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Philia Thalgott

Foreword

The Council of Europe (47 member States, based in Strasbourg) has been working on migration-related issues for over four decades, and has affirmed the importance of education for migrants in nearly 30 recommendations and resolutions from its Committee of Ministers and its Parliamentary Assembly, including Conventions.

The Council of Europe’s new project on the Linguistic Integration of Adult Migrants (LIAM) aims to support member States in the development of policy and practice based on a clear recognition of adult migrants’ human rights. This is especially important at a time when surveys conducted in the course of the project show a growing tendency for member States to attach language requirements to the granting of citizenship, the right to residence, and sometimes the right to enter the country in the first place.

As affirmed by official texts of the Council of Europe as well as of the European Union, access to education is particularly important for migrants. Furthermore, language is central to many of the issues raised by migration, particularly integration and social cohesion. Therefore, providing adult migrants with opportunities to learn the language of the host country and assessing their developing proficiency can aid their integration in the host society.

However, while language competences are an important component of integration, they cannot be a pre-condition for integration, since acquiring a language is potentially a lifelong process.

For some years, the Council of Europe has offered its member States not only clear and agreed principles and guidelines but also targeted practical support to help them respond to the challenges of linguistic integration.

As a first step towards compiling an inter-disciplinary inventory of relevant research findings, in order to better understand how research can support the development of policy and practice in this field, the Council of Europe organised a symposium on “The linguistic integration of adult migrants: lessons from research” in Strasbourg on 30 March – 1 April 2016. This publication offers documented results of research presented during the symposium by researchers and practitioners from a wide range of contexts and disciplines.

It is anticipated that relevant Ministries in Council of Europe member States will be able to use these findings to inform their decisions concerning the linguistic integration of adult migrants.
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Philia Thalgott

Avant-propos

Le Conseil de l’Europe (47 Etats membres, basé à Strasbourg) traite de la question des migrations depuis plus de quarante ans. Une trentaine de recommandations et résolutions de son Comité des ministres et de son Assemblée parlementaire, y compris des conventions, soulignent l’importance de l’éducation pour les migrants.

Le nouveau projet du Conseil de l’Europe pour l’intégration linguistique des migrants adultes (ILMA) vise à aider les Etats membres à développer des politiques fondées sur une reconnaissance sans équivoque des droits de l’homme des migrants adultes. Ceci est particulièrement important à la lumière des enquêtes menées dans le cadre du projet ILMA qui montrent une tendance croissante des Etats membres à conditionner à des compétences en langues le droit à la nationalité et à la résidence, voire l’entrée dans le pays.

Comme le soulignent les textes officiels du Conseil de l’Europe mais aussi de l’Union européenne, l’importance de l’accès à l’éducation pour les migrants est primordiale. La langue a en en outre un rôle clé pour de nombreuses questions liées à la migration, en particulier, l’intégration et la cohésion sociale. En conséquence, offrir aux migrants adultes des opportunités d’apprendre la langue du pays d’accueil et d’évaluer l’évolution de leurs compétences peut favoriser leur intégration dans le pays d’accueil.

Néanmoins, si les compétences en langue sont une composante importante de l’intégration, elles ne sauraient en être un préalable, puisque l’acquisition de compétences langagières constitue un processus qui se développe au long de la vie.

Depuis quelques années, le Conseil de l’Europe propose à ses Etats membres non seulement des principes et orientations consensuels et clairement formulés, mais aussi des dispositifs pratiques et ciblés pour les aider à faire face au défi de l’intégration.

Afin d’examiner dans quelle mesure les enseignements de la recherche peuvent étayer le développement des politiques et leur mise en œuvre et comme première étape vers un inventaire interdisciplinaire des résultats de la recherche, le Conseil de l’Europe a organisé un symposium sur « L’intégration linguistique des migrants adultes : les enseignements de la recherche » (Strasbourg, 30 mars – 1er avril 2016). La présente publication propose des résultats analytiques de recherches présentés lors du symposium par des chercheurs et des praticiens issus d’un large éventail de contextes et de disciplines.

On espère que les Etats membres du Conseil de l’Europe seront en mesure de s’appuyer sur ces résultats pour étayer leurs décisions relatives à l’intégration linguistique des migrants.
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Jean-Claude Beacco, Hans-Jürgen Krumm and David Little

Introduction (English version)

The Council of Europe’s primary aim is to promote respect for human rights, democracy and the rule of law and to establish a common democratic and legal area across the continent. All of its actions are shaped by these values and by an enduring concern with social inclusion, social cohesion and respect for diversity; hence its interest in the linguistic integration of adult migrants.

The Council of Europe has been a pioneer in the field of language teaching and learning for the past five decades, and the project on the Linguistic Integration of Adult Migrants (LIAM) is part of its continuing work in this domain. The project’s purpose is to support member states in the development of coherent and effective policies and to encourage them to review existing policies in the light of shared Council of Europe values and principles. It also seeks to identify and share good practice, and where language tests are obligatory, to promote transparency and equity according to internationally accepted codes of practice. The project’s website (www.coe.int/lang-migrants) brings together a large body of documents, materials and practical tools.

In January 2014 the Parliamentary Assembly of the Council of Europe (PACE) adopted a recommendation to the Committee of Ministers entitled “Integration tests: helping or hindering integration?” (Recommendation 2034 [2014]). The report that accompanied the recommendation (Document 13361 [2014]; rapporteur Tineke Strik) raised a number of questions about language and knowledge-of-society tests, some of which can be answered only with reference to research findings related not only to tests but to the whole range of issues that surround the linguistic integration of adult migrants. This helps to explain the LIAM project’s decision to organise an academic symposium entitled “The Linguistic Integration of Adult Migrants: Lessons from Research”, which was held in Strasbourg from 30 March to 1 April 2016 and provided the content of this book.

A further consideration was the more general concern that integration policies can easily violate human rights and the dignity of migrants by imposing language requirements without due regard to what is known about, for example, human motivation and the relation between language and identity. If severe sanctions are attached to failure in a language test, that is more likely to hinder than promote successful learning; and our mother tongue is so central to our self-concept that any attempt to downgrade or suppress it is likely to have damaging psychological results. Better informed integration policy would seek to exploit what we know from research and pedagogical practice about the prerequisites for successful language learning by migrants.

The contributions to this volume reflect the wide range of issues that need to be addressed in an equally wide range of contexts. They also reflect an awareness of the epistemological and ethical challenges that confront research that has powerful social implications. The keynote articles by Ofelia García, Claude Springer and Rosemarie Tracy discuss language and integration from socio-and psycholinguistic perspectives. The fifty-one contributions which follow are grouped according to seven broad themes: policy; linguistic repertoires; language courses (content, methods and materials); language testing and assessment; language in the workplace; the needs of specific learner groups and approaches appropriate to them; and the situation, beliefs and responsibilities of teachers and researchers.

Five issues emerge from the volume taken as a whole. First, it is clear that there is a substantial amount of empirical research and reflected pedagogical experience from which political decision-making could profit. At the same time, however, much more research is needed, especially on the impact that integration policies have on the people they are designed to help and on the effects and side effects of certain measures. For example, the surveys carried out among member states by the Council of Europe’s LIAM project1 reveal a widespread tendency to increase the language requirements that migrants must meet as a precondition for residence or citizenship. Research is needed to determine whether this has had a positive or a negative impact on integration. Research is also needed to answer the question posed by the Parliamentary Assembly’s Recommendation 20342 of 2014: Do language tests help or hinder integration? To date, few governments investigate the impact of the policies they enact. Evaluation is essential, however, in order to avoid wasting public money on measures that fail to achieve their goals.

Secondly, in the course of the symposium the role played by adult migrants’ linguistic repertoires and language biographies was often stressed. There is in principle no contradiction between welcoming new languages and supporting plurilingualism on the one hand and helping migrants to acquire the language of their host country on the other. On the contrary, as a number of contributions show, the one supports the other when teachers devise activities that give legitimacy to migrants’ linguistic repertoires and exploit them in their classes. This prompts the question: What measures can be taken to promote the more widespread adoption of such approaches? Clearly, more co-operation and exchange are necessary.

Thirdly, the many contributions that focus on language in the workplace undermine the naïve assumption that if adult migrants first take a language course, linguistic integration will follow more or less automatically. On the contrary, there is no direct route from language learning to employment and integration. The reverse is also true, however: employment does not automatically create language competence. Approaches which separate language classes from the other dimensions of integration are far less likely to succeed than integrated approaches that embed language learning in the workplace or some other participatory context and thus ensure that from the beginning the language of the host society is part of the linguistic repertoire that the adult migrant deploys in daily life. In this connection, many contributions stress the importance of allowing migrants to express themselves personally, which results in authentic language use and opens the way to “identity work” in another language. These considerations imply that civil society, employers, associations of all kinds, and language teachers should share responsibility for the linguistic integration of adult migrants. Interdisciplinary research is needed to explore the close and complex relation between social participation and language learning and inform the development of effective pedagogical approaches. Successful models already exist in some countries, so again the question arises: How can such models be disseminated?

Fourthly, the contributions in this volume remind us that there is no such thing as a typical migrant. Socially, culturally and linguistically migrant populations are infinitely diverse; in terms of educational capital they range from the illiterate to the highly qualified; and they include vulnerable groups such as the elderly, the deaf, and people serving prison sentences. This means that it makes no sense to provide just one type of language course for adult migrants or to impose the same language requirement on everyone. It also means that the analysis of migrants’ language needs should be an obligatory prerequisite for the development of language courses and learning activities; and if migrants are to take ownership of the learning objectives they are asked to achieve, they themselves should be actively involved in needs analysis. At the same time, it must be acknowledged that for some migrants, especially refugees, language learning is not a top priority and providing them with a language course is not necessarily the best way of helping them.

Finally, many contributors emphasized, directly or indirectly, the crucial role played by associations and volunteers who organize activities for adult migrants, especially refugees. The LIAM project is currently developing a toolkit to support such activities; in due course it will be made available on the Council of Europe’s website.

The symposium reminded us repeatedly that linguistic tolerance and good-will play an essential role in effective communication with migrants, and that concepts of integration and the findings of research studies can be used to create a balance between welcoming linguistic and cultural diversity and helping migrants to learn the language of their host country. We hope that this volume will encourage further research while helping member states to develop integration policies that are appropriately informed and accord with the Council of Europe’s core values.



Jean-Claude Beacco, Hans-Jürgen Krumm et David Little

Introduction (version française)

Le Conseil de l’Europe a pour mission principale de promouvoir le respect des droits de l’homme, de la démocratie et de l’Etat de droit et d’instaurer un espace démocratique et juridique commun sur l’ensemble du continent. Toutes ses activités sont guidées par ces valeurs et par le souci constant d’assurer l’inclusion et la cohésion sociales et le respect de la diversité – d’où l’intérêt de l’Organisation pour l’intégration linguistique des migrants adultes.

Depuis cinquante ans, le Conseil de l’Europe est un véritable chef de file en matière d’enseignement et d’apprentissage des langues. Le projet sur l’Intégration linguistique des migrants adultes (ILMA) s’inscrit dans les travaux que l’Organisation mène en permanence dans ce domaine. Il vise à soutenir les Etats membres dans l’élaboration de politiques cohérentes et efficaces et à les encourager à réexaminer leurs politiques existantes à la lumière des valeurs et principes partagés que défend le Conseil de l’Europe. Il a également pour objectif d’identifier et de mettre en commun de bonnes pratiques et de promouvoir la transparence et l’équité, conformément aux codes de pratiques reconnus au niveau international, dans les contextes où les tests de langue sont obligatoires. Le site Internet consacré à l’ILMA (www.coe.int/lang-migrants/fr) propose tout un ensemble de documents, de matériels et d’outils pratiques à cette fin.

En janvier 2014, l’Assemblée parlementaire du Conseil de l’Europe (APCE) a adopté une Recommandation adressée au Comité des Ministres intitulée « Les tests d’intégration : aide ou entrave à l’intégration ? » (Recommandation 2034 [2014]). Le rapport qui accompagne l’instrument (Document 13361 [2014] ; rapporteure : Tineke Strik) soulève un certain nombre de questions concernant les tests de langue et ceux de connaissance de la société, dont certaines ne peuvent trouver de réponse que dans les travaux de recherche consacrés non seulement à ces tests, mais aussi à l’ensemble des questions relatives à l’intégration linguistique des migrants adultes. C’est dans ce contexte que les responsables du projet sur l’ILMA ont décidé d’organiser un symposium intitulé « L’intégration linguistique des migrants adultes : les enseignements de la recherche » (Strasbourg, 30 mars – 1er avril 2016), dont est issu le présent ouvrage.

Les participants à cet événement se sont également penchés sur une préoccupation plus générale liée au fait que les politiques d’intégration peuvent facilement porter atteinte aux droits de l’homme et à la dignité des migrants en fixant des exigences linguistiques, sans tenir dûment compte des connaissances acquises sur les motivations des personnes et le lien entre la langue et l’identité, par exemple. Le fait de sanctionner sévèrement l’échec aux tests de langue risque davantage d’entraver la réussite de l’apprentissage des langues que de la favoriser. En outre, notre langue maternelle joue un rôle tout à fait essentiel dans la façon dont nous nous percevons nous-mêmes ; aussi, toute tentative de la faire passer au second plan ou de « l’effacer » peut-elle avoir des répercussions néfastes sur le plan psychologique. Pour mieux éclairer les politiques d’intégration, il conviendrait de mettre à profit les connaissances issues de la recherche et les pratiques pédagogiques relatives aux conditions préalables à la réussite de l’apprentissage des langues par les migrants.

Le présent ouvrage montre la grande diversité des questions à traiter, lesquelles se posent dans une diversité de contextes tout aussi grande. Il reflète également une prise de conscience des défis épistémologiques et éthiques auxquels sont confrontés les chercheurs, ce qui a d’importantes implications sociales. Dans leurs articles respectifs, les intervenants invités (Ofelia García, Claude Springer et Rosemarie Tracy) examinent la question de la langue et de l’intégration d’un point de vue social et psycholinguistique. Puis viennent les cinquante et une contributions présentées ci-après qui sont regroupées autour des sept grands thèmes : politique ; répertoires linguistiques ; formations en langue (contenu, méthodes et matériels) ; évaluation des compétences en langues ; la langue sur le lieu de travail ; les besoins de groupes d’apprenants spécifiques et les approches pertinentes pour eux ; la situation, les convictions et responsabilités des enseignants et des chercheurs.

La lecture de l’ouvrage fait clairement ressortir cinq grands points. Tout d’abord, s’il existe indéniablement une quantité considérable de travaux de recherche empirique et de rapports sur des expériences pédagogiques qui pourraient être mis à profit par les décideurs politiques, bien d’autres études sont nécessaires, en particulier sur l’impact des politiques d’intégration sur leur public cible, ainsi que sur les répercussions et effets secondaires de certaines mesures. Par exemple, les enquêtes menées dans les Etats membres du Conseil de l’Europe participant au projet relatif à l’ILMA3 font apparaître une tendance générale au durcissement des critères linguistiques que doivent remplir les migrants pour pouvoir prétendre à un titre de séjour ou à la citoyenneté. Il faudrait mener des études pour déterminer si cette pratique a eu des effets positifs ou négatifs sur l’intégration. Des études sont également nécessaires pour pouvoir répondre à la question soulevée par la Recommandation 20344 adoptée par l’Assemblée parlementaire en 2014 : les tests de langue favorisent-t-ils ou entravent-t-ils l’intégration ? Pour le moment, rares sont les gouvernements qui évaluent l’impact des politiques qu’ils mettent en œuvre. Or, une telle évaluation est primordiale pour éviter de dilapider l’argent public en l’investissant dans des mesures qui n’atteignent pas leurs objectifs.

En second lieu, les participants au symposium ont souligné à maintes reprises le rôle des répertoires plurilingues et des biographies langagières des migrants adultes. En principe, l’accueil de nouvelles langues et le soutien au plurilinguisme, d’une part, et l’apport d’une aide aux migrants pour l’acquisition de la langue de leur pays hôte, d’autre part, ne sont pas incompatibles. Au contraire, comme le montrent un certain nombre de contributions, ils se soutiennent mutuellement lorsque les enseignants conçoivent des activités qui reconnaissent les répertoires linguistiques des migrants et les mettent à profit dans leurs cours. Dès lors, on peut se demander quelles mesures pourraient être prises pour favoriser une adoption à plus grande échelle de telles approches. Il ne fait aucun doute qu’un renforcement de la coopération et des échanges est nécessaire.

Troisième point : les nombreuses contributions ayant trait à la langue sur le lieu de travail s’attachent à réfuter le postulat simpliste selon lequel, si les migrants adultes commencent par suivre une formation en langue, l’intégration linguistique suit à peu près automatiquement. En réalité, il n’existe pas de relations directes entre l’apprentissage de la langue, l’emploi et l’intégration. Cependant, l’inverse est également vrai : l’emploi n’engendre pas automatiquement des compétences en langues. Les approches de l’apprentissage linguistique qui reposent sur une distinction entre les cours de langue et les autres dimensions de l’intégration ont moins de chances de réussir que les approches intégrées, qui inscrivent cet apprentissage dans le contexte professionnel ou dans un autre contexte participatif et qui veillent donc à ce que, dès le départ, la langue de la société d’accueil fasse partie du répertoire linguistique utilisé par le migrant adulte dans la vie quotidienne. A cet égard, bon nombre de contributions soulignent l’importance de laisser les migrants s’exprimer personnellement, ce qui permet une utilisation authentique de la langue et ouvre la voie à un « travail identitaire » dans une autre langue. Il s’ensuit que la responsabilité de l’intégration linguistique des migrants adultes devrait être assumée conjointement par la société civile, les employeurs, les associations de toutes sortes et les enseignants de langue. Des travaux de recherche interdisciplinaire sont nécessaires pour étudier la relation étroite et complexe entre la participation sociale et l’apprentissage des langues et pour éclairer la mise au point d’approches pédagogiques efficaces. Il existe déjà des modèles couronnés de succès dans certains pays. Là encore se pose la question de savoir comment diffuser ces dernières à plus grande échelle.

Quatrièmement, les contributions reproduites dans le présent ouvrage nous rappellent que le « migrant typique » n’existe pas. Les populations de migrants sont extrêmement diverses sur les plans social, culturel, linguistique et éducatif, certains étant illettrés, et d’autres, hautement qualifiés ; en outre, ces populations englobent des groupes de personnes vulnérables, telles que les personnes âgées, les malentendants et les personnes incarcérées. Par conséquent, il serait absurde de ne proposer qu’un seul type de formation en langue pour migrants adultes ou d’imposer les mêmes critères linguistiques à tous. De plus, la mise au point de formations en langue et d’activités d’apprentissage de la langue devrait obligatoirement être précédée d’une analyse des besoins des migrants. Et, si l’on veut permettre à ces derniers de s’identifier aux objectifs d’apprentissage qui leur sont fixés, il convient de les associer étroitement à cette analyse. Parallèlement, il faut reconnaître que pour certains migrants (en particulier les réfugiés), l’apprentissage de la langue n’est pas la première des priorités. Par conséquent, le fait de proposer une formation en langue à ces personnes n’est pas forcément la meilleure manière de les aider.

Enfin, bon nombre de contributeurs ont souligné, directement ou indirectement, le rôle essentiel des associations et bénévoles qui organisent des activités à l’intention des migrants adultes, et en particulier des réfugiés. Un ensemble d’outils visant à soutenir ces activités est actuellement conçu dans le cadre du projet relatif à l’ILMA ; il sera mis à disposition sur le site Internet du Conseil de l’Europe en temps utile.

Le symposium a été l’occasion de rappeler à plusieurs reprises que la tolérance linguistique et la bonne volonté sont essentielles pour communiquer de façon efficace avec les migrants. Il a également permis de souligner que l’on pouvait s’appuyer sur les concepts liés à l’intégration et les sur conclusions de la recherche pour trouver le juste équilibre entre l’accueil de la diversité linguistique et culturelle, d’une part, et l’apport d’une aide aux migrants pour acquérir la langue de leur pays hôte, d’autre part. Nous espérons que le présent ouvrage encouragera la poursuite des travaux de recherche dans ces domaines, tout en aidant les Etats membres à mettre au point des politiques d’intégration qui soient suffisamment éclairées et qui respectent les valeurs fondamentales du Conseil de l’Europe.
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1Language and integration: some key issues

Langue et intégration : questions clés
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Abstract: This paper problematizes the concept of linguistic integration of migrants, by proposing an alternative way of posing the question. It reviews the transformations of sociolinguistics in the 21st century, and offers a critical perspective on the ontology of language, native speakers and bilingualism. After introducing the concept of translanguaging, the paper poses principles of language education for adult migrants, which take into account this different conceptualization of language, bilingualism and education. It ends by proposing a renewed vision of language education for migrants, and calls for language teachers to take up different roles from those in the past.

Résumé : L’article problématise le concept d’intégration linguistique des migrants en proposant une autre approche de la question. Il examine les transformations de la sociolinguistique au XXIe siècle et pose un regard critique sur l’ontologie du langage, du locuteur natif et du bilinguisme. Après une présentation du concept d’apprentissage translinguistique, l’article pose des principes de l’éducation linguistique des migrants adultes en prenant en compte cette conceptualisation différente du langage, du bilinguisme et de l’éducation. En conclusion, il propose une vision nouvelle de l’éducation linguistique des migrants et invite les enseignants à changer de rôles par rapport à ceux qui étaient les leurs par le passé.

1Introduction

Displacements and movements of people into different spaces characterize the world today. Sometimes people flee war, other times economic poverty, yet other times religious and ethnic discrimination or oppressive political systems. As a result of this movement, national languages have become deterritorialized (Canagarajah 2005): languages considered “national”, are increasingly spoken in diasporic communities all over the world. In this increasingly interconnected world developed nations still wield significant power and authority and may use what is considered the “standard” national language as a tool of differentiation between migrants who are welcomed and integrated, and those who are not.

This paper starts out by problematizing the concept of linguistic integration of migrants, and posing a different question that takes into account conceptual advances in our understandings of language and language education. It briefly reviews the transformations of sociolinguistics in the 21st century and proposes principles of language education for adult migrants which take account of these different conceptualizations. It also calls for a renewed vision of language education and for language teachers to take up different roles from those in the past.


2Reframing language

Linguistic integration often means no more than ensuring that migrants speak the language of the political state into which they come. The rationale for this position is that adult migrants cannot participate in the national society and its economy unless they speak the national language. But what is the “national language”, and why is it used as the basis for deciding who is welcomed and who is not?

Since the mid-20th century, sociolinguists have insisted that language and speakers form an assemblage; language cannot exist without speakers, and speakers cannot speak without language. The founders of sociolinguistics – Joshua A. Fishman, John Gumperz, Dell Hymes, William Labov – certainly understood that language is a deeply personal and social affair, tied to an individual’s lived experience. Poststructuralist and post-colonial sociolinguists have gone one step further, focusing on language as appropriated by speakers and questioning the concept of a “named” national language (Makoni and Pennycook 2007; Mignolo 2000; Pennycook 2010). Arguing from a linguistics position, Otheguy, García, and Reid (2015: 286) emphasize that named languages have been invented, even as linguistic objects:

A named language cannot be defined linguistically, cannot be defined, that is, in grammatical (lexical or structural) terms. And because a named language cannot be defined linguistically it is not, strictly speaking, a linguistic object; it is not something that a person speaks.

Many sociolinguists today propose that “languaging” might be a sufficient term to capture the plural linguistic practices of speakers as they move across different contexts, “a social process constantly reconstructed in sensitivity to environmental factors” (Canagarajah 2007: 94).

By advancing the view that language belongs to the speaker rather than to the nation state, critical poststructuralist sociolinguists aim to break out of static conceptions of language that keep power in the hands of the few (Flores 2013; Flores and García 2014). The constructed national language matches the linguistic features of those who wield power, guaranteeing their authority. The different linguistic features of others, especially migrants, and by necessity their fluid language practices – the product of being forced to interact in a new communicative context – are then stigmatized (García and Li Wei 2014).


3Reframing speakers

If language is constructed and inhabited by people, it cannot be limited to the descriptions and conventions adopted by nation states (or national groups) and their academies and educational institutions. The language of a particular geographic space is increasingly inhabited today by people of many provenances and with very different language practices, and the categorization of speakers as native/non-native has been increasingly questioned (see, for example, Canagarajah 1999; Cook 1999; Doerr 2009; Leung, Harris, and Rampton 1997; Martin-Rojo 2010; Piller 2002).

Who then is a native speaker? Is Luis, born to a migrant family from Andalucia in Catalonia, a native speaker of what we call Spanish, Catalan, or both? And how about Zineb, born in Catalonia to a migrant family from Morocco, who is growing up speaking what are called Berber, Moroccan Arabic or Darija, Catalan and Spanish? What is it that Luis and Zineb speak natively? From a societal perspective, they are called bilingual or multilingual. They are said to speak different named languages and are considered to be simultaneous bilinguals/multilinguals. In the schools that they attend in Barcelona, they are not considered “native speakers” of Catalan, although they have spoken it fluently since they started speaking as babies, for they attended a llar d’infants (‘nursery’) from the age of four months. Luis and Zineb speak, they have language, their own, which they use efficiently to communicate with the very different communities with which they come into contact. They know how to activate different features of their unitary language system (and suppress others) to communicate successfully with various speakers in the Barcelona context. The question of whether they are native speakers of Catalan or not, or of Spanish, Berber, Darija, is a question that doesn’t pertain to Luis and Zineb’s lives or to a world that is increasingly inter-connected. The category of native speaker is just another way to keep power in the hands of the few and exclude those who are different. It reifies the linguistic practices of the powerful class within the state as the only legitimate practices, and thus ensures that only the powerful have access to the material goods that it distributes. As Canagarajah has said: “We are all translinguals, not native speakers of a single language in homogeneous environments” (Canagarajah 2013: 8).


4Reframing the linguistic integration of migrants

If we do not conceive of languages as real linguistic entities spoken in a political state, and do not accept the notion of native speakers, then we must ask whether the linguistic integration of migrants should be the focus of our attention as language scholars. We know that migrants need to participate meaningfully in society. But linguistic integration of migrants who are minoritized, given the narrow definition of national language and native speaker considered above, cannot be the goal for that participation. History all over the world has confirmed that a shift to dominant language practices has not led to the structural incorporation of minoritized groups in the dominant society’s economic, political, and social life. Perhaps the most important example of this is the history of enslaved people who were brought from the African continent to the Americas. Although the US African American population has shifted completely to English, they have continued to be subjected to discrimination. Their complete relinguification has not led to their structural incorporation; they remain victims of racism and what Flores and Rosa call the “eyes of whiteness”, and its “mouth” and “ears”. Flores and Rosa’s raciolinguistic perspective focuses on how listening subjects hear and interpret “the linguistic practices of language-minoritized populations as deviant based on their racial positioning in society as opposed to any objective characteristics of their language use” (Flores and Rosa 2015: 151). What Flores and Rosa propose is that scholars and teachers must go beyond the national constructions of appropriate language in order to pay attention to what is being said and why it is being said, that is, in order to give voice to migrants.

As critical poststructuralist sociolinguists and language teachers embroiled in the dynamic movements and unequal treatment of migrant families in the 21st century, we need to pose and attempt to answer the following questions: Have language teachers a role to play in reversing the effects of “the coloniality of power and knowledge” (Quijano 2000) that has been installed within understandings of language and language education? And if they have, what might that role be?

In the rest of this article, we attempt to answer these questions. We start by reviewing traditional understandings of languages and bilingualism that need to be disrupted in order to move forward.


5Traditional tools of the trade: languages and bilingualism

Language teachers are often at the forefront of issues dealing with migrants. They are called upon to alleviate what is seen as the “language problem” caused by population displacement and movement. But they are given tools that were developed before the dynamic migrations that reflect today’s “superdiversity” (Vertovec 2007). Among the most obsolete of these tools is the framing of languages as L1/L2 and of bilingualism.

Despite the sociopolitical and sociolinguistic transformations of the world in the 21st century discussed above, conceptions of language education remain unchanged. Language teachers continue to speak about “second” language education and “second” language acquisition, even though many scholars have problematized the concepts of language and native speaker and have unmasked the reasons for their appeal at the level of the political state and its institutions. We continue to speak about “additive” and “subtractive” bilingualism, as if languages were whole units that can be added or subtracted. And we rely on “second” language pedagogies that build on diglossic separation models, without recognizing the more dynamic language practices characteristic of the world today. A monolingual model of language and bilingualism is promoted, even though the world is highly multilingual and language practices are heteroglossic.

Because languages continue to be posited as autonomous structures or boxes that are L1s, L2s, L3s, etc., bilingualism/multilingualism is seen as the addition (or subtraction) of those boxes. The distinction between “additive” and “subtractive” bilingualism was first made by Wallace Lambert in 1974. Whereas additive bilingualism was the goal of Canadian French immersion programs for anglophone children in Quebec, French being added to English, programs to teach Spanish-speaking children in transitional bilingual education in the US aimed at subtractive bilingualism, replacing their “native” language by English. This was before the changes in immigration policy which started to take effect in the 1970s and brought speakers with very different language practices to Canada and the US. Whether bilingualism was seen as additive or subtractive, it was conceptualized from a monolingual national perspective. Students had to become either two monolingual persons in one (Grosjean 1982) or had to shift to the dominant language (Fishman 1966).

Ways to teach what were seen as “second” languages relied on pedagogies that maintained the separation between “languages”, and the languages taught were handed down in grammar books and according to the conventions determined by the authoritative bodies of nation states, without too much regard to how people actually spoke them.

When language teachers are asked to participate in the linguistic integration of migrants, they come equipped with these traditional concepts of language, bilingualism and pedagogy. They often respond to the nation state’s demands for linguistic integration without thinking of the sociopolitical and sociolinguistic changes that are fueling the demand for their expertise. The next section offers a view of language education focused not on the traditional notions supported by nation states, but taking into account the migrants themselves as bilingual/multilingual speakers with legitimate practices and voices.


6Beyond languages and with speakers: translanguaging as tool

The term translanguaging was coined in 1994 in Welsh (trawsieithu) by Cen Williams and translated into English by Colin Baker (2011). Originally, it referred to a pedagogical practice where students in bilingual Welsh/English classrooms alternated languages for the purposes of receptive or productive use. Since then, the term has been used to refer to the complex and fluid language practices of bilinguals and the pedagogical approaches that leverage those practices.

It is interesting to note that translanguaging was coined and developed “in the border”, by minoritized bilingual communities and with a bilingual lens. The purpose was not for a monolingual anglophone community to acquire a “second language”, as in French immersion programs in Quebec: nor was it for a monolingual language-minoritized community like the Spanish-speaking one in the United States to acquire English, also as a “second” language. The purpose of translanguaging was to augment the pupil’s activity in both languages (Lewis, Jones, and Baker 2012a, 2012b). García has described translanguaging as “an approach to bilingualism that is centered not on languages […] but on the practices of bilinguals that are readily observable” (García 2009: 44). These practices, in which bilinguals “intermingle linguistic features that have hereto been administratively or linguistically assigned to a particular language or language variety” (García 2009: 51), are “the normal mode of communication that, with some exceptions in some monolingual enclaves, characterizes communities throughout the world (García 2009: 44). In education, translanguaging goes beyond code-switching and translation because it refers to the process by which bilingual students perform bilingually in the myriad multimodal ways of classrooms.

Going beyond named languages as autonomous linguistic structures, “Translanguaging is the deployment of a speaker’s full linguistic repertoire without regard for watchful adherence to the socially and politically defined boundaries of named (and usually national and state languages)” (Otheguy, García, and Reid 2015: 281). It is constructed and inhabited by people who see themselves as speaking their own language, and not simply the languages of one or another national group. By posing a going beyond named languages (Li Wei 2011) translanguaging dwells with, and around, the bilingual speaker in the entanglement of worlds and words created by the coloniality of power.

Again, translanguaging does not refer to bilingual speakers’ ability to go across named languages (what is often called code-switching), which gives legitimacy to the construct of named languages. Seen from the speaker’s internal perspective, translanguaging gives agency and legitimacy to the bilingual speaker. The bilingual/multilingual speaker’s repertoire is not simply made up of two or more languages; instead it consists of a unitary language system. In posing a unitary language system from which bilinguals select different features according to the communicative situation at hand, translanguaging acknowledges the dialogic nature of the features, with none of them in a hierarchical position. Thus, translanguaging works against the power differential of languages as controlled by dominant nation states. All speakers control the features they use, and the work of language teachers then consists not in adding a whole language system separate from that which the speaker already holds, but in making new linguistic features available which the speaker then integrates and appropriates into their own language repertoire. This builds a multilingual identity that does not necessarily correspond to two or more national identities. Because it gives the agency to speakers, translanguaging is a most promising theory for the language education of adult migrants.


7Translanguaging in the language education of adult migrants: Why? What? How?

Language teachers who take up translanguaging start by enabling migrants to recognize their full language repertoire and helping them incorporate new features into their own language system. This is an important shift because migrants are not simply acquiring a “second” language. To illustrate this point, let’s compare Christine and Carlos. Born in France to educated middle-class parents, Christine has spoken French since birth. In school she learned English, and then Spanish. Now 36, she considers French her L1, English her L2, and Spanish her L3. She is secure in her identity as a francophone and uses French personally and professionally in her daily life. She seldom uses English, although she often reads reports in English for work; she says that she likes Spanish better than English, but uses it only to sing songs she loves. Christine considers only French as her own language. The others are simply “gifts” which she borrows.

In contrast, Carlos was born and grew up in Peru and is now 43. In the home where he was raised, he spoke Spanish and Quechua. However, at school only Spanish was taught, although Quechua was frequently used. Carlos is a talented musician, and in Peru he was part of a bilingual musical group that sang songs in Quechua and Spanish. He considered himself a bilingual Peruvian, with neither language identified as L1 or L2. At the age of 38, because of economic hardship, Carlos migrated to Germany. When he first arrived, he took a German language “integration” course. Two years ago, he married a German-speaking woman. He is required to use German as his everyday lived language, both at home and at the Peruvian restaurant where he works and sings in Spanish and Quechua. German is not his L2 or L3; it has become his own (although not his sole) everyday lived language.

The difference between Christine, a “second” language learner, and Carlos, a migrant who must live every day by using new language features, is telling. Second language learners like Christine are learning the language of “the other”. Migrant learners like Carlos, however, must gain new features to integrate into their own language repertoire and appropriate for everyday lived use. They must become bilingual/multilingual German-speakers, not just speakers of German as a “second” language.

In taking up a translanguaging lens to teach Carlos German, his teacher, Hildegard, understands the difference between teaching a “second” language and teaching an everyday lived language. She knows she must focus not on teaching the German language, but on giving Carlos “voice”. And she understands that in teaching Carlos, she must redress the power differentials that are installed in German, Spanish, and Quechua. To do so, Hildegard focuses not on Carlos’ limited proficiency in German or his learner status, but on his strengths, on what he already knows, on his ways of making meaning and engaging with the world. In Hildegard’s classroom, students are grouped according to home languages or languages that they understand, to ensure they understand the German language class. On his first day, Carlos joins the Spanish-speaking group and Hildegard asks them to talk to him and find out who he is, what he knows, and what he is engaged in doing. Hildegard needs the group’s help because she speaks neither Spanish nor Quechua, and members of the group can already use some features of German to make themselves understood.

Carlos tells the group that he plays the quena, the traditional flute of the Andes, in a Peruvian restaurant. Many of the Latin American students in the group do not know what a quena is; Carlos tells them it’s a word in Quechua. Some of them do not know what Quechua is, and wonder how it is that Carlos also speaks Spanish. Carlos explains that Quechua literally means “people’s language” and is used to refer to the ways of speaking of some people in the Andes. He explains that in Peru it is an official language, along with Spanish, and was spoken in the Inca Empire. The students communicate all this to Hildegard, who asks Carlos to bring his quena to class. The group translates this request for Carlos.

Hildegard goes home and looks up quena in Wikipedia. The next day she brings the handout shown in Figure 1 and Carlos brings his quena. Hildegard begins by doing a shared reading exercise with the whole class. She first shows the quena that Carlos has brought in and points to the notches as she reads the first sentence; she counts the holes it has as she reads the second sentence; and she points to plastic and wood in the room as she reads the third sentence. She then asks the students to read along with her, and repeats this three times.
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Figure 1: Hildegard’s handout

1 The quena is a notched flute. Originally the quena was played with 3 or 5 holes in major scales; today it usually has 7 holes. In Peru and Bolivia it costs between 50 cents (bamboo or plastic) and 80 euros (sophisticated models made of hard wood, some with a mouthpiece made of bone)

Hildegard then tells the students to get into their home language groups. She asks them to look up the electronic translation of the German text using the iPad that each group has, to edit the translation if need be, and to copy it next to the German text in the handout. Carlos’ group comes up with the following electronic translation:


La quena es una flauta dentada. Originalmente la quena se juega con 3 o 5 agujeros en las escalas mayores; hoy cuenta con la mayoría 7 agujeros. En Perú y Bolivia que cuesta entre 50 centavos (de bambú o de plástico) y 8 0 euros (modelos sofisticados de madera dura, algunos con una boquilla de hueso).



Because Carlos is a newcomer in the Spanish-speaking group, Hildegard sits with that group and observes Carlos carefully. Of the translation, Carlos says: “Uno no juega la quena, uno la toca” (‘You don’t “play” the quena, you play it’), and a discussion ensues in Spanish about the difference between jugar (used to play games) and tocar (used to play instruments). Carlos participates fully. This tells Hildegard that he is a competent speaker of Spanish and knows how to be persuasive.

The group struggles to match the translation to the German text. They annotate the German text with Spanish words. They frequently use Google Translate to find the meaning of individual words and improve their understanding, which they share with each other (for example, Carlos learns that nouns in German are capitalized). The students work assiduously together. They make a vocabulary list, and those who speak more German ask Hildegard many questions about German language structures, sharing her answers with the rest of the group.

The group is then asked to copy the Spanish text they have agreed on next to the German in the handout, and then to answer some questions in whichever language they can. Hildegard watches Carlos write the text with ease, which tells her he is practiced in writing Spanish.

When all home language groups are secure in their understanding of the German text and how it works, Hildegard asks them to pose questions in German about the quena. They come up with:


–Was ist ein Quena? (‘What is a quena?’)

–Wieviele Löcher hat die Quena? (‘How many holes does the quena have?’)

–Wieviel kostet sie? (‘How much does it cost?’)



Hildegard then tells all the groups to devise some interview questions for Carlos and his group about the quena. With much help from each other, electronic translations, and the teacher, the groups come up with the following questions, which Hildegard puts on the electronic whiteboard:


–Wo hast du auf einer Quena spielen gelernt? (‘Where did you learn to play the quena?’)

–Wie alt warst du? (‘How old were you?’)

–Wo spielst Du die Quena zur Zeit? (‘Where do you play the quena now?’)

–Ist es schwierig oder leicht auf der Quena zu spielen? (‘Is it difficult or easy to play the quena?’)



Carlos answers each question in Spanish, and some of his group members translate as best they can for the class. Hildegard helps them.

Hildegard then asks Carlos to play the quena. She tells the students that the quena makes her feel sad, and asks them how the melody they have heard makes them feel. Student after student offers words of emotion, some in German, but others in Arabic, Turkish, Kurdish, Armenian, Spanish, and other languages. Overall, the students feel that the sound of the quena makes them traurig (‘sad’). Carlos learns the word traurig, and Hildegard and others in the class learn the word triste. All of them learn the Turkish word üzgün, and the Arabic hazin. For homework, Hildegard asks the students to find people in their communities who play an instrument and ask them at least one question.

Carlos’ first lessons in this German language class bring much more than he expected. Instead of being given structures of a new and isolated language to acquire, he is allowed to interpret new linguistic features as part of his own expanding language repertoire, and not simply as an add-on. In so doing, Carlos begins to transform his engagement with the German-speaking world that surrounds him. German is no longer just the language of Germans and books; “German” language features start to be internalized into his linguistic repertoire and appropriated and used as his own linguistic features.

The principles of this translanguaging pedagogy for adult migrants are easy to identify:


–Give migrants “voice” and help them to develop it.

–Build on their strengths and interests.

–Make sure that students are “doing” language, performing genuine and authentic tasks, not just that they “have” language structures.

–Recognize the entanglements of migrants’ worlds and words and use them in the process of finalizing the product that you intend.

–Ensure that they appropriate new features into an expanded repertoire that is their own, and not just that of a nation state or specific national group.



Although it is Carlos, as an engaged and interested speaker, who guarantees that there has been learning, Hildegard as the teacher has an important role, and it is to the teacher’s role that we now turn.


8Translanguaging and the role of language teachers

To teach adult migrants, language teachers must take up a translanguaging stance, shed their authoritative position, and adopt different roles. We summarize these four teacher roles as the detective, the co-learner, the builder, and the transformer.

The detective. Four questions frame this role:


–What does this adult person know?

–Why does this adult person want to “invest” (Norton 2000) in using new features?

–What are this adult person’s preferred ways of making meaning?

–How does this adult person use language?



Language teachers need to know their adult students: what motivates them, and how they use language and make meaning in life. There is a difference between being able to perform linguistically only with features of the national language being taught, and speakers’ ability to perform linguistically. García, Johnson and Seltzer (2017) refer to these different performances as language-specific performances and general language performances. Teachers need to understand whether students are able to express complex thoughts, explain, persuade, argue, compare and contrast, give directions, recount events, and do other things with language, regardless of whether they could do this only with the features of the language being taught. They also need to know if students are able to make inferences, identify key ideas, and associate ideas from multiple texts when reading, and are able to produce written texts of opinion, information, explanation and narration, regardless of the language features used. Teachers’ detective work needs to happen in collaboration with others – other speakers in the class, other teachers, outside agencies, the community of speakers; and with other resources – multilingual texts and electronic translators.

The co-learner. Teachers who take up a translanguaging stance must also become co-learners (Li Wei 2014). In that respect, they need to ask themselves two questions:


–What can I learn from this adult person? From his/her interests? From his/her funds of knowledge (Moll et al. 1992) and funds of languaging?

–How do I distribute agency equally in the classroom?



To carry out the role of co-learner, teachers must be interested in the different worlds and words of their students. They engage their students in collaborative research and linguistic ethnographies of the community. They are curious about students’ worlds, their words, and their entanglements. And as teachers of migrants, they are also interested in social justice.

Teachers who consider themselves co-learners engage their adult students in representing and producing their worlds and words using all the features of their repertoire. Some of the ways in which this might be achieved are:


–interviewing each other and others in the community of speakers;

–asking students to share and write their life stories;

–producing video-documentaries with the students.



The builder. Teachers of adult migrants must be more than detectives and colearners, they must also be builders. They must ask themselves:


–How do I build an affinity space (Gee 2004) that bridges differences in age, class, race, gender and educational level, and in which people can participate in various ways according to their interests and abilities?

–How do I build a space that reflects the entanglement of different worlds and words and their power differentials, and is flexible enough to accommodate differences?

–How do I provide language affordances that capture and express interests? Engagement?



To do so, teachers give adult learners freedom to work within affinity groups and participate freely in selecting the topics and features that they would want to share.

The transformer. This is the role that makes teachers who take up translanguaging effective in teaching migrants. Informed by translanguaging theory, they ask themselves:


–How can I make visible the rhetorical narrative of modernity/coloniality, and dwell in the border with adult migrants as they expand their repertoire with new features and practices?



To transform the social reality of migrants, teachers must be ready to build on the human ability to re-mix and recontextualize; that is, to inscribe language performances and identities into new contexts. Teachers who take up translanguaging must transform the vision of what it is to teach a “second” language to migrants. They must make visible how permitting only the dominant language in a “second” language classroom is an act of symbolic violence (Bourdieu 1991), that is, violence exercised in a group with their complicity. These teachers must transform this reality by making explicit how the construct of national language, and the rhetorical narrative of modernity/coloniality that has produced it, serves to oppress, rather than liberate, migrants. Teachers who aim to transform the migrants’ social realities must teach them to become critical sociolinguists (Rymes and Leone 2014) so that they can analyze language and understand how it is lodged with power, and why and how some language practices are delegitimized and those of the mythical “native speakers” of an “L1” are held up as the sole exemplars.


9Conclusion

Translanguging disrupts the modernist/colonial logic of national languages and focuses on the available features and practices of people and especially migrants to make meaning, free of the constraints and defined boundaries of named languages. It also acknowledges that national languages have had, and continue to have, real and material effects on people. Thus, migrants must also perform linguistically with features that many describe as the “other” language.

The advantage of educating adult migrants with translanguaging theory and pedagogy in mind is that in focusing on the practices of people, it gives agency to minoritized speakers, decolonizes linguistic knowledge, and engages all of us in the social transformations that the world so sorely needs today. Translanguaging offers a way of capturing the expanded complex practices of speakers who cannot avoid having had languages inscribed in their bodies, and yet live between different societal and semiotic contexts. Adult migrants are the best example of this living between and beyond borders – national, political, linguistic, social, ideological. Translanguaging theory offers language teachers a way to engage them.
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Migrants connectés, intégration sociale et apprentissage/certification en langues : prendre en compte la nouvelle donne numérique
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Résumé : Ce début du XXIe siècle est marqué par l’explosion des réseaux sociaux. La dimension sociale, que l’on peut déduire de la prise en compte de l’approche actionnelle mais également des réseaux sociaux, doit être interprétée dans sa globalité, à la fois physique et virtuelle. L’acteur social est aujourd’hui connecté, confronté à des « textes » qui ne relèvent plus uniquement du mode écrit et de la littératie classique, ni même de la plurilittératie. La question de l’intégration linguistique des migrants doit ainsi prendre en compte la nouvelle donne numérique pour pouvoir passer du migrant connecté à l’apprenant migrant connecté.

Abstract: The early 21st century has seen a proliferation of social networks. The social dimension, which is implicit in the focus on an action-oriented approach and also in social networks, must be interpreted in its entirety, in both physical and virtual terms. Social agents nowadays go online and encounter “texts” which are no longer solely written and based on conventional literacy, nor on pluriliteracy for that matter. The linguistic integration of migrants must accordingly take into account the new digital environment so as to facilitate the transition from “online migrant” to online migrant learner.

1Entrée en matière : le migrant des poètes alsaciens

L’Alsace, qui accueille plusieurs institutions européennes et ce symposium, offre un éclairage particulier à la question qui nous préoccupe, celle de l’intégration linguistique des migrants adultes. De manière très symbolique, Les Serments de Strasbourg de 842 instituent un certain bilinguisme avec le français et l’allemand, ou plus exactement le proto français, le gallo-roman, et le proto allemand, le francique rhénan. Les Serments sont pour moi emblématiques d’une Alsace multilingue avec l’alsacien comme langue identitaire et langue d’un tiers-espace entre la France et l’Allemagne. L’histoire tragique des guerres a marqué cette région qui, comme d’autres, s’est vue assimilée malgré elle aux pays qui la convoitaient.

Les artistes et poètes alsaciens ont exprimé à leur façon une autre approche de la langue et de l’identité.

1.1Jean Hans Arp (1886–1966) : l’indicible et l’indétermination

Il a connu les deux guerres mondiales. Il est né, comme il aime le dire, de la nature, il est né de Strasbourg, il est né d’un nuage : « Ich bin in Strassburg geboren. Ich bin in einer Wolke geboren ». La détermination indéterminée de son origine alsacienne montre la difficulté à se définir par une nationalité, par une ville particulière. Son lieu de naissance, l’Alsace ne serait pour lui qu’une potentialité a-territoriale, un espace flottant difficile à situer. La sculpture et la poésie sont intimement liées à sa vie et à sa philosophie. Elles sont complémentaires comme les trois langues qu’il parle. Une des sculptures de Jean Hans Arp, Nombril et deux idées, représente, pour moi, un corps disloqué par la guerre. La guerre est un Wahnsinn, une folie, qu’il exprime à travers l’Unsinn, le non-sens que la poésie permet d’exprimer. Le nombril est une figure poétique qui représente l’origine, le centre de la vie, de l’intime mais aussi le centre du langage, l’origine du nom. Ce nom est vide et disparait dans le néant. Le nombril symbolise aussi les entrailles du poète, l’univers du rêve, de sa langue maternelle, l’alsacien, langue de l’enfance. Les deux idées qui sont posées maladroitement sur le corps peuvent représenter ses deux langues apprises scolairement. Il y a du Jean et du Hans à la fois.

Les poèmes de Jean Hans Arp ne sont pas très connus (Arp, 2014). Die Grosse Firgelei, s’intéresse à la langue, façon dada, dont il fut un des promoteurs. Il montre la part d’indicible et d’incompréhensible de toute langue. La part du rêve, du nuage, de l’intime. La langue ne saurait être réduite à son seul usage communicatif fonctionnel. Je me permets cette glose : Firgelei m’a dit textuellement ce qui suit, dit le poète. Une langue est belle si elle permet de s’attarder et de rêver, de penser et de fantasmer. Une langue est belle si elle chante des fleurs de rêve. Seule la langue de l’enfance rend possible ces rêveries, la langue fonctionnelle en est incapable. Dans le poème Seither spaziere ich, Depuis lors je me promène, Jean Hans Arp pose la question de l’identité : qui suis je ? d’où suisje ? Il y a cette impossibilité de faire son unité. Cet autre que l’on cherche est parti loin, dans le pays des rêves. Il est devenu inaccessible. Il n’y a plus moyen de lui poser les questions qui taraudent. On ne peut plus savoir qui on est et d’où on vient.

Ces poèmes de fin de vie montrent l’autre aspect de la langue que les linguistes ignorent malheureusement. La langue n’est pas qu’un outil pour communiquer, pour se débrouiller dans les situations quotidiennes. Elle est aussi poésie, rêverie, imaginaire. Le poète nous parle des conséquences de l’assimilation et de notre modernité, qui ne nous permet plus réellement de nous définir par une origine nationale et culturelle. Le nouvel homme que nous devenons finit par être un étranger, un migrant. Il vit dans un nouvel espace, un tiers espace, et a du mal à renouer les fils de son origine. Les souvenirs lointains font désormais partie du Traumheitland, du pays des rêves.


1.2André Weckmann (1924–2012) : violence de l’assimilation

André Weckmann, est né après la 1e guerre mondiale à Steinbourg. Il a écrit plusieurs recueils de poèmes en alsacien (Huck, 1989). Le premier poème Sproch définit la langue. La langue, pour le poète, est faite des choses simples de la vie. La langue c’est la vie, dans sa matérialité et sa banalité. C’est surtout les histoires d’une vie, histoires qui fondent notre généalogie, qui remonte à notre origine. La langue s’inscrit ainsi dans l’histoire d’un lieu, dans les histoires que partage une communauté. Langue et identité sont intimement liées et se nourrissent des liens que nous tissons avec les autres. Le regard du poète sur la banalité de la vie nous fait comprendre la dimension sociale de la langue. Le deuxième poème sur les Alsaciens, Älsässer, rappelle les douleurs d’une région déchirée par les guerres, le non-sens de la nationalité qui fait que l’on peut être selon les moments de l’histoire l’ennemi des uns et des autres et se faire tuer par les uns ou les autres. L’Alsacien est comme un apatride dans son propre pays, un étranger qui ne sait pour qui et pour quoi il va encore se faire pendre.

Ces deux poèmes questionnent de la même façon l’idée de nation, de nationalité, d’identité et d’intégration linguistique. L’intégration linguistique ressemble à une dépossession culturelle si on considère que la langue est bien celle de l’origine, celle des rêves et de la création, celle de l’intime fantasmé.


1.3Premières impressions : Langue et intégration

La vision de la langue qui est exprimée par les poètes est loin de celle qui ressort de nos analyses linguistiques et didactiques. Nous avons la fâcheuse manie à ne prendre en compte que les simples mécanismes linguistiques et communicatifs. La langue est avant tout la vie, la vie simple de tous les jours, une façon de « se donner la main ». Mais c’est aussi, la poésie, l’imaginaire de nos histoires, des « fleurs de rêve », que l’on offre. Tout peut basculer, soudainement, nos repères et nos mots peuvent être désintégrés : « e hass » peut d’un coup devenir « un lapin », pour reprendre un autre poète alsacien Claude Vigée (2000), par le simple jeu de l’intégration/assimilation linguistique. Les migrants vivent cette violence et questionnent la langue, l’identité, l’assimilation. Les regards des poètes alsaciens nous permettent de mieux comprendre la violence de l’assimilation/intégration mais aussi les liens indestructibles qui lient langue et identité. Et, en fin de compte, ne faut-il pas admettre que l’image du migrant est celle de l’humanité ?

Amin Malouf résume bien cette première approche (1998) :

« Sans doute mes propos sont-ils ceux d’un migrant, et d’un minoritaire. Mais il me semble qu’ils reflètent une sensibilité de plus en plus partagée par nos contemporains. N’est-ce pas le propre de notre époque que d’avoir fait de tous les hommes, en quelque sorte, des migrants et des minoritaires ?

Nous sommes tous contraints de vivre dans un univers qui ne ressemble guère à notre terroir d’origine ; nous devons tous apprendre d’autres langues, d’autres langages, d’autres codes ; et nous avons tous l’impression que notre identité, telle que nous l’imaginions depuis l’enfance, est menacée.

Beaucoup ont quitté leur terre natale, et beaucoup d’autres, sans l’avoir quittée, ne la reconnaissent plus. »

Les poètes, les artistes, les migrants ressentent avec force ces aspects universels de la condition humaine, de la modernité, de la migration.



2Faire évoluer notre vision du migrant adulte : le migrant connecté

La migration au XXIe siècle ne peut se penser en dehors d’une société globalisée et interconnectée. Elle s’inscrit bien entendu dans cette histoire éternelle des guerres et des conquêtes qui débouchent inexorablement sur des déplacements de populations. Beaucoup d’études sur les migrants s’inscrivent logiquement dans cette vision classique et universelle de la migration. La plupart ignorent cependant l’évolution introduite par la société mondialisée du savoir numérique interconnecté et des réseaux sociaux. Il nous faut reconsidérer l’image que nous avons du migrant adulte déraciné au profit d’une image conforme à l’homme d’aujourd’hui qui est interconnecté et interagit sur les réseaux sociaux. Je propose d’explorer trois pistes. La première renvoie à la complexité qui inclut l’imaginaire et à la poésie ; la deuxième au paradoxe de la proximité et de la distance et la troisième à la société interconnectée.

2.1Imaginaire et poésie de la langue et de la vie

Morin (2015: 30) propose de prendre en compte les deux polarités de l’homme. Pour lui, l’homme ne se réduit pas au prosaïque, au rationnel, au fonctionnel. On ne peut réduire les besoins vitaux aux seuls besoins de communication pour le quotidien. L’homme a également besoin de s’évader, besoin d’imaginaire, besoin de poésie.

La polarité prosaïque de la vie commande tout ce que nous faisons par contrainte, pour survivre, pour gagner notre vie. Et il y a la polarité poétique de la vie, c’est-à-dire celle où l’on s’épanouit personnellement, où l’on vit en communion, où l’on a des moments d’harmonie et de joie. Moments que donnent l’amour, l’amitié, la liesse. C’est cela qui est vivre, vivre poétiquement.

Cette part d’indicible fait partie du tout social, des interactions entre les individus, des histoires personnelles, des mondes symboliques qui constituent ce que l’on nomme la culture. L’homme peut se concevoir, certes, comme un être rationnel, mais il est aussi une personne émotionnelle qui s’inscrit dans une histoire de vie en mouvement. L’idée qu’il existerait une langue de survie, garantissant l’intégration sociale dans une société d’accueil, réduit le migrant à la seule polarité prosaïque de la vie. Cette optique a pour conséquence de focaliser la formation sur les situations quotidiennes de survie oubliant l’indispensable besoin d’imaginaire et de communion. Le descriptif du français langue d’intégration en France, par exemple, s’inscrit explicitement dans cette vision réductrice et présente les urgences du quotidien auxquelles on ajoute « des petits riens relationnels ». Or, justement, ces petits riens relationnels constituent le tout des langages sollicités et expriment le vivre poétiquement. La langue est aussi et surtout le lieu symbolique du social, le lieu de l’imaginaire poétique.


2.2Le paradoxe de la distance et de la proximité

La figure de l’étranger de Simmel (1908) permet d’envisager le migrant différemment. L’étranger fonctionne comme un symbole des relations humaines, mais aussi comme un symbole de la distance et de la mobilité, dans son aspect relationnel ou imaginaire. Il y a ainsi un paradoxe dans la mesure où l’étranger est à la fois ici et ailleurs, mais aussi dans un tiers espace, un iciailleurs, qu’il construit en permanence. La mobilité de l’étranger s’oppose à la sédentarité, l’étrangeté à la familiarité. Et en fin de compte, l’étranger est en nous. Nous pouvons nous sentir étrangers chez nous, lorsque nous allons vers d’autres communautés, lorsque nous avançons en âge en observant nos enfants, etc., comme nous avons déjà pu le dire.

Raphaël (2008 : 11) résume cette figure de l’étranger de la manière suivante : « cette ambivalence dans les rapports à l’étranger ne rejoint-elle pas ce qui caractérise toute relation qu’une personne entretient avec son entourage, et qui porte toujours la marque de la distance et de la proximité ? Tout homme fait l’expérience contradictoire de l’unité de son être et, en même temps, d’une faille, d’une certaine étrangeté à lui-même. » Pour Raphaël, il s’agit bien de « la forme exacerbée de toute relation humaine ». Il reprend la formule de Simmel : « La distance à l’intérieur de la relation signifie que le proche est lointain, mais le fait même de l’altérité signifie que le lointain est proche ».

Le migrant possède ainsi un capital social riche d’expériences dans diverses communautés. On ne peut que constater que la plupart des réflexions et des propositions de formation pour les migrants font l’impasse sur cette réalité complexe en se concentrant uniquement sur l’ici du pays d’accueil et sur un système artificiel d’interactions fonctionnelles, prosaïques pour reprendre Morin.


2.3Des réseaux de liens sociaux interconnectés

De nombreuses études s’intéressent aux réseaux de liens que tissent les migrants dans leur aventure. Le monde d’internet ne connait pas les frontières et les barbelés que l’on érige pour freiner les migrants dans leur quête d’un meilleur lieu de vie. Diminescu (2005 : 277) reprend la réflexion de Simmel et estime que « mobilité et connectivité forment désormais un ensemble de base dans la définition du migrant du XXIe siècle ».
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