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Introduction

This volume contains a selection of presentations from the Third International Conference on Language
Education and Testing. The first conference on the theme of ‘Language Testing and HRM’ brought
together more than 100 participants from 12 countries in 1997. The second conference, organized in
2013, united more than 188 practitioners, policymakers and researchers from 26 countries. Its theme,
‘Language Testing in Europe: Time for a New Framework?’, arose from a need to respond to concrete
issues associated with the use of the Common European Framework of Reference for Languages
(CEFR) in language testing.

The 2018 conference, the full title of which reads ‘What a Feeling! Language Education and Emotions’,
is devoted to the affect in language learning and teaching and takes place from 26 until 28 November
at the City Campus of the University of Antwerp in Flanders, Belgium. The research area of Language
Education and Emotions may not be new, but the combination of perspectives represented by the
contributions at the conference is unprecedented.

Jane Arnold Morgan (University of Sevilla, Spain) and Jean-Marc Dewaele (Birkbeck, University of
London, UK) will give keynote presentations in order to enhance the discussions from their specific
areas of expertise. Jakub Bielak and Anna Mystkowska-Wiertelak (Adam Mickiewicz University,
Poznan, Poland) receive the award for the selected plenary presentation.

The conference subthemes cover a range of topics relating to affective factors in language teaching and
learning, centering on (1) emotions on the side of the language learner, such as foreign language
anxiety, self-esteem, motivation, willingness to communicate, inhibition, autonomy, (2) emotions and the
language teacher, e.g. self-efficacy, motivation, empathy and (3) emotions enclosed in or emanated by
the teaching and learning process proper: language teaching methods, approaches in language
teaching, learning materials/ tools, CALL, evaluation, etc.

Reflecting the overall preference of the 121 presenters, the conference contains slightly more
contributions that address the emotions of the language learner: 48 papers discuss this topic, 22 others
deal with language teachers’ emotions, and 32 contributions describe the affect in the teaching and
learning process.

In this volume, the full papers of thirty-five researchers within the vast area of language education and
emotions have been brought together. All presenting participants underwent a double blind peer review
procedure. The abstracts of all the presenters are included in the Book of Abstracts, which is
downloadable from the conference website (https://www.uantwerpen.be/en/conferences/language-
education-and-emotions/). Authors then had the option to prepare a paper for this proceedings volume
of the 2018 conference.

The organizers wish to thank the university’s Antwerp School of Education and its University and
Community Department as well as the Flemish Research Foundation (FWO) for their financial support.
Thanks too to the members of the organizing and scientific committees: Christian Ludwig (Péadagogische
Hochschule Karlsruhe, Germany), Ferran Sufier Mufioz (Université Catholique de Louvain, Belgium),
Jesus Garcia Laborda (Universidad de Alcald, Spain), Jordi Casteleyn (University of Antwerp, Belgium),
Jozef Colpaert (University of Antwerp, Belgium), Maria Giovanna Tassinari (Freie Universitéat Berlin,
Germany), Pascale Hadermann (Ghent University, Belgium).
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One of the objectives of this years’ conference is to create a community on the topic of Language
Education and Emotions and ask for and possibly challenge each participant’s opinion(s). We therefore
conducted a pre-conference survey into the challenges presenters see for the research domain. Its
results will be presented during the opening session. Other types of interaction with the audience have
been included in the programme as well, such as a voting session, discussion groups, and, not
unimportantly many (coffee) breaks as well as a joint conference dinner.

We hope that you will enjoy this volume as it sheds light on new perspectives on the research field of

Emotions in Language Education.

Antwerp, 31 October 2018

Mathea Simons & Tom F.H. Smits

University of Antwerp

Antwerp School of Education
Faculty of Social Sciences
Faculty of Arts
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Expressing the L2 Self in Autobiographical Narratives: Lexical
Choices and Thematic Preferences

Buttazzi, Irene, and Ainciburu, Maria Cecila

University of Bologna & Universidad Antonio de Nebrija, Bologna, Italy
Universidad Antonio de Nebrija & Universita degli Studi di Siena, Siena, Italy
irene.buttazzi2@unibo.it, ainciburu@unisi.it

Abstract

Studies on the construction of the Self in bi-lingual and multilingual subjects show the perception of
different selves in the respective languages, which in turn gives rise to different mental representations
of oneself (Dewaele & Pavlenko, 2001-2003; Pavlenko, 2006; Koven, 1998, 2007). In addition, bilinguals
recognize that multiple linguistic codes and symbol systems have an impact on the subjective
experience of what they are. In the respective languages, bi and multilingual individuals feel like different
people (Pavlenko, 2006), as they have different social and psychological lives. Thus, socialization in
multiple contexts gives rise to unequal linguistic forms of self-referral and locating oneself in one world
or another.

The aim of this study is to observe how 3 Italian-speaking students of intermediate level Spanish
describe themselves in their own language and in a foreign language. To achieve this, pairs of lexical
choices and thematic preferences elaborated in Spanish and Italian are analyzed by means of
autobiographical description tests (How are you?). These experimental tests (the verbal expression of
the Self) allow us to see how speakers of foreign languages construct systems of meaning on
themselves and choose specific words in the respective languages. The lexical choices generate
multidimensional comparisons (Spanish and Italian) that allow us to approach the psychological
processes and analyze the attitudes of the multilingual experimental subjects.

To this purpose, a pilot, exploratory, descriptive and observational study with a cognitive and cross-
sectional approach was carried out. In more detail, the analysis of the thematic preferences made it
possible to check the percentage of correspondence between the types of mental states in Spanish and
Italian. Within these thematic preferences, the observation of lexical choices shows a differentiation in
the content of these states. The results show that, in the description of one's own physicist, the lexical
choices differ in the two languages, which leads to postulate the perception of different selves by the
participants, as well as an "intracategorial” variation in the cognitive processing of the self. Thus, for
example, one participant preferred to define himself with "brown" hair in Italian and "blond" in Spanish,
which suggests the subconscious activation of different reference worlds and different self-memories.
On the other hand, in the characteristic description, different thematic preferences increase and unequal
choices decrease. Consequently, the need to evidence different personality traits is inferred, as well as
an "extracategorial” variation in the perception of the self.

The results reinforce the hypothesis that informants perceive, process, categorize and represent the self
differently in the two languages. In the transcripts analyzed, people refer to themselves differently in the
two languages and show different traits of their personality. The fact that they are related languages
could consolidate the hypotheses of data obtained in other languages. In conclusion, the Self seems to
have a flexible, deictic and pragmatic nature that manifests itself and becomes tangible if it is analyzed
from different linguistic perspectives.

The improbability of using different words in different languages to describe oneself is explained by the

activation in the mind of different reference systems to self-value, identify and recognize within different
sociolinguistic communities.
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Conference Paper
1. Introduction

Sociolinguistic communities use different reference systems to assess, identify and recognize what is
appropriate and what is socially accepted. For example, a person can be defined as tall or brown,
however, the essential characteristic of height (or identity) with which people describe themselves, has
different attributes in different countries because of different ideologies determined by geolectal and
socio-cultural criteria. These criteria in turn activate a specific ideology or cosmovision (Buttazzi, 2015).
There is a relationship between culture and nature that influences the establishment of human (organic)
norms. Learning a new language implies the reconstruction and reorganization of the processes of
language use and socialization. Involves much more than simply learning skills or a system of grammar
rules; it implies an alteration of self-image, the adoption of new social and cultural behaviours and new
ways of being, therefore it has a significant impact on the social nature of the student (Williams & Burden,
1999, p.123).

The development of human relationships entails the need to be able to narrate and explain
oneself to the other, locating ourselves in storyline: "who am 1?" and "How am 1?" (Blommaert, 2005).
Language learning carries one's own reconstruction in a foreign language (FL henceforth) and it implies
a new vision of oneself and of the external world. Also, it supposes that users learn to see and attribute
meaning to themselves from the new values of host community. One's being restructuring implies
destabilization, since the already established patterns of categorization, interpretation and
representation have to be re-established in order to adapt them to those of the new language.

Accordingly, we infer the need of investigations to determine how users restructure the lexical
attention patterns focused on themselves during FL acquisition. This is what Pavlenko (2014) refers to
as our relativity experience. In the FL do we see ourselves and feel in the same way as in our mother
tongue? Do the lexical forms with which we define ourselves and which define our essence and
existence differ?

In this framework, autobiographical narration in the FL have proved to be a very useful tool for
the verbal expression of the self "how are you?" By observing the lexical choices and thematic
preferences for describing themselves in the FL and in the first language (L1 henceforth), it is possible
to define the experimental subject’s perception of themselves and to determine how FL speakers
construct systems of meaning about themselves (what they are). In more detail, to observe how they
feel and how they look in the FL and, in the same way, to examine how the perception of their own
identity changes during the acquisition of the FL, three Italian-speaking student’s lexical decisions are
observed. In these tasks, it is assumed that, through heuristic strategies of simplification and
representation, the subject activates in their mind themselves ideas and concepts that are most available
at that time. Specifically, these are lexical units chosen by themselves through written narrative or
autobiographical description tasks that allow linguistic decisions about oneself - the verbal expression
of the self -, from the stimulus Define, characterize and describe yourself.

2. Multilinguals exhibit different personality traits and feel like different persons in the languages they
speak

Recent research focused on bi- and multilinguals shows that participants perceive different selves in
their respective languages. They perceive linguistic worlds as differently, that is, change their way of
thinking, perspectives, linguistic and non-linguistic behaviours. Specifically, these changes are due to
different cultural and conversational expectations with which they are committed in their respective
contexts, as well as, to a greater degree of emotionality and intimacy in L1 (Pavlenko 2006; Pavlenko
2014). Furthermore, they are aware that the activation of more than one language supposes an internal
change in them (Pavlenko, 2006, Koven, 1998, 2007).

At the same time, we know that self verbal expression is a process that involves both perception
and production (Koven, 1998, p. 421). Thus, from different contexts the same person creates
experiences, feels, is perceived and is represented in different ways. According to this, the same person
expresses, describes and refers to himself in a different way in the languages he speaks (Koven, 1998,
2007).

Within the framework of a longitudinal research carried out by Dewaele and Pavlenko between
2001 and 2003, Pavlenko (2006) analyzed the results of the 33th question of the Bilingualism and
Emotions Web Questionnaire (BEQ henceforth): "Do you feel like a different person sometimes when
you use your different languages?" (Ibid., 2006, p. 6). The results analysis revealed that 65% (n = 675)
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of the participants answered the question positively, 25% (n = 266) negatively and 6% (n = 64) gave an
ambiguous answer (no but). Most of the positive responses showed a high degree of elaboration, which
suggests that the participants felt the need to justify and explain their answers (Pavlenko 2006, p. 12).
In this context, it has been demonstrated that the languages that are learned after the critical period
produce weaker responses due to a sense of distance and incorporation. What the participants defined
as "artificial". Thus, the responses of the BEQ reflect this difference in the processing of emotionality,
hence, that different selves are perceived. According to investigator, the perception of these selves is a
characteristic that most bi and multilinguals experience, nevertheless, the results suggest that people
living in bilingual contexts do not necessarily perceive their linguistic selves as different. These findings
prove that different languages can lead to the creation of multiple selves, which gives rise to linguistic
repertoires, cultural patterns, autobiographical memories and different levels of emotionality
experienced in the respective languages. Multilinguals and multiculturals produce different
autobiographical narratives in their respective languages and have difficulties in translating the same
experiences into other languages (Pavlenko 2014, p. 188).

Similarity, ethnic studies (Koven, 1998, 2007) carried out to determine the impact of language
on personality, show that speakers who socialize in different contexts have different linguistic repertoires
in in their respective languages. The perception of different selves by the participants was manifested
in the use of different registers and different lexical and morphosyntactic resources in French and
Portuguese. They used different words to refer to them despite telling the same story. They emphasized
and underlined different personality traits according to the language and said they perceived and felt
differently due to the two languages being projected in their imagination at different places and times.
Also, they were described differently by the external evaluators who listened to the recordings of their
productions (Koven 1998, 2007).

These results demonstrate that the language of coding and recovery influences how we
perceive ourselves and narrate ourselves and how we locating ourselves in storylines: in a different way
and focusing on significant and relevant cultural aspects for the context. Different contexts create in the
same person experiences and different ways of feeling, perceiving and representing themselves, hence,
they express, describe and refer to themselves differently in the respective languages (Koven, 1998).

From another perspective, psychological studies show that if a FL is used to solve moral
dilemmas, a more utilitarian and less emotional perspective is adopted regarding whether they are done
in the L1 (Costa et al. 2014). Thus, making moral decisions in FL causes a reduced emotional response
and provides a psychological distance from the concerns.

3. Lexical choices and thematic preferences in autobiographical narrative tests

With the aim to investigate the effects of the two languages on the self-image and the lexical choices of
3 intermediate level Italian students of Spanish, we provoked an autobiographical description in Spanish
(FL) and in Italian (L1) where students produced lexical decisions about themselves. This study was
guided by the question: Do people look and feel like different people and show different personal traits
when they describe themselves in Spanish and Italian? that is, does it exist a manifest difference
between the pairs of lexical choices and thematic preferences that the student produces about
themselves in the test that activates LE and in those which activates the L1? Successively, we examined
these autobiographical linguistic conjectures in their multimodal representations for a denotative
characterization of how the observed subjects refer to themselves. The tasks helped us compare the
productions that students generate to name and describe themselves and to observe the lexical decision
in the context of the autobiographical description. Specifically, the lexical choices and thematic
preferences in both languages showed, in a deictic manner, specific informants' attitudes towards the
referents, (in this case, they themselves) and their identity. It was possible to carry out psychological
considerations about the informants, through its effect in the real world.

The autobiographical description provoked the informants to describe their own physique and
character in both languages (How are you? How is your character? Briefly describe). They were
provided on the same day with a break of 7 minutes apart. The instructions were identical for the tests,
but, pronounced respectively in Spanish and Italian.

The results were weighted by comparing pairs of lexical choices and thematic preferences. It was
calculated in the data collection:
¢ the number of coincidence and dissidence pairs of thematic choices: (1) corresponding in both
languages in form and content (type and content of mental state), that is, the same
morphosyntactic structures with the same semantic content; (2) present in Spanish and not in
Italian or present in Italian and not in Spanish;
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e the number of coincidence and dissidence pairs of lexical choices: (1) the number of dissidence
pairs, that is, the same form (type of mental state) in Italian and Spanish, but, not corresponding,
different in content (semantic); (2) the number of coincidence pairs of lexical choices present in
Spanish and not in Italian or present in Italian and not in Spanish.

The group that was observed in this pilot, cognitive and observational research was formed by 3 Italian
students of Spanish as a FL: two men and one woman aged 32 to 50 years with Italian as L1. The
subjects belonged to the Inlingua Imola school, they attended the Spanish B1 course in 2013/2014.

3.1. How are you physically? Briefly describe yourself

The first observation indicates that the 3 subjects produced different lexical decisions in Spanish and
Italian, that is, they preferred to use different words, adjectives and attributes in the two languages: there
was a majority of corresponding thematic preferences, in other words, the students chose to use the
same morphosyntactic structures to describe themselves both in Italian and Spanish ("be + height",
"have hair + colour", etc.). In spite of this, we will focus on the qualitative contents of the mental states
that were activated during the description.

[1LE] Yo soy bastante alto, tengo ojos azules y el I'm quite tall, | have blue eyes and hair that looks
pelo que durante el verano parece rubio. blond during the summer

[1]] Sono mediamente alto, di corporatura I'm medially tall, of medium build, with blue
media, con occhi azzurri e capelli castani eyes and brown hair

In [1] the subject used the same structure to define his own height in both languages and, nevertheless,
he did it thought adjectives and specifications with different degrees: enough in the FL and half in the
L1. Similarly, he claimed to have blue eyes in both languages. A thematic preference did not correspond:
in Italian, he preferred to define himself "of medium build", something he did not do in Spanish. This
difference is due to the fact that, probably, the subject, in his MT, needed to express an adequacy or
suitability to the world of action in relation to a certain characteristic of comparison, that is feeling "fair
with respect to the average" of the sociolinguistic group to which it refers implicitly. On the other hand,
1 dissident lexical choice Is observed: he claimed to have "brown hair" in Italian his MT, however, in
Spanish he chose to define himself as "blond", arguing that during the summer he looks blond. Probably,
the FL caused the memory and the activation of the idea of himself during holidays in Spain, which
makes plausible this apparent incongruence caused from comparison of both choices.

[2E] Soy delgada, de media altura. Tengo el pelo  I'm thin, of medium height. | have brown and

castafio y corto short hair
[21] Sono magra, di media altezza, ho i capelli | am thin, of medium height, | have medium-
castani di lunghezza media long brown hair

As above, also in [2] the second participant used coincident lexical choices in Spanish and Italian: "thin",
"of medium height" and "with brown hair." Despite claiming to have brown hair in both languages, she
produced a dissident lexical choice and saw herself "with short hair" in Spanish and "medium-long" in
Italian. From our perspective, it is plausible that a woman has a special sensibility to certain manners of
wearing hair and taking care of it, hence it is possible that she has seen herself and felt more comfortable
describing herself with shorter hair in Spanish, where the tacit community of reference does tend to pay
special attention to hair care and the perception of the stereotype "Spanish women -dark and
Mediterranean- have long hair and take care of it particularly” is probably true for an Italian.

[3E] Mas 0 meno 1,70 de alto y 70 kg de pesoy More or less 1.70 tall and 70 kg of weight and 50
50 afios de edad, el pelo es blanco y la piel years old, The hair is white and brown skin
morena

[3I] Sono alto 1,70 m. peso 70 Kg. ho i capelli [3I] | am tall 1,70 m weight 70 Kg. | have the
bianchi la pelle olivastra white hair the olive skin
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The informant 3, also, confirms the pattern of coincident lexical choices ("height " and "with grey hair")
with the presence of a qualitative dissidence: he argued to have "brown skin" in Spanish, which in Italian
would be translated as "dark". However, it chose to define himself with "olive skin" in the L1, that is,
olive-coloured.

On the one hand, these results seem to indicate the influence of both languages on the lexical
choices and thematic preferences that the participants used to describe themselves physically. On the
other, the description in the L1 presents a higher percentage of adjectives (32% versus 25% of the total
of the words). These results may be due to an influence of Italian on the informant’s cognition that was
manifest in the need to detail more deeply their own description. On the basis of this difference in the
percentage of the adjectives in Spanish and Italian, it is inferred that the participants felt a greater need
to qualify, compare, quantify, classify and evaluate themselves when the L1 was activated.

3.2. How is your character? Briefly describe yourself

In the own character description test, the number of dissident thematic preferences in both languages
increased with respect to the previous one, and the number of different lexical choices decreased. These
data may indicate that participants preferred to focus both descriptions on different personality traits and
use completely different words. In this way, many adjectives do not correspond in this test:

[LE] Mi caracter es basicamente tranquilo y
reflexivo pero tengo un lado mas impulsivo
tambien que sale solamente a veces. Soy
bastante solitario pero me gusta mucho hablar
y salir con mis amigos. En pocas palabras un de
ellos me ha dicho que por mi caracter busco a
explicar los sentimientos con la razon y entonces
a hacer coexistir rationalidad y fantasia

[11] Sono di base tranquillo, riflessivo e sereno,
ma a volte esce anche il mio lato piu impulsivo.
Sono tendenzialmente solitario, ma mi piace
anche molto uscire con gli amici e stare in
compagnia. Convivono in me aspetti opposti che
si manifestano a seconda della situazione. Una
volta un mio amico ha detto di me: "tu cerchi di
spiegare con la ragione il sentimento”

My character is basically calm and thoughtful
but | also have also a more impulsive side that
comes out only sometimes. I'm enough lonely
but | like to talk and go out with my friends. In a
few words, one of them told me that because of
my character | seek to explain feelings with
reason and then to coexist rationality and fantasy

I'm basically calm, thoughtful and serene, but
sometimes my most impulsive side comes out
also. I tend to be lonely, but | also like a lot going
out with friends and being in company. In me,
opposing aspects cohabit depending on the
situation. Once a friend of mine said about me:
"you try to explain the rational with feelings"

Especially, the informant 1 defined himself as "untroubled" in Italian and did not do so in Spanish, which
can indicate that he implicitly activated the need to express and describe his attitude towards his worries

in general.

[2E] Soy una persona tranquila, alegre vy
disponible. Paso mucho tiempo con mi familia.
Me gusta viajar y descubrir nuevos lugares. No
practico deportes pero me gusta caminar.

[2]] Sono una persona tranquilla, allegra e
disponibile. Sono precisa, ordinata e piuttosto
metodica. Mi piace trascorrere il mio tempo
libero (poco) con la mia famiglia. Mi piace
viaggiare, scoprire posti nuovi. Non pratico sport
ma mi piace fare lunghe camminate

| am a calm, cheerful and available person. |
spend a lot of time with my family. | like to travel
and discover new places. | do not practice sports
but I like to walk.

| am a calm, cheerful and available person. I'm
precise, tidy and rather methodical. | like
spending my free time (little) with my family. |
like traveling, discovering new places. | do not
practice sports but I like to take long walks

Informant 2, similarly, preferred to define herself "precise, tidy and rather methodical" in her L1, a
characteristic that she did not make evident in FL. Moreover, in Italian she spoke about a short time that
she spent with her family (she said: "l like spending my (brief) free time with my family ") and in Spanish
she spoke about a lot of time (i.e., she said "l spend a lot of time with my family"). As above [1], it can
be noted that the MT triggered the need to specify some type of attitude towards relevant issues and
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that can cause preoccupation. In this case, the concern in Italian is more specific than above and is
expressed in relation to the reduced free time available to spend with the family.

[3E] Tengo passion para mi familia, soy un tipo
alegre, me gusta mirar siempre adelante y no
tiengo miedo de acer nuevas experiencia.
Cuando me lenvanto suele ser un dia nuevo y
me gusta mucio jugar a todos los juegos. No me
gusta trabajar pero me gusta ser util.

[3I] Sono spesso allegro e positivo, traggo
spesso insegnamento dalle esperienze, mi piace
condividere la felicita con le persone che amo,
non conosco la parola odio. Guardo sempre
avanti specialmente dopo eventi negativi. Credo

| have passion for my family, | am a cheerful guy,
| always like to look forward and | am not afraid
of getting new experiences. When | wake up it's
usually a new day and | like a lot to play all the
games. | do not like to work but I like to be useful.

| am often happy and positive, | often draw
lessons from experiences, | like to share
happiness with the people | love, | do not know
the word hate. | always move on especially after
negative events. | believe in friendship

nell'amicizia

In more detail, when the participants had to define and describe themselves physically, the analysis of
thematic preferences seems to indicate coincidence in the types of mental states in Spanish and Italian.
Within these thematic preferences, an examination of lexical choices seems to underline a certain
dissidence in the content of these mental states, that is, the tendency to see and feel differently and
"with different eyes" in the languages they speak. Relating to the description of one's own character,
gualitative observations seem to suggest that dissenting thematic preferences increase and unequal
lexical choices decrease, which may indicate the need to make evident different traits of one's own
personality. In general, Italian L1 descriptions show a greater demand when comparing, evidencing,
classifying, quantifying and evaluating the features of the extension of the nouns used. From our
perspective, the content of these lexical and morphosyntactic categories seem to indicate cognitive
qualitative differences that deserve a more detailed and consistent research in the future.

4. Conclusions

The aim of these pilot, cognitive and ethnolinguistic study was to observe and analyze the judgments
and lexical decisions that 3 Italian Spanish as a FL students issued to describe themselves in
autobiographical narrative tests provoked in the MT and the FL in order to investigate how they feel and
look when the FL is activated.

The qualitative and multimodal analysis of the pairs of lexical decisions allowed to verify that the
linguistic conjectures did not coincide: the subjects preferred to use different words to refer to
themselves, they felt the need to show different traits of their personality, and they activated different
ideas of themselves because the linguistic stimuli promoted mental associations that they considered
pertinent and coherent with the different imaginary linguistic environments that were activated. Hence,
this observation seems to indicate, as well as the studies reviewed, that identity is related to language
and that people see themselves and feel differently in a FL (Koven 1998, 2007; Pavlenko 2006, 2014).
At the same time, participants referred their attitudes towards concerns in their MT, such as "hate",
"negative events", "little time to spend with family”, etc. (Costa et al.'s 2014). We understand that this is
a small group, thus, the results should be taken with caution, however the incidence of language in the
self-concept and identity has been studied with bigger samples, consequently this phenomenon can be
considered probable.

The analyzed linguistic conjectures are coherent and pertinent with their context of emission,
nevertheless, in ex-post evaluation they turn out incoherent (for example, it is strange that the same
woman in just seven minutes defines herself simultaneously with short and medium hair). The results
seem to suggest that the participants elaborated the lexical decisions with the ease that instances or
occurrences can be brought to mind and the ease needed to recall examples in associative memory
(see Tversky and Kahneman, 1974 for a discussion of human availability heuristics and biases). They
processed the lexical decisions from a similarity judgment, and they evaluated themselves by the degree
in which they saw themselves or felt representative of the target sociolinguistic community to which they
tacitly pointed out from linguistic input in Italian or Spanish. Instead of answering the original question -
which would have elicited the same responses in the L1 and in the FL- the 3 students answered some
easier questions: How do | feel when | speak the FL? Thus, they imagined themselves in different
linguistic worlds and produced different associations that, in turn, gave rise to different linguistic forms,
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despite the fact that only 7 minutes passed between the test in the L1 and in the FL. They chose to
focus attention on different personality traits and qualities of themselves in the two languages and
relevant in a specific environment or another.

Accordingly, it is important that FL users learn what it means to be an "intercultural user" and
"know how to be" in an FL. Based on this assumption, to educate to be something different is the great
challenge of language teaching: teaching to see oneself and feel like someone different, in a different
world and speaking a different language. That is, make the experience of our relativity something that
can enhance our identity and personality, hence, the learning experience. To achieve this, it is important
to implement in the classroom the practice of "mimicry" (Vellegal, 2004, p. 50) where the student plays
to believe, to believe himself, to make others believe that he is other differently than himself.
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Abstract

This study is part of a larger project on foreign language anxiety (FLA) in synchronous computer-
mediated communication (SCMC) speaking practices. Some scholars suggest that learners might
experience FLA while taking part of these online speaking activities (Appel, 2012; El-Hariri, 2016;
Jauregi, 2015). In fact, FLA is a debilitating emotion (Horwitz, 2010) that has been related, most of all,
to the oral practice in a FL (Saito et al., 1999). This affective variable has a changing nature, so its
fluctuations are better understood if analyzed using a dynamic approach (e.g., Gregersen et al., 2014;
Boudreau et al., 2018).

The aim of the present work is to analyze how and why FL learners experience FLA in online speaking
environments. The research context is an online speaking course, and a group of 15 participants
conform the sample of the study. During the course, participants complete various speaking activities in
pairs, which are composed by several tasks. After each task, they self-rate their FLA using an Anxometer
(Macintyre & Gardner, 1991), a Likert scale designed and adapted for this research. Once the course is
over, semi-structured interviews are conducted in order to understand the causes of their FLA. Finally,
two participants are selected to do an additional online speaking activity, and their FLA is studied using
the idiodynamic method (Macintyre, 2012), a novel research approach that allows to analyse the
moment-to-moment fluctuations of this variable.
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Conference Paper
1. Introduction

Research shows that learners’ feelings and emotions play a crucial role during their learning experience
(e.g., Arnold, 1999; Dewaele, 2010; Fredrickson, 2001; Macintyre & Gregersen, 2012). For many
learners, speaking interaction in a foreign language (FL) might be anxiety-provoking itself (Appel, 2012),
and if the interaction is carried out in an online environment, the chances that the learners’ nervousness
increases are higher (Jauregi, 2015). For these reasons, in this study we aim to analyze how and why
FL learners experience foreign language anxiety (FLA), a negative and debilitating emotion, while taking
part of one synchronous computer mediated communication (SCMC) language learning practice.

FL learners are usually more interested in developing their oral competences in a FL rather than
the written ones (Lindenau, 1987). Nevertheless, in a traditional classroom environment, creating
enough speaking opportunities in a FL is difficult (Li, 2014). In the context of online education, providing
speaking interaction opportunities in the target language (TL) is one of the main challenges, and the use
of videoconferencing technologies to support learner-learner interaction for language learning has
become a growing object of study (Hopkins, 2010; Hampel & Stickler, 2012; O’Rourke & Stickler, 2017).

This paper analyzes how and why learners experienced FLA in a free online speaking course
which was offered to learners of English at the Centre of Modern Languages at the Universitat Oberta
de Catalunya, a fully online distance-learning university. The course was called SpeakMOOC and
consisted of a series of speaking activities designed to be carried out in pairs, where students, through
learner-learner interaction, could practice their TL communication skills. The SpeakMOOC course and
its learners conform the research context and the subjects of the present study.

2. Literature review
2.1 FLA in online speaking interaction

FLA was described by Horwitz, Horwitz & Cope (1986, p.128) as “a complex of self-perceptions, beliefs,
feelings, and behaviours arising from the uniqueness of the language learning process”. According to
Baralt & Gurzynski-Weiss (2011), most researchers show a negative effect of FLA on learning outcomes
(e.g., Macintyre & Gardner, 1994; Horwitz, 2001). Current research on FLA has been conducted, most
of all, in traditional face-to-face learning environments (e.g., Bourdeau et al., 2018; Dewaele et al., 2016;
Gregersen et al., 2014; Gregersen et al., 2017).

On the contrary, the study of FLA has received little attention in online environments (Bollinger
& Wendt, 2016). Some of this research has focused on asynchronous computer mediated
communication (ACMC) learning practices (e.g., Barkany & Melchor-Couto, 2017; McNeil, 2014), while
other has focused on SCMC learning practices, in contexts such as Second-life projects or bilingual e-
tandem exchanges (e.g., El-Hariri, 2016; Kamali Arslantas & Tokel, 2018; Martin & Alvarez Valdivia,
2017; Melchor-Couto, 2016).

Nevertheless, to our knowledge, no research has centered its attention on the study of FLA in
online synchronous speaking interaction between two FL learners who undertake speaking tasks in the
same TL.

2.2 The dynamic study of emotions

At the end of the twentieth century, Larsen-Freeman (1997, p. 142) drew “attention to the similarities
among complex nonlinear systems occurring in nature and language and language acquisition”. During
the first decade of the twenty-first century, complex and dynamic systems theories started to be applied
in the Second Language Acquisition (SLA) field (Larsen-Freeman & Cameron, 2008; De Bot et al., 2007;
Verspoor et al., 2008). These argue that language systems are, amongst others, dynamic, open,
unpredictable, sensitive to initial conditions, self-organizing and adaptive. In fact, when learning a FL,
emotions change moment-to-moment, and one single event might affect one learner’'s experience
unexpectedly, causing a nonlinear effect over it (Gregersen et al., 2014).

Considering the complexity of FL learners as individuals (Dornyei, 2017), and taking into
account the impact of emotions in their FL learning process (Boudreau et al., 2018) some researchers
started to study the affective dimension of FL learners from a dynamic approach. For instance, Ddrnyei,
Maclintyre & Alastair (2014) collected and reviewed several empirical studies which apply the dynamic
systems theory (DST) to the research on language learning motivation; Shirvan & Talebzadeh (2017)
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studied learners’ Foreign Language Enjoyment (FLE) from a dynamic perspective, and Macintyre &
Legatto (2011) used a novel research method to understand the dynamics of individuals’ Willingness to
Communicate (WTC). Concerning FLA, a pioneer study carried out by Gregersen, Maclntyre & Meza
(2014) used, for the first time, the idiodynamic method to analyze the dynamics of FLA.

2.3 The Idiodynamic method

Maclintyre (2012) developed the idiodynamic method, which allows researchers to study the fluctuations
of learners’ emotional and affective variables from a dynamic approach. It has been used to study,
amongst others, learners’ FLA at a per-second scale during a communication event (e.g. Boudreau et
al., 2018; Gregersen et al., 2017; Gregersen et al., 2014).

The method consists of four steps (Macintyre & Legatto, 2011, p.152): (1) A communication
activity is video recorded; (2) The participant watches the video of the activity and does the moment-by-
moment self-ratings of the variable that is being assessed through a specific software; (3) A stimulated
recall interview (Gass & Mackey, 2000) is conducted observing a graph produced by the software, so
the participant explains the accounts on the self-ratings fluctuations (4) The session is transcribed.

3. The present study

The present study aims to understand the nature of participants’ FLA in learner-learner speaking

interaction in an online environment. Thus, the research questions (RQs) that this study addresses are:

- RQ1: Why do learners experience FLA while participating in online speaking interaction
activities in pairs?

- RQ2: How do learners experience FLA while participating in online speaking interaction
activities in pairs?

4. Research method
4.1 Participants

The participants of the present study were 15 volunteer FL learners selected out of the enrolled students
in SpeakMOOC. The selected participants were 12 females and 3 males between 25 and 50 years of
age, native speakers of Spanish who had an Upper Intermediate or Advanced level of English as a FL
(B2/C1). All of them had been previously enrolled in at least one online course, but none of them had
participated in an online English speaking course before.

4.2 Research context

SpeakMOOC was the research context of this study. The course was supported by the SpeakApps
platform and consisted of a series of English speaking activities designed to be undertaken
synchronously in pairs via videoconference.

Activities were classified in different categories: (1) Spot the difference; (2) Problem solving; (3)
Conversation based on an article and (4) Free conversation. All activities contained from one to three
tasks, and the level of complexity was stable during all the tasks.

4.3 Instruments, materials and procedure

The study used a mixed-methods approach, putting emphasis on the qualitative integration of data. Data
collection was divided in three phases, which were undertaken in the following order.

Phase I: Quantitative data collection.

a. Foreign Language Classroom Anxiety Scale (FLCAS; Horwitz et al., 1986): Before starting the
course, all participants were asked to complete this questionnaire, which is associated to the oral
aspects of the FL use (Horwitz, 2010), and has been previously used to assess learners’ tendency
to experience FLA (e.g. Dewaele, 2013; Dewaele & Macintyre, 2014; Macintyre & Gregersen,
2012).
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Although the original FLCAS has 33 items, in this study we used a selection of the 23 items which,
according to Park (2014) encompasses the two factors we are focusing on in this study:
Communication apprehension and understanding and Communication apprehension and
confidence. Since all participants of the present study were native speakers of Spanish, we used
the FLCAS Spanish translation by Pérez-Paredes & Martinez-Sanchez (2000).

b. Speaking activities in pairs: Participants completed several speaking activities in pairs in
SpeakMOOC.

c. Anxometer: An adapted version of the Anxometer (Macintyre & Gardner, 1991) was created for
this research in order to assess learners’ FLA at a specific moment of their speaking interaction.
The Anxometer consisted of a 10-point Likert scale through which participants could rate their
nervousness or comfortableness after each task of a speaking activity.

Phase II: Qualitative data collection.

d. Semi-structured interviews: Participants described their own perception of FLA during their
participation in SpeakMOOC and the causes that made them feel nervous while interacting online
with another learner. Due to availability problems, only 8 participants of the initial sample of 15
subjects accepted to be interviewed. Half of the interviewed learners were high anxiety participants
(HAPs) and the other half were low anxiety participants (LAPS), according to their scores in the
FLCAS, so both types of students were equally represented.

Phase llI: Idiodynamic data collection.

e. Idiodynamic method: Finally, for parity reasons, one HAP and one LAP were selected out of the 8
interviewed participants. Both proceeded to complete, separately, the four steps of the idiodynamic
method:

a. Speaking activity in pairs: Each participant undertook one speaking activity with another
learner. Both speaking activities were recorded using Screencast-O-Matic.

b. Idiodynamic self-ratings: Immediately after the speaking activity, the video recording
was uploaded to the Anion Variable Tester V2 software. As participants watched their
videos, they self-rated their FLA on a per-second timescale. The software allowed them
to rate their FLA from -5 to +5 by clicking the computer mouse. If they did not click the
mouse, the rating moved automatically to zero within each second.

c. Stimulated recall interview: Participants explained the accounts on the spikes of their
self-ratings of FLA while watching the video recording.

d. Transcription of the interviews.

5. Results and analysis

The aim of this study was to understand the dynamics of FLA in learners who undertake speaking
interaction activities in an online environment (RQ1) and to acknowledge the causes that learners
attribute to the fluctuations of this variable (RQ2). Both quantitative and qualitative data provided us with
the necessary information to answer our RQs.

5.1 Quantitative analysis

Classifying the participants as HAPs or LAPs -according to their scores in the FLCAS- before starting
the course helped us to understand the appraisals that the learners brought to this FL learning situation
(Gregersen et al., 2014).

The table below contains a summary of the data gathered by the Anxometers after each task of
the speaking activities undertaken by the 15 participants. Taking into account that the Anxometer was
a Likert scale where +5 meant “Extremely comfortable” and -5 meant “Extremely nervous”, it is relevant
to mention the fact that none of the participants rated his or her emotional state below zero, which is
reflected in values presented on the table.
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Type of speaking activity and tasks
Type of
participants Measure Spot the difference Free Problem Based on an article
conv. solving conv.
T1 T2 T3 T1 T1 T2 T1 T2 T3
Mean 3 2,6 2,2 4,3 3,8 3,8 25 4,1 33
HAPs
Mode 3 3 3 4 4 5 4 4 4
Mean 4 3,4 3,5 4,8 4,1 4,4 4 4,1 4,8
LAPs
Mode 5 5 5 5 5 4 5 5 5

Table 1. Quantitative data collected by the Anxomer (+5 = “Extremely comfortable”; -5 = “Extremely
nervous”).

It is, however, necessary to highlight the fact that HAPs show a tendency of experiencing more
nervousness than LAPs and vice versa. In fact, there is no task where this tendency reverses.
Concerning the types of speaking activities, participants felt generally more anxious while undertaking
the Spot the difference ones. On the contrary, they reported to feel more comfortable doing the Free
conversation ones.

5.2 Qualitative analysis

Semi-structured interviews with 8 participants allowed us to get more detailed information of their
perception of FLA while taking part of SpeakMOOC. After analyzing the content of the interviews, a
series of FLA triggering elements were identified, which have been summarized in Table 21

Partner with Not Non Speaking in External
different level of knowing familiarity aFL noises
FL the partner with the
course
Pedro
a Lola X
< Sara
Melania X X X
Marta X X
o Bea X X
% Maria X X X
Carol X X

Table 2. Anxiety-triggering elements in SpeakMOOC.

In the first place, it is worth mentioning the fact that Pedro and Sara, two LAPs, did not mention any
element that made them feel anxious during their participation in SpeakMOOC, since both explained
that they felt absolutely comfortable during all the speaking activities.

1 All names are fictitious in order to respect the privacy of the participants of this study.
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Secondly, when taking into account the level of FL proficiency of their partners, one LAP and two HAPs
pointed out that the fact of having a partner with a different level of FL proficiency made them feel
nervous.

“I don't like speaking with people who have a higher level of English than me because | don't
feel comfortable. That’s not because | don't like it, but because | feel like | make the other
person go wrong” (Lola, LAP).

“I tried to lower the level because of my partner’s level of English proficiency. And sometimes
I made mistakes because | was lost. | was thinking: what if she doesn’t understand me?”
(Marta, HAP).

Thirdly, the fact of “Not knowing the partner” before doing the speaking activity was an anxiety-triggering
cause for two LAPs and one HAP. Maria, one HAP, explains how she felt while the SpeakMOOC system
was assigning her an available partner randomly:

“You are there waiting for a partner without having an idea of who will come across you.
This might cause you a feeling of nervousness because you think: how will s/he be?; how
will s/he speak?; what will we do? For this reason, | chose to speak always with the same
person” (Maria, HAP).

Moreover, the “Non familiarity with the course” was the most commented anxiety-triggering element by
the participants, who generally agreed with the fact that they felt more nervous while doing the first
speaking activity in SpeakMOOC than during the following ones.

In addition, “Speaking in a FL” was another source of FLA expressed by some participants. For instance,
Carla (HAP), explained how she felt about it:

“Not having previous experience speaking in English makes you feel ashamed and nervous
when doing a speaking activity in SpeakMOOC” (Carla, HAP).

Finally, one HAP indicated that the fact of having external noise interferences during the interaction with
her partner made her feel nervous. Nevertheless, in relation to the use of technology in SpeakMOOC,
even if some participants had experimented technology problems before connecting with their partner,
they assured that these did not made them feel nervous during the speaking activities.

“Technology problems might make you feel nervous but this won'’t affect you when speaking
in English. Once you are finally connected, you feel like you’re ready” (Melania, LAP).

5.3 Idiodynamic analysis

Table 3 shows the set of quantitative data gathered from the idiodynamic self-ratings of two participants,
one LAP and one HAP, after the first task of a speaking activity in SpeakMOOC. Each of them undertook
the activity with a partner assigned by the researcher.

Duration of the Ratio of Spikes Seconds in High Seconds in Low
task and Dips Anxiety Zone Anxiety Zone (At 0
(In seconds) (Above 0) or Below)

Melania 420 19:25 2 418

(LAP)

Bea 240 30:30 7 233

(HAP)

Table 3. Melania (LAP) and Bea (HAP) idiodynamic data.

The fourth column of the table shows that Bea (HAP) spent notably more seconds in the High Anxiety
Zone than Melania (LAP), despite the fact that Melania and her partner spent almost the double amount
of time doing the task than Bea and hers, as the second column shows.
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Moreover, in both cases, the ratio between spikes and dips is considerably stable, which indicates that
FLA is dynamic over time (Gregersen et al., 2014, p.579). This dynamicity of FLA is also represented in
the graphics below, which belong to idiodynamic data gathered from the last 20 seconds of the first

speaking task of each participant:
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Figure 1: Melania (LAP) FLA Self-ratings of FLA during the last 20 seconds of the speaking task.
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Figure 2: Bea (HAP) FLA Self-ratings of FLA during the last 20 seconds of the speaking task.

Also, a qualitative set of data was obtained from the stimulated recall interviews with the two participants.
Melania and Bea explained the reasons of the spikes in each of their self-ratings of FLA, which are

gathered in the following table:

Melania (LAP)

Bea (HAP)

Not finding the right words to express herself in the
TL.

Not finding the right sentence to express herself in the
TL.

Her partner did not know how SpeakMOOC worked.

Her partner was not respecting strictly the indications
of the task.

Creativity required by the task.

Their answer to the task did not match with the
solution proposed by SpeakMOOC.

Table 4. Accounts on the spikes in the self-ratings of FLA.
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6. Discussion

This study aimed to investigate how and why FL learners experience FLA when undertaking learner-
learner speaking activities online. To our knowledge, prior to this study, FLA had not been investigated
using this methodology in SCMC environments. Despite the novelty of the study, data triangulation
provided us with the necessary information to answer our RQs.

RQ1: Why do FL learners experience FLA while participating in online speaking interaction activities in
pairs?

In relation to the innate tendency to experience FLA, the quantitative data gathered by the Anxometer
showed a clear tendency of HAPs to experience more FLA than LAPs while taking part of the
SpeakMOOC activities. In this case, participants’ scores in the FLCAS revealed their innate tendency
to experience more or less FLA during online speaking interactions, which could be considered as a
learner-internal cause of FLA. Data obtained with the Anxometer was complemented with the qualitative
data collected from the 8 semi-structured interviews. In the semi-structured interviews, HAPs still
showed a tendency to experience more FLA than LAPs; all HAPs, except one, mentioned notably more
causes of FLA during the speaking oral interaction online than the LAPs. In the stimulated recall
interviews, the HAP also reported more sources of FLA than the LAP.

As regards to the learner-external sources of FLA, in the 8 semi-structured interviews, the most
frequently reported anxiety-triggering elements of SpeakMOOC were related to the partner (‘Partner
with a different level of FL proficiency’ and ‘Not knowing the partner before the activity’) and to
participants’ familiarity with the course (‘Non familiarity with the course’). On the other hand, the anxiety-
triggering elements mentioned by the two participants who took part of the idiodynamic study during the
stimulated recall interviews were much more concise and detailed. In this case, the causes of FLA were
related, for instance, to their own level of FL proficiency (‘Not finding the right words in the TL’), to the
partner’s familiarity with the course (‘The partner was not respecting strictly the indications of the task’)
and to the speaking activity (‘Creativity required by the task’).

RQ2: How do learners experience FLA while participating in online speaking interaction activities in
pairs?

Given the size of the sample, data collected by the Anxometer did not yield relevant information for this
RQ. On the other hand, the semi-structured interviews showed that learners’ perception of their own
FLA decreases over time. In the interviews, almost all participants reported that they had felt more
nervous during the first speaking activity than during the following ones. Similar findings were reported
by El-Hariri (2016) in her study of FLA in an English-German e-tandem environment.

Concerning the idiodynamic data, the moment-to-moment self-ratings of FLA of two participants
during a speaking activity showed that FLA is a variable in constant change, nonlinear and
unpredictable. Lastly, the stimulated recall interviews demonstrated that each individual and each
communicative event are unigue (Gregersen et al., 2014). This was reflected, as well, in the patterns of
their self-ratings of FLA.

7. Conclusion

As Dewaele (2011, p. 25) affirms, “teachers know that boredom and anxiety are the main culprits for
lack of progress in FL learning”. Within the present study, we explored one of these culprits -FLA- in an
online speaking interaction environment.

From the analysis of three different types of data collected in this study, results suggest that: (1)
some learners present a tendency to experience higher levels of FLA than their counterparts. This
tendency is assessable beforehand by the FLCAS; (2) FLA is often triggered by partner-related
elements; (3) experience with the SpeakMOOC activities is anxiety reducing over time, and (4) FLA is
a dynamic variable which might change course unexpectedly. (5) Itis also worth mentioning the fact that
technology and the medium of communication are not considered a source of FLA by any participant of
this study.

Concerning the research design of the study, triangulation between different types of data
showed that, when studying an emotion such as FLA, dynamic approaches allow us to understand better
its behaviour and the reasons of its fluctuations. Quantitative measures are useful as a starting point,
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but will never allow us to detect the butterfly effect that might makes a learner, in less than two seconds,
experience an unexpected rush of FLA.

Despite the fact that this study provided us with a huge amount of information on participants’
FLA, it is difficult to make generalizations from it, due to the number of participants and the limitations
in the selection of the research design.

Since speaking interaction in a FL has a vast potential to foster FL learning and FLA has a huge
impact on each individual’s learning experience, we believe that more studies on FLA in SCMC
environments are needed. Research including bigger samples and the study of different online learning
contexts would provide the FL educational community with new insights into this topic. For instance,
future research in the broader project this study belongs to will focus on learners’ FLA in native speaker
- hon-native speaker online speaking interaction in an open education environment.
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Abstract

The steady introduction of English as medium of instruction (EMI) in higher education in the Democratic
Republic of the Congo (DRC) and Flanders (Belgium) is a powerful external motivational incentive. As
regards its different natures, motivation is found to be very strongly related to success in language
learning, but it remains unknown what exactly is its cause and what the result. As integrative or
instrumental motivation hardly play any role at all with most learners, motivation is mostly a (language)
teacher’s responsibility. As opposed to this, extrinsic or external motivation (cf Ought-to L2 Self, Dérnyei,
2005), the focus of this paper, is derived from external incentives. Current language policy in the DRC
and Flanders favours the introduction of EMI in higher education. EMI refers to the teaching of a subject
using the English language, without explicit language learning aims or English being the national
language (Jenkins, 2014). The choice and presence of English are assumed to represent a powerful
external motivational incentive (Kamwangamalu, 2010) for higher education students who take English
as part of their general curriculum (DRC) or are confronted with EMI (Flanders). This study deals with
the saliency of motivational factors such as quality of the language, personal interests, community
interests, nation-building potential and cultural impact of English, as these are frequently mentioned in
the dominant discourse (Salverda, 2001; Vandekerckhove & Cuvelier, 2013).

For our large scale comparison, a survey (5-pt Likert scales) was developed on feelings about the use
of English in accordance with the aforementioned factors. Adding interviews would be the most complete
method to tap language-ideological views (Razfar & Rumenapp, 2012), yet was hardly feasible due to
sample sizes. Subjects were facing the introduction of English as EMI (Flanders) or as a subject in the
non-specialist curriculum (DRC). The Flemish groups (UAntwerpen) were large (N=625, thus precluding
interviews) and were surveyed electronically in 2012 (N=330), 2015 (N=174) and 2018 (N=121). The
Congolese groups (UCC, Kinshasa and UNILU, Lubumbashi) (N=149 and N=144), surveyed in 2014,
were also quite large and had to be surveyed on paper. The analysis consisted One-Way ANOVA
comparisons to detect differences.

The analysis reveals differences and shifts: between Flemish data at the three points in time, between
DRC-Flanders, and between Kinshasa—Lubumbashi. As external motivation is an established key to
success in language acquisition, this study testifies to an urgent need to adapt both the content and the
embedding of English courses in the language ideological framework of the target groups. In some
cases concomitant work on external motivation may be necessary, especially since the data (in
particular the diachronic Flemish data) show fast shifts in the language ideological views of students.

LANGUAGE EDUCATION AND EMOTIONS — Proceedings 29 | Page



Conference Paper
1. Introduction

Since the last decade of the 20th century English has been heavily promoted as a language of instruction
in higher education, sparking quite heated debates in many countries (sometimes flavoured by local
historical experiences). The present paper focuses on the situation in Flanders and the Democratic
Republic of the Congo (DRC). Flanders, a region of Belgium with Dutch as its official language, is
situated in northwestern Europe. The DRC, a multilingual Central African country much larger than
Belgium, is a former colony of Belgium that has French as the de facto national language. Both countries
still have close links, among other things in the domain of education. Notwithstanding independent
developments (e.g., Belgium adopted the unifying Bologna Declaration), both countries and their
academic authorities share the concern to play an international role and, by consequence, are debating
the use of English. Yet whether the motivation of students as the language policy’s target group is
keeping abreast, is a matter that has not yet received (scientific) attention.

Motivation of language learners at large, however, has been extensively investigated since the
turn of the millennium, making Boo, Dornyei and Ryan (20152, p 145) speak of an ‘unprecedented boon?’
since 2005 — and fortunate at least for the purpose of the present study, when looking back even as
much as 25 years, it is largely English as a foreign language that the insights and paradigms have been
based on. Adopting Dérnyei's (2005) widespread L2 Motivational Self System (L2MSS) with its three
motivation-generating components (Ideal L2 Self, Ought-to L2 Self and L2 Learning Experience), it
becomes clear that the primary source of EMI motivation central to this study are the social pressures
related to the Ought-to L2 self-image of students.

The present study could be seen as part of what Kroon (2000) calls the language management
policy-making cycle. This paper is intended to document the language ideology of today's students, who
are, obviously, strongly concerned by the new policies as these are gradually implemented. The authors
are involved in the process, both in Flanders and in the DRC.

2. Research context and hypothesis

The context for this language policy and motivation study is the introduction of English as an academic
language in the DRC and Flanders, for which a number of language management decisions are being
taken (or still considered) that are likely to have a serious impact on the academic language situation.
Flemish authorities favour the wide-scale introduction of English as language of instruction (EMI) in
higher education: English would gradually be extended on master levels, while Dutch retains its position
at bachelor's level. In the DRC the government's intention is to foster the use of English as an academic
language next to French, which is currently predominant at all levels of education. The decision was
made by the relevant authorities, i.e. the Ministry of Higher Education as well as the Congolese
government as a whole. It is part and parcel of a higher education policy that envisages the introduction
and development of English as a language in education, along with a change towards the bachelor-
master structure and the deployment of ICT. For the areas in eastern RDC, there is an additional aspect:
contacts with neighbouring countries (Zambia, Rwanda, Burundi, Sudan, etc) tend to happen in English.
This also applies to the western part of the country (Kinshasa), though direct contact with anglophones
is restricted to the international organizations present in the capital.

The focus on English as a language of international communication and globalization is, of
course, part of a typical modernist development intervention. Including Flanders into the comparison
yields some interesting insights. As a matter of fact, Flanders withesses a wide debate over the
extension of academic EMI. This is due to specific historical factors: over the last one and a half century
(roughly between Belgian independence in 1830 and the completion of the federal organization of the
country around the 1980s), the Flemish have struggled to acquire a position in the Belgian state (Deprez
& Vos, 1998; Cuvelier, 2012; Préaux, 2014 among others), intimately linked with the struggle for Dutch
as a language of government, the judiciary and education (e.g. in the 1930s about the use of Dutch
rather than dominant French as the language of instruction in higher education). The imminent
replacement of Dutch by English, which is currently being considered, has sparked vivid and far-
reaching discussions over factors that would favour one decision or the other. Not only has Dutch been
profiled as the language of empowerment, it is also presented as part of the cultural heritage of the

2 In view of the Language Education and Emotions conference aim to provide an overview of the scientific status
quo, this publication discloses recent developments in the research on second language learning motivation.
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Flemish, as a language of solidarity and community building. But, on the other hand, the position of
English has got its advocates as well, it being profiled as the international language, the language of
globalization, economic cooperation, profitable to personal development, and suited for scientific
exchange and cooperation. The discussion in Flanders is developing on several levels at the same time,
involving the economic actors (industries, enterprises), cultural organizations, higher education itself,
representatives of cultural institutions, politicians, and student organizations. With over half of Belgium's
economy producing for export, the international positioning of the country is a major concern.

The hypothesis that is being explored boils down to the assumption that student groups (in
different national and cultural contexts) will display a varied range of motivations to welcome or refuse
the introduction of a new international language as the vehicle of academic communication in higher
education. The choice of English is no surprise as it is generally seen as a hypercentral language (De
Swaan, 2001). According to this view English would keep its quality as a vehicle for communication
across language borders, especially between speakers of so-called supercentral languages and central
languages. Supercentral languages include French (a former colonial language in Africa, and an
international language in Flanders and Western Europe). By consequence, as a hypercentral language,
the expectation would be for English to spark very similar effects and opinions across borders (and
continents in this case).

The position of English in the cultural framework may differ, however, which is reflected by the
above research hypothesis. Whereas Flanders has a history of Dutch as a marker of cultural identity
and a symbol of Flemish emancipation, no similar argument applies to the Congolese context, for
French. Flanders has a history in which the quality and value of the language as such has been
topicalized as well. As a matter of fact the rivalry between Dutch and French in Belgium has given rise
to claims about the alleged superiority of one or the other of the two languages. Arguments have
surfaced such as sophistication, clarity, rich vocabulary, precision, uniformity etc. In the Congolese
context the complexity of English (as compared to French) is not usually thematized. Both in the Flemish
and the Congolese context English is currently often perceived and profiled as very profitable for
individuals (Kasanga, 2012): the command of English is believed to be a major asset in view of jobs and
personal economic progress. In Kinshasa's streets, in newspapers and magazines English courses are
advertised abundantly.

The relevance of English/Dutch or English/French for the community is an issue in the Flemish
debate only: Dutch is often described as a means to empower the community and the use of Dutch in
higher education was a major accomplishment of the so-called Flemish Movement (‘Vlaamse
Beweging’). In the DRC no such explicit language policies were ever developed, apart from
developments during the colonial area, under the influence of the Belgian linguistic quarrels (e.g.
Meeuwis, 2007). By consequence, a major difference is to be expected between the perception of this
factor in Congo and in Flanders.

3. Methodology

Within Spolsky's framework for language policy (2004, p 5; 2012, p 5), the present research addresses
language beliefs and practices, and in particular the language beliefs as they are present in university
students within a context that is largely planned top-down by the authorities. The comparison of data
from such different sources as UCC (Kinshasa), UNILU (Lubumbashi) and UAntwerp (Antwerp) should
allow us to gauge the extent that practices of individuals shape language ideologies differently.3 What
the respondents in Flanders and the DRC share, however, is that for them English is a new or more
intensified academic subject and that it may be or become an additional language of instruction,
especially in the advanced stages of their academic education.

The most appropriate method to tap language ideological views of people is a combination of
interviews — possibly even observations — and large-scale surveys (Razfar & Rumenapp, 2012).
However, for our wide-scale comparison this method was hardly feasible, as, for instance, the
considerable group sizes precluded interviews. The Antwerp subjects received the survey in electronic

3 Our survey addresses the widely aired view that language management is not generally dictated by language
planners, but largely by language users and their practices (Ferguson 2012; Mufwene, 2008; Spolsky, 2012). Of
course, our research is also an attempt to avoid mismatches between the language policy that is carried out on a
micro-scale (teaching; providing tools for language learning and language use in an academic setting) and the
language ideology that is in learners’ minds (potentially reflecting their practices already). Currently, language
management practices tend to take the position that language policy should mirror existing language use. This is
inspired largely by the finding that language ideologies and (political) action are intimately connected (Fitzsimmons-
Doolan, 2011).
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form (as a compulsory assignment). The survey was anonymous and carried out in a very short time
frame. The sample consists of language- and communication-oriented students taking an introductory
course in general linguistics either as part of the classical Language and Literature bachelor programme
or as part of a preparation programme for students with a non-academic higher education background
who intend to join a master programme that has a strong language component, along with an economic
orientation. The Congolese subjects could not be reached through electronic means, so a paper version
was used for completion in class.4 Afterwards these paper surveys were returned to Antwerp and
processed.

2012 survey 2014 survey 2015 survey 2018 survey
Univ. Antwerpen N= 330 - N=174 N=121
(U Antwerp), Linguistics students Linguistics students | Linguistics students
Flanders
Univ. Catholique - N= 149 - -
du Congo (UCC), Social science
DRC students
Univ. de - N= 144 - -
Lubumba-shi Mixed group of
(UNILU), DRC students

Table 1. Data collection overview.

The questions were developed around constructs derived from the main categories that previous
investigation into the language ideology of the Flemish public debate had produced (Cuvelier, 2012): a
limited number of recurring arguments appeared to come up in connection with the adoption and/or
promotion of English. The arguments boiled down to the following four domains.

() The value of language as such (complexity, appropriateness): In some debates the alleged
sophistication or complexity of a language has been mentioned. Though this property has no
direct functional relevance, it appears to add to the feeling of supremacy that is associated with
particular languages. Obviously this is a major issue in all (historical) contexts where language
selection is at stake, especially if this is related to complex subjects.

(2) The value of language as a component of culture: Especially in Flanders, the debate over the
rights of Flemish/Dutch have very often been framed in cultural terms. In the Flemish case, at
one time, this position was formulated as De taal is gansch het Volk (the language is/comprises
the whole people).

3) The value of a language for one's personal success: Personal advancement is believed to count
very much as a motivation to adopt an/the international language. Mastery of an international
language, i.c. English, would improve a person's chances to develop his/her talents to the full.

4) The relevance of a language for the community: In the Flemish context the argument has been
mentioned quite often that the development and promotion of the local language would be
profitable for the Flemish community. Full-fledged Dutch would be an asset that would allow the
Flemish to participate fully in modern society.

We developed a set of questions, each focusing one of the constructs. Additional questions were added,
probing for personal characteristics (gender, age, year of study), institution and location. The
guestionnaire has been included in the Appendix. A one-way ANOVA was conducted over the 52
questions. There was a homogeneity of variances, as assessed by Levene's test for equivalence of
variances (p> .05) except for questions Q7, Q11, Q17, Q18, Q21, Q28, Q36, Q40, Q41, Q47, Q48, Q50.
In the case of absent homogeneity a Tukey or Games-Howell test has been applied.

4 We are very grateful to Prof Frangois-Xavier Budim'bani Yambu (UCC) and Prof Willy Maloba (UNILU) for their
help in distributing, collecting and forwarding the survey materials, and to Reinhild Vandekerckhove (UAntwerp) for
her comments on a previous version of the paper.
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4. Results and discussion

The results for the DRC and Flemish data are first presented separately. The resulting patterns are then
compared in section 5. For Flanders a comparison over time was performed, for the DRC a comparison
between the data from Kinshasa and Lubumbashi is reported on.

4.1. Evolution in the Antwerp data

For Antwerp we have three sets of survey data at our disposal: from 2012, 2015 and 2018.
Vandekerckhove and Cuvelier (2013) published an analysis of the 2012 data and concluded that, in
general, students seemed not too much concerned about the presence or expansion of English in higher
education. Neither did they feel very alarmed on behalf of the position of their L1, though they were
protective and certainly felt the need to preserve the possibility to take their higher education in Dutch.
The impression was that the Antwerp subjects in 2012 held a rather indifferent attitude towards language
policy questions, or were at least far less involved than language professionals and politicians.

Parallel with the survey in the DRC (in 2015) a new survey of the Antwerp subjects was
conducted, which was repeated in 2018. Since 2012 no major external changes have occurred in
Flemish language policy or legislation that could impact on the Ought-to L2 Self. The opinions in the
public debate on Dutch and English as academic languages or on the importance of English have not
really changed. What has changed, however, is the number of courses in English, increasing the
presence of academic English. Master programmes, in particular, witness a rise in English subjects. On
the bachelor level, the proportion of EMI courses is still limited, but the media often report plans to extend
EMI to bachelors. In the period covered, students also often came into contact with EMI for some
courses or heard from other students’ personal experiences.

When taking into account the average scores that are above 4 (high) and below 2 (low) (on a 5-
point Likert scale) on at least one of the observation times, the following stimuli surface.

Stimulus 2012 2015 2018

Q3:  Multilingualism is an asset 4,5866 4,7069 4,6581

Q4:  Our higher education must be internationally oriented: | 4,1003 4,2069 4,2174
Flemish students must be able to study all over the
world and the whole world can come and study with us

Q5: Language is part of culture 4,5350 4,5172 4,5739

Q6: Language is more than a tool, it is part of oneself 4,3252 4,1954 4,3478

Q7: It is important that a language should be dynamic, | 4,1641 4,0117 4,1565
become richer and develop itself

Q9:  We are all world citizens. A good command of English | 4,1611 4,2948 4,1304
is a window to the world

Q10: | find it appealing that English can be found in every | 3,8602 4,0581 3,8696
corner of the world

Q11: Higher education may be completely anglicized 1,7645 2,1977 1,8435

Q12: It is a proof of good citizenship to use Dutch in this | 3,9144 3,7326 4,0174
country, including in higher education

Q27: One should consider a language as the emanation of | 4,1108 4,0698 4,0291
heritage and tradition

Q28: A language expresses people’s identity 4,2523 4,1047 4,0680

Q30: Itis important to protect one’s own language 4,2000 4,0174 4,1942

Q32: In times of globalization, small languages deserve | 3,8858 3,7558 4,0294
protection

Q34: We should take good care of all languages, including | 3,9877 3,8779 4,0680
small ones, in the same way as we care for biodiversity

Q36: | think it is important that a language is also used in | 3,9444 3,9419 4,0680
science and culture

Q37: A community can only develop and prosper through its | 4,0679 3,9244 4,0194
own language

Q40: It should remain possible to have a complete higher | 4,3148 4,0988 4,3725
education in Dutch

Q46: Other languages should have their place in higher | 4,1574 4,1404 4,1863
education, not just English
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Q49: Good command of Dutch constitutes a first step | 3,9136 3,7953 4,0882
towards professional success
Q50: In reality language is part of cultural activity, art and | 4,0926 4,1111 4,1980
culture

Table 2. Stimuli with high average scores (> 4), in bold, and low average scores (< 2), in italics.

Only one stimulus (Q11) produced a low average score in each of the three observations. When
considering the high average scores, it becomes apparent that the theses that multilingualism is an
asset (Q3), that we are world citizens and that English is functional in that world (Q9), that English is
universal (Q10) and that a language must be used in science and culture (Q36), apparently all remained
salient from 2012 on. The international mission of higher education (Q4) has received clear support ever
since 2012. There is a second group of propositions which seem to emphasize the opposite, i.e. the
value of the local language Dutch: the link between language and local culture (Q5, Q6), protection of
Dutch (Q30, Q32), the connection between local language and one’s own culture and (own) identity
(Q27 Q50) and the role of the local language in society (Q37). These statements receive strong support
too. Finally, there is a group of propositions which refer to the importance of one’s (own) professional
opportunities: it should be possible to attend higher education in Dutch (Q40), complete anglicization is
not desirable (Q11) and good mastery of Dutch is the first step to professional success (Q49). There is
also strong support for the legal and social consideration that the use of the local language, also in
higher education, is part of good citizenship (Q12). These focal points in students’ motivation correspond
only partly to the factors discussed in current and past societal debates. Advocacy of internationalization
in English has not fallen on deaf ears, and neither has reference to the historical evolution in Flanders
(the Dutchification process) or to identity. There is a very marked resistance to enforced anglicization.
Even though there may be a lot of enthusiasm in some parts of society, students are apparently quite
sensitive to EMI as a potential obstacle in their personal life and study career. They hold (education in)
Dutch very dear.

Significant shifts (not always involving high scores) over time can be seen for different groups
of highly rated propositions. Scores that tend towards the middle (3 out of 5) hardly change over the
period surveyed. Moreover, these marked shifts show a diverse pattern. In the first group, favouring
international orientation and English as a world language, different evolutions occur: on the one hand,
there is an increasing awareness (especially after 2012) of the value of English as an international
language, as a lingua franca and as a personal asset for professional opportunities. The general
resistance to English thus seems to be decreasing. But at the same time, from 2015 on more resistance
is noticeable against complete anglicization. The changes are significant (p <.05) for the following
statements (Table 3).

Q10: |find it appealing that English can be found in every corner of the world increase 2012-2015/18

Q23: Dutch is no full scientific language. Whoever wants to take part in scientific | decrease 2012/15-2018
exchange needs to do so in English
Q19: |think a complete anglicization will stop nobody from studying increase 2012-2015
Q11: Higher education may be completely anglicized increase 2012-2015 and
decrease 2015-2018
Q42: Perfect command of English only will be more profitable to me than poor | decrease 2012—-2015
mastery of 10 other languages
Q48: Our professional opportunities are partly determined by our command of | increase 2012—-2015
English
Q38: English is an instrument of power decrease 2012-2015

Table 3. Propositions demonstrating significant shifts in language ideological motivation in favour of
English.

Scores for statements from a second group, favouring Dutch (best suited as a teaching language, good
for community, deserves protection, expression of identity, ...) have often decreased significantly since
2012.
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Q14: The language which is best suited for education is the learner's mother | decrease 2012-2015/18
tongue
Q45: English language education complicates the cognitive process for most | decrease 2012—-2015
Flemish students

Q28: A language expresses people’s identity decrease 2012-2015/18
Q30: ltis important to protect one’s own language decrease 2012-2015
Q32: Intimes of globalization, small languages deserve protection increase 2015-2018
Q37: A community can only develop and prosper through its own language decrease 2012-2015

Table 4. Propositions demonstrating significant shifts in language ideological motivation in favour of L1.

Socio-cultural considerations, favouring Dutch, vary. The increase comes from 2015, after a decline.

Q41: The use of Dutch in higher education will strengthen cultural life decrease 2012-2015 and
increase 2015-2018
Q12: It is a proof of good citizenship to use Dutch in this country, including in | decrease 2012-2015 and
higher education increase 2015-2018)
Q17: “Think global, act local””: commercial specialists are aware of the need to | increase 2012/15-2018
add a local touch to international brands
Q20: ltis positive for a language to be internally complex increase 2012/15-2018

Table 5. Propositions demonstrating significant shifts in language ideological motivation in favour of L1.

Lastly, there is marked increase in scores for considerations that are directly related to personal (study)
success and where Dutch would be more advantageous:

Q40: It should remain possible to have a complete higher education in Dutch decrease 2012-2015 and
increase 2015-2018
Q49: Good command of Dutch constitutes a first step towards professional | increase 2015-2018
success
Q51: For our students, only quality education in Dutch guarantees maximal | increase 2015-2018
opportunities for personal development

Table 6. Propositions demonstrating significant shifts in language ideological motivation in favour of L1.

The intensive public debate in Flanders has thus left its traces in the judgments of respondents. The
main views from the debate (the value of internationalization and the importance of English, the local
language Dutch as an identity component) surface in the judgments. Basically these two views are at
odds, but both receive (a lot of) support. In the public debate, the role of the teaching language for
personal experience and for study purposes is hardly mentioned. The students in this study, however,
are remarkably sensitive: what may hamper one's own study success or promote one’s career carries
a lot of weight.

The support for internationalization and English as an international language has clearly grown
after 2012. Apparently the subjects from 2012 were less aware of these aspects. But the opposite
arguments are also receiving increasing support: Dutch must be protected, is important for the
community (forming), must be respected and deserves a prominent place in higher education. Here too,
it is possible to hear an echo of arguments from the social debate. Obviously, the survey results have
limitations. They gauge the views of a relatively specific group (Arts students in Antwerp). It is quite
possible that other students, or senior students, would show a different pattern.

4.2. Comparison between the Kinshasa and Lubumbashi data

The combined results for the DRC show a high motivation and explicit support for both the value of
English as an international language and multilingualism. Along with the support of internationalization,
these three positions show that Congolese respondents are aware of and support the orientation
towards openness to the (Anglophone) international community. Like in Flanders, there is also a sharp
awareness of the link between local language, local culture and identity. However, there is also very
explicit awareness of the threat to local language(s), the need for protection, the equivalent position of
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English and French. Unlike in Flanders, the value of the sophistication of a language is strongly
supported. Awareness of the power factor is also clearly present here. Respondents perceive a firm link
between a language and the community associated with it.

There are some marked differences between the DRC and the Flemish data as well. In the DRC
data there is considerably less awareness of the role of language (especially local language) in one’s
personal study career and professional success. The scores of Kinshasa (UCC) and Lubumbashi
(UNILUV) differ, as the following overview (Table 6) shows. In general, the UCC students tend to give
higher scores, but there are some clear exceptions.

Stimulus RDC KINSHASA | LUBUMBASHI

Q2: English and French deserve an equivalent place in higher | 4,2517 | 4,3356 4,1631
education.

Q3:  Multilingualism is an asset. 4,4912 | 4,8194 4,1511

Q4: Our higher education must be internationally oriented: | 4,2976 | 4,5646 4,0211
Congolese students must be able to study all over the world
and the whole world can come and study with us.

Q5: Language is part of culture. 4,4775 | 4,6327 4,3169

Q6: Language is more than a tool, it is part of oneself. 3,9931 | 4,1712 3,8099

Q7. It is important that a language should be dynamic, become | 4,2577 | 4,5743 3,9301
richer and develop itself.

Q9: We are all world citizens. A good command of English is a | 4,3213 | 4,4764 4,1608
window to the world.

Q22: A language’s strength is linked to the power of the people | 4,0140 | 4,0276 4,000
speaking it.

Q27: One should consider a language as the emanation of heritage | 3,8720 | 4,1849 3,5524
and tradition.

Q28: A language expresses people’s identity. 4,2594 | 4,5973 3,9097

Q30: Itis important to protect one’s own language. 4,5120 | 4,7770 4,2378

Q32: Intimes of globalization, small languages deserve protection. 4,1134 | 4,4392 3,7762

Q34: We should take good care of all languages, including small | 4,1522 | 4,4730 3,8156
ones, in the same way as we care for biodiversity.

Q36: | think it is important for a language to be used in science and | 3,9340 | 4,1712 3,6901
culture.

1Q40: It should remain possible to have a complete higher education | 3,7345 | 4,0340 3,4266
in French.

Q46: Other languages should have their place in higher education, | 3,6918 | 4,0000 3,3750
not just English.

Q50: In reality language is part of cultural activity, art and culture. 4,3720 | 4,5436 4,1944

Table 7. Stimuli with high average scores (> 4), in bold, and low average scores (< 2), in italics (Levene’s
test performed, significance (2-tailed) calculated accordingly).

Significant differences occur in the domain of the general ‘cosmopolitan’ position in favour of
internationalization and multilingualism and also in the high level of sensitivity to quality of a language
as a vehicle for science and culture. There is a very strong inclination to attach value to one’s own
language (French) as a component of personal identity and culture, both one’s personal culture and the
culture of the community. Hence language, and specifically French, is perceived as highly essential.
The difference between Kinshasa and Lubumbashi lies in the fact that these positions receive (far)
stronger support in Kinshasa. The DRC subjects see a clear connection between a language and the
power of the corresponding country/ies. There is no significant difference between Kinshasa and
Lubumbashi on that matter.

Practical, everyday considerations appear to be less salient for the Congolese subjects. Though
they are aware of the fact that language plays a role in professional success, community development
or scientific access, there is no major support for a firm position in that area. The resulting patterns will
be compared in the next section.
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5. Discussion and conclusion

For Flanders, the intensive public debate in the past period has left traces in the judgments of the
Antwerp respondents. The main views from the societal debate are reflected in the subjects’ attitudes
and motivations: the value of internationalization and the importance of English on the one hand and
the local language Dutch as an element of personal identity on the other. Basically these are opposing
views, yet both receive (a lot of) support. In the public discourse the importance of the language of
instruction for a more personalized experience and for students’ personal study trajectory is rarely
mentioned. The Flemish respondents of our survey are, however, remarkably sensitive: what may
threaten their personal academic success or promote their career carries a lot of weight. On that basis
they gradually become less susceptible to standpoints in favour of internationalization and English as
an international language. Quite remarkably, Dutch is increasingly perceived as a factor for personal
success, an argument which is hardly mentioned in societal discourse! The Antwerp students thus
appear (to become) more balanced in their judgement.

Obviously, these survey results have limitations. They gauge the views of a relatively specific
group (Language students in Antwerp). It is quite possible that other students, or senior students, would
show a different pattern. At the same time, the results are a clear indication that relying on the public
debate in view of language policy remains very incomplete as long as one has no insight into the
perception, language ideology and motivation of those who will ‘undergo’ language planning. In the
current context, the success of a language policy such as the introduction of English/EMI is not obvious
at all.

The Flemish and Congolese data show shared general views, such as enthusiastic motivation
for internationalization and world citizenship. In the DRC, there is an even higher support in Kinshasa
than in Lubumbashi. Whether this represents a real feeling or rather an ‘accepted’ (socially desirable)
position, cf the Ought-to L2 Self, is hard to ascertain. Anyway, it does not seem to entail much
enthusiasm for the practicalities involved.

Subjects from both countries perceive a strong link between language and culture. The results
also show remarkably high scores on the identity factor. This could easily be explained for Flanders as
there is a historical background: Dutch is highly profiled as the language of Flemish emancipation. But
for the DRC there is no such obvious explanation. However, in both cases there is an affinity with the
local dominant language, and some apprehension towards a ‘new’ language. This hypothesis is
supported by the fact that the opposition against English (and the popularity of French) is more tangible
in Kinshasa than in Lubumbashi. The latter, at a small distance from the Zambian border (where one is
therefore more acquainted with English) shows less bias in favour of French.

Finally, the Flemish data show high sensitivity for the practical consequences of an English
language extension policy: there is a fear that anglicization might hamper personal professional progress
and that higher education in English would present a serious additional hurdle. Such apprehension does
not appear in the Congolese data. The explanation could be that the issue is currently not yet at stake
in the DRC while it is rapidly becoming relevant in Flanders.

The results are a clear indication that an external type of motivation, i.e. the social pressures
related to the Ought-to L2 self-image of learners, which would be rooted solely in the public debate runs
the risk of missing the mark among the students. From the Flemish survey results (over a period of five
years), no unequivocal picture can be distilled that would suggest problem-free acceptance and
integration of the EMI language policy. The consequence for language teaching is important: there are
quite some discrepancies between the widely proclaimed motivations for academic English and the
motivation that is existent in the target group. The surveyed students’ motivations for EMI that reportedly
are socially imposed show substantial and undeniable geographical variation and ev