a more
competent English speaker. As the other partitgydBrieuc knew me to be a
bilingual speaker of French and English, who was ah English teacher and
who was carrying out a research project as a ‘eapeaker’ at Sussex
University. When discussing his own proficiencyieBic decided to compare

himself to me:

Brieuc: a part I'accent on entend pas que c'est pas votre lange natale enfin, je veux
dire, c'est c'est pas la langue d'origine mais, je veux dire vous parlez
fr(angais) enfin je veux dire, il y a pas de faute de frangais il a pas de, moi je
sais qu'il y en a des fautes de frangais de, d'anglais, quand je parle parce
que que voila voil(a)

AR: hm hm

Brieuc: ¢a a pas é(tait) enfin, disons que j'ai pas fait de mon métier, parler I'anglais,
je l'utilise parce que euh j'en ai besoin et puis j() faut communiquer donc
c'est, c'est un moyen,

AR: hm hm
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Brieuc: de communiquer quoi

[Translation:

Brieuc: apart from the accent we can’t hear that it isn’t your native language well |
mean, that that it isn’t the original language, but what | mean is that you
speak Fr(ench) what | mean is that there are no French mistakes there are
not, me | know that there are French mistakes, English [mistakes], when |
speak because there it’s

AR: hm hm

Brieuc: well it wasn’t, let’s say | didn’t make it my job to speak English, I use it
because euh | need it and then I() must communicate so it’s, it’s a way

AR: hm hm

Brieuc: to communicate]

Returning to the theme of whether English was & n@t part of a scientist’s job
description (explored in the questionnaire in 4BkJeuc’s account suggests that he
believes speaking a language correctly means nkingnany mistakes (by which he
means mistakes in grammar, syntax and pronunc)atidavertheless, he avows
himself (by using ‘let’s say’) as being a sciensibbve all (‘let's say that | didn’'t make
it my job to speak English’). This proclaimed idénts positioned in relation to
someone such as myself (a linguist). Brieuc do¢s®@em to include ‘to communicate’
in his definition of competence. Brieuc basesdafnition of competence in terms of
what a speaker can potentially do with a langudgeChomsky’s terms, Brieuc is
making a fundamental distinction betweenrmpetencéthe speaker-hearer’s
knowledge of his language) apdrformancgthe actual use of language in concrete
situations)’ (Chomsky’s emphasis, 1965:4). Howettas is an idealised position
involving an ‘ideal speaker-listener’ situationuch an idealised speaker of English for
example]...] speaks in a:

completely homogeneous speech-community, who kihiswanguage
perfectly and is unaffected by such grammaticatiglévant conditions as
memory limitations, distractions, shifts of attemtiand interest, and errors
(random or characteristic) in applying his knowledd the language in
actual performance.

(Chomsky 1965:3)
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Brieuc, for example, spent much of the intervieausing on the grammatical errors he

made and on his poor French accent. He introdtiesdopic early on in the interview

which was confirmed and acknowledged by me in miterview when | asked him why
he had written ‘l HAVE A STRONG FRENCH ACCENT irapitals in his

guestionnaire response. He said that his Frermdnabad caused him problems when

speaking to native speakers of English, on the ploorat conferences. However on

further enquiry the problem seemed to lie mordnendamp of those 'native

(monolingual) speakers':

Brieuc:

AR:
Brieuc:

AR:
Brieuc:

ils vont vraiment poser la question euh, ils vont vomir la question qu'ils
vont pas essayer de nous aider a comprendre, ¢a ¢a arrive alors ¢a m'est
jamais arrivé mais,

hm hm

je sais que c'est arrivé a, a des collégues a moi qui() sont dans la méme
situation, et un un Américain qui pose sa question sans faire d'effort de,
parler un peu plus lentement ou de prononciation ou de choses comme ¢a,
et puis la la personne se retrouve a pas comprendre la question parce que,
ca a été dit trop vite quoi c'est un peu, ¢a ca arrive des fois, ca c'est
désagréable, mais bon apres je pense que, c'est pas tres grave

donc c'est un non respect euh

il y a une forme de non respect pour moi c'est, on fait I'effort quand méme,
de parler en anglais finalement, c'est comme, de dire comme vous vous
faites I'effort de parler en frangais actuellement, enfin c'est plus un effort
j'imagine pour vous mais mais on fait |'effort de communiquer en anglais je
veux dire on, oui la commun(auté) la, communauté communique en anglais
mais d'un autre c6té c'est pas notre langue natale donc euh, on on est pas
euh, enfin c'est pas systématique pour nous et puis ¢a, enfin je veux dire
¢a se voit que c'est pas notre langue

[Translation:

Brieuc:

AR:
Brieuc:

they will really ask the question euh, they will vomit the question they will
not try to help us to understand, it happens so it’s never happened to me
but,

hm hm

I know that it has happened, to some colleagues of mine who () are in the
same situation as me, and an an American who asks a question without
making the effort, to speak a little slower or with the pronunciation or
something like that and the person finds themselves not understanding the
question because, it was said too fast well it’s a bit, it it happens
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sometimes, it’s unpleasant, but well after all | think, that it’s not such a big

deal
AR: so it’s a type of disrespect euh
Brieuc: there is a kind of disrespect for me it’s, we make the effort after all, to

speak in English in the end, it’s like, let’s say like you you make the effort to
speak in French right now, well it’s no longer an effort for you | imagine but
we make the effort to communicate in English, what | want to say we, yes
the community the, community communicates in English but on the other
hand it isn’t our native language so, euh, we we are not euh, well it’s not
systematic for us to do that and then it, well what | want to say is that you
can tell that it isn’t our language]

In the above extract, Brieuc is critical of natsmeakers of English who do not
accommodate to the fact that they are speakingnenative speakers. Due to the lack
of accommodation, Brieuc therefore takes this sigal that they are not showing
enough 'respect’ towards other French speakeeférns to in his account. This also
shows that there is a perceived power imbalancedsst those who are authorities on
English and those who are minorities. Norton (300@ De Fina (2013) refer to this
power imbalance where L2 speakers become disempdwethe L2 situations they are
involved in. By referring to both himself and leislleagues ‘who have also experienced
this', Brieuc’s discourse includes himself in tlagegory of 'L2 English speaker victim'
which he has evoked in his narrative of the dontimhdnEnglish speaker group (De
Fina 2013):

Another common schema in these stories is thaatoas of these stories
position themselves as victims of unreasonablekdta

(De Fina 2013: 55)

It is perhaps surprising to read victim discoursegademic narratives. This can be
explained in terms of Bourdieu’s (1984) symbolipital, where academics attending
conferences were not being given what they wouédrd® be appropriate recognition
for their status as scientists and for their stagik2 English speakers. The contexts the
participants are describing are those strippeti@tbcial resources related to honour
and prestige. Instead, the symbolic capital thedielsed secure through hard work and

achievement has shifted in an L2 context.
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The ‘victims’ are those who Brieuc describes asipeinfairly treated by the dominant
L1 group. Although he does not describe the Llakpes of his wider narrative as
being openly critical or expressing discontentpbeertheless has interpreted the L1
speakers' attitude as an indication that they asélha towards him (‘not happy' in

citation below).

Brieuc: oui, bah, de toute fagon c'est pas ma langue natale donc si il y a quelqu'un
qui est pas content il a qu'a parler francais

[Translation:

Brieuc: well, yes, in any case it isn't my native tongue, so if someone isn't happy
they can just [try and*] speak in French]

‘try and’* is my paraphrased emphasis of implied meanirg i qu’a’

His retaliation reveals that he is neverthelessrawraat where language flexibility is
concerned, his (French and English) linguistic matés greater than that of a

monolingual English speaker (Gumperz 1982).

The participants who commented on their own peszklack of competence (Ben,
Vera, Julia, Miriam, Marc, and Henry) also refertedhe incompetence of the
monolingual 'native English' speakers they mebaterences, meetings or on the
phone. The criticisms directed against 'native Ehgdpeakers' were generally
categorised as 'not making an effort' to speakra faf English which would be
comprehensible to non-native speakers of Englighne khe criticism of ‘not making an
effort’ was directed at monolingual speakers oflisig The criticisms made towards
native speakers were that they ‘lacked respec#irisunon-native speakers of English.
This lack of respect was described as making ‘fuvtefo articulate or to speak slowly,
or as Brieuc put it: '"Americans vomit their questiat you' (at conferences). 'Lack of
respect’ was also defined by some of the partitgoas not seeming to recognise (and
signal this recognition) the effort and skill a g@n has to make to speak in another

language.

This suggests that monolingual speakers lacked ttippar other speakers and that
they were breaching what the participants of thugfelt to be a politeness code in an

English-speaking situation. Feelings of being eded were described as not being
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heard, or being 'left out'. Brieuc described Ar@nis not wishing to speak to him on
the phone for example, and Julia described noigbgiven a little extra time before
answering questions put to her at conference®hilbert’'s case, he refers to a
combination of both a personality trait (not beiatikative) with the added hindrance of
being an L2 speaker of English. Philbert regrethed 'his voice was not heard' when
he travelled to meetings of predominantly L1 speské English:

Philbert: the thing | regret is that, when I'm travelling abroad | sometimes find it
difficult to give my points in big discussions, if I'm in the middle of people
who are more talkative than | am

These results showed that the participants defimeid own competence as L2 speakers
as oppositional to those of L1 speakers of Endbsimmarised in figure 1 in section
2.1.5). The participants distinguished betweentwha be referred as communicative
competence in an ELF interaction (Canale and Sw@@®: 2) and grammatical
competence. The ELF context can be describededsitbational’ context under
discussion which in this case is a science condrelssin English (Canale and Swain
1980: 2). Communicative competence was reportatidparticipants as the ability to
switch from one language to another, showing pa&ewvhen listening to other
speakers, speaking slowly, and articulating. Aifoon the ‘grammatical’ or ‘formal’
competence, (which the participants believed théydt have) can be understood in
terms of generative grammar as a system of ruléshwirtovide structural descriptions
of sentences (Chomsky 1965: 8). The differenampetencies between NNS and NS
can sometimes be to the advantage of the NNSairNN'S may have skills which are

not as accessible to monolingual NS:

E5: Instead of saying you are a NNS, we should“séyat is your area of
expertise in the English languadebecaus¢here are some so-called NNS
who are far more knowledgeable. And | don’t just man grammatical
knowledge. | mean awareness of cross-cultural pragatics and all kinds
of others things that NS are just not aware of

(my emphasis, Flowerdew 2001: 128)

The participants made few references to theirskgl multilingual speakers and tended

to focus on how well or how badly they 'got on whithglish’. Nevertheless, the



161

participants did express attitudes about how 'mogoéal L1 speakers of English' were
lacking in a pragmatic understanding of the commatnre skills needed in English as a
lingua franca context (such as good listening skihd adaptability to an English
communicative context at an international confee¢gndVhen comparing themselves to
the 'L1 monolingual' group therefore, they did silgoositive attitudes to their own
competence as inter-cultural speakers. In morertaia language territories, the
participants’ secure footings as prestigious s@enwere disrupted. Nevertheless,
newer, oppositional, identities were emerging whbeesymbolic capital of a French

English-speaking scientist including skills in laage pragmatics.

4.2.3 Life-long learners of English

Despite being actively involved in research, byhgaiiblishing and communicating in
English, many of the participants still held a btthat they were 'learners of English'.
The participants voiced ideological beliefs abobhtithey believed to be 'a typical

French' (Philippe) attitude to learning English:

Philippe: they feel that they should be good in English and they have to learn
because of their professional career, but those who | would say are good
in English have other types of motivation which makes them like, in a
family

AR: what surprised me is, although some people can study English for many
years, fifteen years, and still have no personal relationship with the
language or, still consider themselves to be beginners

Philippe: this is typically French I think,

AR: oh really?

Philippe: 1don’t know, | think that French people are always devaluating themselves
in terms of English level, | think that we French people here when
somebody from the UK is speaking French with an accent we found it
lovely but we think that when we speak English with a French accent the
other one is not going to like it, no, it’s a kind of paradox

Being able to write research papers in Englishsgmepapers at conferences and carry
out a full-length interview in English was evidertbat the participants were not

‘beginners’ at English. | volunteered comments apithions on the label of ‘beginner’
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which influenced the interview proceedings. | tdaded this position and as is seen in
the above excerpt, tried to discover more about tebyparticipants were devaluing
themselves. Philippe’s answer shows that thitudtti stemmed from a heightened
sense of difference to other speakers. The me#il®isense of difference was referred
to as having an accent, which made a speaker fiddati as being ‘a non-native’. In
terms of belonging as a feature of social identhtgn on this occasion it wésrm (in
terms of accent) instead cbntent(in terms of accuracy) which made them feel that
they did not belong to the group of expert spea&kEnglish. In the above extract
Philipp is also imagining how his identity will eterpreted by other speakers: ‘when
we speak English with a French accent the otheiisonet going to like it’. Here accent
is perceived to be an identifying feature, sigmtydifference, and hence a potential

reason for being excluded from other communitieBrajlish speakers.

The status of ‘learner of English’ was one that adisered to by the participants of this
study, although how they appraised this positidfetd. The main reason the
interviewees gave for feeling that the 'learnexttust was applicable to themselves was
because they believed English was not their ‘natwgue’. With such a discrepancy
between being a ‘beginner’ and being a ‘nativehtixdnat room for manoeuvre was
there for these academics’ language identitieszh®mwne hand, the learner status was
perceived negatively when it was used as a cmti@gainst others. Such criticisms
were levelled at French speakers of English (settose4.2.2) who were described as
‘not making an effort’ to speak English or becaaspersonality traits such as being
'too shy', or 'lacking in confidence'. On the othand, having had the right life chances
was also acknowledged as making a difference todwwfortable people felt about
being L2 speakers of Engli¥i Motivation was a feature which distinguishedséo
who labelled themselves as ‘learners’ but who ‘gegbthe L2 learning experience’
(point 3*° of Dérnyei’s three-point L2 motivational self sgst 2009: 29). In
motivational theory terms, these participants eegbiearning for learning’s sake, but
especially when they were in direct contact witt ldmguage (integrative motivation

149 which Larry reported as being the case for pewpie had not been ‘as lucky’ as he had been.

130 point 1) being the projection of an ‘ideal L2 salfd point 2) an ‘ought-to L2 self, including saki
responsibility.

131 |ntegrative motivation can be understood beyonpsi wanting to access an L2 target language
community. It can include a genuine interest stommunity, and/or the attitudes to the language
itself (Dornyei 2009, Maclintyre et al. 2009, Gamdaad Lambert 1967).
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is combined with Dérneyi's motivational model by Matyre et al. 20093.
Stephanie, Philippe, Larry, David and Paul appetrdtave a playful attitude to
learning English. Like enthusiastic ethnologisisytreported enjoying 'taking' and

‘grabbing’ elements of the language and its enmieont:

AR: so do you, would you consider yourself as an English speaker or as a
learner of English?

Stephanie: it’s both because | speak English so, | guess | always try to get more English
language habits of structure and expressions, so when | hear a new
expression or something, | try to take it to myself to use it

AR: would you consider yourself as a native speaker?

David : no

AR: as a fluent speaker of English, or how would you, what is your status? are
you a learner, are you a fluent speaker, are you?

David : I'm a learner

AR: oh you're a learner

David : yeah I'm a learner because I() still need to improve myself [edited cut of

transcription]

David: | need to exchange with people, | need to just grab something everytime |
can, | try to grab something

Thirteen participants carried out the interviewhate in English to 'practise their
English' which was also the reason that 38% ofélspondents had given for answering
the questionnaire in English. Participants suchudia wanted to have the opportunity
of attending English lessons; some of the partidgpaentioned having private English
lessons (Ben and Brieuc) and many watched filnalsliatened to music to 'keep the
language going' (Larry, Paul). This attitude te BEnglish language needing to be 'kept
up' can be explained because the participants edgad-2 English for professional
uses, and not as an official second language. agkars, they needed to perform
English at conferences, or in the classroom, aederkto keep the 'L2 persona’ in

training.

152 1n Dérneyi (2009).
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4.2.4 English as a lingua franca for science

The beliefs that the participants voiced about Bhghs a mandatory language for
science were correlated to beliefs relating toftflewing ideologies: languages have
‘essential attributes’ (i.e. ‘English is more pseand to the point’, David), and there is
a need for a lingua franca during international tings. The participants then
positioned themselves in relation to these idee®giith the starting premise that
'English’ was presently the only lingua franca k& to them. To address the concept
of a lingua franca, the participants referred tooanmon language’, ‘research
language’, ‘'some language with a kind of universgchnical English’, ‘scientific
English’ and ‘anglais scientifique’. In keeping Wwithe use of the word ‘international’
within language policy, the term ‘international Hely’ was not used. The word
‘international’ seems to imply the use of Engliatan indirect way rather than being
directly correlated to it.

The use of the word ‘international’ as an adjectixas mainly used to describe oral
interactive contexts, as is seen below in the getatumber of occurrences of the
collocation (in parentheses) for ‘conferences’ andetings’ with ‘international’ in the

texts of the interviews:

internationabudience(1), internationatommunity(2 ) internationatonference$3),
internationalfriends(1), internationalaws (2), internationalawyer (1), international
meetingg4), internationaprogram(1), internationalprojects( 2).

Even if English was not directly collocated withamational, it was nevertheless

described as being tlie factolanguage attribute of the nouns that were destdse

‘international’.
Emma: | think because the companies, they are international, they write in English
Paul: yeah, and that’s kind of strange because a few years ago it [referring to his

work as a researcHewas very international, | was working with people in
England, in the Netherlands, in Switzerland and the States

The higher occurrence of the use of testientific English(30 hits) was however

indicative that the participants identified thipéyof English as having certain attributes
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which were meaningful to them (rather than to nreefaample). This was a language
that they clearly identified as having a particidtatus and certain qualities and which
differed to what some participants referred toeagfyday English’/I'anglais de tous

les jours (Emma and Vera),current English(Larry) or ‘daily English’(Stéphanie).

This distinction was highlighted further in the wad representations of the personal and
professional uses of English drawn by the partidipand discussed in section 4.3.
English was categorised by the participants acogrth function (scientific English),

L1 identity (‘native’ English), variety (Americamgnglish or British), and competence
(‘fluent English’and good English‘ bon niveau d’anglai$. The participants

positioned themselves in relation to these grotggrting being able to understand or

master some types better than others.

The participants positioned themselves both pagditiand negatively towards having to
use English for research communication. On thehamel, Brieuc described enjoying
being able to communicate with 'n‘importe qui' fane’) from around the world. A
lingua franca was seen as being 'convenient' (xt)jlbThe choice of the word
‘convenient’ suggests that having interpretergamglators to communicate with people
who spoke different languages would perhaps benvexwient. In the extract below,
Philbert also adds that such a lingua franca ‘ctwale been another language’,
therefore highlighting that he is aware that therent use of English in academia is due
to historical, social and economic factors. Bygesiing the possibility of ‘another
language’, he is also signalling that he does eetEnglish’s position as a lingua franca
as a stable one. But above all, he recognisestkatery convenient’ that the current

language of science is English because he is Himgpeivileged speaker of English.

Philbert: noit’s ok for me it’s fine, | mean it’s very convenient to have a common
language for a, as a community, so, research is performed by an
international community, and it’s very convenient to have a common
language, so, it could have been another language so it’s English, so it’s ok
for me because | had the opportunity to practice it a lot during my stay
abroad

In the above extract, Philbert also re-iteratespitrdormative function of
communication. When he saygsearch is performed by an international community

he implies that the actual use of language in @raituations is integral to an
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understanding of language as a mutually acceptabteof interaction (Canale and
Swain 1980: 3 and Chomsky 1965: 4).

Max reiterated the fact that he was 'happy towathk everyone' in a lingua franca.
When | asked him how he felt about the lingua feabeing 'English’, after he had
mentioned the possibility of Chinese becoming guanfranca he also found it to be

convenient that it was English because it happéméeé a language he mastered:

Max: ah, in English? in comparison with German or Chinese? | don’t know
German, and | don’t know Chinese so, English is certainly the only language
| can use

Neither Max nor Philbert suggested that they hadied English because of its
function as a lingua franca. Although they had $iaat they used English because it
was a necessity of their profession, they nevestisgpreferred to present their English
language skills as being in alignment with the entilingua franca, rather than being
products of it. In other words, they did not idgnthemselves as the products of a
system which created ‘English-speaking scientisist,rather as having the necessary
English language skills for the current professioreeds and context. On the other
hand, David aligned himself with the needs of tbemunity first, and to the lingua
franca second. In the following extract he is guitepared to change to another lingua

franca for the good of the scientific community:

David: maybe, | don't know, in 25 years, we will have to be Chinese but you have
to adapt yourself to the scientific community

The subtleties of why the participants spoke Ehghisd to what ends were closely
entwined with their professional identities. Enlglisas in many respects part of who
they were as academics. It was when they spoket ab@ntists in the making (i.e.
their students) that their discourses became mar&ed as to why English, rather than
another language, had to be learned at school @irdrsity (academic discourse about
students is explored in section 4.2.6). To thid, éheological positions in relation to
English were more clearly stated when the partidgpaould apply them to a third
party. When referring to their students, the pgréints were more definite and the

ideologies were framed as ‘rules’ of scientific dant. For example, when Emma
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spoke about the reasons why her students shoutdded study in English, her position

to the lingua franca was framed as follows:

Emma: quand on fait des sciences il faut avoir un bon niveau d’anglais

[Translation:

Emma: when one does science one needs to have a good level of English]

However much the participants appreciated haviognamon language of
communication, some nevertheless regretted noglasnexpert' English speakers as

they were ‘expert' French speakers:

Julia: yeah, | think it's a good thing to have some language which is, kind of
universal, but | think it's, also annoying because, when you work, especially
in science it is really harder to be precise in another language

The participants reported feeling more stressedwtiey had to present in English at
conferences (than if they had to present in Frenthyupport of their questionnaire
responses (see section 4.1), they reported bessdikely to be able to improvise or be

funny':

Philippe: if | speak French | will make a lot of jokes and if | speak English | will be a bit
more serious because the jokes are not going to come automatically, that’s
the main difference

Even those who felt confident about using Englisdvertheless reiterated that

having to use English was 'how things were' andttiey had 'no choice"

Emma: guand on tape sur les moteurs de recherche en francgais, on trouve pas
forcément, on a souvent plus de résultats en anglais, donc je 'utilise pour
la recherche sur Internet, et je m’en sers pour lire des publications, puisque
elles sont toutes en anglais

[Translation:

Emma: when you type in searches on the internet in French, you don’t necessarily
get anything, you’re more likely to get results in English, so | use English for
research on the internet and | use it for reading publications as they are all
in English]
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In the above extract Emma suggests that Frendiliisgf to compete with English as a
language through which to conduct scientific resgaf. For the purposes of both
written and scientific communication, French wasrsas 'not available' or 'a non-
existent repertoire’ for discussing specific reskedields which used English only

vocabulary:

Philbert: but when we are only French people, we also are speaking in French but,
we also use English in the way we do science, some of the terms are, we
don’t use in French or any other language anymore to design very specific
scientific words

This suggests that Philbert had forgotten or didkmow the French words to designate
scientific objects. When referring to the lossasfy other language’ he is referring to

Latin which was previously used in his domain aflbgy.

What then were the domains which French were resgeiar, or where English could

not compete with French? The visual data (seeti8hshowed that French was the
language of local professional interaction andradBon at home. French was also the
language of teaching. After a long descriptiomoiv Philippe used English for almost
all of his written tasks, | felt | needed to asknhwhether, therefore, he used any French
at all:

AR: do you actually use French for writing at all, much in your life?

Philippe:  well actually yes, for writing postcards [laughtet no no no, when we have,
sometimes we have projects to write with French, or when we have to
communicate with the university or and also for teaching, for writing my
courses

The fact that he jokingly refers to using Frenchydar writing postcards is
acknowledging the implication that French has bexarhat could be referred to as a
Low(er) variety in French scientific contexts (Viad07, Fishman 1967, Ferguson 1959
discussed in ‘emerging diglossia and bilingualisseGtion 2.1.9). More seriously
(introduced by [laughter]'no no no’), and to givera value to the French language

which he has just demoted, Philippe then feelsdegls to re-instate the French

133 Ammon and McConnell (2002) show the decline imgreand German citations post 1900s (p.17)
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language by listing how Frenehused in French academia. The areas he associated
with French in his professional life were natiopadjects, communicating within the
Universtité de Nantes and teaching. Later in tierview, his surprise at the
suggestion of teaching in English (see sectior64d. attitudes to institutional
language policy) was therefore more marked asroifegsionateachingidentity was
securely founded in French. The participants wsesl to carrying out research in
English and were familiar with a language domagsé€iarch) which they already
associated with English. It was the idea of at$toim a language domain previously
associated with a French (teaching) which was raosettling for those participants
who had not envisaged this possibility prior to ithterview.

In keeping with the questionnaire results (secidn7.2), French was also described as
having certain intrinsic qualities which differeatiéd it in form and function to English.
David described the French language as more liean English) to contain metaphors
and which would use more words to say what may bhaes expressed more succinctly
in English. Metaphor and length were describedesgoattributes of what David
described as ‘beautiful’. The implication was ttie French language was believed to
be focused on aesthetic form, whereas English wasid of flourishes but intrinsically
better suited for conveying content effectivelyuck an attitude was at odds with the
questionnaire responses regarding writing scienpéipers in English (see section 4.1.5)
where French was reported as being more appropoat®nstructing ‘thoughts’
because it was the participants’ L1. However attiéude that English was more
appropriate for scientific communication in gendfablish coincided to the
guestionnaire responses describing as being 'meocgsp’ (participant 26) and 'a
rational pragmatic language' (participant 87),isect.1.7.2.

Indeed, French being beautiful in form was refetaeds the main objective of the

French education system in respects to L1 instocti

Stéphanie: | mean it’s the goal, when we learn French in school, the goal is to have
beautiful French language

The French education system was described as farasispelling and handwriting so
that the French form would be 'beautiful’. Thddfdhat the French language is

beautiful is held both within and outside of Fran&zliefs about the beauty of the
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French language can be explained by France’s aljlfiterary (especially poetic and
philosophical) heritage where identification wittetFrench language differs between
written (upheld as being complex, grammatical amdbose) and spoken French. As a
first language, French was nevertheless describgtbabeing fun', simply because it

was a first language (Emma, Stephanie and David).

In contrast to French, the status of English asgué franca for science was accepted to
such an extent that it was described as 'a uniMarsguage' (Brieuc, Philbert and

David), as if this quality of English was intring its essential properties (confirmed in
the questionnaire 4.1.7 ii). English was repolig@ome of the participants as having
intrinsic qualities which were best suited to 'atifec disciplines’ because it was

'shorter’ and 'to the point' (David and Francgois).

David: | mean, making everything in English is like a very elegant shortcut,
because instead of explaining something in French, it's not very elegant at
all to talk about science in the French, so, in my opinion French is not
made for science, it's made for, | would say something more like, maybe
more the literature or something else

The English language that the participants usedrefasred to as a 'tool' and a
necessary 'medium’' of communication. The reasoth&type of English they used

being described as something other than a langisgerhaps explained by David:

David: science is a more or less uncultural society, (be)cause if you just meet
people from everywhere, so it's a melting pot of culture

David seems to suggest that the scientific commwdipractice is ‘uncultural’ because
there are too many cultures interacting to givectmunity a definite flavour. His
use of the term ‘uncultural’ nevertheless seemefir to language boundaries and
nationalities 'melting away' in the 'melting pa' thescribes. What David seems to be
implying is that science, and in turn the Englisedi in scientific communication, is a
neutral ground for exchange. It is therefore Hrglage which is ‘uncultural’, and not
the people. Interms of best practice for reseputilication and oral communication,
then surely the culture of English language ismidant one. From his account
emerges beliefs about the culture of scientificpca he belongs to. Without being

prompted, David tried to define the form of Engliklat ‘goes on' during international
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meetings, saying that 'maybe this is not Englismare’. He described this emergent
type of English as 'something that is, maytr, compared to theght English’

(David). David, like many of the other participanstill adhered to the belief that the
English he spoke was a departure from what hevsslieo be a more ‘perfect’ model of
English. In this case he attributed greater vabuaé grammatical approach to language

than to the communicative approach (Canale andr5$880:2).

The participants spoke of various communicativeasibns which could be described as
involving English as a lingua franca. The mostifpas accounts of English usage
described interactions with their own PhD stud&ftsr when 'native speakers' of
English were not present. The participants refetoenative speakers of English’ when
referring to people whom they believed used Engiislan L1 (be they British or
American for example). The term ‘English speakea’s used interchangeably to
designate someone who used English as an L1 anlittteatb do with a geographical

or national identification of ‘English’, ‘Englistess’ or being ‘British’. Whether the
situations the participants participated in congsitELF or not is debatable (Jenkins
2015, Gazzola and Grin 2013). The criterion foglish to be labelled as ELF seems to

be one where people interact using English as@sdanguage:

English as it is used as a contact language anymeaksrs from different
first languages.

(Jenkins 2009, 2015)

This begs the question of the extent to which sotractions vary from a norm which
could be granted the status of ‘English’. In tRarmaple below, an ELF context where
English native speakers are not present is descab@referable. The accounts in this
study indicate that those speakers who could egoated as 'monolingual ELF
speakers' (Jenkins 2015) may unwittingly be comslas being judgmental and

incomprehensible:

Max: at the contrary | can exchange ideas with colleagues, it's much easier when
they are not English, it is English people who are more difficult for me,
because of their accent

13 The PhD students which were referred to were faiitele' speakers of English (Jenkins 2015,
Kachru 1983).
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4.2.5 Linguistic diversity and translanguaging comptence

During the course of the interview, those partinigavho decided to speak in English
and French, made full use of their translanguagkilds by code-switching when they
felt it to be necessary for the mutual comprehemsiathe conversation. The initial
choice of language was a way of establishing antityestance. The speakers had to
negotiate which language identity to take on finstelation to the bilingual situation (Li
Wei 2011a, Ochs 1993). When the participants @elcid speak in French and English
we had to decide which language we would starhthtaen it was left to me to decide
when the shift to the other language would oc@irother times, it was the participant
who decided to switch. For example, Francois whs imterested in hearing what my
French was like used the opportunity of a switcbwaluate my own language

competence:

AR: if you have any questions for me, because they can be interesting as well,
but you might not,

Frangois: sure | will have questions, er, vous avez appris le frangais en venant en
France ou vous le connaissez déja un peu avant?

[Translation from switch to French
did you learn French by coming to France or did you speak it a little before?]

This brought to light the agency of the researdb®rhuse Frangois was negotiating

power relations at an interpersonal level.

During such a code-switched moment of our interyibavid referred to a shared
cultural analogy of a 'millefeuille’ cake. He ugkd French word, which we both knew
and which was the quickest and most effective waypaveying his image. He
compared his research as a 'millefeuille’ to dbsdtie multiple layers of biological
systems, but which could also be simultaneousisaeteéd in one slice (an image

associated with the computerised models in hisarebg

David: so my, my research is how we can, put everything all together, so for me
it's like, I like to use this example, for me it's like a millefeuille, a millefeuille
cake, it's like every,

AR: hmm, hmm.
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David: every biological case is one layer

Figure 8 A millefeuillaloe™>.

The interfaces he described between biology, ankbgg are analogous to bilingual
identity. Being able to switch from one languag@mnother or to 'use' one language or
another was described as a routine 'slice’ of thageipants' professional lives. The
participants were capable of doing a multitudeasks, both in the written and spoken
from in English or French, or both. As competdhhguals, the participants used the
languages at their disposal, without necessarkpawledging or describing themselves
as 'skillful’ bilinguals. Bilinguals not believirthemselves to be ‘bilinguals’ has been
identified by Grosjean as a feature of bilinguantity. When judging their own
language competence: ‘bilinguals themselves raedjyuate their language

competencies as adequate’ (Grosjean 2010: 21).

The extensive use of English for research pubbecatind for presentations could have
suggested that the participants were suffering ftdnfanguage loss (Preisler 2014,
Cook 2003), also described as subtractive bilingomaby Garcia (2009: 116). For
example, Philbert had referred to using Englismgin his research because the French
ones were never used when he was talking aboutogyrwental science. Emma had

commented on the fact that protocols were not abtElin French®. Such examples

1%5 David uses the image of a millefeuille cake tosttate layers in biological systems
https://upload.wikimedia.org/wikipedia/commons/6idble-feuille_20100916.jpg

%% ‘core repositories of contemporary technical kredige [major research institutes, international
patents, organisations, statistical and data aesharound the globe —have turned to English’
(Montgomery 2013: 4).

1
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suggest that one language dominated to the detriofi¢ine other. Other examples,
however, showed that knowledge of another languagemutually beneficial to both

languages.

David highlighted the benefits of working in botreRch and in English by making a
convincing case for what can be referred to astaeddilingualism (Garcia 2009:116,
discussed in section 2.1.9). David’'s argument,lresked him if he felt he was
'losing' some of his French with such an extensseof English was that, not only was
he adding to his linguistic repertoire, but tha¢ d@nguage was also improving the
other. He argued that, on the contrary, being tblerite in English had made his

writing in French better:

AR : do you feel that the more you progress in English, the more you lose
perhaps your proficiency, you know, the beauty of your French?

David : no it's the reverse

AR: it's the reverse?

David : yeah it's the reverse, it's totally the reverse, it's like because I'm writing in
English I'm getting better in French, because | know it's weird,

AR : good, that’s very interesting,

David : again, because in English you have to go straight to the point | try to do the

same in French, it's like my writing is a little dryer and | think it's for the
best, and | think the French people used to have a lot of, | don't know if |
can say that, a wording diarrhea, it's like they put too much words because
you have to make it like you're smart, it's a fake and | think because I'm
practicing in English I'm getting better at drying'>’ my French writing, so
yeah yeah maybe I'm better in French, and also | love the fact that as you
take a word in French and take it to English and people take it back to
French like “barbecue”, the name “barbecue” that came from the old
French, then came to English, then came back, | like this ping pong effect
from different culture

Such a permutation of one language to another éas tbescribed as ‘dynamic

bilingualism’:

A dynamic theoretical framework of bilingualismails the simultaneous
co-existence of different languages in communicatazcepts

157 By ‘drying outhis French’ David refers to making his French kesbose and more to the point.
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translanguaging and supports the development dipteulinguistic
identities.

(Garcia 2009: 119).

David used the techniques he had learnt in ancitng to improve his style when
writing in French. Such an improvement was desdtias being 'to the point’, and ‘'less
verbose'. His translanguaging skills were not ssaely reserved for when he was
speaking to other multilinguals. When describingadgng to monolingual Americans
during a conference, he described enjoying plalypmgy pong between French and

English’ which was another way of referring to tinéslanguaging competence:

David: sometimes when | don't have a clue of the word in English | need, | use the
French one, and most of the time it’s working

As he enjoyed using languages as a bilingualipmisession of the effect it had on

other (monolingual) L1 speakers was therefore rposstive:

David: in the US, people think you're really smart because you use old [French and
Englisi words

Unlike Philippe, who had focused on how being dédfe was an issue associated with
the form of the language, (Philippe: ‘when we spEaglish with a French accent the
other one is not going to like it’) here David sing his difference (to his monolingual
audience) to project a positive identity (despiteHrench accent). The difference in
David’'s case was unique in the study because heséscon his difference in a positive
way, and claimed it as part of his L2 identity. vidbwas the only participant to
describe bilingualism as being mutually benefiaiailerms of improved language
competence only. As a speaker of English and lRreedeels he is better (than a
monolingual speaker of English) at drawing fromidew linguistic repertoire in terms
of content. As content is also referred to as Kedge, then he is ‘smarter’ than the
monolinguals he is speaking to. David’s use ofyttlenk you're really smart’
highlights their linguistic deficit in favour of &ilinguistic advantage in terms of

repertoire.



176

Emma also signalled her translanguaging competeynbeing able to look at
documents in "all' the languages she knew to hedpirepare for experiments.

Emma: il faut avoir un bon niveau d'anglais si on veut étre au courant de ce qui
passe, ben, avoir acces a tous les protocoles en ligne, toutes les infos elles
sont souvent en anglais donc c'est vraiment important si ils veulent
pouvoir communiquer

[Translation:

Emma: one needs to have a good level of English if you want to keep up with
what’s happening, well, have to all the protocols on line, all the
information is often in English, so it is really important if they want to be
able to communicate]

The ‘all’ (my emphasis) is significant here aseitars to how being able to read both
French and English documents may be useful toemtsi. It shows that when Emma is
starting to talk about communication in generagntlall the language tools ‘scientists’
have are an asset. However, the "all' is placetgalde the 'often’, and French reverts to
its lower variety (in terms of how parallel langeagnay be considered as higher or
lower varieties in hierarchical diglossic conteXsrguson 1959) when she concludes
with "all the information i®ftenin English'.

Brieuc described his ideal model of an English kpeavhen he referred to a colleague
of his whom he described as having a 'strong Franchnt’, but whom he considered as
fluent' and 'bilingual’. Brieuc had described dwen English as containing elements of
a strong French accent and being 'good enough tioderstood’. Although his
description of himself as an English speaker cdediwith his ‘ideal' model, he was

still critical of himself as an L2 speaker of Ersfli Nevertheless, his most positive
accounts of being a (competent) bilingual speaddated to a context where

translanguaging competeritéwas readily put into practice:

Brieuc: au Québec, ils passent tous du francais a I'anglais ou de I'anglais au
francais, instantanément, dans la méme phrase, ils peuvent commencer
en anglais et puis finir en francais, parce qu'ils se rendent compte qu'ils

18 Brieuc's example illustrates translanguaging cdempee as being accommodating to others by
switching from one language to another.
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parlent a un interlocuteur qui est frangais donc ils vont commencer en
anglais et puis "ah bah non c'est en frangais" donc ils vont continuer en
frangais, ¢a arrive, régulierement, donc pour moi s'il faut parler en anglais
je vais passer en anglais et puis voila, sinon, je vais parler en frangais

[Translation:

Brieuc: in Quebec, they all switch from French to English or from English to French
in an instant, in the same sentence, they can start in English and finish in
French, because they become aware that they are speaking to a French
speaker so they are going to start in English and then “ah, so now it's in
French” so they carry on in French, it happens, often, so for me if | have to
speak in English | will switch to English, and there you go, otherwise | will
speak in French)

Brieuc describing his experience of working in Qeeb

4.2.6 Attitudes to institutional language policy

The participants who expressed what they thougbataheir own English and those of
other L2 and L1 speakers of English, also expresadattitudes as teachers within a
process of the 'internationalisation’ of Higher &ation in France. During the
interviews | asked the participants to voice theaction to the Fioraso Law debate
(which was being presented in the Assemblée Géandtalng the interviews held
between March and July 2013). The aspect of thadtating to modifications in

Higher Education policy related to the possibibfyexpanding the number of courses
which would be taught in English. Some of the ipgrénts were aware of the law as it
was being discussed in the press at that time. Menveome were not aware of the new
proposal which meant that they were respondingsiarprise and had not had as long to
think about the issue. Such participants werdiggbby Philippe, who did not know
that EMI classes existed at the University of Naite

139 EMI classes started at Nantes Science facult@iD2three years prior to the Fioraso law (2013).
The Advanced Biology Training BSc course started0t0 and the MSc in Optimization in
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On the whole, the participants framed their respsraecording to how they believed
other people would respond to the suggestion ohlgeZnglish taught programs. The
participants were aware that a teaching event w@gohot only the teacher, but also the
students and the academic team. Teaching in Bnghs something unusual and
which made the participants reflect on how suchange could impact on the whole of
the community. Teaching in English would require tonsent of all those involved.
When answering the questioWhat do you think about the possibility of youdsiag

in English?’the participants therefore understood the worcche®’ to involve

‘others’ (here other teachers and students).

Discussing the Fioraso Law gave the participargsofiportunity to imagine future
professional selves within a time of shifting waergiconditions. Within the L2
motivational self system (Dornyei and Ushioda 2008)ng able to foresee oneself as
English medium teacher would therefore impact @ir throfessional motivation to be
English medium teachers. In contrast to motivalieimg based on having access to a
target language group (Mc Intyre et al. 2009) cartiadealised model of an English
speaker (Dornyei and Ushioda 2009), the new pastadentities could be closer to
home than they had hither been before. The pattsedhterview which discussed the
possibility of teaching in English were also thesnvhere students were mentioned. It
was when discussing the Fioraso Law that the ppatits voiced beliefs about how the
students would react to having EMI teaching andthwresuch a change would be
beneficial for their students. The teachers waréiqularly altruistic when considering
the possibility of teaching in English. Their maoncerns were for their students.
Firstly, how would the students react to growingniers of courses taught in English
and secondly, would their own English languagdski&é good enough to provide

quality teaching in English?

None of the participants were against the prinagblstudents being taught in English.
There was a belief that having courses in Englisbld/be beneficial for the students.
Students would have to, like themselves, use Bmglgh to study and to understand
scientific protocols and articles. If studentshwd to pursue a successful career, in

science or elsewhere, English competence was beéli@vbe beneficial to professional

Operations Research was advertised as being EMi 2@08 but only ran in English on the condition
of a least one ‘native’ speaker attending the aaurs
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success. However, when | asked the participatit®ywould be prepared to teach in
English themselves, they accepted or rejectedrby@ogal by framing their answers
according to what they believed to be 'the gregoed' (deontological justification) or

in accordance to what they believed ‘others thdugpistemological justification). On
the whole, the deontological justification of wthie greater good’ was then reinforced
with an epistemological justification involving posns to what other students or staff
thought, and to what students and other colleagees capable of doing. Although
participants such as Brieuc, Vera, Miriam and Belielved that EMI teaching would be
beneficial for the students, they neverthelesdlielt they themselves were not 'good
enough models of English' for their French studefitsey believed that they would
teach their students 'a poor form of English' thatstudents would then reproduce. In
this case they justified their position in relattorwhat they believed would be best for
their students. Brieuc, for example, believed #raEMI teacher needn’t necessarily be
‘native’ but at least 'bilingual’. Brieuc did mtign himself with bilingual models,
(despite my suggesting that he was bilingual) aaditl not feel that his English would

improve in an EMI context.

The participants changed their minds throughoutitbeussion about the possibility of
teaching EMI courses. Although some believed tif@y would be poor models of
English, they were nevertheless confident that there the best candidates for
teaching the 'content' of such courses and thiaighmeasters of content’ was what
mattered most for both their own teacher integaitg for those of their students. They
believed that they were the 'right person for ti®, jabove any other teacher, even if

they had to teach the course in English.

Those participants who were enthusiastic aboutidin of teaching in English (such as
Paul and Philippe) were nevertheless convincednieaty of [their] colleagues
wouldn't like it' (Paul) or that the students ‘wdn't like it’:

AR: okay, right, and what do you think about the new law, the law called
Fioraso, which says that in the future maybe you'll have to teach geology in
English, how do you feel about that?

Paul: | would like it, I’'m always upset by the level of French people in English
and that would be good, to my opinion, it would be good if we could teach
some of the courses in English, to help the students practise more and be,
just improve their level in English,

AR: you say you would be prepared to do that yourself?
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Paul: yeah, tomorrow, | can start tomorrow, no problem

Philippe: |think my students would not appreciate it if they heard that | was
teaching in English, they are not very friends with English

Philippe believed that his students wouldn't lileénig taught in English because he
believed that the students felt that their own Ehglanguage skills were insufficient,
and in turn were alienated from it as learnerslikgrhis own attitude to English,
Philippe considers that his students and colleagte&ot friends’ with English. As

was explored in the questionnaire, the participauaie asked to frame a general picture
of their ‘relationship’ with English. Here Philipps returning to an affective
relationship to a language. In colloquial Freruk ts also referred to as ‘une langue du
coeur’ (a language of the heart), which was higttéd in the visual representations
drawn by the participants who participated in mylBrkshops (see section 4.3).
Philippe’s positive attitude to English was a résiilhis personal use of English.
Philippe’s view of what his colleagues thought wased on his previous suggestion of
holding a summer school in English which had begected by his colleagues.
However, as he was unaware that EMI courses weradyl underway at Nantes
University, he did not know about those students ¥dd want it' and who had

decided to enrol onto the Advanced Biology Trainimglergraduate course taught in

English, for example.

Although the present study is concerned with hosfgssionally employed academics
used English, I nevertheless had daily contact thithsame students my academic
participants were referring to (who attended Na&teience faculty and who studied
English with me as their teacher). When | askeantto explore the possibility of being
taught in English, those who voiced opinions onrttadter said that it would be hard,
but that it would be ‘good for them’ (echoing thieachers’ deontological position,
such as Emma’s and Paul’s). The fact that thexéemchers who based their own
positions on what they thought their students’ piaxss to be was confirmed by Riley’s
study of EMI in Italy (2013).

In the years that have passed since these inteswie®2013, many things have changed.

In 2016, Philippe’s colleagues would not think twefe crazy’ to teach in English.
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Subsequent to the passing of the Fioraso Law thasea greater demand for staff
training in English at Nantes University. Thesguests were sent to the University of
Nantes’ language centavl{ssion Langueswhich reported a 40% increase in demand
for teacher training from 2013 to 2014. Prior 612 the language courses had been
available for students only. My role as researamg@acted on Nantes University’s
association with EMI in France in particular. letton what the academics had
requested during the interviews and subsequerdghbted, managed and taught EMI
courses for academics from the western univergiiesp (Université Bretagne Loire),

and received Erasmus funding to establish theEikgt certification in France.

During the interviews, the participants were ndweldss concerned about what EMI
would imply for both the academics and the studePRtsilippe and Julia were worried
that their students were already struggling to ustdad the content of the courses in
their L1 French and that L2 English would makedbarses even harder for them ('It's

really hard for them to get the subject we teadéir native tongue’, Jenny).

Because Philippe believed that his colleagues anstixdents would be hostile to the
idea of English classes, he did not want to 'fatl with his community over this
sensitive issue. As a consequence, only a moeetdie, institutional approach (in the
form of an instruction from the Dean) would encaa#&hilippe to ‘come out' as a

willing EMI teacher:

Philippe: |think my students would not appreciate if they heard | teach in English,
they are not very friends with English, | would like to but they would not,
from my personal point of view | would love it, but the problem that my
students, | mean the student in general sometimes they always have some
difficulties to understand what you say in French, | mean when it’s come
to complicated concept, so if | should do it in English, | didn’t ask my
student but | know what the answer would be

AR: they wouldn’t want it [to have courses in Engligh

Philippe: no, | mean maybe a few of them but most of them, the student wouldn’t
want and | know that all my colleagues would say that I’'m crazy basically,

AR: all right, so you aren’t open to the possibility, you are?

Philippe: I’'m open but | mean, I’'m almost sure, | don’t know but I’'m almost sure that
| would get some remarks from my colleagues or from the colleagues who
are in charge of the, for example in charge of the master, or in charge of
the studies or, I'm almost sure that | will get some remarks

AR: some universities in Europe teach already half in English and half in their
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Philippe: in Europe and in France?
AR: and in France at the moment more and more yes now it is on the increase

Philippe: actually | mean is there is some, if | get some | mean, If | get some, Idon’t
know, if | get something from the dean for example, saying that he
encourages teaching in English OK | will do it, but | mean it should not be a
personal initiative, it will be something more global

In January 2016 | asked Philippe to review his fomsin view of the shifts in language
policy and practice. | asked him to read the aleeerpt and to tell me if his

colleagues would still think he were ‘crazy’:

Things are changing pretty quickly. When we menttwnpossibility of
teaching in English, there are much less negaéigetions, Still, some of
them are afraid that it would be very difficult fibre numerous [overseas]
students, whose English level is extremely low.

(Philippe, email response)

Philippe’s answer shows that he is aware of a,dhift not a reversal: ‘much less
negative reactions’ and not ‘none’. The shift AB® included a new student audience,
where the student public has grown to include masstudents who had not been
mentioned in the 2013 interviews. In the lightloéd$e changes, academic discourse
about EMI were framed on ‘imagined’ notions of aeas students’ language

competence in English (Anderson 2006).

The participants agreed that teaching in Englistukhbe a choice, rather than an
obligation (referred to agacultatif-®® 'optional’, 'not mandatory'). In contrast, reaej
tuition in English was thought beneficial and praf#e for both their students and
themselves. Although it was generally believed tha students would struggle with
having classes in English, there was neverthelésdief that ‘it would be good for
them’. The participants who did not teach EMI teshdo believe that ‘Masters’ or
‘advanced’ students would be the best candidatelSNd. This was not the opinion of
the bio-chemistry department (represented by Enmtlag study) which has been
teaching EMI at undergraduate level since 2012 dijjective of EMI in such contexts

was to start early on in improving their studeliifes-chances in the competition for

180 Translation: ‘optional’.
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English language competence (Van Parijs 2007)0IBZEmma echoed her bio-
chemistry’s colleagues' attitudes to her studémglish being inadequate and framed

her discourse according to what she felt to béltbst' for her undergraduate students:

Emma: ils ont pas forcément tous un trés bon niveau d’anglais, et quand on fait
des sciences il faut avoir un bon niveau d’anglais

[Translation

Emma: they don’t necessarily have a very good level of English, and when one does
science one needs to have a good level of English]

This attitude towards her students’ level of Erglisowever, shifted during the course
of the study. In 2016 she believed her studentgliBim proficiency to have improved.
This was perhaps due to the selection process whiote the highest achieving
students to attend EMI courses. The agency ofebearcher undoubtedly had an
impact on how she subsequently came to view harsgiasingly as a bilingual
speaker. Regularly presented with the data obher EMI classrooms, she later

acknowledged that she was participating and leaaibijjngual classroom.

The teachers' patronising attitude (in terms ofiaxity) to their students' levels of
English, and to what was 'best for them' in terfamguage instruction was in keeping
with diglossic studies where H-igher language pcastare re-inforced by parents and
teachers (Ferguson 1959, Broudic 2013).

4.2.7 Summary

The results of the interviews showed that the pigdnts of this study framed language
attitudes based on attitudes which they believdzktbeld by their colleagues and
fellow French speakers. Such hypothetical positigin relation to other people
highlights an ambiguous investment in the professicommunity of English language
users. There was nevertheless consensus in thawaity that English was a ‘problem’
for French speakers either because of motivationfigence or poor education. How
the participants positioned themselves in relatiothis ideology was individualistic in
the following ways. Language use, and languagepet@emce were viewed strategically

as a means to professional ends in research. artieipants positioned themselves in
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relation to this ideology either by adopting itrefecting it, giving themselves 'outsider

status.

The English language as a form was described ingippn to the French language as a
form. Both languages were described as havingrgs$ properties which were
different but could also be complementary in thetert of code-switched interactions,
and for those who saw the benefits of an emergiimgghal linguistic repertoire. The
participants acknowledged that English was curygh# common language of
communication for scientific research and considéressential to working as a
researcher in Higher Education. English was reoas being appropriate as a
professional lingua franca either because it wasidered to be appropriate as a form
or simply convenient because English happened anhle? language that the

participants could speak.

The participants, speaking from the experiencategiracting with L1 English speakers
during conference meetings, reported that monoéihgpeakers lacked communicative
pragmatic competence when English was used asedslvagua franca (i.e. at
conferences). The participants gave greater symobapital to the L1 'native English’
model, which the participants reinforced by belngyin it. Despite the L1 native
English speaker holding greater status (than their form of English) the participants
nevertheless signalled that speaking another |layegica professional purposes gave
them greater socio-pragmatic awareness of thesssleted to L2 communication.

Within the context of the Fioraso Law, the part&ips were concerned with how their
colleagues would react to the having more Englslgit courses in French Higher
Education. The starting ideological premise ofphagicipants was that there would be
resistance from both the staff and the studenEMb This finding is in keeping with
Solomone’s (2015) study of the Milan Politechnioat case which started in 2013.
This present study does not predict such a firmti@a against EMI in Nantes, unless
EMI is presented as an imposition (as it was inallilirather than a choice. EMI
courses were described as being beneficial forestiscembarking on scientific careers,
although the participants also acknowledged thasthff and students would find a turn
to EMI a challenge to their current working conaiits. The participants' beliefs about

appropriate EMI teacher models coincided with theirefs about native and non-
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native speaker models. Their attitudes to teacimrignglish in their own workplace
departed from the native and non-native speakerefsod a significant way. Within
such a contextcontent knowledge' was believed to be of highediility and value
than 'English language knowledg&his ideology, which the participants were able t
frame within the context of this study, revealedttthe following conditions needed to
be met for participants to actively participatexammbers of their international scientific
communities, either as researchers or as EMI tesche

i) perceived scientific expertise,

i) confidence and willingness to communicate mgksh as French speakers of

English, and

iii) perceived English language skills.

The belief that general English competence wasssacg for a career in science,
including academia coincided with the results ef guestionnaire (see section 4.1).
The necessity of English for either participatinguccessful interactions with other
researchers (in English) or for achieving publmatshowed that English was emerging
as a H-igher diglossic variety within French acaeparticipating in fields

traditionally associated to the sciences.
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4.3 Visual representations of language

4.3.1 Introduction

This section presents the analysis of the visualated by the participants during the
semi-structured interviews held between March argl 2013 (discussed in section 4.2)
and the classroom interactions 2013-15 held wildamics where | was their teacher.
The value of visual representations is that thew ¢ine participants to opportunity to
explore a theme (here language use) using theirtemms to describe their own images.
The visual data is used as additional aid to talkalise of its conceptual and analytic
possibilities (Knowles and Sweetman 2004: 6). Wit the speakers ‘make of the
images that counts [rather than the status] oirtlage itself’ (ibid). The final artifact is

a third party object or ‘prop’ which the particigdras created. As owner of the visual
artifact, the participant can frame experience ayswvhich would be different if they
were being interviewed only (Wheeldon and Faub@@92 69). In Busch's studies
(2012, 2014) of bilingual visual representationbngual speakers visually represented
multilingualism in all aspects of their lives wighsignificant degree of crossing that has

also been described in translanguaging educatsatahgs (such as Lewis et al. 2012).

The visuals the participants were asked to crestiei$ study also encouraged them to
associate languages in one overall representatimiewtity (in the body portraits
mentioned below). The visual methods in associatittn non-directive interviewing
(most often associated with ethnography) have thexdeen referred to as ‘social
knowing in auto/biography’ (Knowles and Sweetmaf4£@®) within a field defined by
Pink (2012) as ‘visual ethnography’. When confrantath the possibility of
differentiating between different domains of iden{personal and professional) the
study of the visuals, in association with the jaomments, could offer further
perspectives on how and why the participants maywo make such distinctions, or

not.

4.3.2 Professional and personal domains of English

During the semi-structured interviews, the partcits (see participant profiles in

section 4.2.1) were asked to visually represetti€ein the form of a mind map,
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diagram or pie chart) how they used English forfggsional and personal uses. The
objective was to study how professional uses ofliEmgould be perceived to be
different to other uses. The schematic representati such differences, along with the
commentary provided by the participants reveal&eminces between the academics
and differences between how these divisions coattulith affective responses to using
English. Busch’s studies (2012, 2014), which feclsn visual representations of
language as well as linguistic repertoire, had destrated that there would be some
permeation between language domain boundarie®gethpeakers who had
experienced speaking more than one language. Bsemirstudy nevertheless revealed
that that permeation between language domainsalidatur on the basis of using two
languages alone. For permeation to occur throlgtpérsonal and professional

domains, the participants had to identify themsehb&being bilingual speakers.

The visual representations reveal how the partitgpéifferentiated between the
personal and professional uses of English for exampiow the participants decided to
visually highlight different types of identity w#isen interpreted in addition to the
written and oral data that they had already couated to the study. Visual
representations of the use of English also gaviicgaants the opportunity of having a
quiet moment to reflect on all the different aragawhich they used English. By asking
participants to distinguish between personal anfegsional uses of English, the study
determined whether such distinctions were possib&ven pertinent. For triangulation
purposes, the visuals were read in parallel withtwhe participants had written in the
questionnaire responses and how they decided twiblesheir visual representations to

me during the interview.

Although all of the participants of this study coile categorised as being bilingual
according to Garcia’s definition of bilingualisméadlucational settind¥, the study
revealed that only 20% of the participants of thuelg identified themselves as being
bilingual. The visual representations of this nuityogroup revealed that they equally
distributed (through visual means) personal anfiegsional uses of English or they
represented one domain impacting or merging withiteer. Those other participants

who emphasised the professional description ofiEmginly can be viewed as

161 ‘the ability to use more than one language’ (Ga&H09: 44 discussed in section 2.1.9)
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academics who viewed English as a strategic tabérahan an identifying feature that
they wished to claimed for themselves outside efvtlorkplace.

The following quote from participant 28 in the gtiesnaire responses highlights how
English was used in both the professional and patsgdentity domains. In the
personal domain English is described as ‘very pletisvhereas an opposing sensation
of ‘frustration’ is described in the professionaihdain because she is not ascribed the
‘right’ (native) identity:

‘[Mon rapport avec I'anglais est] tres agréablesigncadre individuel,

entraine des frustrations dans le cadre professi@annon English native
(participant 28).

'[My relationship to English] is very pleasant fraan individual point of

view, but leads to frustrations in my professioth@inain ad am a non

English native.
The extent to which the English language coulddemgo be linked to 'cold
professionalism' in some cases yet also be asseddiatpleasureajréablg in others
was worth exploring to understand attitudes to leagg domain. Participant 28 clearly
divides the personal and professional spheres gligfn She code-switches to English
to signal reported speech which voices what shesitlasr read as feedback to a journal
she has submitted to, or an exact phrase thataghbdard her colleagues using to signal

outsider status to the ‘native speaker’ group.

The main finding was that the participants, bousily and orally, made deliberate
distinctions between their professional and persases of English. The greater weight
given to professional uses of English was in kegpiith the lack of quantitative and
qualitative detail given in the written open respesito the questiottiow and when do
you use English outside of wotki’scussed in the analysis of the questionnaire

responses (section 4.1.8).

The visual data therefore clearly divided the pssfenal and the personal uses of
English but also included far greater detail asdw English was used in the
professional domain. For example, Miriam’s mindrnspws perceived quantities of

how much she uses English for ‘pro’ (professioaal)l ‘perso’ (personal) uses.
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Figure 9 Miriam’s mindmap.

The participants briefly mentioned the areas incllihey used English outside of work
(such as for travel, watching English films in thaiiginal version ‘VO’) and then
focused on detailing the different ways in whichytlused English professionally (such
as for writing articles, reading articles, writirgnails, talking on the phone, and going
to meetings). This can be explained by the feat tie focus of the interview was the
use of professional English in general. As wasicored throughout the questionnaire
responses and the interviews, many of the partitsplaad more experience in talking
about English usage in their work than elsewhé experts in their research fields,
they were also keen to discuss their work. This lecause much of their research was
conducted in English, and the present study ges din opportunity to give details
about this aspect of their lives. It also showedealations between how greater
emotional response could be visually representedgaeater or smaller quantity
depending on how great or small a burden Englisig@isvas felt to be on the

participant.
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Figure 10 Philippe’s mindmap.
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Philippe’s mind map shows greater detail for the use of English in the prsi@sal
sphere. The link between his professional sphedenapersonal uses of English is

‘writing’ because his father and partner help hinptoofread his research papers.

The participants who did not give more weighting to professional English usage were
Emma, Paul, David and Larry. They had chosen to study in English-speaking countries
and used English outside of work. During the course of their interviews, they also
explicitly stated that 'English' was part of who they were:

Larry: | was immersed in English, I’'m never without English, so English is part of
me

Paul who was critical of 'social scientists and their mind maps', felt that he didn't need to
do a drawing to tell me: 'So this means that English is quite a big part of me, that

answers your questions without any drawing'.

Figure 11 Emma's mindmap.
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On looking at the balance between Emma’s '(peré@nd '(pro)fessional’ uses of
English in her drawing, my first reaction was t& &nma if she considered herself to
be as much of an English speaker as a French speakéher words, bilingual. Her
response shows that language status (in termsraf b@onolingual or bilingual for
example) is not static. Depending on context dsad @otivation, the balance between
the languages at our disposal can shift:

AR: so, uhum, in this pie chart that you’ve drawn, I'd say that looking at this,

that this circle looks like a third almost, of you speaking English, do you feel
English in some way or an English speaker?

Emma: not as much as I'd like to, it depends, probably, perhaps less and less
because | spent two years in London, at that time it was very important,
and also an old relationship | had, so now that I'm in France I've had less
contact with the people there, | think it’s more what I'd like to be, to use
English a bit more perhaps

Larry, Emma, David and Paul's accounts and drawshgsv balance or permeation
between how they chose to visually represent patsord professional uses of English.
These are indicative of the 'emergent bilingualgilingual profiles of Garcia’s (2009)
and Busch’s (2012) studies. Larry, who had spestyfears working in the USA, said
that an extended stay in an English-speaking cplrad had an effect on what he
referred to as his initial 'French' self. Larmgtawing evokes an approach to identity
which can be described as starting with a coressemtialist identity. However, his
immersion into L2 life permeated into his initiall' French identity’, which was
subsequently inherently altered by the experieh@ary’s mindmap shows ‘French’ at
the core. The ‘cells’ around his French core asecbntacts with Americans. The
arrows pointing both inside and out show that Heebed he was influenced by

Americans but that he also believed he influenbednt
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Figure 12 Larry’s mindmdf?

Other participants, who did not portray themselves as belonging to a category which
could be interpreted as bilingual, were on the contrary both detached and remarkably
flexible in their relationship to language use. On the one hand, although proficient and
prolific users of English, their discourses signaled detachment to the English language
as an identity which they chose not to associate with themselves. On the other hand, as
multilingual speakers, these participants were open to the possibility of adopting
another lingua franca for scientific research, for example 'Chinese' (Brieuc, Max) or
'German' (Julia) or 'Latin' (Julia) despite years of intense language use and training in
English. These attitudes signaled both detachment and confidence in their own
capacities as scientists and linguists. If they could learn English, they could learn

another language.

162 showing ‘French’ at the core.
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4.3.3 ‘We speak and understand scientific English’

During the interviews the personal and professidieahains of English were discussed
in association with how participants perceiveddtigerences between the two spheres
they had drawn. During the creation of the vigegresentations of English we
discussed the amounts of English used for profeakfmurposes and outside. The
participants also chose to distinguish betweenlspgawriting and reading for
example. Differences in English domain were paléidy referred to when the
participants discussed how they made distincti@tadéen 'scientific' English (the
professional English they were used to using) eneryday English' (the type of
English 'native’ speakers used and in which thigyefes competent). In this case,
attitudes to the English language were not relaiathtional identity but to a

community of practice.

These distinctions were associated with differemeésrm but also with differences
between what the participants referred to as lagguéhich expressed 'feelings' and
'neutral’ language. Affect-rich language which \@asociated with the personal (or
social) sphere of identity and neutral to affecoipanguage was associated with the
professional sphere. In terms of how English wegldd between these two spheres,
the participants were distinguishing between ESP (English for Specific Purposes); or
what they referred to as ‘scientific English’ agdrieral English'.

Zhang’s (2007) study of how affect-rich and affpobr language impacts on the form
of professional and personal spheres of Englisfircothat there is a difference in
style. For example, Zhang refers to the dichotoetyben how language changes
depending on the professional or personal contexich he refers to as 'everyday life
world"). On a purely semantic scale, the vocalyulaed for 'general English’ will differ
from vocabulary used to refer to the workplaceudotg verbal choices where

The processes are more action-oriented in the essiworld (e.qg. sell,
manage, manufacture, deliver, confirm) than ineberyday life world (e.g.
know, see, pray, feel, die, lie, marry). The gotogsof the two worlds are
essentially different.

(Zhang, 2007: 403-4)

However, a difference in style does not necessantgil that professional identity is

devoid of affect. Beliefs about 'appropriate castdand ‘appropriate language' within a
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professional community will perhaps avoid wordshsas 'feel’, however, this does not
mean that there are no feelings expressed durofggsional interactions. Giving a
paper in English can be a very stressful and ematiexperience, however well the
speaker masters 'the technical language'. In kgepith Soren's (2013) study of
academics in Denmark, the participants spoke aleeling uneasy at conference
dinners or coffee breaks. Some participants aasgtihis activity with what they
believed to be 'a personal sphere of English’ wttiely had little practice in and which
they felt they had not mastered. They believesl type of English to be more difficult

because they were less familiar with its code @mich f

During the interviews | asked the participants weethey believed in differences
between different types of English, such as sdieringlish or business English
and other forms of English, such as 'everyday Ehgtir 'General English’, for
example:

AR: do you make a distinction between what some people call scientific English

or business English, and other types of English? can you make a distinction?
have you done that before in your work?

Stephanie: in the vocabulary, it’s a little bit different, it’s more technique or
specialised, and also, there is not all the language habits | like in the daily
language, so it’'s more, it’s like, there is some rules in professional English,
there are specific words, and it must be clearer than daily English

AR: you think that's the difference?
Stephanie: yes

The technical nature of scientific English gave tis what all the participants
described as specialist terminology which they Wanailiar with. This was
evident when the participants who spoke to me igligin gave me very detailed

descriptions of their research areas.

Many of the participants believed that 'scientiieglish’ was easier than other
types of English. Philbert describes this typ&pflish as being easier to learn

by heart, and limited in size:

Philbert: so there is different kind of scientific English, but scientific English can be a
very basic step and you don’t need to speak English currently or to
understand English currently to be able to read a paper, just need to know
maybe hundreds of terms and your basic rules and then you can do it
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Philippe, Max and Emma refer to the terminologyathis similar in French and

English, for example:

Philippe:

yes, there is [a difference between scientific English and other types of
English] because | would say that the scientific English is the easiest part
because you're going to use some words that you always read in papers
and that can be very similar to French and for example I’'m working on

"Résonnance magnétique nucléaire", "nuclear magnetic resonance" so it’s
very similar

The following extract of my interview with Vera,weals that she makes a similar

distinction between what she deems to be sciertifiglish and social English:

Vera:

AR:
Vera:

et c’est vrai il y a I'anglais scientifique, qui est plus professionnel et
I'anglais, je dirais plus communicatif, de convivialité je dirais

c’est tres différent pour vous ?

ah oui, tout a fait, Je n’ai pas de difficulté avec I'anglais scientifique a I'oral,
et par contre pour I'anglais convivial, |a j’'ai vraiment du mal, dans I'anglais
scientifique il n’y a pas de ressentis, c’est trés objectif, I'anglais scientifique
c’est sujet verbe complément, point barre, alors que I’anglais convivial, ou
I’on veut faire passer des ressentis, des émotions, des sentiments, je n’ai
pas le vocabulaire

[Translation:

Vera:

AR:
Vera:

and it’s true, there is scientific English, which is more professional, and
English which is, | would say, more communicative, for socialising | would
say

these are very different for you?

well, yes, they really are. | don’t have any problems with scientific English
orally, but for social English I really have a problem there, in scientific
English it’s subject, verb, object, and that’s it, whereas in social English,
where we want to express feelings, emotions and sentiments, | don’t have
the vocabulary for that]

Vera expresses that she feels competent at sadatiflish but that she does not have

‘the vocabulary’ in Zhang’s terms, to describe liiegs, emotions or sentiments’. Later

in this turn, Vera spoke about colleagues she hetdatnconference dinners who later

became what she described as ‘friends she emaflitdbugh this suggests that she is

competent at social English, she still does ndttfest she masters it as well as what she
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describes as ‘scientific English’. With an imptiessof competence (at scientific
English) comes an impression of power, which Ppéipefers to when he describes
feeling in control:

Philippe: that’s for example the difference between scientific and non-scientific

English, if | go to a conference, even if the accent is strong, you have the
power, and you know what the guy's talking about

For Larry, his impression of power as an Engliskader is expressed when he
describes being good at both 'scientific Englisidl general English'. Although Larry
also believed in the different forms of English,fevertheless explained to me how "all
the forms of English' were necessary for formal samications of English. He feels
more powerful than some of his other colleaguesiliee he can go beyond 'scientific
English'.

Larry: yes, there’s a scientific English, but when the questions are coming. You

stop speaking the one percent of scientific English, because you need to
find ways of making the sentence, ways of explaining what you did

4.3.4 Language portraits

The language portraits were drawn by academicqieatits who attended ‘how to teach
in English’ and ‘how to present your research igliam’ workshops held in 2013-15
where | was the teacher. Using Busch’s (2012) Viswehod of portraying languages
on a self-portrait (described in chapter 3), 25ip@ants were asked to visually
represent, using coloured peal,the languages they could speak on a blank outline
representing their own body. The pedagogical aithisfactivity was therefore to give
recognition to all the language tools availabléh®trainees as competent multilingual
speakers. The drawings were then used for an dpeussion (in English) about all the
languages at our disposal. This project was us$efuhy own study of how the
participants could represent themselves as mujtimhspeakers. The interactions were

not recorded and those who so wished gave me thaigbt of their images.
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The participants represented the different langsiéfgey used using different colours or
flags. As in Busch's (2012) study, the head, hamdisupper body were the areas which
were used to represent the languages currentlgaroustudied. The languages
represented around the area of the head showédhthediacy' of the intellectual
processes associated with language learning arsatese (the context of the learning
situation which was our workshop). The languagbglwwere represented lower down
in the body (legs, feet, and heel) were generalbhprted as being weak, rarely used or
forgotten. The heart, traditionally associatechvlitve' and ‘emotion’ was also the area
which the participants used to signal the languagesh they liked the most (‘la

langue du coeur’), or which they associated wi)lp@ticular speaker(s) they liked.

The following examples illustrate both the methad ée results of body language

portraits:
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Figure 13 Aurelie’s language portrait

Aurelie (figure 13) represents her L1 French addhguage of ‘the heart’, Spanish as a
language which she understands (ears) but doespaak and English which she is
learning and using for research communication (mout
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Figure 14 Lise’s language portrait

Lise’s language portrait (figure 14) representsédnch as her main language of oral

and gestural communication (mouth and hands). niied is currently focused on
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improving her English for research. Her best fiéimes in Spain (affection situated at
the heart). German was learnt at school and igitgomaintained or improved (knee).
Her eyes are left blank, which as she explainedtiv@svay she had decided to

represent the open window of experience and legrnin
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Figure 15 Amel’s language portrait.

é “\
‘1

Amel (figure 15),who speaks Arabic, French, Italian and Engl@tgse to highlight the
parts of the body in accordance to whether she krmewto say the anatomic name for
each part of the body in each of her four languagdee described knowing more
vocabulary concerning the stomach and eating imi&rand French, and knowing how
to describe the sexual organs only in French. iBimgin green, was represented mainly

on the peripheries of her body as a learning lagguather than as an acquired one. As
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in Busch'’s (2012) language portrait drawn by pgtat ‘Pascal’, all the language tools
she has at her disposal for communication are septed in her hand.

4.4.4 Summary

The results of the language portraits were in kegpiith models of identity which
acknowledged the immediacy of certain prioritisedalient identities which can later
shift (Blommaert 2007). Certain learning contexttsl extensive uses of languages such
as English for academia show that English can toeifssed for certain contexts then
put aside for other (less immediate) uses (OmddQ6). For example, within the
context of the English language classroom, paditip would focus more on English
language use (head area) and in relation to mysseat their English language teacher
and to their colleagues whom they were presentingihe body language portrait is a
method which can impact on the data itself askis &lse participants to portray
themselves as multilinguals. When describing theitraits they are asked to critically
assess the relationship between these languagpesparticipants focused on wider
communicative practices which go beyond the scdplei® present study (such as body

language, gender and sexual identity).

The value of visual ethnography (Pink 2012), iroaggion with an interactive situation
is multiple. Asking a participant to frame an aeswo a question using visual methods
may solicit responses which may have not been fasimty other methods. Asking the
participants to visually represent their own idiasi in relation to English was also a
means to asking the participants to make a chdioatéhow to best represent
themselves during a one-to-one or in a group intemacontext. The visual data
created are therefore a link to a past interaaiant (as is photography) and are salient
representations of those specific moments. Thealgsn this study encouraged the
participants to decide where to situate Englistlifferent areas of their lives and to
compare English to the other languages which thekeswith respect to their language
identities. The visuals revealed that English wery much on the participants’ minds
(depicted in the head area) in the professionatests in which they were drawn.

When choosing to give less detail to the persooaiain uses of English, this did not
mean that they did not use English outside of thekplace. By focusing on the
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professional uses of English, the participants vse@ving that the strategies and stakes
involved in professional English usage were highan when they used English in
other contexts. The participants were confirmihgough the visuals data they created,

that for all of the participants involved, Englislas a medium of academic identity.



205

4.4 EMI Classroom observations

4.4.1 Introduction

This classroom observation study was based oness@rscience classes taught in
English at Nantes University between 2013 and 20hdee university lecturers
volunteered to be observed during their biochemisdiectronics and physics classes
respectively. The small number of participants whas to the small number of science
classes taught in English at Nantes Universitpat imeé®3. The choice of classroom
contexts was another setting in which to studyuatés to the use of English within
science disciplines at Nantes University. Thedhemistry class took place in a
laboratory in the Science facultyFR Sciences et Techniqliesd the electronics and
physics classes took place in the Engineering fa¢Bblytech).

These classes were taught in English because #tkelpden designed by the course
organisers (including the teacher participanthi $tudy) as English medium modules
within the context of the ‘internationalisation’ Bigher Education in Europe (see
chapter 2). A course defined as using EMI (Englista medium of instruction) is one
where the main discipline under study is not Efgtist where part or the entire course
is taught in English. In France, English is use@ anedium of instruction for two main
reasons: either to include students who speak &ngibm other countries, or to prepare

L1 French-speaking students for an internationainsidic career.

The EMI classroom observations were preceded atmksded by semi-structured
interviews (from 2013-16) in accordance with amaetnfrontational methodological
approach (Cahour 2006) which gave the participdr@®pportunity to reflect on their

teaching experiences within a wider time-frame (kera008).

183 Approximately 5% in 2013. The exact number of sceecourses taught in English at Nantes
University and elsewhere has been difficult tolelsth. Some courses are advertised as being taught
in English, but are taught in French when no vigitstudents are present (such asQpémisation en
Recherche Opérationnell©RO Masters course). Other teachers, such as imtbemation
Technology and Maths departments, teach some gfatigir course in English. Although some
course designers wish to signal EMI, other teachexfer to be more discreet about the languages
which are being used in their classrooms. In &dithe distinction between what constitutes
‘English’ and what constitutes ‘French’ has beerogmised as problematic in French language
legislation (discussed in chapter 2).
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The research questions (see table 4 section &ikhked to address via the observation
of EMI classes were concerned with performancenleg and agency in an interactive
context (Block 2007, Bucholtz 2005, Norton, 2000fIBr 1998, Goffman 1959). More
specifically | was interested in finding out hovetparticipants self-reported an EMI
experience in terms of personal and professiomaitity (Zhang 2007, Lamote and
Englels 2010, Zimmerman 1998). | was interestestudy how both English and
French languages would be used by both the teaahdrstudents in a teaching context
where the goals were announced by the particigenb®ing the learning of scientific
concepts and learning (or practising) speakingngligh. | wanted to be able to define,
post-observation and analysis what made these Edg$es specific to both the local
language context (France) and the subject matteichwere being taught. To do this, |
planned to investigate what went on linguisticallyan EMI classroom in terms of
language teaching and content exchange. Thiscd#iéetion method combined both
the specificities of teacher interviews with thpdrty observations of a live, multi-
participant interaction. This gave me the oppotiutad study parallel language wdfk
such as code-switching and translanguaging sp&esslker 2014, Lewis et al. 2012,
Wei 2011, Rampton 1995), in more depth.

McGrath’s analysis of parallel language use in Samedor example, explores ‘to what
extent parallel language use is an ideological goal professional reality for
academics’ (McGrath 2014: 6). Although ‘paralletigaage use’ can be referred to as a
feature of language policy, it nevertheless revidis about how the policy is

interpreted at the level of classroom interactions.

The following findings concerning EMI at the Unigéy of Nantes are the result of
interviews, email exchanges, and classroom obsengbf the three participants.

184 The term ‘parallel language use’, discussed in72i& used by Bolton, K., and Kuteeva, M. (2012),
Borg, S. (2009), Cots, J. M., Llurda, E., and Garie (2014), Kling, J., and Steehr, L. S. (2012),
McGrath 2014, Preisler, B. (2014), Shaw, P. (20Iapge, H. (2010), Werther, C., Denver, L.,
Jensen, C., and Mees, |. M. (2014).



207

4.4.2 The EMI teacher participants

I met each of the three teacher participants; Endean-Paul and Albert (pseudonyms),
in different contexts and this has been takenactmunt in the analysis. Emma
responded to stage one of the data collection pso@lf-reporting questionnaire) in
2013 and then volunteered to be interviewed (stagg During the interview, she
described her concern and excitement about emlgadkira career as an EMI teacher.
She later contacted me by email to invite me tephsher class. She also wanted me
to provide her with some learning games to helpshetents acquire laboratory
vocabulary. The initial incentive came from Emnma aesulted in further teaching
collaboration and exchange. | met Jean-Paul atsidhe initial data collection
procedure within the context of a staff traininggmamme (January to April 2014) for
which | was the English teacher and Jean-Paul aiyee-colleague. During the first
sessions of the staff training programme, | disced¢hat some of my trainee-students
were EMI teachers and | asked my trainees if theyldvbe willing to accept me as an
observer in their classes. Albert was introduceché in June 2014 by Jean-Paul who
spoke to his colleagues about my research and askadd for volunteer EMI teacher
participants on my behalf.

The table below shows the specificities of thee¢HEdI classes which | observed. In
keeping with the focus of my teacher identity stuthg table focuses firstly on the
teachers and then on the variables concerningdlssroom context, their students, and
the languages spoken by all the participants. ditferent variables of these EMI
classes were divided into two broad sections remtesl in two colours in Table 8. This
was to distinguish between the variables which eomed the teacher (such as teaching

experience) and the variables which concernedldss ¢such as student year group):
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Teachers Emma Jean-Paul Albert
L1 language of teacher French French French
Academic status Maitre de Professeur agrégg  Professeur
conférence (Teaching fellow) d’université
(Lecturer) (Professor)
Faculty UFR Sciences et| Polytech Nantes | Polytech Nantes
techniquesNantes university university
university
Total number of years of 5 years 20 years 20 years
teaching experience
Number of years of 2 years 2 years 4 years
teaching in English
Subject taught Biochemistry Electronics Physics
Year of study of student Year 2 Masters (Year 2) | Masters (Year 1
programme
N° of students taught 2x18 22 22
Lesson type Lab class Seminar Seminar
(Travaux Pratiques| (Travaux Dirigé3 (Travaux
Dirigés)
L1 language(s) of studen French French, Lebanese| French, Chinese
cohort Iranian, Chinese Pakistani,
Malaysian
Percentage of English 25% 31% 31%°

medium instruction for

entire academic year

Table 8 The EMI classroofi®

The variables which impacted on the classroomaiteyn were those which related to

185 Jean-Paul: ‘The 4th year students you met lastgelg have their tutorials (TDs =152h) taught in
English. Lectures (=128h) and labs (=200h) remaifRrench. So it's approximately one third in
English’ Email response, 24.02.2016.

186 Teacher participant details (in blue) and the EMbEsroom variables related to the EMI classroom
observation sequences (in grey).
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the teacher histories and performances themsduégsso to the teaching context and
to the student cohort. The teachers’ statusesitesithtad an impact on how they
viewed using English for their careers and for béag. Albert, as a professor, was
highly active in research, both in terms of exteagiublications in English and
frequent trips abroad for conferences and intesnaticollaborative projects. He had 15
years of experience in supervising PhD studentsabrvhich he had supervised in
English. His desire to embark on EMI teachingwas the case for Emma, was
consistent with his own research work and he wasf@dable presenting his work and
subject area in English. Jean-Paul's status, wagsearch-based as his status title
(Professeur agrégé, Teaching Fellomeant that he did not have to carry out research
for his work. His experience and active partidipain the electronics department
nevertheless meant that he was involved in colktba research projects. In terms of
teaching experience and status, the length of tegq&xperience meant that Jean-Paul
and Albert (in their 50s) had spent most of the@rching careers teaching in French,
whereas Emma (in her 30s), who was starting oheirteaching career, can be

identified as an EMI teacher right from the stdrher career.

4.4.3 EMI teaching: attitudes to the institution ard other colleagues

As the current demand for EMI in French Higher Eatian is on the increase but not
on a par with the significant amount of EMI teachin some other European countries
such as Sweden or Denmark, the EMI classes thegdreed could be labelled as
pioneer EMI courses in France. Such a situatiorkenthese participants as being in a
minority and therefore different to the communitr@ghin which they work. All three
participants either volunteered or created thein &MI courses. They felt confident
about their competence as L2 English speakers esctided their main motivation for
doing EMI teaching as an opportunity to maintaid gractise their English. This
distinguishes this Nantes study from Werther & é2014) study of 17 EMI teachers in
Denmark who reported feeling compelled to be EMtteers and who were identified
as having weaker English language skills (followengelf-assessment survey) than their
peers (Werther et al. 2014:12). In contrast tottMeret al.’s Danish study, the 20
interviewed participants in this Nantes study (eect.2) did not report to feeling
compelled (in 2013-4) to teach in English.
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Unlike the participants in Soren’s (2013) and Wertét al.'s (2014) studies, the EMI
teachers who patrticipated in the present studyagdeno support from their peers or
from the institution, either financially or in tesnof English language training, nor were
they were critical of the institution's managemanEMI. Werther et al.'s EMI teachers
in Denmark felt that they had been let down byhating been provided with ‘brush up
weekend courses for teachers who are going to teachgh English' including
compensation for 'extra time for preparing' (Weritkteal. 2014: 458). This is in keeping
with Airey's EMI teacher study in Sweden where pheicipants voiced strong

criticism such as: 'I'm stunned by the fact youeaqeected to teach in English, without
any support from your employer' (Airey 2012: 44).

Integrative motivation (discussed in Dornyei 20@8shima and Zenuk-Nishide 2008,
Waege 2007, Gardner and Lambert 1972) for chodsinlg EMI teaching, rather than
being compelled to do it by the institution, fora@xple, was key to the attitudes
expressed by these three teachers. Where motivhgories are used to explain and
perhaps predict behaviour (Waege 2007: 379) integranotivation has been referred
to as a personal desire to learn a language (vdaiclbe driven by wanting to access a
target culture (Gardner and Lambert 1972), andoeacompatible with wanting to be
another ‘possible self’ (D6rnyei and Ushioda 200Bxtrinsic motivation, however, has
been described as occurring in situations wherrsop feels socially compelled to
pursue an activity (Waege 2007). In the presemtysbecause ‘the [EMI teachers]
perceive themselves as the origin of the behavtbey, have an internal perceived locus
of causality’ (Waege 2007: 381).

The attitudes to the degree of support the paditgpgot from both the institution and
from their peers tended to be coherent with thattloér EMI studies (Werther et al.
2014, Airey 2012). Werther et.@014)define 'support’ as a perception of how EMI is
managed by the institution, and what help the lectucould have been given or could
have wished for (Werther et al. 2014: 456). Like teachers in Werther et al.’s (2014)
and Airey's (2012) studies, the Nantes participhatsno support from their institutions
for the extra workload, especially for the extragaration time that EMI involves.

Prior to the study, the Nantes participants reckeive training in EMI teaching, and no
language training prior to their EMI teaching expece. The teachers prepared their

courses on their own and were not aware for instaofcthe terms EMI, CLIL, DNL or
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EMILE'®’ despite the fact that CLIL has been identifiebath French and English
literature as necessitating and accounting foedkfiit pedagogical tools to teaching in
L1 (APLIUT 2013, Meyer 2010). An introduction tioeise concepts, prior to embarking
on an English taught programme, could have helpeahtto define for themselves the
extent to which they would be concerned with inédigig language and content learning
(CLIL) or whether work on English language skillsuid be secondary (which seems
to be a current understanding of EMI). Two yeats their experience as EMI
teachers, Emma and Jean-Paul did neverthelessectmtake part in an EMI course
where | was their trainer. They justified wantiogattend these courses because they
wanted to meet other EMI or potential EMI teacttershare best practices. All three
participants took an active interest in EMI progeahd continue to promote EMI at both

higher and secondary school education in Nantes.

Subsequently, the participants did refer to an ewement in terms of in-group
recognition. Even if this was related to the faetttbeing EMI teachers distinguished

tthem as having greater symbolic capital than theranembers of their community:

Emma: | don’t think my status has improved, but some colleagues have said to me
that they are impressed by what | do, | try to encourage them to do the
same

Albert goes further in expressing an opinion aldositcolleagues who did not wish to
do EMI teaching. He signals himself out as beiifiggient, ‘accepting' of others:

Albert: We do it because we like it, but if others don't want to do it, we accept that

(Albert speaking on behalf of his own 'special'ugranembership with Jean-Paul who

also teaches EMI)

Nevertheless, Albert’s attitude could be interpileds identifying the EMI membership
group as being preferable to that of the non-EMug@t This attitude is highlighted by

Emma'’s report of her colleagues being 'impresseddeb EMI teacher-status. Instead of

167 English as a Medium of Instruction (EMI), Contanid Language Intergrated Learning (CLIL),
Discipline Non Linguistique (DNL) and Enseignemédhine Matiére par I'lntegration d’'une Langue
Etrangére (EMILE).
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expecting support from her institution, she takexssEMI role as being that of an
instigator of EMI where it is up to her to reinferand expand her EMI membership
group. Subsequent to the repeated interviews litddthe participants, | therefore
labelled the attitudes of my study group regardivegmotivation for embarking on EMI
teaching as being 'pioneer'. Although they diduss# this term themselves, they
signalled the concept indirectly by referring targe'the first’, and ‘different’ in their
discourses. Confident of both their acquired skilhd their ability to adapt to new
challenges, as innovators, the Nantes academtbssistudy did not expect any help
from their community or employer. They were awédra they had differentiated
themselves from their colleagues and expected phadatices to be commented on

positively.

4.4.4 Teacher attitudes to students and EMI

Although the participants ascribed their own mdtafor wanting to teach in English
to personal interests, when it came to why theiebed their French-speaking students
‘should’ take part in their English medium coursiejr discourses made reference to
wider institutional and global attitudes to Engleshthe language of 'professional

success'.

Regarding Emma'’s attitude to why she felt thatstigdents should embark on EMI and
why it would be ‘good’ for them, her discourse eetidhat of a wider institutional
discourse of English being the language of sciemcé,subsequently, if one does not

speak English, one cannot succeed at 'being’ d"go@ntist.

Emma: moi je trouve ¢a bien et de forcer, enfin de donner opportunités, je trouve
¢a hyper-important, je les ai vus en ABT [Advanced Biology Training] ils ont
pas forcément tous un trés bon niveau d'anglais et quand on fait des
sciences il faut avoir un bon niveau d'anglais si on veut étre au courant de
ce qui passe, ben, avoir accés a tous les protocoles en ligne, toutes les infos
elles sont souvent en anglais donc c'est vraiment important si ils veulent
pouvoir communiquer

[Translation:

I think it is good to force, well to give opportunities, | find it really
important, | have seen them in ABT [Advanced Biology Training] they don't
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necessarily have a very good level of English and when one does science
one needs to have a good level of English, if we want to know what is going
on, to have access to all the protocols on line, all the information is often in
English, so it is really important if they want to be able to communicate]

(pre-classroom observation interview with Emmap33013).

Emma'’s alternates between the words ‘force’, myp®rtunities', 'oblige’, show that her
I-teacheraccount (Birello et al. 2011) explores and hes#atver the appropriate labels
to describe 'the English medicine' which she ism@mending. She also shifts between
what she may feel is appropriate within teachecalisse concerning the degrees to
which she should merebncourageor compelher students to improve their English
language skills. In contrast to the attitudesestfgessed concerning her own use of
English for research purposes, which were congigterodulated by 'l don't mind
having to use English' (Reynolds 2014), Emma as$ert attitude more when referring
to her students’ need to master English: 'c'eseéhiypportant’if's extremely

important], ‘c'est vraiment importantitls really importan}.

Her attitudes are more definitive when expressiegheliefs about her students'
education in the domain of science. She claimsttiestudents who study Biology in
English in the Advanced Biology Training courserad have a ‘good enough level of
English' to be 'scientists'. Here she is referttager own membership categorisation of
what a 'scientist’ is, and how the students havgetcachieved all the skills necessary
(including speaking English and French) to be s@&n (‘when you do science you

need a good level of English’).

4.4.5 ‘I don’'t teach English’

Emma, Jean-Paul and Albert claimed that they wetédoing English teaching’,
echoing Airey's (2012) paper on physics lectuneiSweden entitled 'l don't teach
language’'. In short they claimed they were engaginghat the literature refers to as

English as a medium of instruction (EMI) and notlIC{Content and Language
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Integrated learning§® as defined by Shaw (2013). Shaw highlights tfferince
between these two terms, where the linguisticritht the course organisers and
teachers is different. In EMI, which Soren (201Bpaefers to aknglish as a Lingua
Francateaching, English is considered as an exchamajdt not as a language that
needs to be perfected, or modelled on a restrintdt/e speaker model' (Kachru 1990,
Jenkins 2007). Courses which are defined as Chilelthe objective of improving
both knowledge skills and linguistic skills. My avgations of the classroom
interactions nevertheless revealed that the ppaints of my study were actively

engaging in bilingual language work.

In the following extract, for the benefit of bothyself as observer, and for her students,
Emma checks whether her students have understoatisvihappening to the pH levels
at this point in the experiment. At the same tihn@yever, she checks and reformulates
her students' responses in English throughoutxwramge with them:

Emma: what will happen to the pH?
Student: it will fall down
Emma: it will decrease

Emma: how do you write the equation?
Student: pH égal
Emma: yes, the pH equals

(Observation of th8uffer Solutiondesson taught in English by Emma 13.09.13)

During the follow-up interviews with Emma | commedton her method of offering the
‘correct’ English expression when a French onedead given. To me this was a sign of
L2 linguistic work associated with CLIL. Emma waaihg an English, not just a
biochemistry teacher (Richards 2006). The aboweetxwould not occur in the
equivalent FrencBuffer solutiondesson. It is unique torenchbiochemistry class
being taught in English. Although the studentsehprovided the 'correct’ answers in

terms of content, these have not been given iniEingkmma corrects her students’

188 The differences of approach between CLIL and EMIdiscussed in the literature review in chapter
1.
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linguistic output as she is concerned that theyikhacquire the appropriate linguistic
skills in English. In the above extract, her cander the linguistic L2 output of her
students surpasses those of content knowledgehwhecstudents had already acquired
in their L1.

The amount of incidental and intentional Englismgiaage work that Emma was doing
in her EMI class was therefore contested by the tedither and the researcher. During
our ‘auto-confrontational’ and ‘constructive memiskiecking’ meeting$® (Cahour
2006, Harvey 2014), Emma continued to argue thawss not an English teacher,
despite admitting that she was 'happy' about betihg to give her students English
language, as well as scientific tools, to increhs@ opportunity to familiarise
themselves with the necessary linguistic toolsfath scientific and professional
success (as she defined it). In her defence, Ecomla argue that a focus on L2
language skills would perhaps approach these &diferently. With regards to the
above extract, an English teacher might have rggtdid explicitly the issues
concerning translation, phrasal verbs, or the shargmology of some English and
French words. In the science class, Emma quiakdlimplicitly replaced the French
terms with new English ones. No comments were naadet their linguistic capital or
history. Emma’s pedagogical approach was in keepitigthe objectives of a task-
based CLIL classroom, through which language kndgéemay occur implicitly
(Meyer 2010).

If Emma’s pedagogical objective was to engage in #8lvbiochemistry, as she claims,
she could have presented her class in English andbvinave perhaps been justified in
not concerning herself with whether her studentevaequiring, or even understanding,
new vocabulary. In the first part of the extraeldw, Emma asks for a definition: 'So
what is the definition of a physiological solution?ut does not pause to wait for an
answer from her students. Although the questiaahdnetorical effect of attracting her
students' attention to the topic of the class, Eratsa claimed that she did not expect

her students to be able to formulate such a conmgolewer in English.

1891 was drawn to using longer-term methods of exgeanmith my participants which would enable them
to correct and comment on the data.
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The following extract, which is a transcriptiontbe beginning of Emma’s
physiological solutions lab class, shows that Erstags out as an EMI teacher, but
progressively and increasingly switches to CLILeTbllowing interaction shows that
Emma is spending time on checking whether her stsdenderstand new key words in
English, by asking for translations in French.aVvé highlighted the parts where Emma
starts to announce and check for comprehensiorrdEhglish by asking for the French

equivalent (in bold):

Emma: so today you are going to prepare a physiological solution which is
complex, ok? so it means that it contains lots of different things, so you are
supposed to, you're supposed to have done the calculations, | will check
with you later that you have the right values, ok? so you can, ok, you can
come closer if you need to see, so what is the definition of a physiological
solution? so you have it here, it's, er, so a physiological solution is a liquid
presenting the same osmolarity as the main body fluids, in particular blood
which is about 300 milliosmoles per litre, so that's the unit of osmolarity
for a mammal in most of the earth and fresh water animals, so fresh water
is eaux douce, ok? and about 1000 milliosmoles per litre for some sea
animals because they live in water with salt, so they live in a different
medium, so they have different needs so they will adjust osmolarity in their
body, we have a few examples here, the humans as | told you, it's 300
milliosmoles per litre, ok? alligator, grasshopper, do you know what is
grasshopper?

Students: sauterelle

Emma: sauterelle, yeah, lobster, do you know lobster?
Student 1: homard
Emma: homard, yeah, and jellyfish?

Student 2: méduse

Emma: méduse, yes, so these two live in the sea so you see they have a different
osmolarity, it's higher, ok?

(Transcript of the introduction of tHeuffer Solutiondesson taught in English by Emma
13.09.13)

| asked Emma how she decided on which words tekate She told me that she chose
the words that she had not known herself in thenepast. As an L2 learner herself,
and more specifically, an L1 French-speaker, Emmag able to anticipate the needs

that her L1 French speakers may have had, basatdriguistic knowledge on her own
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experience as an L1 French speaker of L2 Englisarigg a common L1 and L2
language can be used as an argument in favoupofnative’ teacher models in
English taught programs in L2 contexts (Preislekf£®imova et al.2015). Emma
acknowledges that she is two-steps ahead of haerstsiin terms of linguistic

competence and is therefore anticipating, and actmshating to, their needs.

Albert's and Jean-Paul's integration of Englislylege work revealed some differences
atPolytech Firstly this can be explained because theiresttgldid not all share the
same L1 French. During the academic years 2013£2amh4-5 approximately 25% of
the final year engineering studentsatytech were overseas studelfs Secondly
their students were more experienced, both in agdeyaar of study (Masters level).
Jean-Paul's teaching style was based on a seriggesfions he addressed to his
students. He either asked the students to confinat #hey had done in the previous
session (i.e.did we introduce a clock?’ and ‘did we sample it¥'}o to check whether
his students had understood the new term and @m(te. ‘so far it is a permanent
function, ok?’). Jean-Paul did not stop to do explicit vocabularykwshich he
assumed his students already knew. The extraoivigilzes an impression of how
Jean-Paul checked for comprehension without exiyliwiorking on English language

skills:

Jean-Paul: trolley speed control [JP draws a trolley speed control on the whiteboard
whilst saying it out loud], do | need to draw it completely? did we
introduce a clock? yes we did? yes um um, did we choose to use only one
clock or, or only one clock for each function? only one clock? one clock for
this function? yes? [Murmured acquiescence from students] so we can call
it H speed control and what about this function, did we sample it?
[Murmured acquiescence from students] so, ok, so far it is a permanent
function, ok?

(Observation of th&mbedded Systems Deslgason taught in English by Jean-Paul
26.02.14)

Unlike Emma's physiological solutions class, te&ching segment could suggest that

170 See table 8 for the L1 languages of Jean-Paulbett's classes.
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Jean-Paul’'s class consisted of interactions iniEmginly. Nevertheless, the
bilingualism of Jean-Paul’s class would be appaa¢other moments. In this following
extract, the specificity of an L1-L2 teaching coatis highlighted when Jean-Paul has
observed uncertainty in one of his students (S#y€bponding to her facial

expression):

Jean-Paul: and here we have only one relation, the speed-set point, yes?
Jean-Paul: is it clear enough now?
[students whisper to each other in French student interjects and asks]:
S1: if we are in parameters we must do this?
Jean-Paul: vyes, that's right
S2: then it's running
S3: it's not running, it's run

Jean-Paul: ok a problem? [pause, and prolonged eye contact established with
student S4]

You can ask me in French if you want.

S4: j'ai du mal & voir ce que c'est 'macro state'’*.

(Observation of th&mbedded Systems Deslgason taught in English by Jean-Paul
26.02.14)

In the above ‘macro state’ extract, it is not cledether student S4 is having trouble
understanding what a macro state is because thieecsuin English, or because she
does not understand the concept of 'macro staen Paul later told me that S4’s
guestion was not related to the English, but tosthdent not understanding what a
‘macro state’ entailed. Jean Paul was neverthelesse of a problem and he felt that
he could address it better if they switched to kdnh.

Lewis et al.’s (2012) account for translation aétkind within translanguaging
educational contents is as follows: the weaker ewaci language (e.g. English) which

Is used for content can be translated into theesti’slstronger (e.g. French) language to
ensure understanding (Lewis et al. 2012: 659). ik@tval. (2012) identify three levels

of translation in an L1-L2 classroom:

14 don't really understand what a 'macro state' is
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- (i) Translation (for the whole class) the teacher switches from one
language selectively during instruction to explaubject content. The aim
is to ensure understanding of content among alllpdgut not necessarily
strict 50:50 translation.

- (i) Translation for L2 learner, includes responsible code-switching when
the teacher explains aspects of the lesson to gumpéds in their first
language which is different from the intended laaggi medium of the
lesson.

- (iii) Translation of subject-related terminology, which can be identified as
a scaffolding approach to help pupils complete saskdertaken in the

classroom.

(Adapted from Lewis et al. 2012: 659)

In the ‘macro state’ extract in Jean-Paul’'s embdddstem’s design class, it can be
observed how he uses type (ii) translation, foausim the needs of one student. In
Emma’s physiological solutions introduction, howewahe was using a scaffolding

technique by translating subject-related termingl@gpe iii).

Jean-Paul and Albert's EMI classes differed to Emimahat the students were the
instigators of most of the linguistic work that vvem. In the ‘macro state’ extract,
student S3 feels it necessary to correct studestBSwlish, even if both 'run' and
'running’ could be used, depending on whether neférring to the command called

'run’ or to the system being in operation and floeeerunning'.

Jean-Paul did not provide any translations forghglish terms he used, but he was
willing to accommodate to the fact that some ofdtiglents might find it difficult to
formulate complex questions in English. His pedaggigpbjective was that his students
should be able to code their own electronic embedgstems and he did not want the
English to be a linguistic barrier for learning @a2003, Chaplier 2013). He showed
greater concern about the linguistic aspect otlass when the students were directly
interacting with him. Jean-Paul signals that Esigls a barrier to expressing (a lack of)
understanding by explicitly stating that using Fetemvould help the students to gain

greater clarity. In this case, Jean-Paul would answstudent’s question in French to
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check that he/she had understood his explanatifmmebsoving on in English. He felt
that switching to French and English was what west for the students because of the
parallel language poli¢y? in operation at Polytech (i.e. all the lecturesevaught in
French):

Considering that the lecture language is Frenchtlaaicthe lecture books are
also written in French (even for these studenendihg English taught
tutorials), sometimes | add a French version ofexyianation, using the
‘original’ terms, so as to make it easier for thedents to see some links |
want them to set up.

(Jean-Paul, email correspondence, 29.06.2016).

Riley has reported on academics expressing coraterut the ‘cost to pay in terms of
content’ (2013:38). She explains that greateessér degrees of concern about students
not understanding content may be related to wigpraaches to pedagogy in general.
Teachers who were more attached to knowledge-tmggadaches (Brady 2009)
expressed greater concern about students losingnonhat they believed to be

essential concepts, whereas teachers who favouorgdesiactive approach were not

only less concerned about this aspect, but motengrio embark on EMI teaching
themselves (Riley 2013:38).

Albert decided to make use of my presence as agradrsto check his English
language skills openly in front of his studentdbekt's speech acknowledges both his
local students as well as the translanguaging spydee2011, Busch 2014) he has
created in this EMI classroom. He did this withibote and with those students whom
he identified as having equal or superior Englésiguage skills to himself. He did this
on his own terms and when it suited him, which hgitied his sense of confidence and
self-esteem. At one point he asked me to checgroisunciation of ‘criteria’ and
experimented with my pronunciation a few times befaughing and changing his
sentence altogether. He drew from his wide lintfuirgpertoire and decided to say
'within this condition' instead. Albert perhaph fbat he needed to move on with the

content of his micro-electronics class, and awaynfthis digression into English

172 parallel language policy (discussed in section83.dperates on languages, here French and English,
being kept for separate classrooms, based on ‘rmgual duality’ educational models (discussed in
Garcia 2009).
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language, which was triggered by my presence:

Albert: the flow of the water,[looking at me] is correct? yes? Le débit? in a pipe,
[Albert notices three students who are not listening]
hé ho! hey guys! [looking at 3 male students talking at the back]

you just have to fulfil [looking at me], right? [awaits acknowledgement] yes
fulfill the, criteria [looking at me] how do you pronounce it?

AR: criteria, like cry, teria

Albert: criteria, criteria

AR: cry, teria

Albert: criteria [laughs] well, within this condition

(Observation othe micro-electronictesson taught in English by Albert 28.11.14)

During our follow-up interview he told me that hadhliked the opportunity of asking
me for ‘corrections'’; however, as can be seendrabiove extract, my presence in
Albert's classroom impacted significantly on thécome of the event. Albert used me
as a constant resource during his EMI classroonctwmeant that he would regularly
address questions to me about his English prontimeien particular. As other studies
have shown, Albert was still drawn to the ideaaahore competent speaker of English
(than himself) (Preisler 2014, Chaplier 2013, Jeskd007, Blair 2012). Having decided
that | would be an additional resource for his slaem, (rather than as a silent
observer), he occasionally addressed me to chec&lidate his own English
productions. He may have also wished to checkatitbenticity*”* of his language

within the eyes of a model (native) speaker (Peeiz008).

Chaplier's (2013) concerns about EMI instructionenfocused on French-speaking
academics' lack of expertise in English languagésskor Chaplier when EMI course
designers at Toulouse University claimed that i wafficient to 'get by in English’ ('se
débrouiller en anglais', Chaplier 2013:64) to teadtience class in English, it revealed
an insufficient understanding of what a languagéduding its associated culture,
which she felt should also be an integral part biLClasses in Higher Education

(Chaplier 2013:67). Chaplier’s findings concerningufficient language competence of

173 'native speaker norms (however implicit) are betevant and useful in face-to face lingua franca
communication' (Preisler 2014 223).
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EMI teachers in Toulouse was not in keeping withfihdings of this study. The EMI
teachers who were observed and interviewed praved thighly proficient English
language users, in keeping with the European ghagisevels of competence
concerning EMI teacher proficiency (Soren 28%3Werther et al. 2014). It is worth
noting that Chaplier's 2013 study was based omvietes with heads of departments at
Toulouse university (and not with the EMI teachtbemselves) whose discourses echo
both the ideologies and constraints of managegeineral who see the necessity of

‘getting by' for the members of, above all, opgeatirganisations.

Preisler (2014) has studied the impact of EMI t@aglon shared linguistic and cultural
understanding in terms of both status authoritylarglistic authority. His

comparative study of the presence of humour in aDanish lecture and the same
lecturer teaching in English highlighted a definia ‘common [...] ‘authentic’
linguistic/pragmatic identity' (Preisler 2014: 226)he EMI classroom. The multi-
cultural and multilingual classroom is identifieg Breisler as a problem for achieving
both knowledge and community. My own study bothfems and challenges Preisler's
conclusions. A context where all the participasitare and communicate in an L1 will
undoubtedly be different to a bilingual classro@s ¢onfirmed by Preisler). However,
multi-cultural, multilingual learning contexts wile different. In these contexts, the
participants create new opportunities for transleggng, including code-switching to
establish a different community of learning. Framaple, at the start of Emma’s
physiological solutions class - in a very similaaysto Preisler's example of an
academic creating authenticity and maintainingustaty starting with a joke in his
Danish L1 (2014: 230-231) - Emma uses a sharadghbgl, repertoire to joke about the

problems of direct translations from French intaish.

Emma: today we are going to talk about 'Physiological Solutions', in French, as you
know, it's 'Solutions Tampons', but don't say that in English! people will
think it is the other thing [laughs all round]

Preisler argues that EMI classes are lacking mré&hnorms and knowledge in lingua

7% Emma obtained the highest score in France in #s¢ df Oral Proficiency for Academic staff
(TOEPAS) in December 2015 which was devised bysarel the Centre for Internationalization and
Parallel Language use (CIP), Copenhagen.
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franca communication and may noticeably impedeetfextiveness of certain otherwise
well-functioning teaching strategies' (Preisler 20224). On the contrary, Emma,
Jean-Paul and Albert drew from both French andiEmglorms and knowledge in their
EMI classrooms; they did not draw from monolingregertoires to make jokes, but
from a 'translanguaging space to focus on mulgtlal speakers' creative and critical
use of the full range of their socio-cultural resims' (Wei 2001: 1222).

In accordance with Preisler's (2014) argumentdhatcher uses local, shared
knowledge practises to authenticate and reinfortaractions with their co-L1 speaking
students, Albert does attract his students atterttyousing a French interjection (hé
ho!), followed by another more colloquial Englistterjection (hey guys!). Albert's
EMI teaching acknowledges both his local studestwell as the trans-linguistic space

he has created in this EMI classroom (Preisler 2014

The amount of language work differed between theetbeachers, depending on their
own needs and on what they thought their studesgded. Emma was concerned that
her second year undergraduates should acquirectubjated terminology, Jean-Paul
appeared to not want to burden his students witingao formulate difficult questions
in English, and Albert wanted to improve or confinis own English language skills by
exploring the linguistic repertoires of his colleeagme) and his students. He did this
by checking and asking for confirmation about darénglish words he was unsure of,
either in terms of pronunciation or translationeTéxtent to which they focused on
English language work (when they were under obsemnvaor when they spoke to me
about it subsequently through interview) was rewmgabf their own personal

approaches to English as a medium of instruction.

According to Soren (2013), Airey (2009, 2012) anddéva and Airey (2014) and
Martin (2011) the epistemological beliefs aboutnlagure of content exchange in the
scientific disciplines may explain why EMI teacheray not equate ‘science’ with
‘language’. Drawing from Bernstein's (1999) hietacal knowledge structureSoren
describes scientific subjects as being construayettie 'integration of existing
knowledge in the process of constructing new kndgée (Soren 2013: 28). In contrast,
disciplines which are described bgrizontal knowledge structuréBernstein 1999),

are based on the interpretation of texts, usingertexts. Such a distinction between the
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linguistic, linear nature of some literary discif@s, as opposed to scientific ones, may
explain why French literature describes CLIL teaghas 'non-linguisticThe French
national diploma for secondary school teachersiwisto teach CLIL is called the
‘certificat DNL' (Discipline Non-Linguistiqug' Although the choice of discipline
through which EMI is used may have had an impaavbat EMI teachers believed to
be their role, my observations of EMI teaching ani¢s have led me to challenge the
extent to which EMI classes, or indeed any disaglican be labelled as 'non-linguistic'.
No class in Nantes University is taught through mgror in silence. All classes are at
taught using words and it is through these words ¢hntent (in the form of more
words) is subsequently accessed.

4.4.6 Shift in teacher linguistic status

Both the observations and the self-reports of thi teachers revealed that teacher
status in the EMI classroom was re-assessed icdtiese of a lesson by both the
teachers themselves and the students. The shiftred at the level of linguistic
authority and not at the level of knowledge auttyoj\wWoods and Cakir 2011, Mondada
2013a, 2013b). During the classroom observatitrescontent authority of the teachers
was not put into question by the teachers or theesits. The teachers maintained the
role of ‘epistemic leadéf® (Mondada 2013a), and dominated the classroom egelsa
on the whole (Farrell 2011). Mondada (2013a, 20EBlows that in a guided interactive
context (such as business meetings or guided tthed@ader may struggle to maintain
epistemological status within contexts where spistiknowledge is competed for. In
the case of the present study, only ‘linguistidauty’ was negotiated and contested by
all the participants in the classroom.

The shift of teacher-status within his-her own stasm is specific to EMI teaching
itself or to ELF (English aslangua Francd teaching as described by Soren (2013).
EMI teachers in this study were open to a re-nagjoti of what can be described as
their (higher) teacher status because of the salefy had about their own teaching

75 |n an interaction where there is an exchange ofWkedge, especially in contexts where there is an
‘expert’ addressing others, one person will be fifiex by the group as the ‘epistemic/knowledge’
giver. This role can be accepted or challengedbyther members of the group.
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competence, their professional identity, what thelyeved to be the main purpose of
their teaching act and to their attitudes to Emgdis dingua francain general. Firstly,
this attitude was confirmed by their repeated adéitions that they were not 'language
teachers' or 'teaching English'. All three teaslstaited that there was a difference
between teaching English and teachm&nglish. This attitude is confirmed by Airey's
(2012) study of teachers' attitudes in Swedish eligkducation where he identified
differences in teacher perceptions of disciplinamgwledge as opposed to linguistic

knowledge.

The study nevertheless needed to consider whafsypeEnglish the participants
believed they were engaging in. Both Albert andhientold me that they used

‘international English’. She defined ‘internatidianglish’ in the following way:

AR: What do you mean by ‘international English’?

Emma: | don’t speak British or American English, I've learned English with people
from different countries, er, by exchanging with people from different
countries, and by reading, and, watching movies, so different sources of
English, in science | listen to people from different counties so they have
different Englishes, so | guess that is international English

Emma believed that the class she taught was aldarhénternational English’ mainly
because that was the kind of English she felt ppkesand because she was leading the
event ('l do the class, so it's international Esgl). In keeping with the questionnaire
and interview data, the participants referred totiipe of English they used as being a
strategic medium, rather than a variety (such @ssBrEnglish) which they referred to

as ‘scientific English’ or ‘technical English’ apposed to ‘everyday English’ which the

wider participants of this data set felt that tlegther didn’t master or rarely used:

‘Since my EMI classes topic is very technical, shigdents and | mainly talk
about technical aspects. | only speak English dumiy teaching activity,
except for rare private conversations with angleghsiends. So | mainly use
technical English’

(Jean-Paul, email 07.07.2016)

Drawing on theories of teacher professional idgntithere ‘teachers derive their
professional identity from the ways they see thdveseas subject matter experts,
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didactical experts and pedagogical experts' (Beljatal. 2000: 751) but also as being
based on 'their interpretation of their continuimigraction with their context' (Canrinus
et al. 2011, Soren 2013), the EMI participants ynstudy were confident about their
areas of expertise and were accustomed to usiniiskrigr specific research contexts
where English was not their own or their peer's This is in accordance with attitudes
to English as #ingua francaas discussed in Jenkins (2007) and Preisler (20hdje
both the students and teachers feel that theyrditeed to engage in the creation of
English and wish to arrive at a consensus, eveam ib2 situation, as to which term suits

their needs most.

This study contrasts with Preisler’s (2014) and ibie®k and Henriksen's (2011)
studies which highlighted how some EMI teachersrigal on a diminished sense of
credibility, and ‘self-doubt in relation to lingtis proficiency’ (Soren 2013: 41).
Although Jean-Paul’s and Albert's classroom obsemnarevealed 'irregularities of
traditional teacher-student behaviour [where] psstes’® were interrupted and
corrected, [and where] professors self-correctedign 2013: 41, describing House and
Levy-Todter's 2009 study) which would not occuamL1 classroom, they did not
report a loss of status or face (Brown and Levirnk@8i7). Albert actively encouraged
his students, as well as myself, to confirm higuiistic knowledge of English. His
attitude during his class, as during his intervievith me, revealed that his hierarchical
superiority in the university system was not onlgimtained, but improved by his EMI
experience because of the increased symbolic tapgave him.

4.4.7 Student feedback results

The questions to the student survey were devisdabthythe EMI teachers (Emma and
Jean-Paul) and myself so that we could explor¢hmmes that interested us. By asking
the EMI teachers to frame questions, | could leaone about what their expectations or
apprehensions could be regarding EMI and theiresttsd As participants in the EMI
classroom, either as an observer or as a teackexene all confident, because of what
we had observed and experienced, that the studeat$ound EMI interesting and

beneficial. A summary of the results have beesgmied in the table below:

178 |n this European context ‘professor’ means ‘tutor'teacher’.
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Student responses Biochemistry Electronics

(66% response (68 % response
rate) rate)

[ ask my teacher questions in English 16 /24 12/15

during the class.

I speak to my peers in French during 24/24 14/15

class.

English is a handicap to my 5/24 2/15

understanding content.

English has a positive impact on my 5/24 5/15

understanding content.

I have pre-class anxiety because of 4/24 5715

English.

Both English language and CLIL 21/24 /15

classes are necessary.

Table 9 Student feedback to EMI classes.

The results of the student feedback survey confirmieat had been observed in class.
The students would participate in the ‘performedlish language’ class but would
check information and interact with each otheriarieh, including the overseas
students present in the Electronics classroomdesiis would also approach the
teachers at the end of the class and ask questiéinench. Overseas students would
tend to sit together in the international Masteém®aytech (Jean-Paul’'s and Albert’s
classes) and it was observed that they would ictémavhatever language they shared.
Students choosing to switch to L1 French when petforming’ in English appears
therefore to be a feature of both EMI and EFL (Esfgas a foreign language)
classrooms. Although switching to L1 French campéeeived by the teacher as a sign
of resistance, it can also be perceived as the ampractice of bilinguals who will use
whichever language is easier and most appropatiat particular interaction (Creese
and Blackledge 2015, Lewis et al. 2012, Li Wei 281Garcia 2009).
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| asked the EMI teachers to make hypothesese asbowt of the real and imagined
criticisms which could be held against their own IEvbdule. Some of these
hypotheses, (explored in section 2.1.5 of theditee review) were that L2 English
would be a handicap to learning, or that commuimoah an L2 would create anxiety.
The results however showed that the students didonsider English to be a handicap
to understanding content and that they did notrfesmile anxious because they were
learning in an L2. These responses did not s@pnis or the teacher participants, as
these responses were confirmed by the observatistuaents during the real-time
teaching events. If English did not have a negatiwpact on learning content it did not
have any particular positive impact on the studeetponses either. This showed that
the choice of language neither hindered nor implaantent learning. Nevertheless,
this result is partially contradicted by the studéreporting that their English language
skills had improved (100% English language improgetrior biochemistry students
and 86.6% English language improvement for eleatsostudents). This result shows
that the students, like their teachers, dissocietedent and language learning and they
were suggesting that their English improved degpigecontent, rather than because of
it. If the teachers claimed ‘we don’t teach Enlgjlishen their students could be said to
have responded ‘we don’t learn English but our Bhgimproves nevertheless’:

summed up by the following student:

(S.19) I don't think there's any disadvantageshrre's no real advantages either.

My own hypothesis had been that the students wioybdove their English language
skills during their EMI classes and it was for treason that | formulated the question:
Do you think that it is better to learn EnglisharScience class (such as this one) than
in an English class™y own hypothesis was that the students may tawaght that

other types of traditional English language leagrafasses (the type | teach) would no
longer be necessary. Emma did not agree with rdénanstudents’ affirmative

response to the belief that both English langudagses and CLIL were necessary
confirmed their teachers’ attitude to this quest(®1y24 postive responses). Jean Paul’'s
international Master’s group however, were dividédproximately half of his group
believed that English language classes were nassacy. This could be because they

believed that their English was already good enpagpecially the overseas students,
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or that the English tuition they received in Fram@es insufficient for their needs, or
that a CLIL class could satisfy both their Englishguage and enginerring content
needs. To access the types of motivation non-ehéh-speaking students had for
wishing to learn English inside or outside of thdIEelassroom in France would require
further studies on the ‘international’ student cahe France. On the whole, there tends
to be a belief that non-French-speaking studentddvaot need any English tuition,
confirmed by the questionnaire results which shothetlthe academic participants
believed French speakers of English to be less etanpthan other L2 speakers of

English.

The students were asked to formulate open respomslesir overall experience of EMI
(including the benefits and drawbacks) and to controa their teachers’ performance
as an English speaker. 96% of the biochemistryestiscand 94% of the electronics
students decided to respond in Englishanswer toWhat observations can you make
about your teacher's performance as an English-sipgeBio-chemistry [or
Electronics]teacher?45% of Emma’s students (who were all L1 French kge

decided to focus of Emma’s French ‘accent’ (11)hiigheir responses, such as:

(S.29) Tres bien, sauf un accent qui pourrait étre améliore.
Very good except an accent which could be improved on.
(S.4) Big French accent buery brave to speak English in front of a group of 18
students.
(S.22) She speaks fluently Englistbut her accent still remains a little French.
(S.28) French accent, but whishunderstandable.

These responses may seem to be initially surprisgoguse Emma’s English language
skills by far surpassed that of her students’ (wbold be evaluated at B1/B2 in the
common European framework). Her students’ respmosisew that there is a
misalignment between conceptions of being very guoed bien), brave, fluent, and
being understandable Student S.4 projects his or her impressions®pssibility of
presenting in English as requiring bravery, whiaghhghts how this student felt the
idea to be daunting and that it was still unusi(13-2016) to witness teachers
teaching in a second language at Nantes univdlrsilike universities in Britain for

example).
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Having lived and worked in the UK, her English aoned a varied and excellent range
of both technical and idiomatic vocabulary whichsvearaluated as one of the top
performances (a 50 out of 60 score) when she palsselest of Oral English
Proficiency for Academic Staff, TOEPAS. Her studénesponses can be explained by
the other results of this study which show thaEMI classroom is open to language
negotiation: no one is the authority on Englisth@ EMI classroom, but that the
teacher remains ‘content expert’. The French uflestts, like many of the teacher
participants focused on ‘accent’ and deviation froative speaker’ status when

evaluating language skills.

A striking difference in Jean-Paul’s student regeswas that not one of his students
referred to his French accent in their answers(tsofor ‘accent’). This can perhaps
be explained by the ‘international’ status of the#eo Master’s group students. As an
engineering school, the master’s students wereexigected to work at least three
months abroad and they were more familiar withrd@rnational staff and student
public. Jean-Paul's L1 French students appreciatedttempts to make his English
understood, while his overseas students appredi@eadg classes in both English and

French:

(S.8) As a foreigner student, it's more usefulnfi@ to study some part of the class in
English and some (more, as we are in France)andhr, in that way | can easily
understand the technical (or special) words amdgevhich are used in both
languages during the class. What | can mentiguaiticular is his English
grammar and right word choice which is really liglpor understanding the

subjects.

(S.18) Le deébit de paroles de M. {nom} est vraimiees agréable, n'ayant pas un tres

bon niveau.

The pace of Mr. {name}'s speech is really very p&d, as | don't have a very

good level [of English].
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4.4.8 An L2 performance from the EMI participants

The EMI classroom observations highlighted the grenfitive nature of teaching in
general and in this context using English as atabguage of learning (Goffman 1959,
Butler 1988, Richards 2006). The main actor, wiso &aeld the position of ‘knowledge
holder (Mondada 2013a) in the interaction wastdeeher, who led the event. As an
observer, | was also a member of the audience.EMieclassroom was therefore on a
par with other L2 English performative events, sashnternational conferences, with
which these academics were familiar. During oneste interactions, the students
would whisper or openly talk to each other in Freneghich they confirmed in their
own responses to the post-EMI course questionndiney shaped the class as
bilinguals involved in a translanguaging educatiawetext. At the end of all the
classes, it was observed that some students wppldach their teacher and ask
guestions in French. The performed English cleass mow over, and outside of official
EMI class time, the interactions were understooleasg that of the national language
of the country, French. Both L1 French-speaking mmatL1 French-speaking students
would speak to each other and to the teacher inchrafter the class. This can be
explained by the local French-speaking context whiath teachers and students
referred to as the local language of non-perfovedi? exchanges. Albert asked me if
we could switch to French as soon as the studewts$efi the room. Like Emma, he
described teaching in English as more mentallygngically tiring than when
teaching in one language (French) only.

The EMI teachers seemed to be leading the Engésiofmance to which the students
would step into and out of depending on whetheir theeractions were addressed out
loud in the EMI classroom or whether the studeat$ ¢eecided to speak to each in their
L1. In the following extract student S5 switchesnfr participating to not participating

in the performed English classroom:

Albert: S {name}, what do you do here? how could you do that?

S5: [mumbling] je ne sais pas, je ne suis pas sdr, c’est DUl sur DT [spoken very
quietly]

Albert : it’s right, if only, er, the current flowing through the capacitor,

S5: so all the current goes in the,
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Albert: yes, so what about the VGS voltage?
S5: | don’t understand why VDS isn’t VDS1
Albert: yes of course, you’re right

(Observation othe micro-electronictesson taught in English by Albert 28.11.14)

The students would address questions in both FrandlEnglish, stating their
guestions more openly (and loudly) when they wisiodoke actors in the EMI
performance. In the above extract, S5 speaks ghigbrwhen he is sure of himself and
when he is right (followed by Albert’s ‘yes’ ande'y of course’). Translanguaging was
activated by the separate parts of the classrodivitg@nd the different interactions
which occurred within it. Such switches from Esglto French could signal lack of
confidence when the students were not sure of swerto a question the teacher had
asked. Switching to French could be interpreted fmsm of resistance to the EMI
classroom (even at the level of not keeping up wighEnglish performance
throughout). Nevertheless, because the studemesvet forbidden to speak French,
the students’ decision to speak French did not hepercussions on how their peers or
how their teacher responded to them. The stuadaise to switch to French for a
variety of complex reasons: as a way to expressittentities as French speakers, to

align themselves with their peers, or to ask farititation quickly among bilinguals.

Comparing Emma teaching in English and teachirfgramct’’, in conjunction with
her diary entrie€® revealed that she engaged with the performamceesit of
language learning in general, where speaking ais L®? be someone else (Wilson
2013). This is reiterated by Julia for example whkka saysll est plus difficile pour
moi d’étre naturelle en anglat§’ where the L2 is perceived as a subtraction of a
perceived integrative self. In the French L1 atassvhere only French was used,
Emma did not include language games. She movedthrthe classroom and made

fewer stops to check whether the terms she useel weterstood by her students. She

17| decided to observe Emma teaching in French it fyather understanding of how an L1 teaching
context differed from the bilingual classrooms ketved.

178 jean-Paul and Albert preferred to chat to me erptione, or over coffee than write a diary. The
variety of comments were compiled into my own etimaphic field notes, which | used in
conjunction with the computer files | compiled caining the mixed media for each participant.

19 Translation: ‘I find it harder to be natural imdlish’ (Julia, interview section 4.2).
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made monolingual jokes appropriate for a monolihglessroom (Preisler 2014).

Teaching the lesson in English was described asredpy both Emma and some of her
students. Jean-Paul and Albert also referred tduheaspect of teaching in English,
which was perhaps due to the relative novelty ofl EMching in general, and to how
the teachers enjoyed the special translanguagegesgf the bilingual classroom.
Indeed, Emma started her first lesson with a lalgpljame as she wanted the students

to think that doing a lab class in English wouldfo@’:

Ont eu l'air d'apprécier le jeu de recherche dggt®h partir des cartes avec
leur noms en anglais.

(Day 1, Emma’s diary)*°

Interestingly, this was not a concern of hers lfigr lessons she taught in French. Her
diary entries reveal that she wanted to ‘lightehtng English lesson as she was
concerned that the students would find it dauntiBgima’s students reported (in the
student feedback survey section 4.4.7) that theéydt find her EMI classes daunting
because they were held in English. The questi@onsider post hoc, is whether this
was because Emma changed her methods to make dlestHasson ‘more fun’ or
whether EMI was not considered to be daunting énfitist placé®’. She says little of
her own affective response, apart from the physatbteaching in English has on her
(tiredness):

En fin de journée il est plus difficile de parlergais a cause de la fatigue.

(Day 2, Emma’s diary§?

4.4.9 Summary

The EMI classroom observations in association tighinterviews with the teacher

participants and the student survey showed thaEMkexperience was described as

'8 Translation: “They seem to have appreciated #menhunt where they had to find the lab objects
corresponding to the English labels | had givemth@ay 1, Emma’s diary).

181 To check such an affective response, studentsidilitih a pre and post EMI questionnaire in fugur
studies exploring student attitudes to an EMI eigpee (discussed in the methods 3.4.4).

182 Translation: “At the end of the day, it is moiiéfidult to speak in English because | am tired’a§D2,
Emma’s diary).
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generally positive by both the teachers and theéestts (who had all volunteered to take
part in EMI). The EMI classes fell into two maiategories: firstly classes taught in
English with a view to both attract and label tludyech Masters as ‘international’

(EMI objectives) and secondly biochemistry clagseght in English to improve

French L1 speaker’s scientific language skills stgarning content through

laboratory task-based activities (CLIL objectiveslthough the teachers believed that
they were not teaching English, all the classesmesl could nevertheless be defined as
involving language learning by means of the cortstafierence to, and use of, bilingual
language identities, and related skills of theipgu@nts. The observation and analysis
of the teacher-led interactions revealed that these in keeping with the
translanguaging practices of bilinguals. In tlostext, translanguaging could be said to
impact the bilingual identities of the participafits Wei 2011a), in contexts where the
shared translanguaging knowledge and practices alsoeused by the teachers for
pedagogical purposes (Lewis et al. 2012).
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Chapter 5: Discussion

5.1 An overview of the findings

The aims of this chapter are to give an overviewheffindings in relation to the main
research question which was explored through @tyaof complementary research

methods (a questionnaire, interviews, visual dath@assroom observations).
The main research question was:

To what extent can English be regarded as a mediuof identity in the post-
Fioraso Law (2013) period?

To arrive at an answer, academics were asked toedttieir professional identities in
relation to English.

The methods themselves impacted on the ways thieipants responded, and therefore
on the results. The different data sets reveadeticplarities specific to the method of
collection whilst also providing a rich and varieaimple for triangulation purposes
which ensured that the research question had bgxored from different angles. For
example, the visual methods used to elicit thedagg identity of the participants
primed them to see themselves as multilingual sgrsakvhen they were asked to
visually represent all the languages that they spolll the data sets were interpreted
on different levels. Firstly the data was rdigetally for ‘the words and language used,
the sequence of interaction, the form and struatfitbe dialogue and the literal
content’ (Mason 2006: 149). Secondly the data wasdinterpretativelyfor further
meaning which could be inferred from the data saghmplicit references to language
ideology or institutional structure. Finally thatd was readeflexively(Mason 2006,
Flowerdew 2001) through the acknowledgment thabmy research interests as
researcher influenced the subsequent data thapnwdsced.

The results of the questionnaire and interview data showed that, in a mainly male-
dominated area of academia (Science), English wed professionally for research
publication (96%), conference presentations (908¢)taaching (5%). English was
reported to be both an obligation and a necessitgrisuring a successful scientific
career. Concepts of success were related to oksemrognition rather than to teaching.
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Within the domain of research publication the acaide believed themselves to be at a
disadvantage to native speakers. The concernshasesl on a belief that the English
language would not do justice to the content oifr tfesearch or that L2 language would

impoverish their research.

The participants positioned themselves negativehgiation to native speakers of
English in oral communicative contexts. Reportufed on an impression of the loss
of symbolic value with respect to voice and rectigniwithin the English-speaking
scientific community. The contexts where the ggrants spoke English, regardless of
the L1 of the interlocutors, revealed that theipgrants were concerned about how
others would perceive them as L2 speakers of Bngss a consequence, the
participants preferred to refer to themselvesearfiers of English’ rather than
bilinguals, although more current definitions diriguals could be applied to the
participant of this study. Such a definition difgualism, based on Garcia (2009) and
Grosjean (2010) who define bilingualism as theafd¢go or more languages (Garcia)

on a regular basis (Grosjean).

The justification for the participants choosing #tatus of language learner rather than
language expert was based on a belief that norvensheakers were necessarily
learners. As L2 speakers of English the partidipaevertheless (indirectly) referred to
their own language competence when describing gadquired greater pragmatic
skills associated with understanding, and signgin understanding of what it means
(both epistemologically and emotionally) to speakther language.

The strategic importance of English language usatffee professional domain rather
than in the personal domain was confirmed in bleghquestionnaire and visual data
sets. When comparing English to the other langu#ge participants spoke, English
was also visually represented as being at therfmredf the participants’ professional

and learning identities (in the body language pad).

The classroom observations in association withdhg-term (3 years) interviews with
the teacher participants showed that the teachebsdxed on being EMI teachers for
personal reasons first, and for the good of thenlents and community second. As
emergent bilinguals, their English-speaking idesdispread to way beyond that of their
professional identities. The EMI teachers descriibeir identities as being different to

that of their peers, including what could be ddsstias elements of pioneering
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discourse (my own term) which signalled that theyevboth convinced of their
position and aware of the increased symbolic chpiey had (resulting in the positive
appraisals of their role within their professionaimmunity). The language practices of
the teachers and the students in the EMI classreosaled that translanguaging
practices were in place, including code-switching &ranslation for pedagogical
purposes. The teachers were prepared to negtitateEnglish language status with
their students whilst maintaining the role of expdfor both the teachers and students

involved in EMI practices in this study, the appeds of EMI teaching were positive.

The Fioraso Law (2013), which marked the chandarniguage policy concerning
teaching in English, was responded to in the falhgways. The participants believed
tuition in English would be beneficial for the sads because they believed that the
students would need to speak and write in Engbshhieir future scientific careers.
Nevertheless, doubts were voiced about both thitsséamd students’ competence at
English which was deemed insufficient for EMI teiach The participants referred to
competence as being understood in relation to therQas a comparative feature of
identity. Beliefs about competence in English wierended on ideological beliefs
about French speakers of English being poor atigmfpr historical, educational, and

nationalistic reasons.

5.2 A discussion of the findings

To better understand the attitudes expressed hydtteipants the themes relative to a
study of individuals working amongst a specialisechmunity (in this case academia)
were as follows: identity, professional identitpddearner identity. These themes were
studied in close alignment with the context of plagticipants’ professional lives. It was
necessary to explore factors which comprise ideatid how this concept can be
broken down into further concepts such as professidentity. The context of this
study also meant that the participants were mendfeadearning community, which
was (the community) actively involved in both resdaand teaching. Further insights
into self-perceptions of competence were obtaihealigh an understanding of identity

as a categorizing and categorised feature of smigatity.
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The participants’ self-proclaimed identities asfieers’ was a theme which was further
challenged by the Fioraso Law (post-2013) contéxth® study. The context of the
Fioraso Law enabled the participants to comparie tiven beliefs about English with
what they believed to be the ideology of the instin. The institution was represented
as Nantes University, or the French Ministry of Eation. The literature pertaining to
‘internationalisation’ was studied in the literagyublished under the auspices of
Nantes University, the COMUE® otherwise named as Université Bretagne Loire, and
LegiFrancewhich publishes all French laws online. This stuelyognises that, in terms
of language policy, the implied language of thé€mationalisation’ process of Higher
Education in France is English.

Working within a ‘communities of practice’ framevkofWenger 1999) was a route to
understanding how individuals position themselvas @thers in relation to English and
why the participants referred to themselves aséxarrather than bilinguals. To this
end, it was necessary to explore what the partitgpaeant by ‘English’ and whether
this coincided with the current debates relatingnglish competence and to English as
a lingua franca (Jenkins 2015). The participantarmented on what they believed to
be appropriate language competence for teachiigghish and more importantly,
teaching Science in English. The participants waught in English were also invited

to define what kind of language was spoken in tasstoom. This study, through the
subsequent observations of the EMI classes revéadedhere was a difference between
what the teachers believed they were doing and whatactually happening in the
classroom. Namely that the classes were condurctesth English and French and that

the teachers were teaching specialist discourgenititeir fields.

The findings relating to what it means to work inglish in French academia are

summarised and discussed below:

183 ‘La communauté diniversités eétablissements est un établissement public & caesstientifique,
culturel et professionnel’Ol n° 2014-1170 du 13 octobre 2014 - art..65
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)] How do academics position themselves to the ‘inteationalisation’ (or
‘Englishisation’) of Higher Education in France andelsewhere?

The participants reported using English for redeg@ublication and conference
presentations. In opposition to this initial idénnhg feature, came the claim made by
the participants that they were ‘learners of Efglizshereas from other perspectives,
they could be considered as proficient and proliers of English. This finding
reveals that most of the academics of the studpamécipating in the
‘internationalisation’ of Higher Education withobelieving themselves to be either the
leaders of this process or part of its identifyfegture. This is why the EMI teacher
participants of this study can be labelled as pheneers’ of this process. This is also
why 90% of the participants reported that theyttedty belonged to an international
scientific community but that 60% also felt thag@yhwould be more successful at work
if they were ‘better’ at English (questionnairepesses). The choice of the word ‘user’
or ‘learner’ rather than ‘speaker’ of English, ralsshow most of the participants chose
to represent English as a strategic tool for péesl purposes rather than as a more
integral feature of their own identities. The aw®of the word ‘medium’ as an
identifying feature of professional identity wagtéfore used to signal this issue in the
title of the study.

i) How do the participants position their own identities as English
speakers in relation to other speakers of English ihin the international

community?

Well aware that language use is a communicativeaxge, the participants said much
about interactions with other speakers of Engligfen referring to other French
speakers, the participants could be either crib€sheir peers’ (poor) level of English

or they perceived French speakers to be morear{tican native speakers) of their own
form of English. In this latter case, they repdrteeling more comfortable when
speaking to other non-native speakers, or on a@oge basis with a ‘native speaker’
(such as myself, for example), when other colleaguere not present. The participants
believed in a model which can be referred to asaéive speaker of English’. ‘Native
speakers of English’ were believed to have an adg@nover ‘non-native speakers’ in

scientific research and during conference presentat This advantage is described by
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Van Parijs as the ‘anglophone’s free ride’ (2007 the participants of this study
described themselves as ‘learners of English’ & @cause such an identity claim was
necessarily opposed to the ‘native speaker’ grobjgchwvas a category described as
unattainable. Between the NS and NNS camps thia @stablished, there was little

room for the participants’ L2 identities to finarf footing.

Identity is understood to be a relationship betweerteptions of the self and
perceptions of the other. The complex interplajp@i people position themselves and
others along this continuum can signal both diffeeesand complementarity.
Professional identity is best understood whenigfsrred to as highlighting salient
aspects of a person’s identity at specific momdnis.how a person perceives the
differences which are relevant to this study. \Mitine context of this study, the
participants defined themselves as ‘belonging tovternational community of

scientific research’ (section 4.1). This professiadentity consisted of being a
member of a community involved in research andaaing with its members in
English. The members of this academic communitgtiesaubjects related to their area
of research. English is understood to be the laggwf communication within the
wider scientific community whilst French is the ¢arage of interaction between French

speakers in France.

1)) How do the participants perceive using English asiter a benefit or an
inconvenience to their own professional lives, anthose of their

students?

The use of English for the participants’ professidives proved to be a complex
relationship between i) competence and ii) theqieed status of other speakers.
Although studies have addressed what is deemed tioeb'fallacy of linguistic

injustice’ with regards to L2 usage and researdtlipation (Hyland 2016) the impact

of an idealised ‘native-speakerism’ (Holliday 20@8)the professional identity of the
participants was persistent throughout the stu@g.the whole, if the participants
believed themselves to be competent (enough) dtdartgen they were accepting of
English or even vigorously in favour of Englishigiused in their professional domain.
Those who perceived themselves to be ‘not goodgiriavere more concerned about

English devaluing the quality of their own reseaackl teaching. This latter group,
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which represented approximately two thirds of thdipipants, made identity claims
which positioned them as being concerned about tiven level of English, rather than
making a stand against the ‘Englishisation’ of tipeofession. The academics in this
study were already aware of the dominance of Eindtisthe research aspects of their
professional lives. They recognised, by varyingrdes of willingness (ranging from
resigned acceptance to enthusiasm), that they thadse English as part of their
professional identities as scientists. A newer@mchment of English in the
participants’ professional lives concerned teaclingnglish. The main concerns about
EMI were about the language competence of EMI teacand a concern about what
other colleagues and students may think aboutahguage change in French Higher
Education.

Iv) Balancing institutional ideology and English as arobligatory’

professional language

The use of English as an obligatory langufmgerofessional purposes could be
perceived as being an unjust burden or a necessarfor professional success. How
the participants perceived their own competendenagish speakers undoubtedly
impacted on whether they represented English heredt ‘necessarily evil’ or as a
‘necessary good’ of their scientific community. fessional obligation is understood in
Archer’s (2003) terms of a relationship betweemageand perceived structure
(structure is understood as an ideological anduistg construction of social identity).
The analysis of the data showed that individuatstimmed themselves in relation to an
idealised professional English profile. The pasiing in relation to an idealised

professional profile has been visually represeitéte model below:
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— - Difference - Pioneering

e | surpass the demands of the institution.

e My beliefs and practices are in alignment with those of the institution.

e [ Difference -Inferiority

e | am not good enough.

Separation

‘

¢ | do not believe in the institution.

Figure 16 Positioning in relation to perceived itngtonal demands.

The participants could believe themselves to ignment with what they believed to
be both the requirements and the necessities ioleah English professional profile. In
this case English as a professional obligation acaepted as part of a professional
requiremen{=). When participants felt that they were in misatigent with
institutional requirements, they expressed thisgiged misalignment as either a fault
in the institution(#) or a fault in their performance as workéf§. When the self-
representations were closely aligned with the Betiedemands of the institution, the
participants could perceive themselves as sucdgssfu When participants surpassed
what they believed to be the demands of the iniriun terms of English usage, then

participants perceived themselves to be pione&€Bl\ib teaching for examplé>).
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5.3 Implications for the professional developmentfcacademics in

France

The findings, revealed what could be describedrarygay terms as the ‘lack of

confidence’ of the participants. To counter thig findings of the present study have
already been put into application through the dgwelent of EMI training for academic
staff, courses which were put into operation byimgarallel with this research project.

Based on its findings, this study invites future IENbdels and English training for

academics in France to address the following points
1) Academics participate inbilingual English medium contexts

During EMI and English training courses, the acadgrarticipants should be invited to
define bilingualism and relate this definition teir own identitie¥*. A more up to

date definition of bilingualism such as: ‘Bilingisah is the ability to use more than one
language’ (Garcia 2009: 44) could be used as astifition. The review of the literature
in conjunction with the study of how the participgdefined themselves as speakers of
English revealed an opportunity to present academi€rance with another worldview
of themselves as speakers of English. This waoeldhbeing that they are highly
proficient emergent bilingual speakers of Engliad &rench. As bilinguals they should
be asked to challenge the view that they are tpsslified’ than native speakers to teach
in English. Monolingual English speakers couldrelse regarded as being at a
disadvantage, having had little experience of vithiaieans to teach or learn in a second
language. The participants should be made awaré¢hténaare valid English-speaking
members of an international community, both in ®ohthe research that they produce
and in how they present it in English or in French.

Academics in France should be formally introduaeddncepts such as English as a
lingua franca and invited to consolidate this withir own beliefs about appropriate
forms of English®®. The participants of this study did not seem avdrthe term

English as a lingua franca. This revealed a neeceksearchers in France, such as

'8 1n keeping with Pauwel’s (1994) recommendatiotpodbing the participants’ views and
understanding of language, communication and congation difficulties’ (p.208) during
professional training programs.

185 See Blair's suggestions for and ‘ELF-aware’ teagwication model (2015).
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myself, to share the research which has been dayuton ELF, including ELF in
bilingual contexts, and how an alignment to idealisative speaker' models are not

necessarily appropriate to education in th& &ntury.

This study reveals that EMI contexts, where academnd students are willing
participants, are valid and useful bilingual classns. Critics of EMI such as Preisler
(2014), Truchot (2008) and Chaplier (2013) wondkatvcan be done’ with limited
language competence in an L2. | suggest an apphlmsed on ‘what can be done with
language’, where both critics and promoters of EMlet. In both cases language is
viewed as a strategic ‘tool’ with which ‘it is paske to do something’. The positions
which draw on monolingual classroom settings aalidducational settings are based
on models of second language learning as subteattiguality and authenticity.
Authenticity can be interpreted as maintaining acaid status in keeping with an
idealised ‘academic prototype’ (Preisler 2014). Véhbere is a belief that authenticity
and quality are different but also valid in a bgjiral educational model, the language
will also serve as a strategic tool, but to différends. These ends view second
language acquisition, including the means to thdsgas beneficial. In the findings of
this study, the EMI classroom achieved authentig@itgluding bilingual humour) and in

a different way to the monolingual classroom.

The variety of English that academics speak revais own individual stories of
speakers of English and other languages. The tdbeative English’ speaker has
become an abstract ideal which is no longer aptEpto a global and mobile
community of English speakers. Trainees shouldrbsgmted with the varieties of
English such as can be found at the Internatiofeebts of English Archive (IDEAF®
and be encouraged to include themselves withinctitisgory of rightful speakers of
English.

i) English as a medium of academic identity combineamhguage and
content

English medium academics in France are membergaiveing community of lecturers

who teach in English. As teachers of a bilinguassroom, this study revealed that the

188 \www.dialectsarchive.co
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participants wore two hats, that of ‘the scien@hber’ and that of the ‘English teacher’.
The participants acknowledged that they were beglifeed to teach their fields in
English, which as they confirmed, they were expattdhey were formally introduced
to concepts of English as a lingua franca andéavib consolidate this with their own
beliefs about appropriate forms of English. Thiglg revealed that the route to more
positive attitudes towards a French speaker’s amedgénglish stems from the sound
basis of ‘content authority’. All the participardsthis study were confident about their
identities as authorities within their researchaareFrom this identification came other
beliefs about their identities as linguists. Wipeesented with alternative speaker-
models to study or teach their areas, they welteestifident that they, and not another
speaker of English, were best for the job, deshieextra work this may involve in
preparation time, for example. Those who had lbeaching in English for more than
two years maintained that they held on to the obfeontent expert’ within their
classroom but that ‘linguistic expertise in Engliglas not how they presented
themselves to their students. In this way, ‘largguauthority’ was negotiated by both
students and teacher alike, whereas ‘content atthamained firmly in the camp of
the teacher. The present study is in keeping Saten’s (2013) assessment that the
academics who were engaged in English as a mediumstauction in Denmark did not

report on a sense of diminished credibility duriegching interactions.

As this study concerns attitudes to using Englishdademia more generally, including
wider professional exchanges, such as confereneéings, the present study
nevertheless identifies accounts of reduced crggtibihen the participants compare
themselves to their immediate colleagues, andegavider members of the idealised
(international) scientific community. There is tbire a difference between speaking
English in a local context and as an establishéaoaity feature (as a teacher) and

speaking to other colleagues as a research peer.

When patrticipating as members of the research camntypas conference presenters for
example, the participants ‘tackled’ language butengecure in their positions as
authorities on Science. Such a position is indieadf how the participants reported
that language needed to be worked on and practMétere language issues were

concerned, there was more uncertainty, resultimgegative feelings of apprehension
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towards unprompted conversation. This result ersigha the need for future English
training in France which needs to be tailored tiping academic participants to
practice unscripted speech. Nevertheless, an lbpesition to using English within a
scientific community confirmed that the participapresented themselves as valid
authorities in their fields. Ideally, being recaspd as a valid authority would involve
talking to an international community of Englistesgers, who understatidwhat it

means to negotiate content through another language

If this study has revealed that impressions ofaliffy stem from not believing oneself
to be an authority, it therefore reinforces theuangnt that the academics in France
could find alternative definitions for themselvekigh would put their linguistic status
on firmer grounds. Such definitions would invol@ademics identifying themselves as
bilingual speakers who are authorities on the tygdsnglish best suited to their
professional needs. A lack of linguistic authostgms from the exclusionary function
of the NS and NNS divide. From these poles, NN&hén academics start from a
position of non-belonging from the outset from whensue further issues of
knowledge authority. Davies (2011) makes an intergslistinction between native and
non-native speakers in relation to community meisitipr For the native speaker,
membership is automatic and will then determinealvar, whereas for the ‘outsider’, it
is the behavior which may or may not determine egbent membership (Davies 2011:
20). If beliefs persist that bilingualism is aceudrin childhood and that an identity as an
authority on a language can only be attained itdbbid, then the exclusionary
function of the NS and NNS (from both camps) wélgist (Davies 2011: 21).

When identity is positioned in relation to beingative and non-native speaker, the
concept of native speaker is used as a benchmamowfledge by excluding those who

are not native speakers (Davies 2011: 18), butevN&'S also exclude themselves.

The different methods used to address the resgarstions confirmed consistent
positions which were maintained despite the diffeengles of enquiry. The
positioning in relation to L2 English showed thaite was a discrepancy between

extensive English usage (mainly for research comeation) which jarred with an

187 Highlighted by participant 108, writing about skieay at conferences in the questionnaire responses:
‘Finalement, les gens sont compréhensifsi the end, people are understandjngVhen participants
felt that people were ‘not understanding’ then thiés seen as a breach of conduct in an English as a
lingua franca context (see section 4.2.2.3).
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identification as a bilingual speaker of French &mglish. This result shows that
Grosjean’s definition of a bilingual speaker (betefined as a person who uses the
languages on a daily basis, Grosjean 2010) is perhat sufficient enough for an
avowed bilingual identity. Researchers such asetfiySrosjean and Garcia (2009),
however, may be more encouraging about ascribiimgghbial identities to their
participants.

English was very much on the participant's mindgt{hghted by the visual and

lengthy responses to the research questions inthetiritten and spoken form).

English was a ‘concern’ both in terms of currerdgesand in terms of a cause for worry
when professional practice and ideology were iaglisement. This is why English
could be claimed as an academic identity which measecessarily integrative to
personal identity. Not wishing to identify as ative speaker’ of English may be a
choice where people ‘may not ewsantto be mistaken for native speakers of a
language’ (Luoma 2004:10). Considering the amoiitime and effort the participants
dedicated to their professional lives as Englistagprs, the study contemplates that
non-identification as an ‘English speaker’ is pg@also an avowed identity choice

rather than a reflection of either English profigg or bilingual speaker status.

The findings reveal bilingual language practi®sccurring at Nantes University,
without the participants necessarily identifyingitiselves as bilinguals. Although the
participants expressed confidence concerning itteitities as specialists, they
expressed more reticence regarding ownership dEtighish language. Such an
attitude could be used to signal difference todmalised model of the ‘native speaker
of English’, or to claim that they were teachinggnglish rather than teaching English
and Science, for example. English usage was pegtas a welcome or unwelcome
challenge which the participants took on as patheir professional identities as

scientists working within the arena of internatioresearch and education.

18 Such as: presenting or discussing research ircRrand English both orally and in the written form,
supervising PhD students in both French and Engdkstthing in both French and English and
interacting with me, the researcher, in both Fresnuth English.
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Chapter 6: Conclusion

6.1 Summary of the study

This study highlights the attitudes to using Erlglis an academic context during a key
period of French Higher Education history (2013-@01During this period there was a
shift in language practice which would impact oe gnofessional identities of
academics whose L1 was French. Starting with tiseipg of the Fioraso Law in 2013,
this allowed other languages to be used for tegghimposes in French Higher
Education. The ‘other languages’ cited in the &orLaw are in fact ‘English’. Within
such a context of a changing language landscapsdfarational purposes, which was
already well under way prior to 2013 in Higher Edltien in Europe, this study aimed
to assess how L1 French-speaking academics in &p@ositioned themselves in
relation to what has been described as the ‘intermaisation’ of Higher Education.
Through the development of a variety of complemgngaalitative methods
(questionnaires, interviews, visual reports andstidom observations), 164 academic
participants from Nantes University science facglye written, oral and visual reports
of how they perceived using English as an identdyfeature of their professional lives.
The study showed that defining academia in terntsnglish language usage involved
complex issues relating to perceived competentagereto finding recognition in the
scientific community as a French speaker of Enghlih respect to the growing trend
in EMI in French Higher Education, the study offarsvo-point model emphasising the
bilingual aspects of the EMI classroom.

6.2 English as a medium of academic identity

This study confirmed the hypothesis that English medium of academic identity for
academics working in scientific disciplines in FeerHigher Education. The term
‘medium’ was chosen in the title of this thesitdo the growing push towards EMI
programs. The present study encourages the langaagethe identities of those
involved to be taken into account in EMI progranisis study therefore aimed to
convey both the attitudes and the identities ofpticipants who use English for



249

research (and increasingly for teaching) becausglish to be included in an English-

speaking scientific and academic community.

The observations of the classroom interactionsaledethat the EMI teachers spent
time discussing translations with their studentaal as switching from one language
to another. In spite of this result, the EMI teasheeld on to the belief that they were
teachingn English rather than teaching English, confirmingei’s study entitled ‘I
don’t teach language’ (2012). Airey’s study of wrsity teachers in Sweden reported
that they claimed to not ‘teach language’. Defininglish asnediumrather than as a
languagereflected the attitudes of the participants whothe whole, saw themselves
as scientists first and linguists second. Thisltdgs been confirmed in the present

study of attitudes to communicating in English tesiching and research purposes.

Moreover, they and their students participatedassings and translations between
English and French, which has been clearly defasethe practice of bilinguals (Creese
and Blackledge 2015, Lewis, et al., 2012, Li Wel 28, Garcia 2009). The study
showed that EMI is insufficiently descriptive oktbilingual features which were
observed during this study. Most of the acaderartiggpants were widely published
(more than 10 publications of various type) and pras$ented at conferences in English
(more than 10 times) but still considered themseteebe learners of English rather
than as experts or even bilinguals. Although thei@pants were aware of what they
described as ‘international English’, they did olaim any rights to owning the English
language. Nevertheless, because the participaads andistinction between what they
viewed as ‘everyday’ English and ‘scientific Englisthey did claim to owning the type
of English they needed for professional purposesyTeferred to a group which they
identified as ‘native speakers’ and believed ‘rapeaker’ English to be better (in
terms of competence) than their own types of Ehglis terms of research publication
they believed themselves to be at a disadvantagative speakers’ whom they felt
were more likely to achieve publication. Flowerd@®01) has highlighted the
discrepancies between journal editor’s attitudesatilve and non-native contributions
and those of their contributing authors. The dbnting authors of this study believed
that journal editors positively favoured native @ger contributors which was directly at
odds with the claims made by the editors in Flowerd study, who claimed to adopt

‘positive discrimination’ towards non-native cobiors (Flowerdew 2001:131). The
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editors’ arguments for apparently welcoming nonvgatontributors was to encourage

international recognition and credibility by pulbliisg papers from wider circles, hoping
to represent a wider variety of studies from ddfgrareas in the world. The non-native
speaker’s arguments were based on the feedbackebelyed from the editors who

demanded their papers read more like those oftevéiapeaker’.

6.3 Contributions of the study

The study adds to the existing teacher identigyditure within the ‘internationalisation’
process of Higher Education in Europe (Werthel.2@14, Cots et al. 2014, Soren
2013, Tange 2010). The particularity of this stiglthat it focuses on the context of
France and academics working within disciplineditranally associated with science,
which is a domain already well accustomed to Ehglisage for research purposes. The
study investigated the early impact of the Fiorasa (post 2013) which marked the
turn to EMI in French Higher Education, startinglwihe scientific disciplines in which
the participants of this study work. Furthermahe study makes a contribution to the
field of ethnography characterised by the actiw®ivement of the researcher in the
research site, where she lives and works alongs&leommunity she is studying. This
ethnographic study is in keeping with approacheghvimvolve the participants in the
research project. The participants were invitechtwlify and re-define their own
positions throughout the study (Harvey 2014, Cal2006).

The present study additionally identified issudatesl to the current terminology in use,
notably EMI. The term can be misleading becaudeet not best illustrate the kinds of
English which may be in use and the bilingual etiooal contexts in which EMI
occurs. The study has found that the EMI classrbemghtens the use of English as a
performative languad®, in association with different pedagogical objees

depending on the context. The study found that Boiglish and French were used in
the EMI classroom, as were other languages if rii@e one speaker of that language
was present in the classroom. The EMI settind¢aates University are indicative of
bilingual education in which the participants aredlved in the translanguaging

189 performative communication sees interaction asttoption, attribution and negotiation of speaker
roles (Butler 1988, Goffman 1959).
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practices of bilinguals. Subsequent to these figgla two-point model was proposed
for future EMI programs emphasising the bilinguahiext of the EMI classroom and
how language is used actively to access conterstly\FEMI training and teaching
should be presented b#ingual educational contexts. This is because the EMiecds
of the present study revealed that the participaste participating in bilingual
interactions. Secondly academic identity combiaaguage and content learning
through specialist discourse and it is becaushisthat academics need to recognise

that theyare doing language work in the EMI classroom (AireyL.2))

This study contributes to the body of discourseclwhiepresents English as a medium
of academic identity. This study found that Englés an identifying feature of
academic identity can be accessed through acadeattioasdes to English and French.
To this end, the study both defines and identiieglish as a medium of academic
identity in French Higher Education from 2013 td g0

The study had a direct impact on the EMI practamfedantes University first, and
subsequently on the Université Bretagne Loire gréeguing to further collaborations
with the Ecoles des Min&8 staff at Alés and St Etienne. The results ofstiuely were
used to inform the ‘French case’ for the CentreResearch and Development on
English Medium Instruction at Oxford University.hd results have been used to inform
my colleagues’ awareness of EMI practices in Europiee study acted on the
aftermath of the Fioraso Law by anticipating angbmnding to the needs of academic
staff in terms of professional academic identitige Teview of the literature clearly
showed a lead in EMI practice in Denmark and Swedére study therefore identified
a need to build from longer standing experiendéMi through collaborative teacher-
training projects which were developed in paraligh the University of Copenhagen
from 2013-6 first, and then Oxford University andrih University from 2016 that

were also developing research into EMI contexts.a4esult of this study, Nantes
University became the first EMI testing centre marce in association with the creation

of EMI teacher training programs.

19 Higher education establishments for teaching asdarch in engineering.
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6.4 Further directions for research

The study identified that the ownership of Englisimtinues to be problematic both in
terms of resource and academic recognition. Fustuelies into how English language
usage can best represent the identities of alEtigdish speakers involved may serve to
explain the continuing discrepancies between mgatl and non-privileged English
speakers (Jenkins 2015, Gazzola and Grin 2013ieale 2015, Van Parijs 2007).
Although a study of competence was not the objeatithis study, the repeated
references to perceived competence show thatsbue ineeds exploring further,
especially in relation to the anxiety related teapng in an L2 (Macintyre 1997). A
study of journal reviewers’ comments concerningylaage feedback to article
submissions may also serve to assess why theipartis felt that their non-native
status was especially at issue when submittingareegapers. To this end, the
comments made by the authors in the present stutlyeening editors’ reviews could

be compared to the written comments that they vedeom editors.

There is further need to explore what goes onengNll language classroom, although
access to such closed contexts may be difficulithi/this context, the scope of the
study needs to be widened to include the studéishis end, student responses to
whether they wish to be taught in English in Fracmeld be compared to the claims
made by their teachers. Studies which includeathtides of academics to EMI, like
the present, have shown that academics justify tven attitudes by claiming to speak
on behalf of the students (Preisler 2014, Riley@olomone 2015). For those
students already involved in EMI, further insigbtaild be gained into why they
believed language (English or French) to have watinpact on how well they acquired
content (result of pilot survey sent to 58 studemta014).

Visual methods where used to portray identity latren to second language use both
during an interview context and in the classrodviind maps, hierarchical word
sorting, body portraits and language histories hhgdenefit of being reproducible
templates in educational settings where two langsiage in use. Further
experimentation in the domain of visuals could beigaged, including the growing
digital media available to learners. To this ehds study encourages further studies in
academic identity to be driven by the field of eahimn.
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The study will be used to inform further Englishdaage training and services within
French Higher Education. In accordance with Montgoy’s recommendations,

English language training, for both staff and shide'needs to be considered as a core
subject, similar to mathematics or other fundamegudes of training’ (Montgomery
2013: 179). The study recommends that higher eauncastitutions provide better
translation and editing services for the academaiff working within French Higher
Education®™. Secondly training courses for EMI teacher trairand future EMI
teachers will be constructed from the two recomnaéinds for future EMI developed in

this study, namely:

i) the recognition that EMI constitutes a bilingualiedtional
context, and

i) that an EMI context combines content and languatieout
challenging the ‘content authority’ of the teachmrt where
language may be contested and negotiated morertizan

monolingual classroom.

This study aimed to give an overview of the différareas in which the participants
used English in their professional lives. Thetades to using English as an aspect of
professional identity showed an ambiguous relalignt a second language which was
also an integral aspect of the participants’ psifesal identities as researchers. The
study predicts that the next stages of the ‘intionalisation process’ will involve paths

where academics in France continue to redefine freguage identities.

%1 The present study responded to the participaetgiests for language help for article writing (&ect
4.1) by suggesting a ‘translation and editing’ ggrwhich culminated in the recent (2015)
collaboration with Université Bretagne Sud (20Xapslation-editing service which now offers
services to Nantes University academics.
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Appendices

Appendix 1. Copy of online questionnaire sent to ademic

participants (English text format version):

Text of principal landing web page (from emailawk)i published online on 17/12/2012.
Introduction and greeting:

Dear colleague,
| am carrying out a research enquiry about the asEnglish within your scientific
community. How you feel about using English in ywarkplace is of real
importance and interest to me. | hope you will fine time to complete this short

questionnaire, either in English or in French.

This survey is carried out on an anonymity basswelver, if you would like to be
interviewedon a one-to-one basis, you daave me your name and email.
Thank you for participating.

Alexandra Reynolds

(Service Langues- Language Centre)

Faculty of Science, Nantes, France

PhD student at Sussex University, Brighton, UK

Chers-Chéres collegues,

Je meéne une enquéte sur la maniere dont les ermsggyohercheurs utilisent I'anglais
au travail. Mon enquéte se base tout particulienenseir les enseignants-chercheurs-
chercheuses scientifiques. Votre vécu et vos sgsom'intéressent. Si vous avez
quelgues minutes & m'accorder, vous pouvez répandeequestionnaire en frangais ou

en anglais!

Ce sondage est anonyme, mais vous pouvez congeégjeestionnaire par un entretien

individuel si vous le souhaitez.
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Merci de votre participation!

English text format version of the bilingual (Englsh-French) questionnaire.
Underlined questions indicate questions requirm@@en written response. Responses
marked with an * triggered a further question reiqgi an open written response.

1. How do you use English at work?
To write articles

To send emails

During meetings in France

During conferences in France
During conferences abroad

During meetings or exchanges abroad

2. What is your gender?
Male

Female

3. How old are you?
under 25

25-45

46-60

more than 60

4. What is your job title and description?

5. Where you do work? In which laboratories?

6. Do you use English at work?
Yes: every day

Yes: once a week

Yes: once a month

Yes: a few times a year

Never*

*If you don't use English, why not?

7. Do you feel that you use English:
Too much
Enough

Not enough

8. Do you feel that you are obliged to use English your work?
Yes

No

A little

9. Have you ever used a translator, an interpreteor proof-reader?

Yes
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No

10. If you have already worked with a translator, nterpreter or proof-reader, would you qualify the experience as:
Positive*

Negative*

Neutral*

*Please give more details about how you felt whenosking with a translator, interpreter or proof-read er.

11. Have you ever presented a paper in English at@mnference?
no never

1-5 times*

5-10 times*

more than 10 times*

*How did you feel during these presentations in Enlgsh?

12. Have you ever written an article in English?
no never

1-5 times*

5-10 times*

more than 10 times*

*How did you feel when you were writing and preparig the article?

13. Do you have the impression that you are in somay different when you are speaking in English? (&ier in your
behaviour, attitude, or voice, for example)

Yes*

No

*If yes, how are you different?

14. Do you feel that you belong to an internationacientific community?
Yes*

No*

Why do vou feel that you belong to an internationakcientific community?*

Why do you feel that you do not belong to an interational scientific community?*

15. Do you feel that you would be more successfulyour work if you were better at English?
Yes, | feel that | would succeed better at my work.

No, I don't need to be good at English to be swsfakat my work.*

No, my English is already good enough.*

None of the above, for other reasons.*

*What are the other reasons for your answer to thebove guestion?

16. Do you use English outside of work?

Yes*

No

*How and when do you use English outside of work?

17. How do you feel about English in general?

18. Why did you choose to answer this questionnaifa English/French?
To practice my English/French
| prefer to work in English/French even if Englisiénch is my mother tongue
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It is my mother tongue

My English/French is better than my English/French

For other reasons*

*What are the other reasons for you choosing to ameger this questionnaire in English/French?

19. Would you be willing to be interviewed on a onéo-one basis?

Yes*

No

*Thank you for agreeing to be interviewed. Pleaskave me your name and email.
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Appendix 2: Semi-structured interview schedule

Material: 2 digital voice recorders, video camdadank paper, pens, print-out of

participant’s questionnaire responses.

Establishing the professional profiles of the interiewees:

o b~ 0N

o

First of all, I'd like you to tell me what your woinvolves and how you use
English in your work.

How important is it to be good at reading or spegktnglish in your work?
How does using English impact on your professidife®

What are your feelings about using English protesaiy?

Do you feel that you are English in anyway, or do ydentify yourself as an
English speaker?

Do you consider yourself to be a learner of En@lish

Do you make a distinction between scientific Efghsd other types of
English?

Do you use English outside of work?

Mind mapping professional and personal identity:

Visual data instructionst’d like you to visually represent (in the form afmind map,

pie-chart or list) all the different areas in whiglou use English in your professional

life (i.e. meetings, article writing, or conferengeesentations). Next to that, | would

like you to visually represent the areas in whiok yse English outside of work (i.e.

travel, or reading)’.

1.
2.

So tell me about your mind-map, pie-chart or list.
Is it possible to distinguish between the English yse at work and the English

you use outside of work?
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Language of teaching and reactions to the Fiorasodw (March 2013)

1. What do you think about the new Fioraso Law? Thethiat refers to the
possibility of teaching in English.
2. Have you ever taught in English?

3. Do you think it is a good idea for students to dgght in English?
4. Would you like to teach in English?

Concluding the interview:
1. Why did you decide to take part in this study?

2. Do you have any questions you would like to ask me?
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Appendix 3: Copy of online questionnaire sent to EMstudent

participants (English-only text format version):

Introduction and greeting:

Content and Language Integrated Classes for Bid|&dgctronics)

Content and Language Integrated Learning (CLIL3 isch domain for linguistic
research in France and elsewhere. We are intedesténding out how you have felt
about learning Bio-chemist? in English. We would be grateful if you couldetake
time to complete this short questionnaivu may answer in French or in English, or
both.

Thanking you in advance.

Alexandra Reynolds and teacher participant (theadher's full name in the original)

1. Do you feel that your English has improved ovethbecause you had Bio-
chemistry classes in English?

No, not at all

Moderately

Yes, very much

2. Compared to the beginning of the academic yeadp you interact with your Bio-
chemistry teacher, in English

Less?

No change?

More?

3.Tick the language which you use the most to asloyr teacher questions:
French

English

192 *Electronics’ for students studying Electronics.
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3b. Are you more willing to communicate with your eacher in English during the
Bio-chemistry classes than you were at the beginrgrof the academic year?
Less willing

No change

More willing

4.Tick the language which you use the most to spe#i your peers:
English
French

5. Are you more willing to communicate with your pers in English during the Bio-
chemistry classes than you were at the beginning tife academic year?

Less willing

No change

More willing

6. In what way(s) did you personally benefit from laving your class taught in
English?

7. Describe one or more disadvantages of having tletass in English?

8. What observations can you make about your teachs performance as an

English-speaking Bio-chemistry teacher?

9. Would you like to have more Bio-chemistry classein English?
Yes

No

Unsure

*10. Explain your answer to 'Would you like to hawere Bio-chemistry classes in
English?’

11. Do you feel that having the class in English ka&had an impact on your ability
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to understand the subject of the class (Bio-chemist)?
Negative impact
No impact

Positive impact

12. Do you apprehend having your Bio-chemistry claes in English (rather than in
French?)

Yes, | feel more apprehensive when | have a Biocsteyrclass in English.

No, | don't feel apprehensive when | have a clagsiglish.

No, | feel more apprehensive when | have a clagsench.

No, there is no difference to how | feel when | @éavclass in French or in English.

13. Do you think that it is better to learn Englishin a Science class (such as this
one) than in a English class?

Yes

No

Unsure

Both types of class are necessary

14. What other English language skills do you stifieel you need to improve on?

15. Do you have any other comments you would like share about having Bio-

chemistry classes in English?
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Appendix 4: Interview consent form

University of Sussex

PARTICIPANT CONSENT FORM

A complete assignment of copyright and all othghts in the contributor’s
performance.

(Agreement for Use of Contribution)
Researcher Alexandra Reynolds

Researcher’s work Address/Telephone No

Services Langues, Faculté des Sciences de Nanmtas,d2 la Houssiniére, BP92208. 44322 Nantes
CEDEX 3 France, Tel +3351455229

Programme’s Working Title

PG Research iknglish as a medium of academic identity: attitugelinguage in French Higher
Educationunder the supervision of Jules Winchester and Ralftazza, University of Sussex, Falmer
Brighton BN1 9RH, United Kingdom.

Description of Contribution [Please tick the typesof contribution(s) you
would like make]

Non recorded interviews

Audio recorded interviews

Video recorded interviews

Written personal statements

Drawing

Images

Contributor Name

Thank you for agreeing to contribute to the above programme. It is my intention that
the programme will be used for my empirical research as part of a PhD at Sussex
University.

This Agreement allows the Researcher the right to use the whole or part of your
contributions in all media and formats throughout the world. | very much hope to use
your contribution, but | cannot guarantee to do so. If | do use your contribution, | will
not use your real name.

You hereby agree as follows:

You consent to contributing to the Programme, the nature of which has been fully
explained to you in the participation information sheet.

You assign to the Researcher the copyright, performance rights and all other rights
in your contributions for use in all media and formats, now known or which may be
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developed in future, for the full period of copyright and any extensions and renewals
throughout the world and you agree that the Researcher may assign such rights to
third parties.

You agree that your contribution will be subject to the editorial control of the
Researcher and that the Researcher may edit, adapt, or translate your contributions.
You waive irrevocably any “moral rights” you may have in your contribution under the
Copyright and Related Rights Act 2000. You understand that the Researcher reserves
the right to use or not use your contribution as she sees fit.

You confirm that your contributions will not infringe the rights, including the
copyright, of any third party. Without limiting the foregoing you agree that your
contributions will not bring the Researcher into disrepute or be defamatory.

If you agree with the terms set out above please sign the form below and return it. A
copy is attached for you to keep. If you are unsure of the meaning of any of the
conditions set out above, the Researcher will be able to explain them to you.

Thank you once again for your assistance.

| agree to the terms set out above:
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Appendix 5: Interview information sheet

University of Sussex

PARTICIPANT INFORMATION SHEET

Contact No: 0033616606259

E-mail: a.reynolds@sussex.ac.uk (Alexandra Reynolds)

What are the attitudes of French-speaking acadeimigsing English for professional

purposes?

You are being invited to contribute to a research study. Before you decide whether or not to give
permission for allowing your data to be used, it is important for you to understand why the
research is being done and to understand what it will involve. Please take time to read the

following information carefully.

What is the purpose of the study?
The aim of the study is to identify the attitudes of academics, such as yourself, towards using

English for professional purposes.

Why have | been invited to participate?
You have been chosen to take part in this study because | have identified you as a member of

the academic scientific community who engages with English on a daily to weekly basis.

Do | have to take part?
Whether to take part or not is entirely your decision. If you change your mind about taking part,
once interviews are underway, please notify me by email if you would like me to withdraw any

data which relates to your previous participation.
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Do | have to take part in all the research, orloamose which parts to take part in?

You can choose to take part in all, some or none of the research programme. Some activities
could involve audio and video recording. If you do not wish to partake in recorded interviews,

please leave those boxes blank on the consent form.

What are the possible disadvantages and riskkioigpart?

Essentially, there are no disadvantages or risks with taking part,

What are the possible benefits of taking part?

Your contribution will be useful to me as it will help me to understand perceptions about English
language use. Once my thesis is finished, | will share the findings with you by sending you a
copy of the thesis. It is my objective that this study should be useful for you as an academic

who uses English.

Will my information/data be kept confidential?

All the information and data provided in this study will be kept strictly confidential. | will only take
note your specialist area and will assign pseudonyms to each individual.

What will happen to the results of the researchystu

The results of the research will be used for my PhD in Linguistics, at the School of English at

Sussex University.

Who is organising and funding the research?

| am organising the research as a PhD student of the School of English at the University of

Sussex which will be approved by the Sussex University ethical review process.

Contact for Further Information

If you have any concerns about the nature of the study or the way in which the study will be
conducted, please feel free to contact:

a.reynolds@ac.sussex.uk (Alexandra Reynolds, the researcher)

Project supervisors: jules.Winchester@sussex.ac.uk, roberta.piazza@sussex.ac.uk

Thank you for taking your time to read the inforroatsheet.

Date
20 October 2012
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