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The fact is, however, that someone’s linguistic repertoire reflects a life, 
not just birth, 

a life that is lived in a real sociocultural, historical, and political space. 
 

(Blommaert, 2009, p. 424)  
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Abstract 

 

 
This study aims to explore the plurilingual identity of upper secondary school students in 

the trilingual Italian province of South Tyrol. While previous research on South Tyrolean 

schools has mainly explored students’ and teachers’ bilingual practices, competencies and 

beliefs involving Italian and German, recent studies have increasingly focused on 

plurilingualism in the classroom. However, no research has yet investigated upper 

secondary school students’ ideal plurilingual self, their open-mindedness, or how 

individual factors may influence these aspects. To address this gap, a questionnaire was 

administered to 42 upper secondary school students in South Tyrol. The questionnaire 

examined students’ beliefs about the benefits of plurilingualism, open-mindedness, and 

ideal plurilingual self by employing three 5-point Likert scales from the Ungspråk 

questionnaire (Haukås et al., 2021b). Individual factors were assessed through items 

adapted from both the Ungspråk questionnaire (Haukås et al., 2021b) and the SMS Online 

Questionnaire on Plurilingual Education (Guarda et al., forthcoming). Findings indicate 

that students’ perceptions to the three scales are generally positive with the Open-

Mindedness scale receiving the highest average scores. Among the individual factors 

examined, the type of upper secondary school was the only significant variable associated 

with both the Beliefs About the Benefits of Plurilingualism and Ideal Plurilingual Self 

scales, with students enrolled in the linguistic track reporting higher scores. Moreover, 

self-identification as plurilingual significantly influenced responses on the Ideal 

Plurilingual Self scale. Finally, the study provides qualitative insights into students’ 

diverse linguistic repertoires and their definitions of plurilingualism, which were found 

to be linked to both their self-identification as plurilingual individuals and to the reasons 

they provided for identifying, or not identifying, as such. 
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Abstract in Italian 

 

 
Questo studio esplora l’identità plurilingue di alcuni studenti della scuola secondaria di 

secondo grado nella provincia trilingue di Bolzano/ Bozen/ Bulsan. Le ricerche sulle 

scuole altoatesine si sono prevalentemente concentrate sulle pratiche bilingui, sulle 

competenze e sulle convinzioni degli studenti e degli insegnanti in riferimento al 

bilinguismo italiano-tedesco. Studi più recenti hanno invece cominciato ad indagare il 

plurilinguismo in ambito scolastico. Tuttavia, nessuna indagine ha finora analizzato le 

percezioni degli studenti altoatesini riguardo al sé plurilingue ideale, alla propria apertura 

mentale, né in che modo i fattori individuali degli studenti possano influenzare questi 

aspetti. Per questo motivo, è stato somministrato un questionario a 42 studenti delle scuole 

secondarie di secondo grado in Alto Adige per indagare le percezioni degli studenti 

riguardo ai benefici del plurilinguismo, alla propria apertura mentale e al proprio sé 

plurilingue ideale. A questo proposito sono state utilizzate tre scale Likert tratte dal 

questionario Ungspråk (Haukås et al., 2021b), in cui gli studenti hanno dovuto attribuire 

un punteggio da 1 a 5 alle diverse affermazioni. I fattori individuali degli studenti sono 

stati successivamente indagati attraverso domande adattate sia dal questionario Ungspråk 

(Haukås et al., 2021b), sia dal Questionario Online sulla Didattica Plurilingue di SMS 

(Guarda et al., in pubblicazione). I risultati mostrano come le percezioni degli studenti 

rispetto alle tre scale sono generalmente positive. In particolare, la scala riguardante 

l’apertura mentale ha ottenuto i punteggi medi più elevati. Tra i fattori individuali 

esaminati, l’indirizzo scolastico è risultato l’unica variabile significativamente associata 

sia alla scala riguardante le percezioni degli studenti sui benefici del plurilinguismo, sia 

alla scala del sé plurilingue ideale, in cui gli studenti del liceo linguistico hanno riportato 

punteggi più alti. Inoltre, l’autoidentificazione come persone plurilingue ha influito in 

modo significativo sulle risposte relative alla scala del sé plurilingue ideale. Infine, lo 

studio ha analizzato le riposte relative ai repertori linguistici degli studenti, nonché alle 

loro definizioni di plurilinguismo. Queste ultime sono risultate connesse sia al 

riconoscersi o meno come persone plurilingue, sia alle motivazioni fornite per definirsi, 

o non definirsi, plurilingue.  
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Introduction 

 

 
Twenty-first-century societies are characterised by increasing ethnic, cultural, and 

linguistic diversity, as well as growing transnational mobility, where the concept of 

linguistic identity has significantly changed. While previous research in the field of 

Second Language Acquisition (SLA) focused on learning a foreign language from a 

monolingual perspective (Dörnyei & Kubanyiova, 2014), in recent years, there has been 

a shift towards placing more emphasis on multi-/ plurilingualism (Henry, 2017). As a 

result, linguistic identity has increasingly become associated with the development of a 

plurilingual identity (Fisher et al., 2020; Forbes et al., 2024).  

Language plays a crucial role in this process, serving as the medium through 

which individuals express and negotiate their identities (Forbes et al., 2024). In particular, 

studies on students’ and teachers’ linguistic identities have focused on their linguistic 

repertoires (Busch, 2021), their beliefs about plurilingualism (Haukås et al., 2022), and 

their ideal plurilingual self (Henry, 2017; Henry & Thorsen, 2018; Haukås et al., 2022). 

These studies have aimed to explore how including plurilingual practices in education 

can foster linguistic equity (Walker, 2018; Kerfoot & Bello-Nonjengele, 2023) and open-

mindedness (Tiurikova et al., 2022) within the educational context, which in turn reflects 

the linguistic, ethnic, and cultural diversity of society itself. Drawing on recent research, 

educational materials on linguistic and cultural diversity have been developed to embrace 

plurilingualism as a resource within the classroom (Carbonara et al., 2020; Colombo, 

2021; Guarda et al., 2022).   

This resource orientation is evident in South Tyrol, an Italian trilingual province 

where Italian, German, and Ladin are the official languages, yet more than a hundred 

languages are spoken (Medda-Windischer & Membretti, 2020; Vettori et al., 2021). 

While research in this context has mainly focused on Italian-German bilingualism (Abel 

& Vettori, 2012; Vettori & Abel, 2017), some studies have also considered the 

minoritised languages of this province, such as the languages of immigrant communities 

and other unofficial languages present in the area. These studies have explored the 

multilingual practices, competencies, emotions, and beliefs of students and teachers in 
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relation to the implementation of plurilingual practices within the classroom (Engel et al., 

2020; Colombo, 2021; Guarda & Mayr, 2023; Zanasi et al., 2023).  

However, no studies in South Tyrol have yet examined how students’ individual 

factors—such as self-identification as plurilingual, knowledge of languages other than 

Italian and German, having friends and parents who know languages other than Italian or 

German, and experience living abroad—influence their beliefs about the benefits of 

plurilingualism, their ideal plurilingual self, and their open-mindedness. This relationship 

has, however, been explored by Haukås et al. (2021b) through the Ungspråk 

questionnaire, which examined the plurilingualism of lower secondary school students in 

Norway. Therefore, the present study adapts selected items from the Ungspråk 

questionnaire to the South Tyrolean context to investigate the plurilingual identity of 

upper secondary school students in South Tyrol. 

This thesis is organised into two main parts. The first part, comprising Chapters 1 

and 2, presents the theoretical framework. The second part includes Chapters 3 and 4, 

which outline the methodology, results, and discussion of the study, with the conclusion 

presented at the end of the thesis. Specifically, the first chapter outlines some of the main 

studies on multi-/ plurilingualism, focusing on key concepts such as multi-/ 

plurilingualism, epistemic justice, linguistic repertoire, beliefs about the benefits of 

plurilingualism, intercultural competence, open-mindedness, and the ideal plurilingual 

self. These concepts are explored to understand how they contribute to the formation of 

the plurilingual identity. Then, since this research focuses on plurilingualism among 

upper secondary school students in South Tyrol, the second chapter provides an overview 

of South Tyrol’s complex sociolinguistic context and educational system, with particular 

attention given to students’ linguistic repertoires. 

In the third chapter, the research questions and hypotheses, along with the 

participants, materials and methods are outlined. Specifically, it presents and discusses 

the items adapted from the Ungspråk questionnaire (Haukås et al., 2021b) to suit the 

South Tyrolean context. Subsequently, the fourth chapter presents both the quantitative 

and qualitative results. The quantitative data include descriptive and inferential analyses 

conducted using the statistical software Jamovi, while the qualitative results are analysed 

using thematic analysis, following the model proposed by Braun and Clarke (2006). Then, 

the fifth chapter discusses the results in relation to the research questions and addresses 
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the study’s limitations. The findings are also compared with previous research to identify 

potential significant similarities and discrepancies. Finally, the thesis concludes with a 

summary of the main findings and possible implications for future research in this field.   
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Chapter 1: Theoretical Framework 

 

 
The first chapter situates the current research within the domain of sociolinguistics 

by illustrating some of the key concepts related to plurilingual identity. First, the notions 

of multilingualism and plurilingualism are delineated, also considering their connection 

to epistemic justice (1.1). Then, the concept of plurilingual identity is introduced (1.2) 

through an overview of its constitutive factors, namely linguistic repertoire (1.2.1), beliefs 

about the benefits of plurilingualism (1.2.2), intercultural competence/ sensitivity and 

open-mindedness (1.2.3), and the ideal plurilingual self (1.2.4). Finally, the summary of 

the chapter is presented (1.3). 

1.1 Multi-/ Plurilingualism and epistemic justice 

Transnationalism and superdiversity (Vertovec, 2022) represent the 21st century, 

where social, cultural and linguistic differences are increasingly present due to 

globalisation and migration. As a result, there have been changes not only at the economic 

and political levels, but also in social, personal and linguistic dimensions. In the linguistic 

field, the transformations resulting from globalisation have led to a redirection. While 

ideal speakers in Europe, the UK and some Anglophone countries such as the US were 

primarily expected to be monolingual (Blackledge, 2000), the changes generated by 

globalisation have contributed to the recognition of individuals as speakers of multiple 

languages. Thus, the concepts of multilingualism and plurilingualism came into 

prominence, at least in the European context, the UK and some Anglophone countries, in 

what is known as the multilingual turn (May, 2014).  

Multilingualism and plurilingualism are terms that are often used interchangeably. 

In this thesis, however, a distinction is made between the two, following a definition by 

the Council of Europe (2020). In this definition, multilingualism refers to the presence of 

multiple languages at either the social or individual level, whereas plurilingualism refers 

to the evolving and expanding linguistic repertoire of individuals. Therefore, 

plurilingualism is a dynamic, complex and creative process of language that takes into 

account not only standard languages but also dialectal varieties (Council of Europe, 

2020). The Common European Framework of Reference for Languages (CEFR) Expert 
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Group (2023) introduced the term plurilingualism to emphasise a more nuanced vision of 

language diversity, where the ability to use multiple languages and engage with various 

cultures is not seen as a set of separate competences, but rather as an integrated and 

dynamic competence.  

Although some scholars (Fisher et al., 2020; Duarte et al., 2023) prefer the term 

multilingualism over plurilingualism, this distinction is purely terminological. As such, 

the current view of the linguistic repertoire is that of a complex, yet integrated system, 

regardless of the term used. Central to the concept of plurilingualism are all the languages 

that individuals know and interact with (Beacco et al., 2016). Therefore, plurilingualism 

focuses on the overall development of the individual’s linguistic and cultural repertoire. 

This concept is closely linked to that of pluriculturalism, which refers to the 

integration of various individual dimensions, including cognitive, social and emotional 

aspects. Within the educational context, plurilingualism is inclusive as it aims to enhance 

all the languages, dialects and linguistic varieties that students bring to the classroom, 

thus ensuring social justice and openness (Piccardo, 2019). However, this does not imply 

that the languages present in that environment automatically influence each other, as this 

depends on the interests and openness of individuals and the implementation of pluralistic 

approaches (Piccardo, 2019).  

Within the field of Second Language Acquisition (SLA), the multilingual turn has 

resulted in a shift from monolingual mindsets to plurilingual ones when teaching and 

learning a foreign language. When the monolingual judgement prevailed, monolingual 

norms designated the competence of the native speaker as the exclusive, uniform 

reference parameter for Second Language (L2) learning. In this way, the linguistic 

repertoires of the students were either ignored or deemed deficient.  

This perceived deficiency extended not only to the linguistic competences in 

languages other than what was considered the native language—students’ first language 

(L1)—but also to the cultural competences associated with those languages. As a result, 

concepts such as mother tongue and native speaker have been replaced in favour of more 

inclusive concepts that consider multiple languages such as L1, L2, third language (L3) 

and foreign language (FL).  

The concept of the multilingual turn is the result of a Western view of history and 

the product of late modernity (May, 2014) as throughout earlier periods of history, there 
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have been individuals proficient in multiple languages, with such multi-/ plurilingualism 

evident in various epochs long preceding the contemporary period. If we only consider 

the term multilingual as the presence of multiple languages within a context and not that 

of plurilingualism in the terms previously described, then multilingualism can also be 

found in many African countries that have different local languages. This is the case of 

Senegal, more precisely in the geographical area of Casamance, where languages such as 

Joola, Kuwaataay, Kerak, Ejamat, Bayot, Eegiima, Gugëcer, Baïnounk-Gujaher, 

Gubëeher, Gubelor, Gufangor, Gujaher and many other local varieties are spoken (Lüpke 

et al., 2013).  

However, regardless of the context, at the educational level, when teaching FLs 

included in the school curriculum, in most cases not all the other languages known by the 

students are valued (May, 2014). This recognition is not only important in the context of 

acquiring a FL, but also within the entire school curriculum of the students. The 

acknowledgment of their linguistic repertoire has a positive impact on the empowerment 

and enhancement of their identities and literacies, fostering the development of self-

esteem, empathy, and confidence as well as strengthening their communication skills and 

intercultural connections (Dewaele & Wei, 2012; Martínez, 2018). 

Although there have been various attempts to promote plurilingualism within SLA 

(e.g., Teaching English as a Second or Foreign Language (TESOL) and teaching and 

learning Languages other than English (LOTE)), FLs are still often taught in schools with 

a monolingual mindset that forces students to abandon their plurilingual repertoires 

(Henry, 2017). This monolingual bias is a concept that is also taken up in normative 

monolingualism. An example of this can be found in some bilingual schools, where the 

target language is employed exclusively in language lessons and not in other contexts. 

Such situations are observed also in public schools, institutions where multi-/ 

plurilingualism is promoted, yet not all the languages and cultures present within the 

classroom context are valued. For instance, in some bilingual schools in Berlin the 

majority of teachers enforced a strict English Only policy, while a minority allowed the 

use of multiple languages, viewing the exchange of languages and cultures as an 

enrichment for both students and teachers (Fuller, 2012). Nevertheless, in this context, 

English was, in certain instances, permitted by teachers and used (occasionally in contrast 

to the German-only policy in German classes) because German-English bilingualism was 



 15 

considered as a form of elite bilingualism, to the detriment of students with other types 

of bi-/ plurilingualism (Fuller, 2012; García & Otheguy, 2019). This case constitutes a 

form of discrimination against all other languages, particularly undermining the 

individuality of the students present.  

Another example of monolingual discrimination is embodied in the concept of the 

Anglobubble, a term used to describe the “monolingual English-speaking world” (Mason 

& Matas, 2016, p. 446), highlighting the notion that proficiency in English renders 

knowledge in other languages unnecessary. This term has now fallen into disuse since, as 

seen so far, the multi-/ plurilingualism of the 21st century implies the knowledge of 

English as well as other languages, thus recognising plurilingual individuals as subjects 

capable of engaging with multiple languages and cultures (Mason & Matas, 2016). The 

plurilingual mindset, therefore, directly opposes the monolingual mindset, as it 

conceptualises languages as interrelated entities that coexist and function in correlation 

with one another (Henry, 2017).  

In the European context (specifically the Council of Europe), the CEFR 

introduced the concepts of plurilingualism and pluriculturalism to language education in 

the second provisional version dating back to 1996 (CEFR Expert Group, 2023). The 

background of this concept were studies in bilingualism conducted in the early 1990s 

(Council of Europe, 2020). From the same year, is also the concept of translanguaging, 

which was described as “an action undertaken by plurilingual persons, where more than 

one language may be involved” (p. 31). 

As Wei (2018) claimed, Trawsieithu (translanguaging) was the Welsh term Cen 

Williams (Williams, 1994) coined for describing pedagogical practices that he observed 

in Welsh revitalisation programmes. Researchers then tried to understand whether to 

consider this practice as a form of interaction or whether to apply it to the educational 

context. Thus, they attempted to implement it within the classroom by first referring to 

plurilingual language interaction (García, 2009) and plurilingual written texts (García & 

Kano, 2014). Then, it emerged as pivotal concept in plurilingual education, social 

linguistics and SLA research, shaping the understanding of how individuals’ use their 

linguistic resources. 

Previous studies defined translanguaging as a dynamic process where individuals 

employ their linguistic repertoire to construct meaning, negotiate identities and navigate 
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cultural and social contexts (García & Wei, 2014). Specifically, they emphasised the 

importance of integrating translanguaging into the curriculum because it fosters more 

inclusive educational environments where students’ plurilingual competencies are 

recognised and valued. It also challenges the monolingual norms that have historically 

dominated language teaching and learning by viewing multi-/ plurilingualism as a 

resource rather than a deficiency. For instance, whether students might have limited 

proficiency in the main language of instruction, translanguaging provides a way for them 

to maintain proficiency in all their languages, thus, facilitating language maintenance 

(Otheguy et al., 2015). 

Therefore, within the framework of plurilingualism, translanguaging serves as a 

pedagogical approach that values students’ linguistic repertoires, effectively dissolving 

distinctions between languages, in particular those between L1, L2, L3 and additional 

languages, by positioning them at the same level. Moreover, this type of model allows to 

discuss the ways in which linguistic resources are employed in our societies and how 

these reflect, reinforce, challenge, and negotiate social (in)equality and difference 

(Conteh, 2018). García and Otheguy (2019) claimed that:  

[r]ather than perceiving multilingual [plurilingual] speakers as possessing the 

plurilingual ‘repertoire of languages’ supported by the Council of Europe, 

translanguaging sees multilinguals [plurilinguals] as possessing a unitary 

linguistic system that they build through social interactions of different types, 

and that is not compartmentalized into boundaries corresponding to those of 

the named languages (p. 25).  

Thus, the advocates of the Council of Europe and proponents of translanguaging 

in Europe start from the same conceptualisation of the linguistic repertoire but then 

diverge significantly in other aspects. For instance, the former use terms such as L1, L2, 

or L3 to define the languages within the linguistic repertoire, while the latter reject the 

very existence of named languages. Specifically, the plurilingualism defined by the CEFR 

Expert Group (2023) integrates the partial competencies individuals possess in their L1, 

L2, L3, and additional languages, thereby establishing a hierarchy among languages and 

attributing power to the languages themselves rather than to the speaker. Conversely, 

translanguaging does not impose such a hierarchy. Instead, it restores power to the 

speaker, who independently selects the linguistic features to draw from their repertoire. 
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The core idea is thus to move beyond languages, where linguistic boundaries are not 

externally defined but exist within the speaker. 

However, the concept of translanguaging has not been free from criticism as some 

researchers have argued that, although translanguaging enhances language development, 

instructors should carefully scaffold language learning opportunities to ensure that 

students develop proficiency in all languages, rather than relying too heavily on one 

language to the detriment of the others (Wei, 2018). Even though the current research 

recognises the equal value of the languages known by individuals, thereby avoiding any 

hierarchy among them, within this research the concepts of L1, L2, L3 and additional 

languages are used to better explain previous research in the field of students’ plurilingual 

identity, particularly concerning students’ linguistic repertoire, as well as to discuss the 

results of the present thesis in relation to previous studies.  

However, while these classifications help frame students’ plurilingual identity, 

they also raise important questions regarding epistemic justice. If minoritised languages 

(i.e., the languages of immigrant communities or unofficial languages of a given area) are 

not recognised as legitimate resources for learning, an instance of epistemic injustice 

arises. Before delving into the concept of epistemic (in)justice and its connection to 

plurilingualism, the following paragraph defines the terms justice and epistemic. Then, 

the next paragraphs present some relevant studies on epistemic (in)justice. 

The Cambridge Dictionary defines the term justice as “the fairness in the way 

people are dealt with” (n.d.) and the term epistemic as “relating to knowledge or the study 

of knowledge” (n.d.). Combining these two terms, epistemic justice can be understood as 

fairness in the way people are treated in relation to knowledge or the study of knowledge. 

Scholars have further specified that epistemic justice must ensure that everyone has equal 

opportunities to contribute, be heard, and be recognised as legitimate bearers of 

knowledge (Fricker, 2007; Walker, 2018). Conversely, when this does not occur, it is no 

longer a case of epistemic justice but rather epistemic injustice, which Byskov (2021) 

defined as “the idea that we can be unfairly discriminated against in our capacity as a 

knower based on prejudices about the speaker, such as gender, social background, 

ethnicity, race, sexuality, tone of voice, accent, and so on” (p. 116). 

Fricker (2007) introduced two types of epistemic injustice, 

namely testimonial and hermeneutical injustice. The former occurs “when a speaker’s 
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testimony is given less credibility than it normally would, due to identity prejudice on the 

part of the speaker” (Mitova, 2020, p. 708). To illustrate this concept, Fricker (2007) cited 

Harper Lee’s novel To Kill a Mockingbird (1960), in which Tom Robinson, a black man 

living in 1935, was wrongfully accused of raping a white girl, Mayella Ewen. During the 

trial, Tom Robinson was convicted by an all-white male jury influenced by racial 

prejudice. Despite clear evidence of his innocence, racism prevailed over justice, leading 

to the disregard of the truthfulness of his testimony.  

As for hermeneutical injustice, it occurs “when a person lacks the epistemic 

resources that would enable to make sense of her experiences or communicate them to 

others” (Mitova, 2020, p. 708). To explain this concept, Fricker (2007) provided the 

example of a woman living in a period when the concept of sexual harassment did not yet 

exist. As a result, the woman who had experienced the harassment was unable to explain 

it in a way that others could comprehend. 

Applying the concept of epistemic injustice—specifically, testimonial injustice—

to the school context, this occurs when a student’s contribution is devalued, ignored, or 

deemed unreliable due to systemic biases related to factors such as ethnicity, gender, 

social class, or language(s) spoken. Consequently, the student is not recognised as 

an “epistemic agent—that is, as someone who produces, uses, or transmits 

knowledge” (Catala, 2025, p. 6). 

Returning to the multilingual school context, an example of epistemic injustice, 

particularly testimonial injustice, occurs when the knowledge value of students’ 

languages and experiences is diminished or ignored. This happens both when students’ 

linguistic repertoires are not acknowledged and when students themselves do not accept 

or value the languages and knowledge of others. Such dynamics may lead students to feel 

excluded and marginalised, ultimately reducing their confidence in their own abilities, 

including their capacity to contribute to knowledge construction (Hookway, 2010; 

Walker, 2018). This contradicts the goal of inclusive plurilingual education, which should 

instead promote the recognition and appreciation of all languages and knowledge present 

in the classroom, ensuring that every student has the right to be heard and recognised in 

their linguistic and cultural heritage. 

To prevent situations of epistemic injustice, in recent years, research has 

increasingly focused on inclusive plurilingual education, where students and their 
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families are recognised as epistemic agents, and their linguistic knowledge can be used 

as a resource in the classroom (Guarda & Mayr, 2023; Kerfoot & Bello-Nonjengele, 2023; 

Guarda, 2025). In this context, when individuals are recognised as epistemic agents and 

contribute equally to knowledge construction while acknowledging others as such, one 

can speak of “epistemic reciprocity” (Fricker, 2015, p. 19). Therefore, plurilingual 

education is both epistemic and inclusive, as all students actively contribute to the sharing 

of knowledge through the languages present in their linguistic repertoires. 

In conclusion, epistemic justice is essential for recognising the value of all 

languages and the knowledge they carry, ensuring that individuals’ linguistic resources 

are acknowledged and respected. When students’ languages are treated as legitimate and 

valuable in the classroom, they are empowered to contribute to the collective construction 

of knowledge, which fosters an inclusive and equitable learning environment.  

This approach aligns with the increasing promotion and valorisation of multi-/ 

plurilingualism in contemporary societies. In this regard, monolingualism can be viewed 

as the illiteracy of the 21st century (Roberts et al., 2018), a figment of the imagination 

and a myth detached from reality (Dewaele et al., 2021) as languages are in constant 

motion, carried by individuals as they traverse different spaces.  

On the other hand, multi-/ plurilingualism represents the norm as it recognises the 

co-existence of multiple languages within both societies and individuals. This perspective 

acknowledges individuals’ linguistic repertoire, the growth of contemporary, 

multilayered and superdiverse communities and language use as context dependent, 

simultaneous, complex and dynamic. Furthermore, it recognises plurilingual competence 

as non-linear, uneven and dependent on individual histories and geographies.  

For the purpose of this research, the terms plurilingualism and multilingualism 

follow the definitions of the Council of Europe (2020). Thus, plurilingualism includes all 

languages, dialects and linguistic varieties of an individual’s repertoire, whereas 

multilingualism is conceptualised as the coexistence of multiple languages within a 

specific context. Taking this into account, it is important to define some key concepts for 

the present research, drawing on previous studies. Therefore, the following section 

introduces the concept of the plurilingual self with a particular emphasis on the 

plurilingual repertoire, beliefs about the benefits of plurilingualism, open-mindedness and 

the ideal plurilingual self, as explored in relevant studies. 
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1.2 Plurilingual identity 

This section expands on the key components of plurilingual identity (Figure 1). 

First, the linguistic repertoire and the concept of plurilingual identity are explained 

(1.2.1). Then, beliefs about the benefits of plurilingualism are explored, providing an 

overview of its key benefits, including enhanced creativity, greater metalinguistic 

awareness, economic advantages and cognitive benefits (1.2.2). This subsection also 

explores research on empathy and academic performance, whose benefits in relation to 

plurilingualism remain the subject of ongoing debate. Next, intercultural competence and 

sensitivity are elucidated, before focusing more closely on open-mindedness based on 

existing research (1.2.3). Finally, the ideal plurilingual self is defined, taking into 

consideration the studies conducted so far (1.2.4). 

Figure 1 

Plurilingual Identity and its Relationship to Other Variables Based on Haukås et al. 

(2021b) 
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1.2.1 Linguistic repertoire 

To define the concept of linguistic repertoire, it is necessary to first consider the 

concept of verbal repertoire, introduced by the sociolinguist and linguist John J. Gumperz 

in 1964 on the basis of research conducted on two communities, a village in Northern 

India and a small community in Northern Norway. The idea behind this notion was the 

interaction between individuals as a key element in the decision-making process. This 

means that when individuals communicate a message, they choose which expressions to 

use. Gumperz (1964) therefore introduced the verbal repertoire as the set of all the 

expressions and ways that individuals have available to express their messages and from 

which they can choose to express themselves.  

Within this repertoire he included all languages, including dialects and varieties 

regularly used within a community. According to Gumperz (1964), although the 

individual may choose how to express a message, this choice is still subject to 

grammatical and social restraints. This means that the individual has to decide on an 

expression in which the elements of the sentence are ordered intelligibly and formulated 

in a way that is socially accepted by other members of the reference community. 

Following Gumperz (1964), if the sentence has to be considered not only from a 

linguistic but also a social point of view, the starting point is the speech community, which 

he defined as a group of people who interact with each other in a different way compared 

to people belonging to other communities. 

Over the years the focus has shifted from the verbal repertoire, which was later 

renamed linguistic repertoire by Gumperz himself (1965), to the individual linguistic 

repertoire. As argued by Platzgummer (2021), various scholars have then attempted to 

bridge the gap between the linguistic repertoire of the community and that of individuals 

through the introduction of various concepts, such as the spatial repertoire (Pennycook 

& Otsuji, 2014; Canagarajah, 2018), the superdiverse repertoire (Blommaert & Backus, 

2013) up to a reconceptualization of the repertoire itself (Busch, 2017).  

Research conducted by Blommaert and Backus (2013) investigated the concept 

of the superdiverse repertoire. To delineate it, they started from the concept of 

superdiversity, which was defined as the set of changes in social, cultural and linguistic 

diversity as a consequence of contemporary mobility. The individual repertoire was 

instead described as the set of all languages, dialects and linguistic varieties in which an 
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individual is competent. Furthermore, they stated that “[…] repertoires do not develop in 

a linear fashion. They develop explosively in some phases of life and gradually in some 

others” (p. 15).  

Therefore, by connecting the concept of superdiversity to that of repertoire, the 

researchers stated that the latter should not be understood only as a set of knowledge but 

as a linguistic biography that reflects the social, cultural and linguistic path of an 

individual, thus illustrating the superdiversity of a person’s repertoire. Consequently, the 

repertoire was no longer considered a “static, synchronic property of a ‘speech 

community’” but rather as an “inroad into late-modern subjectivities” (Blommaert & 

Backus, 2013, p. 30). 

With the conceptualisation of the spatial repertoire, Pennycook and Otsuji (2014) 

sought to understand the relationship between the individual and the spatial repertoire. 

The focus of their research was on the interactions between staff and customers in two 

restaurants in Sydney and Tokyo to understand how the staff used their linguistic and 

non-linguistic resources within a multilingual context, such as that of the urban restaurant, 

and how this was related to the understanding of space.  

Considering the dynamism of the urban linguistic landscape, their research 

investigated how individuals’ linguistic resources (interactions between staff and 

customers and the visual landscape of restaurants), daily activities (cooking, ordering 

food and serving customers), social and historical trajectories of participants (songs, 

phone calls, family) and urban space (proximity of tables) were strongly linked to one 

another.  

Therefore, unlike the stable and delimited speech community of Gumperz (1964), 

the urban communities of Pennycook and Otsuji (2014) and Blommaert and Backus 

(2013) are dynamic, “in the sense that most of them are peculiar to particular stages of 

life, and those that persist through life […] change in shape and value during one’s 

lifetime” (Blommaert & Backus, 2013, p. 28). This is because today’s communities are 

interconnected, where clear distinctions of languages and communities no longer exist. 

Busch (2017) further expanded the concept of repertoire by placing 

Spracherleben, which she defined as “the lived experience of language, which 

foregrounds the bodily and emotional dimension of intersubjective interaction” (p. 341), 

at the centre. Busch (2017) claimed that the linguistic repertoire of an individual is not 
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only influenced by the context in which they find themselves or by the superdiversity they 

experience, but also by the emotions they feel and store in their bodies. When an 

individual experiences a positive or negative emotion in relation to a linguistic 

experience, it is perceived by the body through particular perceptions or sensations. For 

example, if an individual feels a negative emotion (e.g., anxiety) as a result of a negative 

linguistic interaction, the emotional response at the bodily level could be accompanied by 

palpitations and sweating (Sevinç, 2018).  

All these sensations and perceptions are not only stored by the body but also 

become part of the linguistic repertoire of individuals. For instance, in cases where high 

levels of anxiety are experienced during specific linguistic interactions in a certain 

language, there may be a rejection of this language, which could, in turn, decrease its 

influence within the individual’s linguistic repertoire. This means that the particular 

language would continue to be part of the individual linguistic repertoire, but the 

individual would perceive it differently.  

This is supported by Busch (2017) who claimed that in the linguistic repertoire 

“different forms of language use come to the fore, then return to the background, they 

observe each other, keep their distance from each other, intervene or interweave into 

something new, but in one form or another they are always there” (p. 356). 

Subsequently, Fisher et al. (2020) stated that “[e]ach language in one’s 

multilingual [plurilingual] repertoire is subject to adaptation and movement, where levels 

of proficiency, for example, might fluctuate across the lifespan depending on a range of 

factors including migration or social networks” (p. 454). Furthermore, they argued that 

the languages of the linguistic repertoire are often directly linked to proficiency and 

competence, unlike plurilingual identity.  

On the contrary, Forbes et al. (2024) considered all the languages in an 

individual’s plurilingual repertoire as not directly linked to proficiency or competence. 

Other studies (Lüdi, 2019; van Batenburg & Dale, 2024) instead speak of plurilingual 

repertoire as “consisting of a set of verbal (registers, dialects and languages) and non-

verbal (e.g., gestures) resources” (van Batenburg & Dale, 2024, p. 2).  

Considering the different studies mentioned above on the definition of linguistic 

repertoire, it can be concluded that the kind of multi-/ plurilingualism one wants to 

investigate (Berthele, 2021), will determine the concept of language and “which and how 
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many languages belonged to the participants repertoire including how they were named 

and counted” (Haukås et al., 2022, p. 3). For the purposes of this research, the concept of 

the linguistic repertoire is used to refer to the languages, linguistic varieties and dialects 

known by students in various contexts.  

This study considers the linguistic repertoire as a dynamic and complex system in 

which different languages coexist and are interconnected as a result of previous 

experiences and “everyday linguistic practices” (Bush, 2017, p. 352). This system is then 

“directed forward, anticipating future situations and events we are preparing to face” (p. 

352). With the concept of linguistic repertoire clarified, this study seeks to further 

examine the notion of plurilingual identity, beginning with linguistic identity. As 

specified by Fisher et al. (2020): 

[L]inguistic identity refers to the way one identifies (or is identified by others) 

in each of the languages in one’s linguistic repertoire, whereas a multilingual 

[plurilingual] identity is an ‘umbrella’ identity, where one explicitly identifies 

as multilingual [plurilingual] precisely because of an awareness of the 

linguistic repertoire one has (pp. 448–449). 

Among the studies that have examined what it means for students to be 

plurilingual, Forbes et al. (2024) conducted pre- and post-intervention interviews based 

on linguistic identity with 14 students (aged 13-14) attending four secondary schools in 

England. The intervention consisted of six 1-hour lessons spread throughout an academic 

year, conducted during their regular language lessons by their classroom teacher.  

During these sessions, students expanded their knowledge of plurilingualism in 

various contexts (e.g., the benefits of language learning, the use of dialects, and the 

connections between language and culture). These sessions also included materials such 

as texts, audio, videos, and various tasks in the target language to promote students’ 

language learning. The interventions also adopted an identity-based approach, 

incorporating activities that encouraged students to reflect on how the presented 

knowledge related to them as learners of multiple languages. 

The dimensions considered in the formation of plurilingual identity included 

students’ evaluation, emotions, and experiences. The evaluation component primarily 

aimed to understand what being plurilingual meant to the students and whether they 

identified as such. The section on emotions sought to explore how much they enjoyed 
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studying foreign languages, also providing examples of any sense of pride they might 

have experienced during lessons. Finally, the section on experiences aimed to understand 

students’ perspectives on the foreign languages they were studying.  

The same questions were asked again at the end of the school year to assess any 

changes. In particular, additional questions were included to explore students’ 

experiences of the intervention. The researchers identified three different levels of 

plurilingual identity development: resistant, emergent, and reflexive. To note, one student 

commented on self-identification as plurilingual as follows: 

I didn’t think about myself [as plurilingual] before because I’ve got no cultural 

background being able to speak another language fluently, but the more we 

spoke about it in class and I think about it I think maybe I am because I’m able 

to study those languages (Forbes et al., 2024, p. 11).  

And another student, referring to the intervention session on plurilingualism, 

added:  

When I’m walking down the corridor you’re always hearing different people 

speaking their language or they’re speaking English. And I never really, like, 

stopped and thought about it […] But after this lesson I was like, it kind of 

opened my eyes […] Like, it made me actually think, and that’s why I really 

like these lessons because I could reflect also (p. 12). 

Thus, through discussion and reflection on the concept of the plurilingual self and 

its implication for the students, their reflection extends beyond the classroom setting, 

specifically the foreign languages they study, or merely their linguistic repertoire, as 

demonstrated in the last example. In fact, their thoughts also extend to the surrounding 

environment, considering not only their own linguistic repertoire but also that of the 

people around them.  

Therefore, the “awareness and self-identification as a multilingual [plurilingual] 

can be a potentially significant and empowering factor influencing the willingness to 

invest time and effort in learning new languages and in maintaining the languages one 

already knows” (Tiurikova et al., 2022, p. 6) but it also supports epistemic justice, 

recognising all languages as equally valuable and important.  
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1.2.2 Beliefs about the benefits of multi-/ plurilingualism 

The previous subsection examined how multiple languages, dialects, and 

linguistic varieties can be part of an individual’s linguistic repertoire. Various studies 

have demonstrated that being plurilingual offers several benefits, such as enhanced 

creativity, metalinguistic awareness, economic advantages, higher cognitive flexibility 

and working memory. As for empathy and academic performance the debate remains 

ongoing. Therefore, it is essential to outline the key studies conducted in this field before 

analysing students’ beliefs regarding the benefits of plurilingualism. 

 Creativity has been defined as the dynamic interaction between skills and 

processes through which an individual or group generates an outcome or product that is 

both innovative and functional within a specific context (Fürst & Grin, 2021). It is a 

complex phenomenon, as it may focus on one or more of its components: the process, the 

product, or the individual. Recent research on creativity in relation to the individual 

sphere has demonstrated a positive association with plurilingualism, particularly in verbal 

domains (Kharkhurin, 2010; Fürst & Grin, 2017, 2021, 2023).  

For instance, Fürst and Grin (2021) sought to understand whether pluricultural 

experience and plurilingualism predicted creativity. They designed questionnaires with 

several variables to evaluate whether their impact on creativity was cumulative or 

redundant. Their study revealed that both pluricultural experience and plurilingualism 

were strong predictors of creativity. Among the predictors of potential creativity were 

plurilingualism, defined by the number of foreign languages an individual knows and 

their overall linguistic skills, as well variables related to deep immersion in foreign 

countries. Therefore, this study suggests that an individual’s plurilingual and pluricultural 

identity, combined with deep immersion in other countries, is a significant factor in 

influencing creativity.  

Other studies, which focused on a variety of divergent thinking tasks, showed no 

link between plurilingualism and creativity (Lange et al., 2020; Booton et al., 2021). In 

contrast to these findings, Fürst and Grin (2023) identified a positive correlation between 

cognitive factors, represented by divergent thinking and general intelligence, and creative 

personality factors, such as openness, intellect, and idea generation. 

Another benefit of plurilingualism regards metalinguistic awareness (MLA), 

which is defined as “the knowledge about how languages work […] their systems, 
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structures and rules” (Festman, 2021, p. 128). Hofer and Jessner (2016) argued that 

“metalinguistic awareness is a characteristic feature of multilingual [plurilingual] 

speakers’ multiple competence and a central component of the so-called Multilingualism 

[plurilingualism]” (p. 77) and that it “relates to a speaker’s capacity to view and approach 

language in abstract terms and to analyse and perceive language as a system or object that 

can be played with and manipulated” (p. 77). They also affirmed that having this 

knowledge enables individuals to perform better in verbal and non-verbal tasks.  

Previous research (Jessner, 2006; MacKenzie, 2012) has demonstrated that an 

individual’s meta- and cross-linguistic awareness increases with the number of languages 

they acquire. Moreover, it has been shown that plurilingual individuals with higher levels 

of metalinguistic awareness and proficiency in their known languages may benefit more 

from their linguistic knowledge when learning additional languages compared to those 

with lower proficiency and metalinguistic awareness (Hofer & Jessner, 2016).  

In a further study, D’Angelo and Sorace (2022) investigated the relationship 

between adult bilinguals’ language learning background and experience in connection to 

their ability to learn additional languages. They sought to determine whether their 

linguistic experience and their metalinguistic awareness could facilitate their acquisition 

of additional languages. Their findings revealed explicit MLA as the most significant 

factor influencing language learning success, surpassing both overall proficiency in 

known languages and the amount of instruction received in them. Explicit MLA was 

linked to the students’ linguistic repertoires, as they benefitted from the knowledge of 

languages they already knew when learning additional languages (D’Angelo & Sorace, 

2022). 

Thus, they claimed that it was necessary to separate linguistic knowledge and 

linguistic awareness as it was not proficiency but the ability to reflect on language that 

enabled the acquisition of additional languages. Finally, they suggested the creation of 

materials based on students’ plurilingual repertoires and a pedagogical approach in which 

the “whole linguistic repertoire, learning strategies and skills of language learners become 

central to the teaching process together with the interactions and similarities among 

languages” (p. 3563). 

Higher empathy is another benefit commonly associated with plurilingualism, 

described as “an important component of social cognition that contributes to one’s ability 
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to understand others’ emotions, succeed in emotional communication, and promote 

prosocial behaviour” (Spreng et al., 2009, p. 62). It is a multifaced construct 

encompassing both cognitive and affective dimensions. The former refers to the ability to 

recognise and comprehend another individual’s emotional or mental state, whereas the 

latter pertains to the ability to share another person’s thoughts and emotions (Ward & 

Ragosko, 2025). Although the cognitive and affective dimensions appear interconnected, 

they function independently, meaning that an individual may exhibit a high degree of 

cognitive empathy while displaying low levels of emotional empathy (Kanske et al., 

2016).  

Dewaele and Wei (2012) expected that proficiency in multiple languages would 

be positively associated with higher levels of empathy. However, their findings revealed 

that neither the number of languages an individual knew, nor their linguistic background 

significantly influenced cognitive empathy. Instead, they identified the frequent use of 

multiple languages as a determining factor. Thus, people who actively used multiple 

languages tended to exhibit higher cognitive empathy compared to those who were 

merely proficient in several languages. Furthermore, they suggested that an inverse 

relationship might exist, wherein individuals with higher levels of cognitive empathy are 

more likely to develop an interest in acquiring and using additional languages, as 

indicated by previous research (Leong, 2007).  

Similar results have also been observed for emotional intelligence (EI), a concept 

encompassing empathy, self-awareness, and the ability to manage one’s own emotions 

and recognise those of others (Ward & Ragosko, 2025). Consistent with previous studies 

exploring the correlation between plurilingualism and empathy, Dewaele (2021) found 

that participants proficient in multiple languages did not show higher scores in trait EI 

compared to those who spoke fewer languages.  

Similarly, Ward and Ragosko (2025), in their analysis of EI, found that the 

linguistic background and language experiences of plurilingual individuals did not predict 

EI or empathy. Thus, various studies conducted in the fields of empathy and EI indicate 

that, to date, the frequent use of multiple languages influences an individual’s ability to 

recognise and understand their own emotions or those of others. However, merely 

knowing multiple languages does not have the same effect. Given the complex 
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relationship between bilingualism, empathy, and EI, future research may yield different 

results. 

Recent studies on the benefits of plurilingualism have also focused on the 

academic performance of plurilingual students compared to their monolingual 

counterpart. An example is given by Rutgers (2021) which demonstrated how students 

with English as an additional language significantly outperformed those who indicated 

English as their L1 in foreign language subjects. However, no significant differences were 

found for other subjects, including English.  

In a longitudinal study conducted by Filippi et al. (2025), three groups of students 

attending some schools in England, ranging from 10-12 years old to 15-16 years old, were 

investigated to determine whether a positive relationship existed between academic 

performance and plurilingualism. The researchers asked the students to indicate whether 

English was their L1, with possible responses being: “yes” (English L1), “no” (English 

not L1) or “English learned alongside another language.” In the case of an affirmative 

response indicating English as L1, these students were considered monolingual, while 

those who answered “no” were labelled as “multilingual [plurilingual] or sequential 

learners” (p. 54) and those who indicated “learning English alongside another language” 

were referred to as “simultaneous multilinguals [plurilinguals]” (p. 54).  

However, it is important to note that they assumed students with English as L1 

were not “multilingual [plurilingual] or sequential learners” (p. 54). The results revealed 

that plurilingual students aged 10-11 exhibited a delay in performance compared to 

monolinguals, while simultaneous plurilinguals showed no significant disparities. 

Conversely, simultaneous plurilingual students aged 15-16 outperformed monolinguals, 

while plurilingual students achieved similar results to their monolinguals peers.  

However, these findings remain inconclusive, as students were not given the 

option to indicate that they learned English as L1 before acquiring additional languages. 

Although the researchers categorised plurilingual students into two groups (sequential 

and simultaneous plurilinguals), they did not include those who had English as L1 and 

later learned another language in the sequential plurilingual category. For this reason, the 

study by Filippi et al. (2025), does not allow for the determination of whether proficiency 

in multiple languages influences higher academic performance. As the above-mentioned 

studies suggest, it remains challenging to precisely define the relationship between 
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academic performance and multi-/ plurilingualism, as it is influenced by many variables, 

including what is meant by multi-/ plurilingualism. 

 Several studies have also explored the economic advantages of multilingualism 

and plurilingualism. Drawing on data from six European countries, Bel Habib (2011) 

claimed that the number of languages spoken by employees in small and medium-sized 

enterprises (SMEs) was a significant factor in determining the likelihood of concluding 

export contracts. His findings revealed that SMEs with a limited number of market 

languages had a higher percentage of unsigned export contracts, while SMEs with 

stronger plurilingual skills were more likely to engage in export activities and had a 

broader export reach. This suggests that proficiency in foreign languages is one of the key 

competences that many enterprises seek in future employees.  

This finding is corroborated by the study of Fabo et al. (2017), which 

demonstrated that individuals working in the Czech Republic, Hungary, Poland, or 

Slovakia who possessed foreign language skills earned a higher wage premium than those 

with fewer such skills. In particular, the study highlighted that proficiency in English was 

highly demanded, followed by German.  

Similar findings were reported by Liwiński (2019), whose research in Poland 

aimed to estimate the wage premium associated with foreign language proficiency. 

Unlike Fabo et al. (2017), participants in Liwiński’s study (2019) were asked to list all 

the languages they knew and assess their proficiency in the three languages they were 

most proficient in, across four skills (e.g., speaking, writing, reading, and listening), on a 

six-point scale. The results indicated that individuals with advanced proficiency in a 

foreign language received an average wage premium of 11%, with the premium varying 

according to the languages spoken. Specifically, Spanish, French, and Italian were 

associated with a higher wage premium, while German and English ranked lower. As the 

author explained, this was likely due to the high prevalence of German and English 

proficiency in Poland, meaning that fluency in these languages did not result in a 

significant wage premium. 

In addition to economic advantages, plurilingualism is also associated with 

cognitive benefits. Studies in this field have explored how experience with multiple 

languages affects cognition and the brain (Antoniou, 2019). In particular, recent studies 

have highlighted a positive relationship between cognitive flexibility and plurilingualism, 
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as well as between working memory and plurilingualism. Cognitive flexibility refers to 

the ability to find alternatives in various situations, adapt effectively, and have confidence 

in one’s own abilities (Mepham & Martinovic, 2018). 

In the context of foreign language acquisition, studies have yielded mixed results 

regarding the relationship between cognitive flexibility and plurilingualism (Antoniou, 

2019). Some studies support the existence of a positive relationship, such as Liu et al. 

(2016), one of the first research to demonstrate a positive link between cognitive 

flexibility and both language switching and task switching among low-proficiency 

plurilingual individuals. Moreover, Greve et al. (2021) found a positive correlation 

between plurilingualism and problem-solving abilities through adaptive flexibility, which 

they referred to as “flexibility of goal adjustment (FGA)” (p. 822).  

In contrast, other studies found no significant relationship between cognitive 

flexibility and plurilingualism (for a summary, see Antoniou, 2019). Another significant 

component of the cognitive domain is working memory, which is defined as “the structure 

where mental representations are built, maintained, and modified according to our goals” 

(Barrouillet & Camos, 2021, p. 86). Therefore, individuals retain information according 

to their objectives.  

Studies on working memory suggest that it is primarily concerned with “storage 

and processing of information in cognitive tasks, which requires ignoring irrelevant 

information and concentrating on specific aspects of the task” (Monnier et al., 2021, p. 

2230). When plurilingual individuals receive information in a given language, other 

languages within their repertoire are simultaneously activated in their minds to process 

the information. Therefore, being plurilingual means managing multiple languages at the 

same time, which enhances working memory capacity and efficiency (Lukasik et al., 

2018; Monnier et al., 2021).  

Monnier et al. (2021) conducted a review of studies on the relationship between 

working memory and plurilingualism and found a positive, albeit modest, relationship 

between the two factors. However, regarding the variables considered (e.g., age, working 

memory task complexity, additional language proficiency, socioeconomic status, and 

vocabulary), none significantly influenced the plurilingual advantage, with the exception 

of the language of the verbal working memory task.  
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Cockcroft et al. (2019) found that individuals with higher proficiency in multiple 

languages exhibited superior working memory performance compared to those with 

lower proficiency, with no disadvantages. Specifically, they analysed four components of 

working memory (i.e., verbal and visuospatial storage, as well as verbal and visuospatial 

processing) and, in contrast to Monnier et al. (2021), identified a plurilingual advantage 

in nonverbal executive control.  

As demonstrated by these studies, the cognitive benefits of plurilingualism, as 

previously discussed, alongside the economic, creative, empathetic, metalinguistic, and 

academic advantages mentioned earlier, depend on various factors, including research 

methodologies and the variables considered. The present study recognises the complexity 

of the debate surrounding the benefits of plurilingualism, which remains open for this 

reason.  

Moreover, a part of this subsection aimed to provide an overview of the possible 

benefits of plurilingualism; however, further research on this topic is beyond the scope of 

the current study. Rather than directly investigating this issue through comparisons of 

different groups to determine the existence of positive relationships between 

plurilingualism and the cognitive, relational, creative, metalinguistic, or academic 

domains, the present research aims to understand students’ beliefs regarding these 

relationships.  

This approach is based on the assumption that when students become aware of 

both their plurilingual repertoire and the potential benefits of being plurilingual, such 

recognition may encourage them to expand their linguistic repertoires (Haukås et al., 

2022). In the educational context, gaining insights into students’ beliefs about these 

benefits could support the development or implementation of inclusive multilingual 

teaching practices that reflect their perspectives (Haukås et al., 2022). Thus, the following 

paragraphs review the existing research on students’ beliefs regarding the benefits of 

plurilingualism.  

Several studies have examined students’ beliefs about plurilingualism, as these 

beliefs influence their language learning processes and, consequently, play a crucial role 

in language learning research (Haukås et al., 2022). Learners’ beliefs are defined as 

“declarative, procedural, and conditional knowledge or perceptions about how one 

learns” (Rivers, 2021, p. 826). They are therefore dynamic and complex individual 
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variables that impact both the language learning process and its outcomes (Ellis, 2008). 

These beliefs can be defined differently depending on the approach adopted. Ellis (2008) 

identified four approaches to the study of beliefs.  

The first, the normative approach, views beliefs as “preconceived notions, myths, 

or misconceptions, which can be studied by means of Likert-style questionnaires” (p. 8). 

Horwitz (1987) and Wenden (1986, 1987) were among the first scholars to investigate 

students’ beliefs about language learning, with the former using the Beliefs About 

Language Learning Inventory (BALLI) questionnaire and the latter identifying and 

categorising beliefs among his students. Their studies revealed that the most prevalent 

belief concerned the need to study grammar (Ellis, 2008).  

The second approach identified by Ellis (2008) is the metacognitive approach, in 

which learners’ metacognitive knowledge is seen as something that evolves over time. 

This approach favours interviews, as detailed content analysis provides a clearer 

understanding of its development. In contrast, the contextual approach considers 

learners’ beliefs as context-dependent and, therefore, variable. Finally, Ellis (2008) 

proposed the use of metaphor analysis as a method for examining how learners express 

their beliefs about their language learning process through metaphors. 

Recent research on learners’ beliefs in the linguistic field has investigated how 

certain learner-related variables influence students’ beliefs regarding specific aspects of 

plurilingualism and language learning. For instance, Vogl (2018) explored the beliefs of 

1,880 European students about certain aspects of plurilingualism through a questionnaire. 

Specifically, the study aimed to understand the impact of various variables (e.g., 

nationality, field of study, mobility, and urbanicity) on different factors related to 

plurilingualism and language learning, such as qualification, functionality, enjoyment, 

dedication, rootedness, and risk. The most statistically significant finding was the 

relationship between nationality and rootedness.  

Other studies have examined students’ attitudes toward linguistic diversity 

(Bellinzona & Carbonara, 2022) or plurilingualism (Wei et al., 2019). However, little 

research has been conducted on students’ beliefs regarding the benefits of plurilingualism. 

To date, only Wei et al. (2019), Haukås et al. (2022), Bailey et al. (2023) and Franić and 

Jelić (2024) have investigated students’ beliefs about the benefits of plurilingualism.  
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Wei et al. (2019) examined the attitudes and beliefs of 310 students from four 

universities in the Inner Mongolia Autonomous Region (IMAR) regarding the 

trilingualism present in their universities. Specifically, students were asked to indicate 

their proficiency in, as well as their attitudes toward the official languages of their 

universities, namely Putonghua, Mongolian, and English. Proficiency was self-assessed 

using a 6-point Likert scale, whereas attitudes were measured on a 5-point Likert scale, 

both ranging from 1 (strongly disagree) to 6 or 5 (strongly agree), respectively. The study 

also included beliefs about the benefits of trilingualism in economic, relational, 

metacognitive, and professional terms. Overall, students reported positive attitudes and 

beliefs toward both trilingualism and the individual languages, with a mean score of 4.52 

across all statements.  

Haukås et al. (2022) investigated the beliefs of 593 students aged 13-14 attending 

lower secondary schools in Norway. To determine potential differences among students, 

the study considered various variables, including the number of languages studied at 

school (English alone or English alongside French, German or Spanish), self-

identification as plurilingual, migrant background, presence of friends who speak 

languages other than Norwegian at home, experience living abroad, and overall language 

learning experiences and cultural backgrounds.  

To investigate these aspects, they designed the Ungspråk questionnaire (Haukås 

et al., 2021a, 2021b), in which students’ beliefs were measured on a 5-point Likert scale 

(BAM scale) ranging from 1 (strongly disagree) to 5 (strongly agree). The eight 

statements covered cognitive aspects (i.e., cognitive functioning, creativity, and 

flexibility), language learning, metalinguistic awareness, economic and academic 

spheres, and relational aspects such as empathy.  

Among the findings, students who reported having friends who spoke languages 

other than Norwegian at home, having a migrant background, or having lived abroad 

expressed more positive beliefs about the benefits of plurilingualism compared to those 

who did not. Compared to Wei et al.’s (2019) study, the research by Haukås et al. (2022) 

revealed greater divergences in students’ beliefs about plurilingualism, which were 

attributed to contextual factors and the specific student variables considered.  

Similar results were obtained by Bailey et al. (2023), who adopted the BAM scale 

developed by Haukås et al. (2022) to investigate the beliefs of 422 students aged 11-16 
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regarding the benefits of plurilingualism. Their findings were slightly more divergent than 

those of Haukås et al. (2022) and were generally more neutral, indicating neither positive 

nor negative beliefs. However, students who identified as plurilingual reported higher 

BAM scores compared to those who did not, in contrast to Haukås et al. (2022). 

Significantly positive results were also observed for other variables related to students’ 

linguistic experiences, particularly for those who had relatives or friends who spoke 

another language.  

Similar results to those of Haukås et al. (2022) and Bailey et al. (2023), were found 

in Franić and Jelić’s (2024) study, which followed the research of Haukås et al. (2022). 

The participants in this study were 120 students (aged 14-18) from three secondary 

schools in Croatia. Among the variables considered, students who identified as 

plurilingual obtained higher scores (M = 3.37, SD = .79) compared to those who did not 

identify as such (M = 3.10, SD = .74) or those who were uncertain (M = 3.12, SD = .62), 

although there was no statistically significant difference. 

Considering the four studies on students’ beliefs regarding the benefits of 

plurilingualism, the findings consistently suggest a positive outlook, taking into account 

the variables analysed. However, only Franić and Jelić’s (2024) study has also focused 

on students aged 16-18, corresponding to the final three years of upper secondary school 

in Italy. One of the objectives of the present study is, therefore, to address this specific 

age group. 

1.2.3 Intercultural competence/ sensitivity and open-mindedness 

The Intercultural Competence (IC) is defined as “the ability to communicate 

effectively and appropriately in intercultural situations based on one’s intercultural 

knowledge, skills, and attitudes” (Deardorff, 2006, p. 247). Numerous models have been 

developed to explain IC (for a summary, see Leung et al., 2014). In this subsection, only 

the Multicultural [Pluricultural] Personality Questionnaire (MPQ) and the Developmental 

Model of Intercultural Sensitivity (DMIS) are considered.  

Open-mindedness, on the other hand, is referred to as “the quality of being willing 

to consider ideas and opinions that are new or different to your own” (Cambridge 

Dictionary, n.d.). In intercultural psychology research, open-mindedness is “often 

associated with a person’s predisposition to develop open and unprejudiced attitudes 
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towards differences” (Tiurikova et al., 2022, p. 2). Moreover, it determines how 

individuals manage intercultural situations (van der Zee, 2012).  

Open-mindedness is also considered one of the key factors of the MPQ, a 

questionnaire designed by van der Zee and van Oudenhoven (2000) to investigate how 

various factors such as cultural empathy, emotional stability, orientation to action, 

adventurousness and curiosity, flexibility, extraversion, and open-mindedness could 

influence pluricultural effectiveness, which consists of pluricultural activity, inspiration 

for an international career, and international orientation. These seven factors constitute 

the seven scales of the original MPQ, comprising a total of 91 items.  

To assess the internal structure and stability of these scales, as well as the 

questionnaire’s value in comparison to other existing scales (e.g., The Big Five), van der 

Zee and van Oudenhoven (2000) conducted a study on two groups. The first group 

consisted of 84 students (aged 17-27), while the second group included 173 students (aged 

17-49). Based on the initial results obtained through the MPQ, researchers found that the 

originally designed MPQ scales were not independent.  

Consequently, they decided to combine certain factors, thereby reducing the 

number of scales from seven to four while maintaining the total number of items (n = 91). 

The revised MPQ comprised four dimensions: openness (a combination of cultural 

empathy and open-mindedness), emotional stability, social initiative (formed by 

extraversion and orientation to action), and flexibility (constituted by adventurousness 

and curiosity and flexibility).  

This revised structure resulted in a valid and reliable scale. The findings obtained 

from the four-factor scale regarding the relationship between MPQ dimensions and 

pluricultural activity revealed that openness and social initiative were significant 

predictors of pluricultural activity. Conversely, flexibility was found to be a strong 

predictor of inspiration for an international career and international orientation. 

In a follow-up study, van der Zee et al. (2001) reduced the questionnaire to a total 

of 78 items and re-separated cultural empathy and open-mindedness, thereby creating five 

scales within the MPQ corresponding to the five factors. The researchers decided to 

separate these two factors because, although both are “related to openness to new ideas 

or different cultural backgrounds” (p. 285), cultural empathy “refers to empathising with 

the feelings, thoughts, and behaviours of culturally diverse individuals” (van der Zee et 
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al., 2012, p. 118), whereas open-mindedness “reflects an open and unprejudiced attitude 

toward cultural differences” (p. 118).  

In this study, open-mindedness and cultural empathy were the most significant 

factors in distinguishing between the group of students with the explicit intention to go 

abroad and those who did not have such an intention. The MPQ was later revised in the 

study by Van der Zee et al. (2012), which developed a shortened version of the original 

questionnaire from van der Zee and van Oudenhoven’s (2000) study, reducing the number 

of items from 91 to 40. Significant results were obtained in the scales related to cultural 

empathy, open-mindedness, and social initiative, highlighting that the shortened and 

original MPQ exhibited an identical pattern of significant findings. 

In a recent study, Summerfield et al. (2021) investigated the function of the five 

MPQ factors, also referred to as personality traits, in achieving successful pluricultural 

interactions. First, they decided to reduce van der Zee et al.’s (2012) MPQ–SF40, 

reaching a final structure of 18 items. Then, they presented the MPQ–SF40 to 392 

undergraduate students aged 18-41 from two Spanish universities.  

The students demonstrated medium to high levels of pluricultural personality, and 

among the most significant factors in determining the success of pluricultural interactions 

were cultural empathy (M = 3.89, SD = .60) and open-mindedness (M = 3.64, SD = .56). 

The researchers claimed that the data obtained through the MPQ–SF40 were particularly 

significant for scholars and educators interested in identifying which personality traits 

could predict positive attitudes toward culturally diverse groups. 

Building on studies conducted using MPQs, a positive link between 

plurilingualism and open-mindedness was also found (Tiurikova et al., 2022). The results 

of these studies suggested that the relationship between plurilingualism and personality 

traits was not always positive or relevant, with the exception of open-mindedness as it is 

a trait that consistently emerged as positive and significant across all studies (Dewaele & 

Botes, 2020). The following paragraphs introduce a critical review of studies that have 

investigated plurilingualism in relation to open-mindedness, also considering various 

individual factors (e.g., migration background, learning and proficiency in multiple 

languages, experience living abroad, and having friends who speak multiple languages). 

The study by Dewaele and van Oudenhoven (2009) was among the first to 

examine whether plurilingualism could have a significant effect on personality traits. To 
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investigate this, they administered the 91-item MPQ to 79 young teenagers (aged 13-15) 

in London, 41 of whom were born abroad and had moved to the city during childhood, 

while 38 were born in London. Among the factors investigated by the researchers, open-

mindedness emerged as a significant personality trait. Specifically, independent samples 

t-tests revealed that teenagers born abroad achieved higher scores in open-mindedness (M 

= 3.9, SD = .80) compared to those born in London (M = 3.4, SD = 1.0), thus confirming 

the researchers’ initial hypothesis.  

Furthermore, a series of post-hoc Tukey’s Honestly Significant Difference tests, 

aimed at investigating whether language dominance had a significant effect on 

personality traits, confirmed the second hypothesis: teenagers who were dominant in 

multiple languages scored higher in open-mindedness (M = 4.14, SD = .71) compared to 

those who were L1 dominant (M = 3.43, SD = .98). Finally, a t-test examining the 

relationship between the number of languages spoken and personality traits confirmed 

that those who commanded a higher number of languages scored higher in open-

mindedness (M = 3.92, SD = .79) than those who spoke fewer languages (M = 3.26, SD 

= 1.05). The other personality traits were found to be less significant compared to open-

mindedness. 

Dewaele and Stavans (2014) conducted a replication study of the research by 

Dewaele and van Oudenhoven (2009). In particular, they investigated the relationship 

between plurilingualism, immigration, acculturation, and personality traits among 193 

residents in Israel using the 91-item MPQ–SF40. Their results differed from those of 

Dewaele and van Oudenhoven (2009), especially concerning the relationship between 

plurilingualism, immigration, and personality traits, although open-mindedness remained 

one of the significant personality traits.  

Regarding the relationship between immigration and personality traits, a first 

independent samples t-test (t = 1.83) showed that emotional stability was a significant 

personality trait in the scores of participants born in Israel (M = 3.34, SD = .43) compared 

to those born abroad (M = 3.22, SD = .45). A multivariate analysis of variance 

(MANOVA) examining the relationship between having at least one parent born abroad 

and personality traits highlighted a significant effect on these traits. Moreover, subsequent 

tests of between-subject effects revealed high scores particularly in cultural empathy, 

open-mindedness, and social initiative.  
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Differences from the findings of Dewaele and van Oudenhoven (2009) also 

emerged regarding the knowledge of multiple languages, a factor that did not significantly 

impact personality traits. However, a Pearson correlation analysis found a positive 

relationship between total language proficiency scores and open-mindedness as well as 

cultural empathy. In general, open-mindedness remained a significant trait, even though 

it was to a lesser extent than in Dewaele and van Oudenhoven’s (2009) study, suggesting 

that individuals with higher scores in open-mindedness exhibit a positive attitude towards 

other groups, cultural values, and norms. 

In a follow-up study, Dewaele and Botes (2020) analysed the relationship between 

plurilingualism and the scores of 651 foreign language learners on the five personality 

traits of the MPQ. Through a Pearson correlation analysis, they discovered that social 

initiative, open-mindedness, and flexibility had a statistically positive but weak 

correlation with the number of languages spoken. Conversely, the results obtained from 

the direct linear regression between plurilingualism and each of the five personality traits 

revealed a significant regression between plurilingualism and social initiative (F(1,649) 

= 16.55; p < .001) with R² = .023, as well as between plurilingualism and open-

mindedness (F(1,649) = 27.84; p < .001) with R² = .04.  

Overall, they found that plurilingualism positively predicted flexibility, social 

initiative, and open-mindedness, albeit with small effect sizes. Moreover, they stated that 

the only personality trait consistently associated with plurilingualism was open-

mindedness, which also showed the highest path coefficient (β = .23; p < .001). The 

studies reviewed thus far regarding the link between plurilingualism and open-

mindedness have demonstrated that open-mindedness is a key personality trait in 

plurilingual individuals. 

As stated by Tiurikova et al. (2022) and Nekljudova (2019), low scores on open-

mindedness are correlated with a tendency to uphold perceived stability and security, as 

well as a greater acceptance of tradition. Moreover, they are also associated with an 

inclination to judge and categorise other individuals and groups. This was demonstrated 

by Huxley et al. (2015), which investigated the link between openness to experience, 

ethnocentrism, and ethnic prejudice. A total of 233 participants from an Australian 

university took part in their research. The results showed that openness to experience had 

a significant negative correlation with ethnocentrism and ethnic prejudice. Moreover, it 
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was observed that openness to experience appeared to influence ethnic prejudice through 

ethnocentrism. Specifically, lower openness was linked to higher ethnocentrism, which 

in turn predicted greater ethnic prejudice. 

Regarding the lower secondary school context, Haukås et al. (2021a, 2021b) 

developed the Ungspråk questionnaire, a survey composed of four sections. For the 

second section of their questionnaire, they created three 5-point Likert scales, including 

the one related to open-mindedness. This scale was constructed based on van der Zee’s 

MPQ–SF40 (2012) and Hammer’s DMIS (2003) to investigate which individual factors 

were significantly associated with students’ open-mindedness. Among the factors 

considered were learning an L3 at school, self-identification as plurilingual, having 

friends with home languages other than Norwegian, migration background, and 

experience living abroad.  

In line with Hammer’s DMIS (2003), the Ungspråk questionnaire (Haukås et al., 

2021a, 2021b) focused on the participants’ “complex and diverse” identities (Tiurikova 

et al., 2022, p. 10) rather than on ethnocultural differences and stereotypes toward other 

groups as the researchers argued that differences between individuals cannot be limited 

to cultural or national distinctions. This approach is shared by the author of the present 

study and for this reason implemented in the current research.  

The participants in Tiurikova et al.’s (2022) study were 593 students from some 

lower secondary schools in Bergen, Norway. The results obtained through independent 

samples t-tests indicated that having friends with home languages other than Norwegian 

had a statistically greater impact on open-mindedness (M = 4.26, SD = .53) compared to 

those who did not have friends speaking languages other than Norwegian (M = 3.89, SD 

= .79), with a large effect size (Cohen’s d = .65).  

Studying either only an L2 at school or an additional L3 also had a significant 

impact on open-mindedness. In fact, students who reported studying an L3 showed more 

positive results in terms of open-mindedness (M = 4.2, SD = .58) compared to those who 

studied only an L2 (M = 3.92, SD = .66), with a medium-large effect size (d = .47). A 

small-to-medium effect (d = .30) was also recorded for self-identification as plurilingual 

(M = 4.22, SD = .56) versus not identifying as plurilingual (M = 4.04, SD = .65). 

The findings reported by Tiurikova et al. (2022) were confirmed by the study 

conducted by Amente and Zeleke (2024), which found that the number of languages 
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individuals knew predicted IC. Similarly, both Dewaele and Stavans (2014) and the 

aforementioned study by Dewaele and Botes (2020) identified a positive link between 

plurilingualism and open-mindedness. However, Dewaele and Botes (2020), unlike 

Dewaele and Stavans (2014), stated that they could not claim with certainty whether 

plurilingualism predicted open-mindedness or vice versa, thus suggesting a 

multidirectional relationship.  

The possibility of multidirectionality was also highlighted by the study of 

Dewaele and Wei (2013) in their analysis of the personality trait Tolerance of Ambiguity. 

Furthermore, other studies have confirmed that having friends with home languages 

different from the school’s L1 is a relevant factor in determining open-mindedness. In 

particular, the longitudinal study by Bayram-Özdemir et al. (2021) examined how the 

openness to diversity of 1,362 students living in Sweden changed over time, specifically 

across three years corresponding to the ages of 13, 14, and 15. Among the variables 

considered, age was a significant factor, showing that as students grew older, they became 

more open to diversity. Additionally, having friends open to diversity also resulted in an 

increase in positive views of diversity. 

Regarding the results related to the individual factors of migration background 

and experience living abroad in Tiurikova et al.’s (2022) study, these were not statistically 

significant in relation to open-mindedness. The findings of Tiurikova et al. (2022) 

concerning migration background align with those of Bayram-Özdemir et al. (2021), 

which did not identify a positive link between migration background and openness to 

diversity. Conversely, the results of Tiurikova et al. (2022) and Bayram-Özdemir et al. 

(2021) contrast with the findings of Dewaele and van Oudenhoven (2009), who instead 

reported a positive link between open-mindedness, students’ migration background, and 

intercultural sensitivity.  

Furthermore, the findings of Tiurikova et al. (2022) regarding experiences abroad 

contradict the studies of Tompkins et al. (2017), Sobkowiak (2019), and Nolan and 

Hickman (2024). These studies analysed the impact of studying abroad on the 

development of students’ IC. To examine this relationship, Tompkins et al. (2017) utilised 

the Intercultural Sensitivity Scale (ISS) by Chen and Starosta (2000). Their results 

showed that students who had studied abroad achieved slightly higher scores in IC 
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compared to those who had not had study-abroad experiences, although, overall, no 

significant differences were found. 

Sobkowiak’s study (2019) adopted a qualitative approach, employing semi-

structured interviews with 12 participants (aged 20-25) who participated in the Erasmus+ 

programme at two universities in Poland. One of the most significant aspects that emerged 

from the interviews was the participants’ position on cultural prejudices. Specifically, the 

students observed that, through interaction with their international peers, they had the 

opportunity to revisit their prejudices and stereotypes towards other cultures or 

preconceived notions. Therefore, both Sobkowiak (2019) and Tompkins et al. (2017) 

demonstrated how the experience abroad contributes to enhancing students’ world-/ open-

mindedness.  

Consistent with these studies, the qualitative research conducted by Nolan and 

Hickman (2024) highlighted how the two short-term study abroad programmes enabled 

students (n = 10) to expand their knowledge, intercultural awareness, and skills as they 

encountered situations that were culturally unfamiliar to them. As one participant 

emphasised, open-mindedness and empathy were also essential in intercultural 

interactions: 

[STSAs] helped build my idea of what it means to be a ‘global traveller.’ It is 

important to see another country’s history and identity; how they see 

themselves. To be in their shoes and to view why they do this or why they see 

it as this, or why they talk about this over something else. To feel like a global 

traveller, you need to be very open-minded, and able to say, ‘they feel this 

way because this happened in their past’ or ‘they see themselves along this 

line over how we perceive them because this happened (P2) (Nolan & 

Hickman, 2024, pp. 615–616).  

Finally, regarding the influence of self-identification as plurilingual on open-

mindedness, several studies have examined the relationship between self-identification as 

plurilingual and IC. An example is the study by Pastena et al. (2021), which employed 

Chen and Starosta’s ISS (2000) to investigate the relationship between plurilingualism 

and intercultural sensitivity among 881 first-year undergraduate students attending a 

highly international public university. The results indicated that those who perceived 
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themselves as more proficient in multiple languages were more inclined to engage in 

intercultural encounters than those with lower language proficiency.  

These findings were also confirmed by Eren’s (2024) research, conducted with 

265 EFL teachers from Turkey. The results revealed a strong relationship between 

plurilingual awareness and intercultural communicative competence. Specifically, higher 

awareness across languages led to “higher respect, openness, and curiosity” (p. 797) as 

well as to “cultural self-awareness” (p. 797) and “the ability to observe, analyse, and 

interpret” (p. 797). 

The aforementioned studies have demonstrated how various individual factors 

influence IC or intercultural sensitivity, particularly open-mindedness. To date, only the 

study by Tiurikova et al. (2022) has investigated the link between individual factors and 

open-mindedness among lower and upper secondary school students. This study aimed 

to reflect a “non-essentialist and non-differentialist paradigm in intercultural education” 

(p. 10) by focusing on the complex and diverse identities of interlocutors in global 

interactions rather than on “ethno-cultural and stereotypical national differences between 

people and contexts” (p. 10).  

In conclusion, apart from Tiurikova et al. (2022), no study has yet examined how 

these factors influence the open-mindedness of upper secondary school students. In 

particular, no research has investigated the 16-19 age group, corresponding to the final 

three years of Italian upper secondary education. Therefore, further research is needed to 

determine whether similar results apply to students within this age group. 

1.2.4 Ideal plurilingual self 

The previous subsections have highlighted how reflecting on one’s past and 

present linguistic situation, including beliefs and personal traits such as open-mindedness, 

is essential for developing a self that is aware of its plurilingual repertoire and personal 

experiences. Those who can reflect on their past are able to envision their ideal self, 

whereas the reverse is more challenging. In a world where English dominates globally 

and influences language choices, the ideal plurilingual self can strongly affect students’ 

motivation to learn languages other than English (Haukås et al., 2021b). Thus, this 

subsection introduces the concept of the future plurilingual self by first presenting 

Dörnyei’s (2005, 2009) L2 Motivational Self System.  
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This model encompasses the L2 learning experience and future self-guides, which 

consist of the ideal and the ought-to L2 self. Specifically, the ideal L2 self is “the L2-

specific facet of one’s “ideal self”: if the person we would like to become speaks an L2, 

the “ideal L2 self” is a powerful motivator to learn the L2 because of the desire to reduce 

the discrepancy between our actual and ideal selves” (Dörnyei, 2009, p. 29). The ought-

to L2 self “concerns the attributes that one believes one ought to possess to meet 

expectations and to avoid possible negative outcomes” (p. 29). Finally, the L2 learning 

experience is “the perceived quality of the learners’ engagement with various aspects of 

the language learning process” (Dörnyei, 2019, p. 25).  

To achieve their ideal L2 self, learners reflect on their past and their language 

learning experiences, experimenting with different versions of themselves and 

envisioning what they aspire to become. Vision plays a fundamental role in this process, 

as it enables individuals to navigate possible versions of their ideal L2 self by identifying 

past successes and failures, as well as their own abilities and personal characteristics. 

However, these possible versions of the ideal L2 self have to be vivid and well-defined 

to be effective in the language learning journey.  

Various methods have been developed to explore the ideal self across different 

domains, including psychology, sports, and education (for an overview, see Dörnyei, 

2009). These models have thus served as a foundation for investigating the ideal self in 

the context of language learning. Central to the formation of the ideal L2 self is the 

concept of possible selves: the more an individual perceives their ideal L2 self as 

attainable by fostering realistic expectations, the greater their motivation to achieve that 

version of themselves. Furthermore, it is essential to keep the vision alive by continuously 

setting new goals, hopes, and expectations as previous ones are fulfilled, while 

acknowledging that failures are also an integral part of this process (Dörnyei, 2009).  

The ought-to L2 self is an important concept, as it can either positively or 

negatively contribute to the development of the ideal L2 self. For instance, if an individual 

holds expectations and responsibilities for themselves that are driven by positive 

emotions and self-confidence, these factors may positively influence the formation of the 

ideal L2 self. Conversely, if the ought-to L2 self is shaped by external expectations (e.g., 

from parents or educators) that the learner feels compelled to meet solely to avoid 

negative outcomes, this may lead to negative emotions and hinder the attainment of the 
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ideal L2 self. These two possible outcomes, therefore, influence the future L2 self, which 

is shaped by both the ideal L2 self and the ought-to L2 self.  

 Dörnyei’s model (2005, 2009) can also be applied to the context of additional 

language learning, taking into account the learner’s entire linguistic repertoire (i.e., their 

plurilingual repertoire). Thus, the new terms derived from his model and then adapted to 

a plurilingual self are the actual plurilingual self, the ideal plurilingual self, the ought-to 

plurilingual self and the future plurilingual self (Henry, 2017).  

Moreover, in today’s globally interconnected world, the actual plurilingual self is 

not solely shaped by learning experiences within the educational context, but it also has 

to consider the students’ entire linguistic repertoires, and all their experiences related to 

acquiring and learning other languages. Together, these elements form the plurilingual 

background of the students, which can, in turn, significantly influence the development 

of an actual plurilingual self.  

Vision remains an essential part of the plurilingual motivational self system, as it 

was in Dörnyei’s model (2005, 2009), and it contributes to shaping the ideal plurilingual 

self. Figure 2 (author’s own) illustrates the plurilingual motivational self system based on 

Dörnyei’s model (2005, 2009), emphasising the key concepts outlined above.  

Figure 2 

Plurilingual Motivational Self System Based on Dörnyei’s L2 Motivational Self System 
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Various studies use terms ideal multilingual/ plurilingual self and future 

multilingual/ plurilingual self interchangeably. However, the present study distinguishes 

between them, using ideal plurilingual self to refer to the person an individual envisions 

and aspires to become, while defining future plurilingual self as the combination of both 

the ideal plurilingual self and the ought-to plurilingual self. 

Several studies have drawn on Dörnyei’s model (2005, 2009), starting with the 

linguistic repertoire (Busch, 2017, 2021; Fisher et al., 2020) and actual plurilingual self 

and then focusing on the ideal plurilingual self. The aim was to explore how the concept 

of the ideal plurilingual self was connected to the understanding of language learning 

motivation (Busse, 2017).  

Before analysing studies on the ideal plurilingual self, Busse’s (2017) research 

provides insight into how motivation is fundamental in the development of an ideal 

plurilingual self. Her research examined the attitudes toward English and other European 

languages among 2,255 students (aged 14-18) in Bulgaria, Germany, the Netherlands, 

and Spain. First, the study investigated whether there were differences or similarities 

between students’ attitudes toward English and their attitudes toward other languages, 

subsequently seeking to understand which contextual factors played an important role in 

these differences.  

The results revealed that 80% of the students would have responded differently to 

the questions if they had referred to languages other than English, indicating that their 

attitudes toward English differed from their attitudes toward other languages. In 

particular, the majority of students stated that their answers would have been different 

due to the importance of English compared to other languages, as one Dutch student 

reported, “English is the only language that I like […] because English is a world 

language, and I think it’s important to be able to speak it. My only other FL is German, 

and I think that it is less important than English” (p. 572).  

Then, regarding the contextual factors that determined differences in attitudes 

between English and other languages, the most frequently mentioned were the role of 

teachers, their teaching methods, and ability beliefs. Thus, as demonstrated by one of the 

students, motivation is essential in shaping the ideal plurilingual self, as “the image of an 

ideal self speaking various languages can have a powerful effect on motivation” (p. 578).  
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Among the qualitative studies regarding the ideal plurilingual self, Henry (2020) 

sought to understand the conditions under which an ideal plurilingual self could emerge 

through focus group interviews. This study involved five students aged 14-15, five 

students aged 15-16, and three teachers from a secondary school in Sweden. First, the 

researcher asked the students to describe what being plurilingual meant to them, adapting 

it to their own context. The students used various metaphors that incorporated concepts 

such as open-mindedness, empathy, and discovery, as illustrated by one student: “Being 

able to speak lots of languages, it is a feeling. That you are not like stuck in your little 

box. You are open to things and go out and discover, so to say” (Henry, 2020, p. 102). 

Then, the study examined the conditions under which the ideal plurilingual self 

could develop by interviewing the teachers. The findings highlighted several key factors, 

including the school environment, students’ social and migration backgrounds, and 

school policy. For instance, one teacher emphasised that many students at this school 

spoke multiple languages, valued their linguistic background, and “[saw] the value of 

being able to communicate a little in another language” (p. 103).  

Another teacher further pointed out that students at this school were likely to 

expect to learn multiple foreign languages, as the school curriculum provided the 

opportunity to study an additional foreign language beyond English. Therefore, Henry 

(2020) concluded by claiming that the ideal plurilingual self should be regarded as 

a “system functioning in context” (p. 109). 

Regarding the quantitative studies on the ideal plurilingual self, Henry and 

Thorsen’s (2018) research is among the first to explore its potential influence on the 

motivation to learn additional languages and its role in plurilingual education. The 

participants were 332 students (aged 12-14) from two schools in Sweden who were 

learning at least one foreign language.  

The researchers first examined whether the ideal L2 self and the ideal plurilingual 

self were conceptually distinct, and the results confirmed this distinction. In particular, 

they demonstrated that the desire for plurilingual competence (ideal plurilingual self) was 

separate from the desire for proficiency in a specific language (ideal L2 self). They then 

sought to determine whether the ideal plurilingual self influenced motivation, specifically 

whether it had a positive impact on students’ commitment to learning an additional 

language. The results showed that the ideal plurilingual self indirectly influenced effort 
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through the ideal L2 self. However, these findings did not take into account individual 

student factors that might have explained differences in the results.  

The study by Bailey et al. (2023), discussed in the subsection on students’ beliefs 

about the benefits of plurilingualism, also examined the future plurilingual self. Unlike 

Henry and Thorsen (2018), Bailey et al. (2023) considered the relationship between the 

future plurilingual self and individual factors among 422 students (aged 11-16) attending 

schools in England. As with the BAM constructs, the constructs related to the future 

plurilingual self, here referred to as the future multilingual self (FMS), were drawn from 

Haukås et al.’s (2022) study.  

The results obtained by Bailey et al. (2023) regarding the FMS scale recorded 

higher scores for students who knew more languages compared to those who knew fewer. 

Furthermore, among the individual factors considered by Bailey et al. (2023), the 

language(s) studied at school had a significant effect (F(4, 400) = 3.219, p = .01) in 

determining higher or lower scores in the FMS scale constructs. In fact, a Tukey post-hoc 

test revealed that students who studied only French as an L2 at school had lower scores 

on the FMS scale constructs (M = 2.96) compared to those who studied multiple 

languages (M = 3.29), with p = .03.  

Higher results were also reported for students who had relatives or friends who 

spoke additional languages compared to those who did not. Additionally, differences 

were observed between students who did not identify as plurilingual and those who did, 

with higher results favouring the latter. However, no significant differences were found 

concerning students’ age or whether their parents/ guardians had attended university. 

Thus, as claimed by the researchers, the scale developed by Haukås et al. (2022) 

highlights the importance of knowing multiple languages, whether learned at home, at 

school, or in other contexts, and how this positively influences the ability to envision and 

construct an evolving future plurilingual self. 

Similar results were also found by Franić and Jelić (2024), who followed the 

studies of Haukås et al. (2022) and Bailey et al. (2023). Like Bailey et al. (2023), Franić 

and Jelić (2024) presented both the BAM scale, already discussed in the subsection 1.2.2, 

and the FMS scale, adapted to the Croatian context. Regarding the FMS scale, the results 

showed that students had a more positive perception of the FMS compared to the findings 

of Bailey et al. (2023). Specifically, students recognised English as an important global 
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language but also envisioned their future selves as speakers of multiple languages, thus 

valuing a variety of languages rather than just English.  

Among the variables considered, students who identified as plurilingual obtained 

higher scores (M = 4.29, SD = .61) compared to those who did not identify as such (M = 

3.49, SD = .61) or those who were uncertain (M = 3.98, SD = .58). As for the FMS, only 

Franić and Jelić’s (2024) study has considered the age group of 14-18, which in Italy 

corresponds to upper secondary school. However, unlike other studies (e.g., Haukås et 

al., 2022; Bailey et al., 2023), many individual factors were not considered in Franić and 

Jelić’s (2024) study.  

For this reason, it is necessary to investigate whether other individual factors, such 

as students’ age and gender, parents/ guardians speaking languages other than the 

language of instruction, and experiences of living in other countries, might influence the 

FMS of students attending upper secondary schools. 

1.3 Chapter summary 

This chapter initially introduced terms such as plurilingualism and 

multilingualism to specify the research conducted in this field, explaining that the present 

study uses the term multilingualism when referring to the context and plurilingualism 

when referring to the individual.  

The chapter then defined the concept of epistemic (in)justice, explaining how all 

the languages in students’ linguistic repertoires, as well as the knowledge they carry, must 

be valued within the classroom context to ensure an inclusive and equitable learning 

environment, thereby recognising students as epistemic agents.  

Subsequently, plurilingual identity was introduced in relation to several variables, 

following the study by Haukås et al. (2021b). Relevant studies concerning the linguistic 

repertoire were then presented, with the present study defining the repertoire as a dynamic 

and complex system in which different languages coexist and are interconnected. 

Specifically, the link between linguistic repertoire and plurilingual identity was 

explained. Among the variables present in plurilingual identity were students’ beliefs on 

the most documented benefits of plurilingualism. For this reason, these benefits were first 

presented, followed by a discussion in the second subsection of studies analysing 

students’ beliefs on these benefits, showing that their beliefs are generally positive.  
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Then, some of the relevant research on open-mindedness was introduced, 

demonstrating that students who identified as plurilingual were more likely to engage in 

intercultural encounters than those who knew or used fewer languages.  

Finally, the research presented on the ideal plurilingual self highlighted how 

individual factors, such as having friends who speak languages different from those 

studied at school, having had experiences abroad, and knowing or speaking multiple 

languages, influence one’s ideal plurilingual self. Thus, the more positive these individual 

factors are, the more a person imagines themselves as plurilingual in the future.  

Regarding the research conducted in South Tyrol, none have focused on how the 

individual factors of upper secondary school students (aged 16-19) might influence their 

plurilingual identity. It is with this aim that the current study was conducted in South 

Tyrol, Italy. Thus, the next chapter presents the linguistic and educational context of 

South Tyrol, as well as research on plurilingual identity in this specific context. 
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Chapter 2: The case of South Tyrol 

 

 

The first chapter demonstrated how research exploring alternative connections 

between different factors can lead to the development of new theories regarding the 

analysed phenomenon (e.g., multilingual identity), contributing to expanding and 

enriching existing research. A similar concept applies to the historical analysis of a given 

phenomenon, as there is no single version of events, but rather various perspectives that 

enrich the understanding of the events themselves. Furthermore, as discussed in the first 

chapter, an individual’s linguistic repertoire is not solely determined by their personal 

experience but is also influenced by the linguistic practices present in a particular area, 

which change over time and in relation to socio-cultural contexts (Busch, 2012, 2017). 

Therefore, understanding not only one’s personal experience but also the 

historical background of a specific area enables researchers to grasp the implications of 

these events in the present, including their linguistic aspects. Since the linguistic practices 

of South Tyrol are intrinsically connected to its history, they are examined in parallel with 

historical developments, highlighting their interdependencies.  

This chapter thus aims to provide a clear and articulated overview of South Tyrol’s 

historical roots (2.1) and its sociolinguistic background (2.2), in order to analyse its 

implications for its tripartite educational system (2.3) as well as the linguistic repertoire 

of individuals, as presented in the section regarding the research done on multi-/ 

plurilingualism in South Tyrol (2.4). Finally, the summary of the chapter is presented 

(2.5). 

2.1 Historical background 

South Tyrol represents a particular case within the European scenario, as it has 

not only historically served as a meeting point for diverse languages and cultures but has 

also, to a lesser extent, witnessed the political, economic, and social issues that have 

characterised Europe throughout the 20th century. Grote (2012) outlined the key 

historical events that have shaped the formation and subsequent development of South 

Tyrol in his book, attempting to analyse them in a neutral tone to preserve the perspectives 
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of the Italian, German, and Ladin linguistic communities. In this first subsection, the 

historical background is presented, primarily following Grote’s (2012) work, unless 

otherwise specified. 

As stated by Platzgummer (2021), there are several key moments that define the 

beginning of South Tyrol’s history. However, for the purposes of this research, the 

starting point is the signing of the Treaty of Saint Germain. With this treaty, signed in 

1919 after World War I, Italy acquired a territory that had previously been part of the 

Austro-Hungarian Empire (Ziegerhofer, 2022). From the Austrian perspective, the treaty 

not only involved the cession of South Tyrol to Italy but also other territories to 

Czechoslovakia, Poland, and the kingdoms of Slovenia, Croatia, and Serbia 

(Platzgummer, 2021; Ziegerhofer, 2022).  

This cession was perceived differently by the inhabitants of Trentino and those of 

South Tyrol. In fact, the former were satisfied as the territory they had long desired, the 

present-day South Tyrol, which was then part of the southern Tyrolian region of Austria, 

had finally become part of Italy. Conversely, the people of South Tyrol viewed the treaty 

as a defeat (Ziegerhofer, 2022) and reacted with an outpouring of indignation, reflecting 

similar reactions among the Austrian population, where there was a widespread sense of 

shame and humiliation for the consequences of the recently concluded war (Ziegerhofer, 

2022).  

This division is also historically reflected in the two terms used to define this 

territory, namely Südtirol and Alto Adige. Südtirol evokes a historical connection to the 

Austrian Tyrol, while Alto Adige, of Italian origin, emphasises its affiliation with the 

Italian state. These terms are not merely linguistic variants but represent opposing views 

of local identity. However, in this study, these terms and the term South Tyrol are used 

neutrally. 

Returning to the cession of South Tyrol to Italy, the border of this territory was 

contested by Austria as geographical criteria were favoured over ethnic and linguistic 

ones (Grote, 2012). Furthermore, it did not respect the principle of self-determination 

proclaimed by U.S. President Wilson at the time, but Italy justified it as a territory 

rightfully belonging to it, as established by the Treaty of London (1915). Through this 

agreement, signed with Great Britain, France, and Tsarist Russia, Italy entered the war 

alongside the Allies in exchange for territorial concessions, including the Brenner 
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(Brennero in Italian), a strategic point linking Austria and Italy (Grote, 2012; Ziegerhofer, 

2022). 

The Italian and European landscapes were then altered with Mussolini’s rise to 

power in 1922. His fascist authoritarian regime led to a systematic Italianisation, 

particularly in South Tyrol, where ethnic minorities, including the German and Ladin 

communities, were subjected to an oppressive regime. Among the violent attacks these 

communities endured was the Blutsonntag [Bloody Sunday] of 1921 (Grote, 2012), which 

marked the beginning of a violent oppression where German- and Ladin-speaking 

populations underwent a process of Italianisation (Grote, 2012; Platzgummer, 2021).  

For instance, the use of town names in Italian became mandatory, replacing the 

previous German or Ladin versions, and German and Ladin administrations were replaced 

by Italian ones, thereby favouring Italian speakers at the expense of German and Ladin 

speakers, who were excluded. Additionally, there was a removal of German-language 

inscriptions in schools, leading to the creation of Katakombenschule [catacomb schools], 

secret schools where German and Ladin speakers sought to preserve their language and 

culture, thus becoming symbols of resistance.  

The ideology of one nation, one language, as in the case of Italianisation, was the 

result of a common mentality in the 19th century (Platzgummer, 2021) and, in this case, 

the consequence of the oppressive regime of the time. The process of Italianisation ended 

in 1943 when German troops occupied South Tyrol. Initially, German and Ladin speakers 

in this territory welcomed the change, but they soon realised that the Nazi German regime 

was as violent as the Italian fascist regime.  

Although German and Ladin speakers regained their positions, inhabitants of 

South Tyrol were isolated from the rest of Italy due to the presence of the Nazi German 

regime. Moreover, with the arrival of German troops, Italian speakers were excluded not 

only from the political and administrative life of the territory but also from its social life 

due to the changes brought about by historical events, which had altered these 

communities and prevented the establishment of good relations between them (Grote, 

2012; Platzgummer, 2021). 

With the end of World War II, South Tyrol was used as a tool by the new dominant 

powers, the United States and the Soviet Union. The Allies aimed to root out any potential 

aggression from the Soviet Union within Europe, and although Austria argued its 
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legitimacy over South Tyrol, the Allies decided to support Italy’s claim, thereby 

confirming South Tyrol as part of Italy. However, the Allies asked Italy and Austria to 

find an agreement to address the issue of autonomy for the German- and Ladin-speaking 

South Tyroleans. Through the Gruber-De Gasperi Agreement of 1946, Italy granted a 

certain degree of autonomy to South Tyrol and promised equality of rights between the 

German- and Italian-speaking populations.  

However, this agreement did not lead to the anticipated self-determination, as it 

was strategically interpreted by the Italian government, effectively limiting its 

application. This led to further frustration among the German- and Ladin-speaking 

inhabitants of South Tyrol, who felt betrayed and deprived of their rights. Furthermore, 

this agreement created the autonomous region of Trentino-Alto Adige (Trentino-Südtirol 

in German and Trentin-Südtirol in Ladin), composed of the current provinces of Trento 

and Bolzano (Bozen in German and Bulsan in Ladin), to which the first Autonomy Statute 

of 1948 was applied (Boos, 2022).  

The provincial border has since represented the linguistic boundary, with German-

speaking municipalities included in the province of Bolzano (South Tyrol) and Italian-

speaking municipalities in the province of Trento. Therefore, the provincial boundary of 

South Tyrol was drawn based on ethnic criteria, with linguistic differences considered 

indicators of identity. This strategy aimed to separate the spheres of political influence 

according to linguistic groups in an attempt to avoid conflict (Boos, 2022). 

The following years were marked by a policy of renewed Italianisation, with the 

1950s seeing the inclusion of Italian speakers in economic and administrative sectors, 

marginalising German- and Ladin-speaking populations, and returning to a pre-World 

War II situation. Discontent erupted with the Sigmundskron protest in 1957, where 

German- and Ladin-speaking people demanded real autonomy. However, the Italian 

government did not provide any concrete responses (Grote, 2012). As a result, the 1960s 

were marked by an escalation of tension, culminating in the Feuernacht [Night of Fire], 

during which 37 electrical pylons were destroyed across South Tyrol to draw attention to 

the Italian state’s failure to respond.  

However, this protest was not well received, and the Italian government adopted 

repressive measures. This issue was then brought to the United Nations in 1960, and due 

to international pressure, particularly from Austria, a series of measures were 
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implemented in 1969, resulting in the Paket agreement, which aimed to grant South Tyrol 

increased autonomy. This agreement represented a significant turning point, as South 

Tyrol obtained greater administrative and cultural competences, ultimately leading to the 

adoption of a new Autonomy Statute in 1972. As a result, South Tyroleans began to 

manage their own educational system and local media, with programmes in German and 

Ladin. Furthermore, in 1992, the South Tyrol question was declared resolved by Austria. 

However, autonomy did not end tensions, as some factions continued to ask for 

independence or a return to Austria. 

The effects of the fall of the Berlin Wall in 1989 and the subsequent restructuring 

of Europe also influenced South Tyrol. A symbolic event was the opening of the joint 

Tyrol and South Tyrol office, which raised protests from the Italian government, as it 

perceived the growing autonomy of the province as a potential attempt at separation. 

Despite these tensions, South Tyrol developed a strong sense of provincial identity and 

prospered economically. These historical events highlight the strong sense of identity and 

belonging within the various communities, which, due to historical events, has sometimes 

led to conflict.  

As Grote (2012) stated, one of the interesting aspects of South Tyrolean autonomy 

is how it has been reinterpreted throughout history. For example, the commemoration of 

the 1946 Paris Treaty, which was once viewed as a betrayal by Austria, is now mostly 

considered a step towards achieving the current autonomous structure (Platzgummer, 

2021). The following section examines the main linguistic norms and practices of South 

Tyrol, showing how these are intrinsically connected to its historical aspect. 

2.2 Linguistic norms and practices 

As discussed in the previous section, the historical decisions made regarding 

borders as a consequence of the two world wars have significantly influenced the history 

and identity of the inhabitants of South Tyrol. Research on borders has traditionally 

viewed them as static, however, in recent decades, the concept of borderscape has 

emerged, considering them as dynamic spaces that influence the identity, culture, and 

politics of local populations (Boos, 2022).  

In the case of South Tyrol, in addition to the border with Austria, there is a 

linguistic division between German, Italian, and Ladin speakers. This non-geographical 
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boundary is manifested in institutions, schools, and the media. While for decades 

academic research contributed to reinforcing this division, recent critical research on 

borders has begun to move beyond the nationalistic perspective by analysing how the 

concept of borderscape can promote integration among groups through greater cultural 

and social cooperation (for a summary, see Boos, 2022). 

As previously mentioned, South Tyrol is traditionally composed of three linguistic 

groups: German, Italian, and Ladin. Reflecting this linguistic diversity, the second 

Autonomy Statute of 1972, in the section concerning the use of the German and Ladin 

languages, recognise German as equal to Italian within the Trentino-Alto Adige/ Südtirol 

Region. However, it also emphasises that Italian is the official language of the state: “In 

the Region, the German language is equal to Italian, which is the official language of the 

State. [...]” (Presidente della Republica1, 1972, Art. 99). This distinction highlights both 

the recognition of linguistic equality and the dominance of Italian in state affairs. 

However, Ladin is not mentioned in this article and is, in fact, not recognised on the same 

level as Italian and German.  

The subsequent articles (100 and 101) of the Autonomy Statute (1972) define the 

use of languages in public administration. Specifically, Article 100 specifies how 

German-speaking citizens can use their language in dealings with judicial offices, public 

administration, or public service providers, as well as in collegiate bodies of the Region, 

the Province, or local authorities. Offices respond in the language of the applicant or, if 

initiating communication, in the presumed language of the recipient. Moreover, public 

administrations use German toponyms for German-speaking citizens, if recognised and 

approved by provincial law. In these two articles, the German language is linked to 

belonging to the German ethnolinguistic group (Platzgummer, 2021). This is emphasised 

in Article 100 of the Autonomy Statute (1972): “German-speaking citizens of the 

Province of Bolzano have the right to use their [emphasis added] language in dealings 

with judicial offices.” 

Regarding Ladin, its uses are not specified, but its cultural, toponymic, and 

educational aspects are highlighted. This changed with DPR 574/ 1988, a presidential 

decree that amended certain articles of the 1972 Autonomy Statute, allowing Ladin-

 
1 Autonomy Statute (1972) will henceforth be used to refer to Presidente della Repubblica (1972). The 
Italian version of Autonomy Statute is Statuto di Autonomia, whereas the German version is 
Autonomiestatut. 
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speaking populations to use Ladin in communications with public administration. 

However, this possibility is still limited today to municipalities where at least 80% of the 

population identifies as Ladin. Currently, there are eight municipalities in two valleys: 

Gherdëina in Ladin, Gröden in German, or Val Gardena in Italian, and Gadertal in 

German, or Val Badia in Italian (Figure 3). In this context as well, it is evident that the 

language (Ladin) is closely tied to the identity of its ethnolinguistic group (Platzgummer, 

2021). 

Figure 3 

Areas where Ladin is Spoken within the Provinces of Trento and Bolzano/ Bozen/ Bulsan 

(South Tyrol) and Belluno (Veneto Region) 

 
Note. The areas that are part of South Tyrol are the ones in blue (Val Badia) and in purple 

(Gherdëina). From 2007 Ladin, adapted by Hanno (CC BY-SA), 2007 

(https://it.wikiversity.org/wiki/File:Ladin.png). In the public domain. 

 

Subsequently, Constitutional Law No. 1/ 2017 strengthened the rights of Ladin 

language speakers by ensuring the equal treatment of all linguistic groups in the Statute 

of Autonomy (Giunta provinciale di Bolzano, 2019). 

Regarding access to public employment, DPR 752/ 1976 introduced the 

requirement to hold a bilingualism certificate, attesting knowledge of the Italian and 

German languages to work in the province of South Tyrol. For those wishing to work in 

Ladin-speaking municipalities, a certificate of trilingualism is required, demonstrating 

https://it.wikiversity.org/wiki/File:Ladin.png


 58 

proficiency in Italian, German, and Ladin. Then, Legislative Decree 16/ 2017 amended 

paragraph 9/ bis of Article 3 of the Statute of Autonomy, aligning the bilingualism 

certificates in Italian and German with the A2, B1, B2, and C1 levels of the CEFR (2020). 

To ensure equal participation of the three linguistic groups in administrative 

functions within the public sphere, every ten years, citizens residing in South Tyrol are 

required to declare their affiliation with one of the three linguistic groups. If a person 

selects “Other” on the census instead of “Italian,” “German,” or “Ladin,” they must 

specify their affiliation with one of the three linguistic groups (Platzgummer, 2021). This 

process helps determine the proper distribution of public administrative positions, 

ensuring fair representation for each linguistic group. 

The most recent ASTAT linguistic census (2024), referring to the year 2023/ 

2024, involved all Italian citizens residing in the province of South Tyrol as of September 

30, 2023. The results indicate the following territorial distribution: 68.61% belong to the 

German linguistic group, 26.98% to the Italian group, and 4.41% to the Ladin group 

(Figures 4, 5, 6). Compared to the 2011 linguistic census, the Italian group has increased 

by 0.92 percentage points, while the German and Ladin groups have decreased by 0.80 

and 0.12 percentage points, respectively. 
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Figure 4 

Italian Linguistic Group in Percentage Values 

 
 
Note. The map includes only the province of Bolzano/ Bozen/ Bulsan, South Tryol.  

From 2024 Ergebnisse Sprachgruppenzählung–2024/ Risultati Censimento linguistico–2024, by ASTAT, 

2024  

In the public domain. 

Figure 5 

German Linguistic Group in Percentage Values 

 
Note. The map includes only the province of Bolzano/ Bozen/ Bulsan, South Tryol.  

From 2024 Ergebnisse Sprachgruppenzählung–2024/ Risultati Censimento linguistico–2024, by ASTAT, 

2024  

In the public domain. 
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(https://astat.provinz.bz.it/de/aktuelles-publikationen-info.asp?news_action=4&news_article_id=687699). 

https://astat.provinz.bz.it/de/aktuelles-publikationen-info.asp?news_action=4&news_article_id=687699
https://astat.provinz.bz.it/de/aktuelles-publikationen-info.asp?news_action=4&news_article_id=687699
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Figure 6 

Ladin Linguistic Group in Percentage Values 

 
 

Note. The map includes only the province of Bolzano/ Bozen/ Bulsan, South Tryol.  

From 2024 Ergebnisse Sprachgruppenzählung–2024/ Risultati Censimento linguistico–2024, by ASTAT, 

2024  

In the public domain. 

 

However, the linguistic situation is more complex than what emerges from the 

census. In particular, considering the traditional forms of plurilingualism (Colombo & 

Stopfner, 2018), the census does not take into consideration the part of the population in 

South Tyrol that grows up bilingual with the traditional autochthonous languages (i.e, 

German and Italian or Ladin and Italian). Hence, it does not capture the complex 

sociolinguistic reality of South Tyrol and forces citizens to choose among their languages, 

which may imply an instrumental and ideological interpretation of language.  

Moreover, the census does not account for the new linguistic dynamics related to 

the use of many other languages in South Tyrol, which have given rise to new forms of 

plurilingualism (Guarda & Mayr, 2023). Figure 7 illustrates the countries of origin of the 

foreign resident population in South Tyrol, highlighting a predominance of citizens from 

Albania, followed by Germany, Pakistan, Romania, and Morocco. The number of 

stateless individuals recorded in 2024 is four. However, it is not possible to determine the 

exact number of languages spoken in South Tyrol today, as official statistics record only 

nationalities (Medda-Windischer & Membretti, 2020).  
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https://astat.provinz.bz.it/de/aktuelles-publikationen-info.asp?news_action=4&news_article_id=687699
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Figure 7 

Countries of Origin of the Foreign Resident Population 

 
Note. Map created in 2024 with data revised in 2025. From 2024 Autonomy Dashboard South Tyrol, by 

Eurac Research. (https://www.autonomy-dashboard.info/de#fYjVBytfQ5uQHY4s1ajiNg).  

In the public domain. 

 

The daily use of multiple languages is becoming increasingly common in South 

Tyrol, with the primary goal being effective communication rather than the perfect 

mastery of a single language. This phenomenon reflects the growing complexity of the 

province, shaped by migration and global connectivity (Volgger et al., 2024). For this 

reason, recognising the presence of multiple languages in South Tyrol, beyond the 

historically spoken ones, namely German, Italian, and Ladin, and promoting linguistic 

equity is essential to facilitating integration and reducing communication barriers. 

This approach contributes to the development of a more inclusive and socially 

cohesive society. Thus, while the protection of the official languages remains central, 

acknowledging and integrating other languages into the administrative and social 

landscape of South Tyrol can foster the appreciation of a broader linguistic diversity 

beyond the historical framework, promoting equity and social progress.  

This is also relevant in the educational context, including the school system. 

According to the ASTAT census (2025) for the 2023/ 2024 school year, 12.7% of the 

https://www.autonomy-dashboard.info/de#fYjVBytfQ5uQHY4s1ajiNg
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student population does not hold Italian citizenship. The majority of foreign students have 

European origins (54.5%), followed by students from Asia (23%) and Africa (16.7%). 

The most common countries of origin are Albania, Morocco, Pakistan, and Kosovo. 

When considering only upper secondary schools, the percentage of students with a 

migration background decreases to 9.5%, while in vocational schools, it stands at 12.3% 

(ASTAT, 2025). Therefore, exploring plurilingualism in schools is crucial for developing 

teaching practices that support its promotion, ensuring the recognition, appreciation, and 

equal value of all languages. 

2.3 The educational system of South Tyrol 

This section explores the educational system of Alto Adige/ Südtirol by first 

reflecting on the concept of the mother tongue (2.3.1), a notion that, in today’s society, 

characterised by globalisation and superdiversity, can prove problematic, even in a 

trilingual context such as that of South Tyrol. The second part of this section provides a 

detailed overview of the three school systems present in the province (2.3.2). 

2.3.1 The concept of the “mother tongue” 

The educational system in South Tyrol reflects the formal division of society into 

three ethnolinguistic groups (i.e., Italian, German, and Ladin), resulting in a tripartite 

structure. Article 19 of the Autonomy Statute (1972) regulates this division, stipulating 

that in the province of Bolzano/ Bozen/ Bulsan (South Tyrol), education at the 

kindergarten, primary, and secondary school levels has to be conducted in the pupils’ 

mother tongue, either Italian or German, and taught by teachers for whom that language 

is also their mother tongue.  

Similarly, for second-language instruction in schools, teachers must be native 

speakers of the language they teach. This is outlined in the first section of Article 19 of 

the Autonomy Statute (1972): 

In South Tyrol, instruction in nursery, primary, and secondary schools is 

provided in the pupils’ mother tongue—either Italian or German—by teachers 

whose mother tongue is the same. In primary schools, starting from the second 

or third grade, as determined by a provincial law based on a binding proposal 

from the relevant linguistic group, and in secondary schools, the teaching of 
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the second language is compulsory and is carried out by teachers who are 

native speakers of that language. 2 

In this article, there is no explicit requirement for students to be native speakers 

of the respective language of instruction (i.e., Italian or German). Thus, students are free 

to choose the language of the school they wish to attend, provided that their language 

proficiency does not hinder their ability to follow lessons (DPR 301/ 1988). The concept 

of the mother tongue is therefore central to the Autonomy Statute (1972).  

However, in contemporary society, characterised by globalisation and 

superdiversity, this notion becomes problematic, because it fails to consider all the 

languages spoken daily in South Tyrol. As demonstrated in the previous section, many 

students use multiple languages within the school environment, and their first language(s) 

may not necessarily be Italian, German, or Ladin.  

The same applies to teachers as this concept assumes that teachers with a high 

level of proficiency in German cannot teach Italian L1 in Italian-language schools but can 

only teach German L2. Similarly, Italian-language teachers with advanced proficiency in 

German are not permitted to teach German L1 in German-language schools but can only 

teach Italian L2. The general assumption is that teachers are more effective in teaching a 

language if they are mother tongue speakers of that language (Platzgummer, 2021).  

This issue extends beyond the context of South Tyrol to the broader European 

level, particularly concerning the teaching of English by (non)native speakers of English 

(for a summary see Selvi et al., 2024). Furthermore, the very notion of the mother 

tongue is ambiguous, as some teachers may have used both languages from birth and/ or 

hold certified C2-level proficiency in both languages according to the CEFR (2020). The 

 
2 This English version is my own translation. The original German and Italian texts are provided below. 
“In der Provinz Bozen wird der Unterricht in den Kindergärten, Grund- und Sekundarschulen in der 
Muttersprache der Schüler, das heißt in italienischer oder deutscher Sprache, von Lehrkräften erteilt, für 
welche die betreffende Sprache ebenfalls Muttersprache ist. In den Grundschulen, von der 2. oder 3. Klasse 
an, je nachdem, wie es mit Landesgesetz auf bindenden Vorschlag der betreffenden Sprachgruppe 
festgelegt wird, und in den Sekundarschulen ist der Unterricht der zweiten Sprache Pflicht; er wird von 
Lehrkräften erteilt, für die diese Sprache die Muttersprache ist.” (German version) 
“Nella Provincia di Bolzano l’insegnamento nelle scuole materne, elementari e secondarie è impartito nella 
lingua materna italiana o tedesca degli alunni da docenti per i quali tale lingua sia ugualmente quella 
materna. Nelle scuole elementari con inizio dalla seconda o dalla terza classe, secondo quanto sarà stabilito 
con legge provinciale su proposta vincolante del gruppo linguistico interessato, e in quelle secondarie è 
obbligatorio l’insegnamento della seconda lingua che è impartito da docenti per i quali tale lingua è quella 
materna.” (Italian version) 
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same applies to students as some may have strong competences in both languages for 

various reasons. 

In recent decades, the lack of a language proficiency requirement for students 

enrolling in Italian- and German-language schools has sparked numerous debates. In 

recent years, these protests have primarily concerned German-language schools, 

particularly primary schools, where the initial level of German proficiency among some 

students has been deemed insufficient to follow lessons in German (TGR Tagesschau, 

2024).  

However, these protests have not only focused on linguistic aspects but have also 

involved ethnic and political dimensions. This subsection, as well as the whole present 

research, does not intend to examine these protests in detail but rather seeks to highlight 

the necessity of ensuring educational justice, including linguistic justice. Only through 

the recognition and appreciation of all linguistic repertoires can educational equity be 

promoted, fostering respect for and the enhancement of every individual within the school 

environment. 

With regard to the Ladin language, it is used as both a medium of instruction and 

a support tool in schools of all levels in Ladin-speaking areas, as stipulated in Article 19 

of the Autonomy Statute (1972): 

The Ladin language is used in kindergartens and taught in the primary schools 

of the Ladin-speaking communities. There, it is also used as the language of 

instruction in schools of all types and levels. In these schools, lessons are 

given in Italian and German with an equal number of hours and equivalent 

final outcomes. 3 

Unlike the first part of Article 19, the section concerning the Ladin language does 

not explicitly reference the concept of the mother tongue. This implies that students 

attending Ladin-language schools are not required to have Ladin as their mother tongue, 

 
3 This English version is my own translation. The original German and Italian texts are provided below. 
“Die Ladinische Sprache wird in den Kindergärten verwendet und in den Grundschulen der Ladinischen 
Ortschaften gelehrt. Dort dient diese Sprache auch als Unterrichtssprache in den Schulen jeder Art und 
jeden Grades. In diesen Schulen wird der Unterricht auf der Grundlage gleicher Stundenzahl und gleichen 
Enderfolges in Italienisch und in Deutsch erteilt.” (German version) 
“La lingua ladina è usata nelle scuole materne ed è insegnata nelle scuole elementari delle località ladine. 
Tale lingua è altresì usata quale strumento di insegnamento nelle scuole di ogni ordine e grado delle località 
stesse.  In tali scuole l’insegnamento è impartito su base paritetica di ore e di esito finale, in italiano e 
tedesco.” (Italian version) 
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likely because Ladin schools are the only option available in Ladin-speaking valleys, 

regardless of the students’ native language (Platzgummer, 2021). However, a specific 

requirement applies to teachers. DPR 89/ 1983 establishes that teachers in Ladin schools 

must certify that they are native speakers of either Ladin or the language they teach. 

2.3.2 Structure of the three educational systems 

The school system in the Province of Bolzano/ Bozen/ Bulsan (South Tyrol) is 

divided into three distinct educational systems, each corresponding to one of the three 

linguistic groups recognised in the Autonomy Statute (1972). Thus, the administration of 

the three school systems is separate: the Provincial Government of Bolzano/ Bozen/ 

Bulsan, after consulting the Italian Ministry of Public Education, appoints a school 

superintendent from a shortlist of three candidates proposed by the representatives of the 

Italian, German, or Ladin linguistic groups within the provincial school council 

(Autonomy Statute, 1972, Art. 19). 

The Italian-, German-, and Ladin-language schools are structured as follows: 

Table 1 

Structure of the Three School Systems 

 Italian-language 
school 

German-language 
school 

Ladin-language 
school 

 Scuola dell’infanzia Kindergarten Scolina 

First cycle of 
education 

Scuola primaria Grundschule Scora primara 

 Scuola secondaria di 
I grado 

Mittelschule Scora mesana 

Second cycle of 
education 

Scuola secondaria di 
II grado 

- Liceo 
- Istituto 

tecnico 

Oberschule 
- Gymnasium 
- Fachoberschule 

Scora alta 
- Lizeum 
- Istitut 

Tecnich 

 Formazione 
professionale 

Berufsbildung Formaziun 
profescionala 

Other Scuola di Musica Musikschule Scora de musiga 
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As shown in Table 1, students in South Tyrol first attend kindergarten (Scuola 

dell’infanzia/ Kindergarten/ Scolina), which is non-compulsory and lasts three years, 

catering to children aged 3 to 6. This is followed by the first cycle of education, which is 

compulsory and consists of primary school (Scuola primaria/ Grundschule/ Scora 

primara), lasting five years, and lower secondary school (Scuola secondaria di I grado/ 

Mittelschule/ Scora mediana), lasting three years.  

Subsequently, students enter the second cycle of education, which lasts five years 

but is only mandatory until the age of 16. At this stage, they can choose between upper 

secondary school (Scuola secondaria di II grado/ Oberschule/ Scora alta) and vocational 

training (Formazione professionale/ Berufsbildung/ Formaziun profescionala), with the 

latter being primarily profession-oriented.  

In upper secondary school, students can opt for either a grammar school (Liceo/ 

Gymnasium/ Lizeum) or a technical institute (Istituto Tecnico/ Fachoberschule/ Istitut 

Tecnich). The former prepares students for higher education at university level rather than 

direct entry into the workforce, whereas the latter provides technical training for 

professional careers.  

Finally, the music school (Scuola di Musica/ Musikschule/ Scora de musiga), 

which is non-compulsory, offers courses for students at all educational levels to promote 

and foster musical experiences. The following paragraphs provide an overview of the 

three school systems, referring to the three web pages of the Province of Bolzano/ Bozen/ 

Bulsan each corresponding to one of the linguistic groups mentioned in the Autonomy 

Statute (1972) (Provincia Autonoma di Bolzano – Alto Adige, 2025; Autonome Provinz 

Bozen – Südtirol, 2025; Provinzia Autonoma de Bulsan – Südtirol, 2025). 

 In the Italian-language school system, the primary language of instruction is 

Italian, which serves as the first language (L1) of the school. The second language (L2) 

is German, which, in the context of South Tyrol, is not considered a foreign language but 

rather the language of the other major linguistic group in the territory. English is the first 

foreign language (FL) taught in school, introduced in primary school.  

In some upper secondary schools, such as Liceo linguistico (a grammar school 

specialising in languages), students also study two additional foreign languages, for 

example, French (as a second FL) and Spanish (as a third FL). Moreover, certain grammar 

schools include Latin as part of the curriculum, as it is considered a classical language. In 
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the Liceo classico (a grammar school specialising in classical studies), students study not 

only Latin but also Ancient Greek.  

In technical institutes with a tourism focus, the language curriculum includes two 

foreign languages: English as the first FL and another language chosen from French, 

Spanish, Russian, Chinese, or other options. Finally, in vocational training schools, 

language instruction is generally limited to German as L2 and English as the first FL. 

In the German-language school system, the primary language of instruction is 

German, which is the school’s first language (L1). The second language (L2) is Italian, 

which serves the same function as German in Italian-language schools. Thus, it is not 

considered a foreign language but rather the language of the other major linguistic group 

in the province. As in the Italian-language school system, English is the first FL taught, 

introduced in the fourth year of primary school.  

However, unlike the Liceo linguistico, the Sprachengymnasium (a grammar 

school specialising in languages) does not offer a third FL but only a second FL, which 

students can choose from Spanish, French, Russian, or other options. As in the Liceo, 

Latin is taught as a classical language in some grammar school tracks, while in 

the klassisches Gymnasium (a grammar school specialising in classical studies), Ancient 

Greek is also part of the curriculum.  

Compared to its Italian-language counterpart, the Fachoberschule with a tourism 

focus maintains the same number of foreign languages, offering two options such as 

Spanish, Russian, or other languages. Finally, the languages taught in vocational training 

schools (Berufsbildung in German) align with those in Italian-language vocational 

schools, with English as the first FL and Italian as L2. 

The Ladin-language school system is structured in an equal system, with some 

subjects taught in German and others in Italian, while Ladin is used as a support language 

and/ or a language of instruction at all educational levels. In Scolina, Ladin serves as the 

primary language of instruction, and some institutions have also integrated Italian and 

German to encourage early plurilingual exposure (Verra, 2020; Colcuc, 2024).  

In Scora primara (primary school), Italian, German, and Ladin are used in 

instruction, although not in a perfectly balanced manner (Colcuc, 2024). Starting from 

the second year of Scora primara, school subjects are taught alternately in German and 

Italian, following a weekly rotation system, while Ladin is taught for two hours per week, 
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focusing on both language and culture (Verra, 2020; Colcuc, 2024). From the fourth year 

of Scora primara, two hours of English instruction are added, differing from Italian- and 

German-language primary schools, where English is introduced in the first year. It is 

important to note that Ladin-language primary schools teach four languages, namely 

Italian, German, Ladin, and English, compared to the three languages taught in Italian- 

and German-language primary schools, German, Italian, and English respectively. 

In lower and upper secondary schools, subjects are evenly divided between 

German and Italian, while the number of weekly hours dedicated to Ladin language and 

culture remains unchanged (Verra, 2020; Colcuc, 2024).4 In Formaziun 

profescionala (vocational training), English is maintained as the first FL, in line with the 

Italian- and German-language school systems. Additionally, some Istitut tecnich offer a 

second FL, chosen from Spanish or Russian, while the Lizeum linguistich includes a third 

and even a fourth FL in its curriculum. 

 As seen in the structure of the three school systems, languages play a central role 

in South Tyrol’s educational system, shaped by its historical and linguistic background. 

In an era of globalisation and superdiversity, the province recognises the importance of 

studying multiple languages, in line with the European Parliament’s language policy 

(Resolution 2224/ 2017(INI)).  

Moreover, the increasingly multilingual landscape of South Tyrol has created a 

dual opportunity: the establishment of the so-called Language Centres5 (known as Centri 

Lingusitici in Italian, Sprachenzentren in German and Zëntri linguistics in Ladin), where 

the three school systems collaborate to support students and families with a migration 

background who are unfamiliar with the province’s official languages, helping them 

integrate into both the school system and society (Engel & Niederfriniger, 2016). 

Additionally, this multilingual environment has encouraged research on 

plurilingualism and the adoption of new plurilingual teaching methodologies in some 

schools across South Tyrol. Therefore, the next section presents research conducted in 

South Tyrol on multi-/ plurilingualism. 

 
4 For a detailed overview of the origins, spread, and protection of the Ladin language, as well as the Ladin 
educational system and the resulting multi-/ plurilingualism in the Ladin valleys and institutions, refer to: 
Videsott, P., Videosott, R. & Casalicchio, J. (Eds.). (2020). Manuale di linguistica ladina. De Gruyter. 
5 For an overview of the linguistic centres in South Tyrol, please visit the website of the Province of 
Bolzano/ Bozen/ Bulsan: https://sprachen.provinz.bz.it/de/die-sprachenzentren (German website). 

https://sprachen.provinz.bz.it/de/die-sprachenzentren
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2.4 Research on multi-/ plurilingualism in South Tyrol 

The research on multi-/ plurilingualism in South Tyrol is extensive and covers a 

wide range of topics, from studies on traditional bi-/ plurilingualism to broader linguistic 

diversity. For this reason, this section provides an overview of studies conducted by the 

researchers of the Free University of Bozen-Bolzano, to then focus on the research 

conducted by the Institute of Applied Linguistics at Eurac Research.  

First, two projects carried out at the Free University of Bozen-Bolzano, examining 

the metalinguistic awareness of primary school students, are presented (2.4.1). Then, two 

studies examining linguistic proficiency in Italian and German, and exploring the 

influence of psychosocial factors on these competencies, are introduced (2.4.2). Finally, 

two projects focused on promoting and enhancing plurilingualism through educational 

activities, along with a project on students’ linguistic repertoires and their plurilingual 

competencies, are delineated (2.4.3). 

2.4.1 Overview of the VALI and IKSU projects 

Regarding the research conducted in the linguistic field by the researchers at the 

Free University of Bozen-Bolzano, various projects have analysed Italian-German 

bilingualism (Ciccolone & Dal Negro, 2021), German-Italian-Ladin trilingualism (Tardel 

et al., 2023), the German and Romance varieties used by the inhabitants of South Tyrol 

(Dal Negro, 2023), as well as students’ plurilingualism both in primary schools (Varcasia, 

2022; Varcasia & Atz, 2024a, 2024b) and at the university level (Burton & Gatti, 2024a, 

2024b).  

For the purposes of this research, only the studies conducted on plurilingualism 

in primary schools are presented, as the university-level research primarily focuses on 

English, despite starting from the plurilingual repertoires of the students. Regarding 

secondary education, to date, there is no research on bi- or plurilingualism in lower and 

upper secondary schools conducted by the Free University of Bozen-Bolzano. 

Concerning the research conducted on primary schools, Varcasia (2022) presented 

an analysis of some data collected during the first phase of the VALI6 project. This 

 
6 VALI is the acronym for “Valuing the competencies in the linguistic repertoire of the child for language 
learning. A learning path for primary school in South Tyrol” (Varcasia & Atz, 2024, p. 194). 
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project, which lasted from 2021 to 2023, aimed to enhance children’s language skills and 

linguistic repertoire for language learning, promoting both classroom multilingualism and 

strengthening their metalinguistic competence. Varcasia (2022) analysed the data from 

167 questionnaires related to the linguistic repertoires of children attending the fourth 

grade of one of the ten primary schools in the South Tyrol Bassa Atesina/ Südtiroler 

Unterland,7 both Italian-language and German-language schools.  

The research first investigated the language used to complete the questionnaire. It 

was offered in three languages: Italian, German, and English. Students were required to 

choose one of these three languages, and then they could decide which language(s) to use 

in answering the questionnaire: the language(s) in which the questionnaire was presented 

or other languages they knew.  

The linguistic diversity of the children was evident from the choice of languages 

used to answer the questions. Specifically, children attending Italian-language schools 

primarily completed the questionnaire in Italian (88.1%), followed by English (3%) and 

other languages combined with German and Italian, including French. Children from 

German-language schools who responded exclusively in German or Italian accounted for 

53.1% and 28.6%, respectively. Compared to the Italian-language schools, the German-

language schools reported more languages in their responses besides German, Italian, and 

English, such as Albanian, Romanian, Urdu, and Spanish. 

Regarding the information gathered through the questionnaire, the traditional 

bilingualism, consisting of Italian and German, remained dominant in the linguistic 

practices of Bassa Atesina/ Südtiroler Unterland. In particular, students attending 

German-language schools who went to a shop in South Tyrol tended to use Italian and/ 

or German, but not other languages. In contrast, students attending Italian-language 

schools also used other languages.  

A reverse pattern was observed for the languages used at home and with friends, 

where children attending German-language schools tended to use a greater variety of 

languages than those attending Italian-language schools. This linguistic diversity is also 

present in the school context, although to a lesser extent, with fewer differences between 

 
7 The Bassa Atesina/ Südtiroler Unterland is the southern territory of South Tyrol, extending from Bolzano/ 
Bozen/ Bulsan to Salorno/ Salurn. It includes the following towns: Laives/ Leifers, Bronzolo/ Branzoll, 
Ora/ Auer, Egna/ Neumarkt, Laghetti/ Laag, Salorno/ Salurn. 
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German-language and Italian-language schools (for a detailed overview, see Varcasia, 

2022). 

Varcasia and Atz (2024a, 2024b) proposed further research based on the analysis 

of data from two intertwined projects: VALI and IKSU.8 Their study, conducted between 

2021 and 2022 in two primary schools in Bassa Atesina/ Südtiroler Unterland, involved 

31 children from two second-grade classes at an Italian-language school and 15 children 

from a third-grade class at a German-language school. The classes were multilingual, as 

the children knew multiple languages. In addition to the school languages and Italian and 

South Tyrolean dialects, more than 50% of the children also spoke other languages, such 

as Arabic, Bengali, Punjabi, Portuguese, Urdu, Albanian, Macedonian, and Turkish 

(Varcasia & Atz, 2024a).  

Initially, students were asked to complete a sociolinguistic questionnaire and 

colour a linguistic silhouette with the languages in their linguistic repertoire. These data 

were later used to conduct storytelling activities through seven two-hour sessions. The 

first session involved storytelling with a book in an invented language, while subsequent 

sessions focused on plurilingual storytelling. In particular, in the final session, the 

researchers chose to narrate the book La Geometria del Faraone by Anna Cerasoli (2019) 

(as cited in Varcasia & Atz, 2024b) in six sequences involving six languages, including 

the school languages, some of the students’ home languages, and some languages 

unknown to the students. The goal was to stimulate the students’ metalinguistic awareness 

by identifying similarities and differences between languages in a process that aimed to 

help them “learn about a language rather than change their language” (Hudson, 2007, p. 

228, as cited in Varcasia & Atz, 2024b). 

This study then focused on the description and analysis of the final session, which 

was divided into two parts. The first part involved reading a story in Ladin, while the 

second part involved watching a cartoon in Dutch. At the end of each part, students were 

asked to complete activities designed to understand the strategies used to carry out the 

tasks in the two languages, i.e., Ladin and Dutch, both of which were unfamiliar to the 

students in the classes. Interviews were then conducted to assess the students’ 

metalinguistic awareness (for a detailed overview, see Varcasia & Atz, 2024b).  

 
8 IKSU is the acronym for “Ein Inklusives Konzept für Sprache(n)förderung im Unterland (An inclusive 
outline for language(s) promotion and support in Bassa Atesina/Unterland)” (Varcasia & Atz, 2024, p. 194). 
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The results of this study showed that despite the type of school attended, whether 

Italian-language or German-language, the children used the resources available to them 

and various strategies to complete the tasks, including those used in curricular activities. 

In particular, students who knew more languages used scaffolding to reconstruct the 

morphology of the two languages. In conclusion, the authors stated that “structured work 

in the curricular activities, which fosters home languages, can enhance school languages 

as well” (Varcasia & Atz, 2024b, p. 212). 

As seen in the studies by Varcasia (2022) and Varcasia and Atz (2024a, 2024b), 

children in both Italian- and German-language primary schools exhibit a plurilingual 

repertoire. These studies also demonstrated that children’s linguistic practices in 

interactions with teachers remain primarily based on the traditional bilingualism of 

German and Italian (Varcasia, 2022). However, Varcasia and Atz (2024) stated that with 

the implementation of activities aimed at integrating students’ home languages and other 

unfamiliar languages, this dynamic may change.  

In this regard, the following subsection presents research conducted by the 

Institute of Applied Linguistics at Eurac Research. Initially, it focuses on two studies 

examining the Italian and German language proficiency of upper secondary school 

students. Subsequently, three projects related to plurilingualism, involving students from 

primary and lower and upper secondary schools, are presented. Unlike the VALI and 

IKSU projects, the research in the final subsection (2.4.3) primarily focuses on promoting 

linguistic diversity as a resource within the classroom context through the creation of 

tools that allow educators to address new forms of plurilingualism, along with the 

implementation of plurilingual pedagogy. 

2.4.2 Exploring the Kolipsi I and Kolipsi II projects 

Among the most significant studies in the South Tyrolean school system 

investigating the language skills of South Tyrolean students in Italian and German as L2s 

are the Kolipsi I (Abel et al., 2012) and Kolipsi II (Vettori & Abel, 2017) projects carried 

out by the Institute of Applied Linguistics at Eurac Research in South Tyrol. The primary 

aim of these studies was to analyse the linguistic competencies of South Tyrolean students 

in their school L2s (i.e., Italian and German) and to examine their impact on societal and 

educational development.  
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The following paragraphs provide an overview of these two studies, with 

reference to Abel et al. (2012) for Kolipsi I and Vettori and Abel (2017) for Kolipsi II. 

Both studies were based on linguistic tests and a psychosocial analysis to understand the 

dynamics of language learning and usage in South Tyrol. These projects involved 

students from German- and Italian-language upper secondary schools in the province to 

assess their L2 proficiency near the final school-leaving examination.  

The analysis relied on two assessment tools developed by the Kolipsi team, 

namely a written test and an oral test. The former included two tasks of different difficulty 

levels, corresponding to B1 and B2 of the CEFR (2020). The latter consisted of an 

individual interview measuring monologic production (a description of a person based on 

a photograph) and dialogic interaction (a discussion on current topics).  

The written tests included activities such as narrating everyday events and writing 

argumentative letters on topics relevant to students (e.g., mountain holidays versus 

seaside holidays). In the oral test, interaction and argumentation skills were evaluated 

based on a set of criteria, i.e. coherence, grammatical accuracy, and lexical richness. A 

questionnaire was also administered to students’ parents to understand their role in 

motivating and supporting their children in language studies, their attitudes, and the 

formation of opinions regarding the L2. However, for the purpose of the present study, 

only the results concerning students are presented. 

The Kolipsi I project provided a detailed overview of the linguistic competencies 

of 1,470 South Tyrolean students in their L2, along with an in-depth analysis of the factors 

influencing their learning and use of the language in daily life. Notably, in the 

questionnaire, the researchers asked the participants to indicate their sense of belonging 

to the Italian, German, Ladin, bilingual, or other linguistic groups. As reported by the 

researchers, in many cases, this did not correspond to the students’ L1 but rather to their 

subjective sense of belonging (Abel et al., 2012).  

For the purposes of this study, the researchers included 1,141 students in the final 

results, namely those who identified themselves as belonging to the German (n = 865), 

hereafter referred to as German, Germans, German students, or German group, or Italian 

(n = 276) linguistic groups, hereafter referred to as Italian, Italians, Italian students or 

Italian group.  
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The findings showed significant differences among language skills of the Italian 

students and the German students due to psychosocial factors such as motivation, family 

context, and attitude towards bilingualism, which play a crucial role in the language skill 

development. As for the language tests, 50.2% of the students with German as the L2 

scored B1 level of the CEFR, whereas 29.1% of the students attained the A2. On the other 

hand, the students with Italian as their L2 accomplished B1 (46%) and B2 (41.1%).  

The family background, the languages used at home, the language contact and 

exposure, as well as motivation and attitudes towards the L2 were the main aspects that 

affected students’ L2 proficiency. Notably, students with at least one bilingual parent or 

students who used the L2 at home demonstrated better language performance. Moreover, 

parents’ L2 knowledge had a positive impact on their children’s L2 learning.  

Concerning language exposure and interpersonal contact, the results showed that 

students with friends or partners from the opposite linguistic community, as well as those 

who had some daily contact with the L2, achieved higher scores in both tests. Finally, 

students who considered the L2 important for their future careers or university studies 

performed better, as did those who did not experience anxiety about using the L2. 

Beyond language assessment, Kolipsi I also examined the influence of 

psychosocial factors on language learning in South Tyrol, including linguistic identity, 

language anxiety, and the impact of personal experiences. For the purposes of this study, 

only an overview of linguistic identity is provided. In this regard, when South Tyrolean 

students were asked whether they felt at home in South Tyrol, 94.2% of Germans 

responded positively, compared to 79% of Italians. They were then asked about the 

importance of certain aspects of linguistic identity.  

The results showed that language was a central factor for both groups, with L1 

ranking first. German students then ranked the South Tyrolean dialect, cuisine, and 

cultural traditions, as well as Italian cuisine and language. Conversely, Italian students 

ranked, after the Italian language and cuisine, the German language, South Tyrolean 

cuisine, cultural traditions, and dialect. To note is that Italian students placed the German 

language in third position, whereas German students ranked it last.  

Regarding future perspectives, students were asked whether they would like to 

live in South Tyrol, move elsewhere or leave the province without a specific destination. 

Two-thirds of the German students chose the latter option (66.7%) whereas the Italian 
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students generally liked to stay in South Tyrol (31.4%). Regarding coexistence among 

the different language groups, both Italian and German students emphasised the 

importance of greater cultural integration, general economic well-being, easy job finding 

and each group to keep its own culture and traditions. German students considered it more 

important than Italian students that each citizen preserve the culture and traditions of their 

own group. 

 Finally, Kolipsi I (2012) also analysed intergroup contact, considering various 

domains such as neighbourhood relations, friendships, couple relationships, closer 

connections, and indirect friendships. For the purposes of the present study, only the 

results related to friendships are presented. More than half of the Italian students (53.6%) 

and one-third of the German students (30.6%) had friendships with members of the other 

language group during the previous year. This friendship motivated German students to 

study the second language in 53.8% of cases, and to a lesser extent (36.6%) among Italian 

students. Thus, positive interactions between people from different groups fostered 

greater closeness, leading to the integration of the other group into one’s own sense of 

self. 

This demonstrates that while group identity is important, it can also be 

incorporated into one’s self-concept (Abel et al., 2012). Furthermore, cross-group contact 

also led to a reappraisal of the in-group, as supported by Pettigrew (1997), as cited in 

Abel et al. (2012). The study highlighted how an individual, after establishing a 

relationship with one or more members of the out-group, develops an emotional 

connection with them, whether through friendships or other forms of interaction. This 

process gradually leads to adapting to the behaviours and norms of that group, fostering 

a re-evaluation of one’s own group, identity, and sense of belonging (Abel et al., 2012). 

Among the research questions posed, Kolipsi I also sought to understand whether 

intergroup contact influenced linguistic identity. The results revealed that students with 

friends from the other linguistic group tended to incorporate the L2 more into their in-

group identity, especially girls. Moreover, German students were more likely to include 

the L2 in their in-group identity compared to Italian students.  

Direct contact with the other group proved to be significant, as it was associated 

with greater inclusion of the L2 in group identity and lower levels of perceived intergroup 

differences in fundamental aspects of identity. Additionally, it influenced identification 
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scores with the in-group, but in different ways. While the German group tended to identify 

less with their own group when in contact with the out-group, the Italian group identified 

more with their in-group. 

Regarding Kolipsi II (Vettori & Abel, 2017), 1,692 students from the fourth year 

of Italian or German secondary schools participated in the project. Unlinke Kolipsi I 

(Abel et al., 2012), bilingual students were included in the analyses, while Ladin students 

and other groups continued to be excluded. As a result, 1,538 students were included in 

the final analysis. In this project, the number of students who identified as bilingual 

increased (16.3%) compared to Kolipsi I (15.3%), as did the Italian group (19.9%) and 

the Ladin group (3.8%) compared to 18.8% (Italian group) and 2.6% (Ladin group) in 

Kolipsi I. Conversely, the German group decreased (54.7%) compared to the previous 

study (58.8%).  

In terms of language skills, students’ proficiency in Kolipsi II decreased compared 

to Kolipsi I (Vettori et al., 2021). For students with German as their L2, the skills were 

generally around level A2 (36%), followed by B1 (34.5%) and A1 (9.8%). For students 

with Italian as their L2, level B1 remained the most common (52%), although A2 

increased significantly (20%). 

Regarding students’ perceptions of the differences between the two linguistic 

groups and their impact on intergroup distancing, there were positive changes compared 

to Kolipsi I. In particular, Italian students perceived that the differences between the 

groups related to less fundamental aspects of identity, thus coming closer to the opinions 

of German and bilingual students in Kolipsi I. The same applies to the question regarding 

the causes of distancing between the groups: the belief that differences generate this 

separation decreased among Italian students, aligning more closely with the views of 

German and bilingual students in Kolipsi I.  

As for friendships, since the questionnaire items in Kolipsi II were not identical 

to those in Kolipsi I, only indirect comparisons were made. Notably, there was an increase 

in the percentage of students who reported not having friends from the L2 group. 

Specifically, this proportion increased from 24.7% to 49.5% among German students and 

from 12% to 26.8% among Italian students. Overall, South Tyrolean students reported 

that friendships, whether more or less intense and frequent, had positive effects on their 
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motivation to learn the L2, with 57.5% of students reporting this effect, more frequently 

among German and bilingual students than Italian ones.  

The Kolipsi I and Kolipsi II studies highlighted that L2 proficiency is significantly 

influenced by psychological and social factors such as the context of language acquisition 

and use and students’ motivations to acquire and use the L2. Specifically, it is essential 

to create a context which promotes a spontaneous use of the L2 and enhances its perceived 

value, for example, by interpersonally connecting with speakers of the other linguistic 

group.  

If these findings were extended beyond the Italian-German bilingualism, which 

has been referred to as old plurilingualism, to the broader multilingual situation of South 

Tyrol, it could be argued that further recognition of the existence of multiple languages 

in the province, in addition to those usually learned at school, would enhance the 

promotion of multi-/ plurilingualism.  

In the educational context, this would allow students to recognise the value of 

languages, fostering intercultural awareness as well as the concepts of inclusivity and the 

appreciation of linguistic diversity, both in the province (Colombo, 2021) and in the 

educational sphere, as demonstrated by the SMS, SMS 2.0, and RepertoirePluS projects. 

2.4.3 Overview of the SMS, SMS 2.0, and RepertoirePluS projects 

The SMS – A lezione con più lingue/ Sprachenvielfalt macht Schule/ A scora cun 

de plü lingac/ One school, many languages and SMS 2.0 projects were carried out by the 

Institute of Applied Linguistics at Eurac Research in South Tyrol (Stopfner & Engel, 

2019; Colombo, 2021; Stopfner & Zanasi, 2021; Stopfner, 2024).  

The primary objective of these projects was to promote linguistic diversity in 

South Tyrol within the educational sector, thereby including all the languages in students’ 

linguistic repertoires. For this purpose, they sought to understand how plurilingualism “is 

perceived, managed and utilised in South Tyrolean schools and how they can overcome 

the well-established but often restrictive boundaries of language policy and language 

planning in order to meet the needs of plurilingual individuals” (Stopfner & Engel, 2019, 

p. 61). Their study shows how multi-/ plurilingualism was understood by teachers 

primarily as the knowledge of the three official languages of the school, i.e., German, 

Italian, and English, thus promoting the development of competences in these respective 



 78 

languages. In contrast, students were interested in learning other languages in addition to 

the official school languages, particularly the home languages of their classmates.  

The SMS project was therefore conceived to develop teaching practices that 

would promote students’ plurilingual competencies (Stopfner & Engel, 2019). In 

particular, several activities were promoted: (1) the creation of a travelling exhibition to 

support schools in plurilingual projects, (2) scientific support for the development of 

plurilingual teaching materials and subsequent monitoring, (3) the creation of plurilingual 

teaching materials, (4) teacher training for plurilingual teaching, (5) assistance to schools 

in engaging students’ parents to develop communication skills in the context of 

plurilingual teaching, and finally (6) research on the communication competencies 

achieved by students in a multilingual environment (Stopfner & Engel, 2019). 

Before presenting some of the tools used to promote multi-/ plurilingualism within 

South Tyrolean schools, a three-year longitudinal study (2015-2018) is first introduced, 

which analysed the development of linguistic skills in 170 students attending lower 

secondary school in South Tyrol (Stopfner & Zanasi, 2021; Stopfner, 2024). Eight classes 

were involved in the study: four from German-language schools and four from Italian-

language schools. The aim was to understand how linguistic diversity could be embraced 

within the classroom, while, at the same time, ensuring the development of competences 

in the three official languages.  

The study involved not only students but also 40 language teachers and 10 

headmasters, using a mixed-methods design (Stopfner & Zanasi, 2021). Specifically, the 

results from classroom observations, language assessments (both oral and written), and 

questionnaires completed by students, teachers, and headmasters were triangulated. 

However, for the purposes of this research, only the results concerning students are 

presented, specifically the questionnaire and the C-tests, as outlined by Stopfner (2024). 

Among the data collected through the questionnaire, students were asked to 

indicate their linguistic practices with individuals in their social environment, using a 4-

point Likert scale. Specifically, students were asked to indicate the frequency of use of 

the languages of instruction, namely German, Italian, and English.  

To assess the students’ language skills, the study first used the results of the first-

year C-tests to categorise the students into four percentiles, where the first quartile 

represented scores below the 25th percentile, the second quartile ranged from the 25th to 
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the 50th percentile, the third quartile from the 50th to the 75th percentile, and the fourth 

quartile above the 75th percentile. Subsequently, students within each quartile were 

further divided based on the percentage increase between their scores in the first-year and 

third-year C-tests. Finally, students were categorised according to their percentage 

increase between the first and third years. This reveals that if a student had experienced 

greater growth, they might have been placed in a different quartile compared to where 

they initially ranked.  

By taking the first-year C-test results as the starting point and using the percentage 

increase to describe students’ language development, this approach avoided merely 

comparing the results of the first- and third-year C-tests. This allowed for highlighting 

the actual learning achievements of the students. This study suggests that language 

assessments based on longitudinal development enable students to be placed on an equal 

footing, ensuring equal opportunities for all.  

Moreover, by cross-referencing the results with individual factors derived from 

the questionnaire, it was found that students whose parents used Italian and/ or German 

more frequently at home achieved significantly higher scores in the C-tests compared to 

those whose parents did not use these languages as frequently. In contrast, no significant 

differences were found regarding English. 

 Returning to the tools used to enhance students’ awareness of the multilingual 

reality of South Tyrol, the following paragraphs briefly outline some of them, in particular 

the creation of a travelling exhibition and eight workshops. In each of the workshops, a 

range of activities were involved, each aimed at addressing a particular facet of multi-/ 

plurilingualism. In their involvement in these workshops, not only did students learn 

about multi-/ plurilingualism, but they also learned in multiple languages. The workshops 

could be customised according to individual needs and expanded depending on the 

requirements of classes or schools (Colombo, 2021).  

To gather students’ feedback on their experience in the workshops they attended, 

they were asked to complete a semi-structured questionnaire at the end of the session. 

The results from this questionnaire, completed by 2,463 students, 60% of whom were 

between the ages of 11 and 14 (lower secondary school), were presented by Colombo 

(2021). However, only students who participated in two specific workshops were 

included in the study: Alphabets of the World, completed by 309 students, and The 



 80 

Languages Game, completed by 324 students. The students’ responses were compared 

with the descriptors of the Framework of Reference for Pluralistic Approaches to 

Languages and Cultures (FREPA), a tool developed in 2012 by the Language Division of 

the Council of Europe. This document offers a unique and innovative approach to 

language teaching methodology.  

The results revealed that students particularly favoured activities related to the 

knowledge (K) domain of the FREPA descriptors, as these activities provided them with 

opportunities to acquire new knowledge and skills or enhance those they already 

possessed (Colombo, 2021). Additionally, students preferred the more creative activities 

within the workshops, as well as those presented in a more engaging manner. 

Based on these workshops, eight educational packages were subsequently 

developed for classroom use, spanning from primary to upper secondary school, seven of 

which are currently under revision.9 The first package aims to explore students’ linguistic 

repertoires through the creation of a class linguistic tree, the development of an individual 

linguistic portrait, and an activity dedicated to the linguistic biographies of famous 

figures.  

The second package delves into different forms of communication, including 

verbal, non-verbal, and paraverbal language. The third package introduces students to 

various writing systems through different activities. The fourth package explores the 

etymology of words, while the fifth allows students to experiment with different 

language-learning techniques, starting with the study of a polyglot figure. The sixth 

package addresses the topic of endangered languages worldwide, with a particular focus 

on the European context. Lastly, the final package explores linguistic diversity in Europe, 

highlighting similarities and differences between various European languages. 

As part of the SMS 2.0 project, the research and training 

initiative COMPASS (Didactic Competences in the Multilingual Classroom), which 

lasted two years, was developed to investigate teachers’ readiness to work with 

plurilingual students and to guide them toward an increasingly inclusive and participatory 

plurilingual teaching approach through the creation of a reference framework (Guarda & 

Hofer, 2021).   

 
9 To access the lesson materials, please visit: https://sms-project.eurac.edu/scuole/materiali-
didattici/?lang=it (Italian version), https://sms-project.eurac.edu/for-schools/lesson-materials/?lang=de 
(German version) and https://sms-project.eurac.edu/for-schools/lesson-materials/ (English version). 

https://sms-project.eurac.edu/scuole/materiali-didattici/?lang=it
https://sms-project.eurac.edu/scuole/materiali-didattici/?lang=it
https://sms-project.eurac.edu/for-schools/lesson-materials/?lang=de
https://sms-project.eurac.edu/for-schools/lesson-materials/
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The COMPASS framework (Guarda & Hofer, 2021) promotes plurilingual 

teaching by identifying a set of competencies that teachers should possess in order to 

make all languages, dialects, and linguistic varieties resources within the classroom, thus 

fostering epistemic justice. This framework divides the competencies into “skills, 

knowledges, and attitudes” (Guarda & Hofer, 2021, p. 39), the latter including “beliefs 

and values” (p. 39), which are considered relevant in plurilingual education as they 

represent the teacher’s ability to mobilise their resources and knowledge to value the 

linguistic diversity of their students.  

The framework can be used as a tool to review the content of school curricula 

based on the knowledge and skills described within it, as was done during this project 

(Guarda & Hofer, 2021). In fact, the project also served as both a professional 

development initiative and a longitudinal study on teacher competencies. Specifically, the 

first year of the project was dedicated to the professional development of the teachers 

involved through five workshops developed based on the COMPASS framework.  

During these five sessions, teachers engaged in activities that allowed them to use 

the linguistic and cultural diversity present in their classrooms as a resource. Additionally, 

during this phase, teachers had the opportunity to reflect on their attitudes and beliefs. 

Finally, throughout the duration of the project, they contributed to the creation of 

strategies based on a translanguaging approach to be used in the classroom. All of this 

helped teachers reshape their school curricula in line with the competencies described in 

the framework. 

Furthermore, a longitudinal research study was conducted into 12 teachers’ 

beliefs, knowledge, and practices through a mixed-methods design (for a summary, see 

Guarda & Mayr, 2023). In general, the results of this research showed that teachers 

questioned monolingual ideologies, using translanguaging strategies, even though these 

primarily involved Italian and not the other home languages of the students.  

Additionally, the results raised concerns about whether the use of a lingua franca 

in the classroom truly promoted inclusivity or instead reinforced linguistic hierarchies 

that overlooked languages not institutionally recognised in the school curriculum. Finally, 

this study suggests that professional development initiatives may not always prompt deep 

reflection on plurilingualism, thus highlighting the need for further research into teachers’ 

attitudes in these multilingual areas. 
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Within the SMS 2.0 project and the COMPASS initiative, and in collaboration 

with a group of primary school teachers in South Tyrol, three educational learning units 

were developed. Of these, two are available in both Italian and German, while one is 

available only in Italian. These units are adaptable to different educational contexts. The 

Italian versions were developed based on the experiences of teachers in South Tyrol, 

whereas the German versions derived from the Italian versions and subsequently refined 

to reach a broader audience beyond South Tyrol, including Germany.  

Designed for primary school use, these units are intended to support 

plurilingualism in the classroom (and beyond) as a resource for learning various 

disciplinary subjects.10 Thus, the SMS and SMS 2.0 projects have fostered 

plurilingualism through various resources that can be used in the classroom and are 

tailored to different age groups, from primary to upper secondary school. 

Given the linguistic diversity present in South Tyrol, scientific research in recent 

decades has focused not only on proficiency in a single language or in two languages but 

also on the use of plurilingual repertoires in various contexts to promote plurilingualism, 

as seen in the SMS and SMS 2.0 projects, and for effective communication (Medda-

Windischer & Membretti, 2020).  

In this regard, the RepertoirePluS project investigated the linguistic repertoires of 

240 students aged 12 to 15 attending lower and upper secondary schools in South Tyrol, 

specifically analysing their plurilingual competencies and testing them in interactive 

learning scenarios (Engel et al., 2020). During the pre-study phase, the research team 

developed a questionnaire consisting of five sections, addressing students’ linguistic 

biographies, a self-evaluation of their language skills, their use of languages in daily 

contexts, their behaviours in multilingual situations, and personal data, including the 

languages they wished to learn in the future. 

Subsequently, researchers activated students’ plurilingual repertoires through 

various activities based on intercomprehension, mediation, and polyglot dialogues. In the 

final phase, focus group interviews were conducted to reflect on their participation in the 

project and their practical experience with the activities in the second phase, starting from 

a reworking of their linguistic portrait. As for the questionnaire results, the students were 

 
10 To access the learning units please visit: https://sms-project.eurac.edu/unita-di-apprendimento/?lang=it 
(Italian version) and https://sms-project.eurac.edu/lerneinheiten/?lang=de (German version). 

https://sms-project.eurac.edu/unita-di-apprendimento/?lang=it
https://sms-project.eurac.edu/lerneinheiten/?lang=de
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plurilingual, as they reported speaking at least three languages, namely Italian, German, 

and English. However, over two-thirds of the students (69%) spoke over three languages. 

Specifically, 44% reported speaking four languages, 14% spoke five, and 10% spoke six, 

seven, eight, or even ten languages, with Ladin being the most frequently mentioned 

language (Engel et al., 2020). Other frequently spoken languages included Latin, Spanish, 

French, Albanian, and Russian. Concerning their experience as plurilingual individuals, 

students considered the skills acquired through their plurilingualism to be important and 

useful for their future, as well as for various personal, social, and professional situations. 

This study cannot be directly compared to VALI, IKSU, Kolipsi I, Kolipsi II, 

SMS, SMS 2.0, and RepertoirePluS, as the research foci differ. Specifically, the focus of 

the VALI and IKSU projects was on primary school students’ metalinguistic awareness. 

On the other hand, the Kolipsi I and Kolipsi II projects focused on Italian-German 

bilingualism and students’ linguistic competencies in these two languages, examining the 

psychosocial factors influencing proficiency in both. While plurilingualism in classrooms 

was a common theme in SMS, SMS 2.0, and RepertoirePluS, the focus of SMS and SMS 

2.0 was similar, as SMS 2.0 was intended as a continuation of SMS, 

whereas RepertoirePluS differed from both.  

Furthermore, the target groups and research methods of SMS, SMS 2.0, 

and RepertoirePluS varied. The former two involved students from primary to upper 

secondary school and provided workshops for students as well as professional 

development opportunities for teachers to support and promote plurilingualism in 

schools. RepertoirePluS, on the other hand, explored students’ plurilingual identities by 

narrowing the age range (12-15 years) and analysing their plurilingual competencies. 

Nevertheless, the studies reviewed demonstrate that plurilingualism is an integral part of 

students’ experiences in South Tyrol’s schools and, consequently, of the province itself. 

2.5 Chapter summary 

This chapter has highlighted how linguistic diversity is a key element in the South 

Tyrolean context, a province where history, language, and culture intertwine in a delicate 

balance between identity and coexistence. Through the analysis of the historical context, 

the educational system, and the dynamics of multi-/ plurilingualism, it has emerged that 

the coexistence of multiple languages in South Tyrol is the result not only of key historical 
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events, culminated in the creation of the Autonomy Statute in 1972, but also of the 

phenomena of globalisation, migration, and superdiversity that characterise the 21st 

century.  

As for the educational system, this chapter showed how the school system also 

reflects South Tyrol’s historical diversity, with three separate educational systems 

corresponding to the three historical linguistic groups: Italian, German, and Ladin. Italian-

language schools have Italian as the primary language (L1) and the other linguistic 

group’s language (German) as L2, while in German-language schools, the relationship is 

reversed: German is L1, and Italian is L2. Conversely, the Ladin school system, adopts a 

parity-based model, that guarantees an equilibrium between instruction in Italian and 

German, with Ladin primarily serving as a support language.  

However, in this increasingly multilingual society, students often grow up with 

multiple languages beyond those officially included in the school curriculum. To better 

understand this reality, numerous studies conducted over the past decades have attempted 

to explore how South Tyrol’s inhabitants experience multi-/ plurilingualism. Thus, for 

the purposes of this study, key research focusing on the school context has been presented 

in the last section of this chapter, demonstrating that knowledge and use of multiple 

languages serve as a resource, a bridge between cultures, and an opportunity to foster a 

more inclusive and open society.  

Unlike the previously discussed research, the present study focuses on a specific 

group of students (aged 16-19) attending some upper secondary schools in South Tyrol. 

The purpose is to investigate their perceptions of the benefits of plurilingualism, as well 

as to explore their level of open-mindedness and their perceptions of their ideal 

plurilingual self. These aspects are examined in greater detail in the next chapter.  
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Chapter 3: Research Design and Process 

 

 
This chapter provides an overview of the research design and process. First, the 

research questions and their corresponding hypotheses are introduced (3.1), followed by 

a description of the participants (3.2) and the materials employed in the study (3.3). The 

methods and procedures used for data collection are then presented (3.4). Finally, a 

summary of the chapter is provided (3.5). 

3.1 Research questions and hypotheses 

In the South Tyrolean context, there is no research investigating upper secondary 

school students’ beliefs regarding the benefits of plurilingualism, their ideal plurilingual 

self and their level of open-mindedness, nor how these aspects relate to individual factors. 

Thus, the research questions (RQs) of the current research are: 

1) What is the linguistic repertoire of students aged 16 and above attending selected 

upper secondary schools in South Tyrol? 

2) To what extent do the students hold positive beliefs about the commonly 

documented benefits of plurilingualism? How open-minded are they, and how do 

they envision their ideal plurilingual selves?  

3) Which individual factors are significantly associated with students’ beliefs of the 

benefits of plurilingualism, their level of open-mindedness, and their ideal 

plurilingual selves? 

4) What does the term plurilingualism mean to these students? Do they identify as 

plurilingual individuals? 

The hypothesis related to (1) is that the selected upper secondary school students 

may know a variety of languages, beyond Italian, German, and English as documented in 

previous studies conducted at different school levels in South Tyrol (e.g., Stopfner & 

Engel, 2019; Engel et al., 2020; Varcasia, 2022; Stopfner, 2024).  

 As for (2), upper secondary school students may hold different beliefs about the 

benefits of plurilingualism, as shown in Haukås et al. (2022) and Bailey et al. (2023), or 
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positive beliefs, as found in Franić and Jelić (2024). Moreover, students may exhibit high 

levels of open-mindedness as previous research shows (Tiurikova et al., 2022). As for the 

ideal plurilingual self, the hypothesis is that some students may want to learn additional 

languages and other students may not, as they already know three languages. The results 

obtained for (2) may depend on individual factors, which are explored in (3). 

 Regarding (3), the most influential individual factors for the three 5-point Likert 

scales may include: (a) whether students have friends who know languages other than 

Italian or German, (b) whether their parents or guardians know languages other than 

Italian or German and (c) whether they have experienced living abroad, as shown in 

Haukås et al. (2022). Furthermore, the school track attended by students may also 

influence their responses. Haukås et al. (2022) and Tiurikova et al. (2022) found that 

students learning an L3 at school reported more positive beliefs about the benefits of 

plurilingualism and demonstrated higher levels of open-mindedness than students who 

learn only an L2. In the case of South Tyrol, learning an additional language beyond 

Italian, German, and English may be associated with higher scores on the scales 

measuring the Beliefs About the Benefits of Plurilingualism and Open-Mindedness. 

Finally, considering (4), upper secondary school students aged 16 and above may 

identify as plurilingual individuals, as they already know at least three languages (i.e., 

Italian, German, and English), regardless of their level of proficiency. As for the 

definition of plurilingualism, the hypothesis is that there could be variation in how the 

term is defined, although responses are likely to align with the Council of Europe (2020), 

which defines plurilingualism as encompassing all the languages, dialects and linguistic 

varieties within an individual’s repertoire. 

3.2 Participants 

 The participants in this study were 43 upper secondary school students from South 

Tyrol. However, one participant was excluded from the final dataset because they 

indicated “Istituto Tecnico/ Fachoberschule” [Technical Institute] as their school type, 

even though no classes from a technical institute were involved in this research. 

Therefore, the total number of participants in the current study is 42. As shown in Table 

2, female respondents (n = 21) slightly outnumbered their male (n = 19) counterparts, 

while two participants identified as “Other.” The table also indicates that the majority of 
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students were enrolled in the fifth year (n = 20), followed by those in the fourth year (n = 

13) and third year (n = 9). Furthermore, the fifth year included a higher number of female 

participants (n = 14), whereas the fourth year comprised more male students (n = 12). 

Table 2 

Gender of the 42 Students by Year of Upper Secondary School Attended 

 
Year of Upper secondary school 

 

Gender Third Fourth Fifth Total 

Female 6 1 14 21 

Male 2 12 5 19 

Other 1 0 1 2 

Total 9 13 20 42 

 

Furthermore, as Table 3 shows, all participants attended a grammar school (Liceo 

in Italian, Gymnasium in German) as their type of upper secondary school. Of these, 18 

were enrolled in the linguistic track and 24 in the scientific one, with more females 

attending the linguistic track and more males the scientific one.  

Table 3 

Distribution of Participants by Gender and School Track 

 
School track 

Gender Linguistic Scientific 
 

Female 15 6 
 

Male 2 17 
 

Other 1 1 
 

Total 18 24 
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To examine whether gender was associated with the school track, a chi-square test 

of independence was conducted. The test was run excluding the category “Other” due to 

the small number of observations (n = 2), which could compromise the validity of the chi-

square test. Limiting this analysis to female and male participants ensures a more robust 

and statistically reliable result, in line with standard recommendations for chi-square tests 

of independence (Li, 2021). The results revealed a significant association between gender 

and school track, χ²(2, N = 42) = 15.20, p < .001. 

3.3 Materials 

The current study is based on the Ungspråk questionnaire developed by Haukås 

et al. (2021b), which adopted both quantitative and qualitative approaches. However, the 

Ungspråk questionnaire was adapted in this research to align more closely with the South 

Tyrolean context (see Appendix A for the questionnaire in Italian and Appendix B for the 

questionnaire in German).  

Specifically, the first section regarding students’ language use habits was 

excluded, as it did not address the RQs of the present study, with the exception of two 

questions, which were retained and integrated into the fourth part of the questionnaire, as 

explained later. In contrast, seven questions from the first section of the SMS Online 

Questionnaire on Plurilingual Education11 (Guarda et al., forthcoming) were included and 

adapted to focus on students’ individual characteristics, as Table 4 shows. These 

questions were included to collect potentially relevant individual factors that might help 

explain differences in students’ responses. Some items from the first part of the 

questionnaire, i.e., items 5 and 7 (see Appendices A and B) partially address the first RQ. 

 

 

 

 

 

 
11 The Italian version is Questionario online sulla didattica plurilingue in Alto Adige. 
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Table 4 

Adaptations Made from the SMS Online Questionnaire on Plurilingual Education 

 SMS Online Questionnaire Questionnaire of this study 

1. What type of school do you teach in? 
Note: If you work in more than one 
school, please choose ONLY ONE and 
answer with reference to that one. 

o Primary school 
o Lower secondary school (middle 

school) 
o Provincial professional school 
o Professional institute 
o Technical institute 
o Grammar school (Liceo) 
o Other: ________ 

What type of school do you attend? 
o Professional school 
o Technical institute 
o Grammar school (Liceo) 
o Other (please specify): ________ 

2. What specialisation do you teach in? 
Note: If you work in a high school 
(Liceo) with multiple tracks, please 
choose ONLY ONE (e.g., the one where 
you teach the most hours, or the one 
most representative of your activity). 

o Scientific-oriented grammar 
school 

o Classical-oriented grammar 
school 

o Language-oriented grammar 
school 

o Human sciences-oriented 
grammar school 

o Arts-oriented grammar school 
o Music-oriented grammar school 
o Sports-oriented grammar school 
o Other: _____ 

What specialisation do you teach in? 
o Scientific-oriented grammar school 
o Classical-oriented grammar school 
o Language-oriented grammar school 
o Human sciences-oriented grammar 

school 
o Arts-oriented grammar school 
o Music-oriented grammar school 
o Sports-oriented grammar school 
o Other: _____ 

 

3. Which of the following options 
corresponds to the school where you 
teach? 
o Italian-language school 
o German-language school 
o Ladin-language school 

Which of the following options corresponds 
to the school you attend? 

o Italian-language school 
o German-language school 
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4. Which languages are officially taught at 
your school? 

o German 
o Italian 
o Ladin 
o English 
o Spanish 
o French 
o Latin 
o I don’t know 
o Other (please specify): _____ 

Which languages do you study in class? 
o   Italian as first language  
o Italian as second language 
o German as first language 
o German as second language 
o English 
o Latin 
o Spanish 
o French 
o Russian 
o Other (please specify): _____ 

5. Does the school where you work offer 
additional language courses 
(e.g., afternoon courses in languages 
not included in the official curriculum; 
courses in students’ heritage 
languages)? 
Note: also consider courses that may 
have been offered before the Covid-19 
pandemic. 

o Yes 
o No 
o I don’t know 

Do you attend any additional language 
courses at your school (e.g., afternoon 
courses in languages that are not part of the 
official school language curriculum)? 

o Yes 
o No 

6. Which languages are/ were offered in the 
additional courses? ___________ 

Which additional language courses do you 
attend at your school? ___________ 

Note. The items in both questionnaires have been translated into English. The originals were in 
Italian and in German. 

 

 The second part of the questionnaire, which explores students’ perspectives on 

languages12 through three 5-point Likert scales, is based on the Ungspråk questionnaire 

(Haukås et al., 2021b) and was designed to address the second RQ of the present study. 

Specifically, the first 5-point Likert scale, consisting of eight items, investigates students’ 

beliefs about the benefits of plurilingualism. The second scale, comprising five items, 

focuses on the ideal plurilingual self, while the third, consisting of eight items, examines 

views on open-mindedness. With regard to content, the items in the first 5-point Likert 

 
12 The second part of the questionnaire is titled “Opinioni sulle lingue” (Italian version) and “Meinungen 
zu Sprachen” (German version), both of which are translated as “Perspectives on languages” in English. 



 91 

scale were retained in their original form, whereas certain items from the latter two 5-

point Likert scales were modified or removed to better reflect the South Tyrolean context, 

as illustrated in Tables 5 and 6. 

Table 5 

Item-Level Modifications: Ungspråk Questionnaire versus Questionnaire of this Study 

 Ungspråk questionnaire Questionnaire of this study 

1. I can imagine myself in the future as 
someone who knows more than two 
languages. 

I can imagine myself in the future as 
someone who knows more than three 
languages. 

2. I hope that I can use languages other 
than Norwegian and English in my 
future job. 

I hope that I can use at least one more 
language besides Italian, German, and 
English in my future job. 

3. In my future job, I think that knowledge 
of Norwegian and English will be 
enough. 

In my future job, I think that the knowledge 
of Italian, German, and Italian will be 
enough. 

4. The person I would like to be in the 
future speaks English very well. 

Not included. 

5. The person I would like to be in the 
future speaks many languages very well. 

The person I would like to be in the future 
speaks several languages well, different 
from Italian, German, and English. 

6. It is important to know another foreign 
language apart from English. 

Not included. 

7. Learning another language is pointless 
because everybody knows English. 

Learning another language is pointless 
because most people in South Tyrol know 
Italian, German, or English. 

Note. For the questionnaire in Italian, please refer to Appendix A, while for the version in German, 
see Appendix B. 

 

In general, the sentences containing “Norwegian and English” were modified into 

“Italian, German, and/ or English” (see items 2, 3, and 7). Furthermore, as shown in Table 

5, item 4 was excluded from the questionnaire, since the aim of this study is to investigate 

how upper secondary school students perceive plurilingualism more broadly, rather than 

focusing exclusively on English. For this reason, only item 5 was retained, with the 

addition of the words “different from Italian, German, and English” to emphasise 

emerging forms of plurilingualism rather than traditional ones. Moreover, item 5 omits 
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the adverb “very” and retains only the adverb “well”, as this study does not aim to assess 

advanced language proficiency levels in languages students may learn in the future. 

Instead, it focuses on a level of proficiency that encompasses understanding or speaking 

a language in general terms, hence the choice of the adverb “well.” 

Item 6 was also excluded from the current version of the questionnaire, as a 

negative-positive contrast was not deemed necessary in this case, unlike for items 2 and 

3. Finally, the pronoun “everybody” in item 7 was replaced with “the majority of the 

people in South Tyrol” in order to refer more specifically to the South Tyrolean context. 

To note is that the equivalent of the verb “to know” in English has been maintained for 

both the Italian and German questionnaires, although the equivalent term for “to know” 

which in German is kennen is not frequently used to indicate “to know a language” in the 

same way as in the English term. However, this clarification was explicitly provided at 

the outset of each section. Specifically, a note was included indicating: “kennen = to be 

able to understand and/ or speak” (Appendix B).  
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Table 6 

Item-Level Modifications: Ungspråk Questionnaire versus Questionnaire of this Study 

 Ungspråk questionnaire Questionnaire of this study 

1. It would be better if all people in Norway 
shared the same opinions. 

It would be better if all people in 
South Tyrol shared the same opinions. 

2. There are different ways of being Norwegian. You can be South Tyrolean even if 
you speak other languages (e.g., 
Albanian, Arabic, Romanian, Urdu, 
etc.). 

3. I like to get to know new people. I like to get to know new people. 
4. I would rather only be with people that I know 

from before. 
I would rather only be with people that 
I know from before. 

5. I would prefer if everyone around me had the 
same opinions as me. 

I would prefer if everyone around me 
had the same opinions as me. 

6. I like that people have different opinions. Not included. 
7. I like to talk with people that have different 

opinions than myself. 
I like to talk with people that have 
different opinions than myself. 

8. I like that there are differences between 
myself and other people. 

Not included. 

9.  I try to get to know people that are different 
from me. 

I like meeting people who know 
different languages than I do. 

10. I am interested in many different things. I am open to new experiences. 

Note. For the questionnaire in Italian, please refer to Appendix A, while for the version in German, 
see Appendix B. 

 

As Table 6 shows, several items of the Ungspråk questionnaire were adapted to 

the South Tyrolean context to ensure their relevance and clarity. For instance, “Norway” 

was replaced with “South Tyrol” in the first item to reflect the local setting. Additionally, 

some items were modified to be more specific about the concept of open-mindedness. 

This applies to items 2 and 10. 

Item 2 from the Ungspråk questionnaire “There are different ways of being 

Norwegian” was considered too general, as it could encompass a broad range of elements 

such as cultures, languages, and ways of speaking a particular language. However, since 

the primary focus of the current study is on languages, the sentence was revised to refer 

specifically to languages other than those officially recognised in the 1972 Autonomy 
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Statute: “You can be South Tyrolean even if you speak other languages (e.g., Albanian, 

Arabic, Romanian, Urdu, etc.).”  

In the case of item 10, the term “things” was considered too generic as it could 

encompass a wide range of aspects, such as sports, events, or situations in which 

individuals encounter new people. Therefore, the item was revised to “I am open to new 

experiences.”  

Item 6 was not included in the questionnaire, as item 7 serves as the positive 

counterpart to item 5 and provides greater specificity to the concept of “opinions” by 

focusing on the personal sphere of the individual.  

Finally, item 8 was omitted as it did not define what “differences” referred to, 

thereby diminishing its clarity and relevance for the current study’s objectives. In terms 

of structure, the three 5-point Likert scales were revised to range from 1 (strongly 

disagree) to 5 (strongly agree), with the middle option being “neither disagree nor agree.”  

The third part of the questionnaire, titled “A plurilingual person” [own 

translation]13 is also based on the Ungspråk questionnaire (Haukås et al., 2021b). This 

section, consisting of four items, seeks to explore how upper secondary school students 

in South Tyrol define plurilingualism and whether they identify themselves as 

plurilingual individuals, followed by an explanation of the reasons underlying their 

perspectives.  

Unlike the Ungspråk questionnaire, the neutral response option was not included, 

as the intention was to encourage students to reflect more consciously on their linguistic 

repertoire and language experiences by selecting either “yes” or “no.” Finally, as in the 

Ungspråk questionnaire, the term plurilingual was deliberately omitted in the preceding 

sections so as not to influence students’ responses prior to this specific part. This third 

part mainly addresses the fourth RQ, while also partially responding to the third, as self-

identification as plurilingual or not may constitute a significant factor associated with the 

three 5-point Likert scales.  

The fourth part of the questionnaire (13 items), which concerns the socio-

biographical information of the participants,14 addresses the third RQ, as it allows to 

 
13 The third part of the questionnaire is titled “Una persona plurilingue” (Italian version) and “Eine 
mehrsprachige Person” (German version), both of which are translated as “A plurilingual person” in 
English. 
14 The fourth part of the questionnaire is titled “Informazioni su di te” (Italian version) and “Informationen 
über dich” (German version), both of which are translated as “About you” in English. 
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explore which factors are significantly associated with the three 5-point Likert scales. It 

also partially addresses the first RQ, as students were asked to indicate the languages they 

know in addition to those they learn at school. Regarding the content of this fourth section, 

the questionnaire used in the present study includes only three items from the Ungspråk 

questionnaire, which were adapted to the South Tyrolean context. First, the question on 

gender was modified to include the options “Other” and “Prefer not to specify” in order 

to promote inclusivity.  

Furthermore, only the questions related to countries in which students have lived 

or which they have visited for vacation were retained and adapted to the South Tyrolean 

context. In addition, questions asking students whether their parents or guardians speak 

any languages other than Italian or German (with a follow-up request to specify the 

languages, if applicable) were drawn from Section 1 of the Ungspråk questionnaire and 

adjusted to the South Tyrolean context.  

Finally, the questionnaire includes further questions aimed at identifying 

potentially significant factors in the analysis of three 5-point Likert scales. These 

questions address whether students have lived in provinces other than South Tyrol, 

whether they have visited countries outside of Italy for study or tourism purposes for at 

least one week, and whether they speak languages not taught at school. All these questions 

include a follow-up request to specify the provinces, the countries or the languages, if 

applicable. 

3.4 Methods 

As described in Section 3.3, the present study employs a mixed-methods research 

design, incorporating both quantitative and qualitative approaches. The quantitative 

component includes the use of closed-ended questions, multiple choice questions, 

dichotomous questions, and 5-point Likert scales items. The qualitative component 

consists of open-ended questions aimed at eliciting students’ responses based on their 

personal experiences.  

As Creswell and Creswell (2023) noted, adopting a mixed-methods approach 

facilitates a “complete understanding of a research problem by combining the quantitative 

and qualitative results” (p. 256). In the context of this study, the mixed-methods design 

allows for the collection of relevant data on how upper secondary school students aged 
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16 and above in South Tyrol define plurilingualism in relation to their linguistic repertoire 

and language experiences.  

3.4.1 Procedure 

This study employed snowball sampling to distribute the questionnaire and collect 

the data. In March, the author of this study contacted three researchers from the Applied 

Institute at Eurac Research in South Tyrol to inquire whether they had contacts with upper 

secondary school teachers in the province. All three researchers responded positively and 

agreed to assist by sharing the questionnaire with four teachers, three of whom proposed 

it to some of their classes. 

Before sending the official link to the researchers and teachers, a pre-test was 

conducted to assess the clarity of the questions, identify potential ambiguities, and 

estimate the completion time. Four people with Italian as their first language and three 

with German as their first language completed the draft version of the questionnaire in 

their respective languages. 

The online survey tool SurveyHero was used to distribute the questionnaire to 

upper secondary school students over 16 years of age in South Tyrol. The questionnaire 

took approximately 10–15 minutes to complete. Responses were collected over a period 

of two weeks. The questionnaire was initially developed in Italian, and then translated 

into German, which, alongside Italian, constitutes one of the two official languages of 

instruction in South Tyrol. Thus, students were given the possibility to complete the 

questionnaire in the language of their choice, either Italian or German. 

Table 7 provides an overview of the languages chosen by the participants (N = 

42) to complete the questionnaire, along with their corresponding school language. The 

table shows that the majority of students (n = 22) completed the questionnaire in Italian 

while attending an Italian-language school. Only one student attending the German-

language school chose Italian to complete the questionnaire. In contrast, 17 students opted 

for German to complete the questionnaire with German also being their school language. 

However, two students completed the questionnaire in Italian, despite attending a 

German-language school. 
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Table 7 

Frequencies of Language Chosen to Complete the Questionnaire and Corresponding 

School Language 

Language selected to 
complete the 
questionnaire 

School language Number of students % of total 

German German 17 40.5 

 Italian 2 4.8 

Italian German 1 2.4 

 Italian 22 52.4 

 

3.4.2 Ethics Approval 

The Ethics Subcommittee of Ca’ Foscari University of Venice approved the 

present research study. Participation in the survey was on a voluntary basis. Before 

proceeding with the questionnaire, participants were required to read an information 

brochure describing the project, along with a privacy notice, which outlined how their 

personal data would be collected, processed, and stored in accordance with Article 13 of 

Regulation 679/ 2016. Finally, participants were asked to provide their informed consent 

by completing the consent form, which appeared upon accessing the questionnaire link.  

3.4.3 Data analysis 

For the analysis of the quantitative data, both descriptive statistics (e.g., 

percentages, means, standard deviations, and standard errors) and inferential statistics 

(i.e., parametric and non-parametric tests) were conducted using the open-source 

statistical software Jamovi (Version 2.6.44). These analyses aimed to address the RQs by 

summarising the relevant results obtained in the descriptive statistics (RQ2) and to 

understand which factors were significant to the three 5-point Likert scales (RQ3). 

Regarding the analysis of the qualitative data, both deductive and inductive coding 

approaches were employed to analyse open-ended responses through thematic analysis, 

using Excel for data organisation. Thematic analysis was chosen to analyse the qualitative 
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data, as it is a flexible method that allows researchers to “identify patterns within and 

across data in relation to participants’ lived experience, views and perspectives, and 

behaviour and practices” (Clarke & Braun, 2017, p. 297). Since thematic analysis focuses 

“on ‘themes’—what you’re aiming to get to—rather than ‘content’—what you’re 

working with” (Braun & Clarke, 2020, p. 40), a coding framework was developed. 

The key themes in the framework—such as the ability to use and learn languages, 

the frequency and contexts of language use, and knowledge of other people and 

cultures—were initially drawn from Storto (2022) and were subsequently refined based 

on the open-ended responses from the third section of the questionnaire. In undertaking 

the qualitative analysis, the six-phase thematic data analysis process developed by Braun 

and Clarke (2006) was followed. Table 8 illustrates how the six phases were applied in 

the present study.  

Table 8 

The Six Phases of Thematic Analysis Adapted from Braun and Clarke (2006) 

Phase Description of the process 

1. Familiarising yourself with your data The open-ended questions were read and re-
read, followed by the notation of initial ideas. 

2. Generating initial codes Relevant data were identified across the entire 
data set and then grouped together according 
to their respective code. 

3. Searching for themes The codes were systematically organised to 
form potential themes. 

4. Reviewing the themes The initial themes of the coding framework 
were refined by including the potential 
themes identified in the third phase from the 
open-ended questions. Then, broader themes 
were broken down into more specific sub-
themes. Finally, a thematic map of the data 
was created. 

5. Defining and naming themes Themes were defined and refined through a 
process of examining each theme both in 
isolation and in relation to the others, in order 
to clearly delineate what they encompassed 
and what they did not.  

6. Producing the report Examples of each theme were extracted and 
presented, with reference to the RQ. 
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3.5 Chapter summary 

This chapter first presented the RQs of the study, followed by a delineation of 

their corresponding hypotheses. General information about the participants (N = 42) was 

then provided. Specifically, all the participants attended a grammar school (Liceo in 

Italian, Gymnasium in German), with slightly more females (n = 21) completing the 

questionnaire than males (n = 19) and participants identifying as “Other” (n = 2).  

The materials were then introduced, highlighting that the study’s questionnaire 

was based on the Ungspråk questionnaire developed by Haukås et al. (2021b) and on the 

SMS Online Questionnaire on Plurilingual Education (Guarda et al., forthcoming). 

Modifications made to adapt these questionnaires to the South Tyrolean context and to 

align them with the study’s RQs were also explained.  

Finally, the methods were outlined, with the study’s questionnaire employing a 

mixed-methods design that incorporated both quantitative and qualitative items. The 

chapter concluded with an overview of the questionnaire distribution procedure, ethical 

considerations, and the data analysis approach.  
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Chapter 4: Results 

 

 

The fourth chapter first addresses the initial research question by presenting 

students’ linguistic repertoires (4.1), beginning with the languages they know (4.1.1), 

followed by the languages known by their parents or guardians (4.1.2), and their friends 

(4.1.3). 

Subsequently, the chapter presents the quantitative results regarding students’ 

beliefs about the three scales (4.2), namely Beliefs About the Benefits of Plurilingualism 

(4.2.1), Ideal Plurilingual Self (4.2.2), and Open-Mindedness (4.2.3) to answer the second 

research question. For this reason, a descriptive analysis is provided. 

Thereafter, inferential statistical analyses are provided (4.3) to assess which 

individual factors are significantly associated with students’ beliefs about the benefits of 

plurilingualism (4.3.1), their level of open-mindedness (4.3.2), and their ideal plurilingual 

self (4.3.3). 

Finally, a thematic analysis is presented to answer the fourth research question, 

identifying themes and subthemes in both students’ definitions of plurilingualism and 

their reasons for self-identifying as plurilingual. 
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4.1 Students’ linguistic repertoires 

This section first presents the languages known by the students, followed by those 

known by their parents and friends, to illustrate how the students’ linguistic repertoires 

are continually shaped through contact with a variety of languages. 

The analysis of the questionnaires showed that all students were plurilingual as 

they knew at least three languages, i.e., German, Italian, and English—the school 

languages. Moreover, as Figure 8 shows, many students knew additional languages. 

Specifically, 14% of the students knew a fourth language, 36% a fifth, 7% a sixth, and 

2% an eighth language. Among the students attending the linguistic-oriented grammar 

school (n = 18), four indicated to know at least one additional language, with three being 

the maximum number of extra languages known. On the other hand, among the students 

attending the scientific-oriented grammar school (n = 24), seven reported knowing at least 

one additional language, with two being the maximum. 

Figure 8 

Number of Students per Number of Known Languages  
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Eleven students reported speaking at least one additional language that was not 

part of their school curriculum. For students attending the linguistic-oriented grammar 

school, the school languages include Italian, German, English, Latin, and Spanish or 

French. For those attending the scientific-oriented grammar school, they include Italian, 

German, and English. As Figure 9 illustrates, among the additional languages spoken, 

Polish and Russian were the most recurrent—each spoken by 15% of the students who 

reported speaking at least one additional language. These were followed by Spanish 

(14%), and a group of other languages, each spoken by 7% of these students: Albanian, 

Arabic, French, Greek, Macedonian, Slovak, Ukrainian, and Urdu. 

Figure 9 

Languages Known by the Students Beyond Those Studied at School 
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2% each 

Students’ linguistic repertoires were also influenced by exposure to a variety of 

other languages, particularly those spoken by their parents or guardians and friends. 

Figure 10 shows the languages known by the students’ parents. The majority of students 

reported that their parents knew English (55%), followed by French (9%), Greek and 

Russian (each 6%), and Spanish (4%). Additionally, a range of other languages, each 

known by 2% of parents, was reported: Albanian, Arabic, Ladin, Latin, Macedonian, 

Moldovan, Polish, Romanian, Ukrainian, and Urdu. 

Figure 10 

Languages Known by the Students’ Parents or Guardians Beyond German or Italian 
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Finally, Figure 11 presents the languages known by the students’ friends. The 

majority of students reported that their friends knew English (24%), followed by Albanian 

and Spanish (each 15%), French (12%), Arabic and Russian (each 5%), Ladin, Romanian, 

and Ukrainian (each 3%) and Greek, Latin, Portuguese, Slovak, and Urdu (each 2%). 

Additionally, a range of other languages, each known by 1% of the students’ friends, was 

reported: Czech, Macedonian, Moroccan Arabic, Slovenian, Tajik Persian, Pashto, 

Persian, and Polish.  

Figure 11 

Languages Known by the Students’ Friends Beyond German or Italian 
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The following section presents a descriptive analysis of the quantitative results, 

including percentages, means, standard deviations (SDs) and standard errors (SEs) 

derived from the students’ questionnaire responses. These results are reported for each of 

the three scales, namely Beliefs About the Benefits of Plurilingualism, Ideal Plurilingual 

Self and Open-Mindedness.  

4.2 Descriptive analysis of the quantitative results 

This section presents the descriptive analyses of the three scales in terms of 

percentage of responses to individual items, as well as means, SDs, and SEs. The analysis 

is organised as follows: results for the Beliefs About the Benefits of Plurilingualism scale 

are presented first (4.2.1), followed by those for the Ideal Plurilingual Self scale (4.2.2). 

Finally, the findings related to the Open-Mindedness scale are outlined (4.2.3). 

4.2.1 Students’ beliefs about the benefits of plurilingualism 

The Cronbach’s alpha calculated for the entire dataset (N = 42) indicated good 

internal consistency among the items, with a reliability coefficient of α = .81. Table 9 

presents students’ Beliefs About the Benefits of Plurilingualism as percentages, whereas 

Table 10 reports the same data using means, SDs and SEs.  

The statement “The more languages you know, the easier it is to learn a new one” 

(Item 1) emerged as the most positively rated belief (M = 3.95, SD = .76), with 57.1% of 

students somewhat agreeing and 21.4% strongly agreeing. Only 4.8% of students 

expressed disagreement, while 16.7% remained neutral. The next most positively rated 

belief was Item 5 (“Learning new languages helps you better understand the languages 

you already know”) (M = 3.79, SD = .87), with 71.5% of respondents expressing 

agreement (54.8% somewhat agree, 16.7% strongly agree) and only 7.2% indicating 

disagreement (4.8% somewhat disagree, 2.4% strongly disagree). Finally, Item 8, 

(“Knowing many languages helps you see things in different ways”) (M = 3.57, SD = 

1.19), ranked third, with 42.9% of students somewhat agreeing and 21.4% strongly 

agreeing. The same percentage (21.4%) of students disagreed, with 14.3% somewhat 

disagreeing and 7.1% strongly disagreeing. 

Items 2 (“People who know many languages are usually smarter than others”) and 

4 (“People who know many languages, usually make more money than others”) (Tables 
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9 and 10) were also perceived positively, though to a lesser extent than the three 

aforementioned statements. Specifically, 47.6% of participants somewhat agreed with 

Item 4 (M = 3.38, SD = 1.01), while 7.1% strongly agreed. The total percentage of 

participants disagreeing with this item was 16.6%. As for item 2 (M = 3.26, SD = 1.06), 

47.6% of students expressed agreement (38.1% somewhat agree, 9.5% strongly agree), 

26.2% disagreement, and another 26.2% neutrality. 

On the other hand, neutral beliefs were associated with Items 3 (“People who 

know many languages are usually more creative than others”), 6 (“Knowing many 

languages makes you better at other school subjects”), and 7 (“Knowing many languages 

helps you better understand other people’s feelings”). Regarding Item 3 (M = 2.90, SD = 

.93), 42.9% of students remained neutral, while 30.9% expressed disagreement and 

26.2% expressed agreement. As for Item 6 (M = 3.10, SD = .88), 38.1% of students were 

neutral, 35.7% agreed and 26.2% disagreed. Finally, for Item 7 (M = 2.86, SD = 1.20), 

28.6% of students indicated neutrality, while 33.3% expressed agreement and 38.1% 

reported disagreement. 
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Table 9 

Percentage of Responses to Items related to the Students’ Beliefs about the Benefits of 

Plurilingualism Scale 
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Table 10 presents the means, SDs and SEs for each item of the scale on students’ 

Beliefs About the Benefits of Plurilingualism, based on the 5-point Likert scale (1 = 

strongly disagree to 5 = strongly agree). As the table shows, the analysis of the SDs 

revealed differences in response variability across the eight items. Item 1 had the lowest 

standard deviation (SD = .76), indicating a high level of agreement and consistency in 

students’ responses. Similarly, Items 5, 6, and 3 showed relatively low variability, with 

standard deviations of SD = .87, SD = .88, and SD = .93 respectively, suggesting that the 

belief they reflect were widely shared among participants.  

In contrast, Items 7 and 8 exhibited the highest variability, with standard 

deviations of SD = 1.20 and SD = 1.19, respectively, indicating more diverse opinions 

among students regarding whether knowing multiple languages helps individuals 

understand others’ feelings or see things from different perspectives. A similar pattern of 

variability was found in Item 2 (SD = 1.06) and Item 4 (SD = 1.01), reflecting mixed 

views on whether people who know many languages are generally smarter or earn more 

than others. 

Table 10 

Means, SDs, and SEs of Students’ Beliefs about the Benefits of Plurilingualism (N = 42) 

Items Statements M SD SE 

1. The more languages you know, the easier 
it is to learn a new one. 

3.95 .76 .12 

2. People who know many languages are 
usually smarter than others. 

3.26 1.06 .16 

3. People who know many languages are 
usually more creative than others. 

2.90 .93 .14 

4. People who know many languages, 
usually make more money than others. 

3.38 1.01 .16 

5. Learning new languages helps you better 
understand the languages you already 
know. 

3.79 .87 .13 

6. Knowing many languages makes you 
better at other school subjects. 

3.10 .88 .14 

7. Knowing many languages helps you 
better understand other people’s feelings.  

2.86 1.20 .19 

8. Knowing many languages helps you see 
things in different ways. 

3.57 1.19 .18 
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The next subsection examines the results related to students’ ideal plurilingual 

selves by first presenting the means, SDs, and SEs for each statement, followed by the 

percentages presented through two clustered diverging stacked bar charts. 

4.2.2 Students’ ideal plurilingual selves 

To assess the internal reliability of the items, the negatively worded items, which 

were phrased in opposition to the Ideal Plurilingual Self scale, were reverse-coded, 

resulting in a Cronbach’s alpha of α = .72. Specifically, Item 3 (“In my future job, I think 

that the knowledge of Italian, German, and Italian will be enough”) and Item 5 (“Learning 

another language is pointless because most people in South Tyrol know Italian, German, 

or English”) were reverse-coded. This reversal is reflected in Table 11, which presents 

the means, SDs and SEs for each item of the 5-point Likert scale for Ideal Plurilingual 

Self (1 = strongly disagree to 5 = strongly agree). 

Table 11 

Means, SDs, and SEs of the Ideal Plurilingual Self Scale (N = 42) 

Items Statements M SD SE 

1. I can imagine myself in the future as 
someone who knows more than three 
languages. 

3.74 1.31 .20 

2. I hope that I can use at least one more 
language besides Italian, German, and 
English in my future job. 

3.31 1.07 .17 

3. In my future job, I think that the 
knowledge of Italian, German, and 
English will [not] be enough. 

1.86 .81 .13 

4. The person I would like to be in the future 
speaks several languages well, different 
from Italian, German, and English. 

3.10 1.12 .17 

5. Learning another language is pointless 
[useful] because most people [not 
everyone] in South Tyrol know[s] Italian, 
German, or English. 

3.55 1.19 .18 

 

Note. The means for Items 3 and 5 are reverse-coded to align with the Ideal Plurilingual Self 
scale. The square brackets contain the words added to align the negative sentence with the scale. 
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To note is that the reverse-coded Item 3 presented the lowest mean score (M = 

1.86), suggesting that students considered the knowledge of the three official school 

languages, i.e., Italian, German and English, as sufficient for their future job. Specifically, 

only 11.9% of students agreed with the necessity of acquiring additional languages for 

their future careers. In contrast, the majority of students (54.8%) somewhat disagreed 

with the idea that knowledge of other languages would be necessary for their future jobs, 

while an additional 33.3% strongly disagreed with this notion (Table 12).  

Nevertheless, despite this perception, students also expressed an aspiration to use 

at least one additional language beyond these three in their future careers, as indicated by 

the mean score for Item 2 (M = 3.31). Specifically, 47.6% of students somewhat agreed 

with this statement, while an additional 7.1% strongly agreed. In contrast, 16.7% 

somewhat disagreed, and 7.1% strongly disagreed (Table 12). Thus, these findings 

suggest that most students believed no additional language beyond German, Italian, and 

English would be necessary in their future careers, even though the majority would hope 

to use another one. 

Table 12 

Percentage of Responses to Items 2 and 3 

 
 
 
Note. The percentages for Item 3 are reverse-coded to align with the Ideal Plurilingual Self scale.  
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Table 13 presents responses to Items 1 and 4 and the reverse-coded Item 5. In 

general, the majority of students held positive views regarding their ideal plurilingual self. 

Specifically, for Item 1 (“I can imagine myself in the future as someone who knows more 

than three languages”), most students (64.3%) selected agreement (26.2% somewhat 

agree, 38.1% strongly agree), whereas only 21.4% expressed disagreement (7.1% 

strongly disagree, 14.3% somewhat disagree), and 14.3% responded neutrally. This 

strong forward-looking self-perception was supported by the mean score of 3.74 (SD = 

1.31). 

Item 4, (“The person I would like to be in the future speaks several languages 

well, different from Italian, German, and English”), showed more mixed responses, with 

40.5% agreeing (31% somewhat agree, 9.5% strongly agree) and 33.3% disagreeing 

(7.1% strongly disagree, 26.2% somewhat disagree). 26.2% of students selected the 

neutral option. The mean score of 3.10 (SD = 1.12) reflects moderate support for this 

vision of the future. 

Responses to the reverse-coded Item 5 (“Learning another language is pointless 

[useful] because most people [not everyone] in South Tyrol know[s] Italian, German, or 

English”) showed a strong rejection of the idea that learning additional languages is 

unnecessary. The mean score of 3.55 (SD = 1.19) suggests a more neutral stance with 

59.5% agreeing (35.7% somewhat agree, 23.8% strongly agree), and 23.8% of 

participants disagreeing (4.8% strongly disagree, 19% somewhat disagree). These results 

suggest that participants generally envisioned a plurilingual future for themselves and 

generally rejected the idea that learning additional languages in South Tyrol is 

unnecessary, although expectations regarding language use varied depending on the 

context. 
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Table 13 

Percentage of Responses to Items 1, 4 and 5 
 

 
 
Note. The percentages for Item 5 are reverse-coded to align with the Ideal Plurilingual Self scale. 

 

4.2.3 Students’ open-mindedness 

The scale measuring students’ Open-Mindedness initially demonstrated a 

Cronbach’s alpha of α = .68, which was slightly below the conventional threshold of α = 

.70. Therefore, in order to improve the internal consistency, two items (i.e., “It would be 

better if all people in South Tyrol shared the same opinions” and “You can be South 

Tyrolean even if you speak other languages (e.g., “Albanian, Arabic, Romanian, Urdu, 

etc.)”) were removed, resulting in a Cronbach’s alpha of α = .78.  

However, given the conceptual importance of these two items, it was decided to 

include them in the descriptive analysis alongside the final version of the scale. 

Additionally, the responses to these two items were analysed separately in the inferential 

analysis to explore their potential relationships with individual factors.  
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 In general, responses to the Open-Mindedness scale were positive (Table 14). The 

highest positive response rates occurred with Item 8 (“I am open to new experiences”), 

while the lowest negative response rates were associated with item 4 (“I would rather 

only be with people that I know from before”), which was reverse-coded to align with the 

Open-Mindedness scale. Specifically, 45.2% of students strongly agreed with the reverse-

coded Item 8, another 45.2% somewhat agreed, and 7.1% remained neutral. Only 2.4% 

of participants somewhat disagreed, and none strongly disagreed. These findings indicate 

that most students were generally open to new experiences. 
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Table 14 

Percentage of Responses to Items Related to the Open-mindedness Scale, Including Items 

1 and 2. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
 
Note. Items 1, 4, and 5 are reverse-coded to align with the Open-Mindedness scale. 
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The following table presents the response distribution for Item 1 (“It would be 

better if all people in South Tyrol shared the same opinions”), Item 5 (“I would prefer if 

everyone around me had the same opinions as me”) and Item 6 (“I like to talk with people 

that have different opinions than myself”). Notably, the response percentages for Items 1 

and 5 were reverse-coded to align with the Open-Mindedness scale. Overall, students’ 

responses indicated a positive attitude toward engaging with individuals who held 

different opinions. The reverse-coded Item 5 yielded a similar agreement rate to Item 6. 

However, since Item 6 is the positive counterpart of Item 5, a closer alignment in response 

patterns was anticipated. Specifically, 66.7% of students somewhat agreed with Item 6, 

whereas only 45.2% somewhat agreed with the reverse-coded Item 5. This contrast was 

mirrored in the neutral response category, with 26.2% selecting “neither disagree nor 

agree” for the reverse-coded Item 5, compared to only 7.1% for Item 6. Finally, as 

illustrated in Table 15, the proportion of students who disagreed with these statements 

remained lower than those who agreed, although disagreement increased progressively 

from the reverse-coded Item 1 to Item 6. Specifically, 9.5% of students disagreed with 

the reverse-coded Item 1, 11.9% with the reverse-coded Item 5, and 14.3% with Item 6.  

Table 15 

Percentage of Responses to Items 1, 5 and 6 

 
 
Note. The percentages for Items 1 and 5 are reverse-coded to align with the Open-Mindedness scale. 
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As Table 16 shows, Item 2 (“You can be South Tyrolean even if you speak other 

languages (e.g., Albanian, Arabic, Romanian, Urdu, etc.)”) and Item 7 (“I like meeting 

people who know different languages than I do”) indicated that students generally 

perceived linguistic diversity as positive. However, the distribution of responses in the 

negative response category revealed notable variation, particularly in the “strongly 

disagree” label. Specifically, 9.5% of students strongly disagreed with Item 2, indicating 

a reluctance to recognise as South Tyrolean those individuals who (also) spoke non-

official languages. In contrast, only 4.8% of students somewhat disagreed with Item 7. 

This discrepancy may reflect the influence of political or provincial identity, as the 

explicit reference to the term South Tyrolean in Item 2 appears to activate stronger 

identity-based boundaries.  

Table 16 

Percentage of Responses to Items 2 and 7 
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disagreed with the reverse-coded item. In contrast, only 4.8% of students expressed 

disagreement with Item 3, indicating greater openness toward meeting new people. 

Notably, 83.3% of students expressed agreement with Item 3, with 38.1% somewhat 

agreeing and 45.2% strongly agreeing. This openness appeared to a lesser extent in 

responses to the reverse-coded statement (Item 4), as 47.6% of students indicated 

agreement (35.7% somewhat agree, 11.9% strongly agree). Finally, 11.9% of participants 

remained neutral on Item 3, whereas the reverse-coded Item 4 showed a higher percentage 

of neutral responses. 

Table 17 

Percentage of Responses to Items 3 and 4 

 
 
 
Note. The percentages for Item 4 are reverse-coded to align with the Open-Mindedness scale. 

 

As Table 18 shows, the standard deviations ranged from SD = .72 to SD = 1.21, 

indicating generally consistent responses with some variability across items. The highest 

mean was observed for Item 8 (M = 4.33), which also displayed the lowest variability (SD 
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As for neutral responses, the reverse-coded Item 4 showed the lowest level of 

openness (M = 3.29, SD = 1.09), while Item 2 (M =3.90, SD = 1.21) and the reverse-coded 

Item 1 (M = 3.76, SD = 1.08) indicated more positive attitudes. Finally, although Item 6 

(M = 3.71, SD = .97), and the reverse-coded Item 5 (M = 3.64, SD = .96) reflected slightly 

lower Open-Mindedness than Item 2 and the reverse-coded Item 1, they exhibited less 

variability in responses.  

Table 18 

Means, SDs, and SEs of Students’ Open-mindedness (N = 42) 

Items Statements M SD SE 

1. It would be better [worse] if all people in 
South Tyrol shared the same opinions. 

3.76 1.08 .17 

2. You can be South Tyrolean even if you 
speak other languages (e.g., Albanian, 
Arabic, Romanian, Urdu, etc.). 

3.90 1.21 .19 

3. I like to get to know new people. 4.21 .93 .14 
4. I would rather only be with people that I 

know from before [I would rather be with 
people I know or haven’t met before]. 

3.29 1.09 .17 

5. I would prefer if [not] everyone around me 
had the same opinions as me. 

3.64 .96 .15 

6. I like to talk with people that have 
different opinions than myself. 

3.71 .97 .15 

7. I like meeting people who know different 
languages than I do. 

3.98 .75 .12 

8. I am open to new experiences. 4.33 .72 .11 

 
Note. The means for Items 1, 4, and 5 are reverse-coded to align with the Open-Mindedness scale. 
The square brackets contain the words added to align the negative sentence with the scale. 

 

To sum up, the results of the descriptive analysis indicated that students generally 

held positive Beliefs About the Benefits of Plurilingualism. The highest-rated item was 

Item 1 (“The more languages you know, the easier it is to learn a new one”) with a mean 

of 3.95. The lowest-rated items were Item 3 (“People who know many languages are 

usually more creative than others”) and Item 7 (“Knowing many languages helps you 

better understand other people’s feelings”), with means of 2.90 and 2.86, respectively. 
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Regarding the Ideal Plurilingual Self scale, students also expressed positive 

attitudes. The highest mean was for Item 1 (“I can imagine myself in the future as 

someone who knows more than three languages”) with M = 3.74. The lowest was 

observed for the reverse-coded Item 3 (“In my future job, I think that the knowledge of 

Italian, German, and English will [not] be enough”) with M = 1.86. 

Finally, students demonstrated high levels of Open-Mindedness. This scale 

received the highest overall scores among the three measured. Item 8 (“I am open to new 

experiences”) had the highest mean (M = 4.33), while the lowest was for the reverse-

coded Item 4 (“I would rather only be with people that I know from before [I would rather 

be with people I know or haven’t met before]”) with M = 3.29. 

 The next section investigates which individual factors are significantly associated 

with students’ Beliefs About the Benefits of Plurilingualism, their level of Open-

Mindedness, and their Ideal Plurilingual Self. To address these questions, inferential 

statistics methods were employed to examine potential relationships and differences 

between groups, moving beyond the statistical description to test for statistical 

significance. By applying techniques such as parametric and non-parametric tests, this 

study aims to determine which individual variables are significantly associated with the 

three scales. 
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4.3 Inferential analysis of the quantitative results 

The first part of this section outlines all the individual factors that were present in 

the questionnaire (Tables 19 and 20). Subsequently, the potential influence of these 

individual factors on students’ responses is examined across three scales: Beliefs About 

the Benefits of Plurilingualism (4.3.1), Ideal Plurilingual Self (4.3.2), and Open-

Mindedness (4.3.3). 

Table 19 

Individual Factors Included in the Students’ Questionnaire 

 Individual factors Possible responses 

1. Type of curriculum Scientific or language-oriented 
2. Grade level attended Third, Fourth, or Fifth year of 

upper secondary school 
3. Main language of the school German or Italian 
4. Number of languages studied at school 3 or 5 
5. Participation in additional language courses at 

school 
Yes / No 

6. Self-identification as plurilingual Yes / No 
7. Gender Female, Male, Other 
8. Experience living in other Italian provinces Yes / No 
9 Experience living in countries other than Italy Yes / No 
10. Experience visiting countries outside Italy for study 

or tourism purposes 
Yes / No 

11. Having parents or guardians who know languages 
other than Italian or German 

Yes / No 

12. Having friends who know languages other than 
Italian or German 

Yes / No / Not sure 

13. Knowing other languages than those studied at 
school 

Yes / No 

 

 

However, since no participants reported attending additional language courses, 

the individual factor “Participation in additional language courses at school” was not 

considered for inferential statistical analyses. Similarly, the factor related to students’ 

experience living in other Italian provinces was excluded due to the small number of 

students who had such experience (n = 3), which was insufficient for valid statistical 
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comparison with those who had not (n = 39). Furthermore, regarding gender, the category 

“Other” was excluded from analysis due its small sample size (n = 2), which was 

insufficient for reliable statistical comparison. This exclusion was applied consistently 

across the analysis of all three scales, namely Beliefs About the Benefits of 

Plurilingualism, Ideal Plurilingual Self, and Open-Mindedness. Therefore, statistical 

comparisons were conducted only between female and male participants. 

Moreover, before conducting the inferential analysis, a correlation analysis was 

performed to identify any items presenting strong correlations. The results revealed that 

all participants who completed the questionnaire were upper secondary grammar school 

students, with a consistent distribution: students attending schools where German is the 

primary language of instruction were enrolled in the linguistic track, while those attending 

schools where Italian is the primary language of instruction were enrolled in the scientific 

track. Furthermore, all students in the language-oriented track studied five languages, 

whereas those in the science-oriented track studied three. 

To assess the relationship among these variables, a correlation analysis was 

conducted. As expected, the findings indicated strong correlation among the three 

variables, namely, attending a language- or scientific-oriented grammar school, the main 

language of instruction at school (German or Italian), and the number of languages 

studied at school (three or five). Thus, to address potential issues related to 

multicollinearity, only the variable representing the curriculum type (i.e., linguistic or 

scientific) of the grammar school was retained for the statistical analyses. Therefore, the 

following table outlines the factors on which the statistical analyses are based. 
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Table 20 

Individual Factors Considered for Inferential Statistical Analysis 

 Individual factors Possible responses 

1. Type of curriculum Scientific- or language-oriented 
2. Grade level attended Third, Fourth, or Fifth year of 

upper secondary school 
3. Self-identification as plurilingual Yes / No 
4. Gender Female or Male 
5 Experience living in countries other than Italy Yes / No 
6. Experience visiting countries outside Italy for study 

or tourism purposes 
Yes / No 

7. Having parents or guardians who know languages 
other than Italian or German 

Yes / No 

8. Having friends who know languages other than 
Italian or German 

Yes / No / Not sure 

9. Knowing other languages than those studied at 
school 

Yes / No 

 

4.3.1 Students’ beliefs about the benefits of plurilingualism 

To determine the suitability of conducting t-tests and ANOVA to assess which 

individual factors are significantly associated with the items of the students’ Beliefs About 

the Benefits of Plurilingualism scale, box plots of the individual items were first examined 

to assess data distribution, skewness and the presence of outliers. The skewness and 

kurtosis data were then evaluated based on the results obtained from Jamovi. 

As the following figure shows, Item 1 (“The more languages you know, the easier 

it is to learn a new one”) is concentrated around the median (Mdn), with three outliers 

that are different from the main distribution. The majority of the items have a median that 

concentrates around 3, with some differences in the distribution. Specifically, Item 2 

(“People who know many languages are usually smarter than others”) and Item 6 

(“Knowing many languages makes you better at other school subjects”) exhibit similar 

response distributions. Both items are characterised by longer lower whiskers and 

comparatively shorter upper whiskers, indicating a greater spread of data toward the lower 

end of the Likert scale. The slight asymmetry in whisker length and the displacement of 

the median toward neutral value imply a mild negative skew in the data. In contrast, Item 
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3 (“People who know many languages are usually more creative than others”) presents 

longer higher whiskers implying a light positive skew in the data.  

Item 7 (“Knowing many languages helps you better understand other people’s 

feelings”) displays a normal distribution. In contrast, Items 4 (“People who know many 

languages, usually make more money than others”), 5 (“Learning new languages helps 

you better understand the languages you already know”), and 8 (“Knowing many 

languages helps you see things in different ways”) show a median concentration around 

the value of 4, indicating a positive skew in responses. The limited variability above the 

median, combined with the concentration of data at the higher end, suggests a relatively 

symmetrical distribution within the limits defined by the whiskers, with the first quartile 

lower than the median. 

Figure 12 

Box Plots Visualisation of Item Responses from the Scale Measuring Students’ Beliefs 

about the Benefits of Plurilingualism 

 
Note. Box plots were generated using the statistical software R (Version 4.5.0). 
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These findings were further confirmed by the skewness and kurtosis values. 

Skewness indicated a slight asymmetry in the distribution of responses. Most items 

exhibited negative skewness, with values ranging from −.61 to −.07, suggesting that 

responses were primarily concentrated toward the higher end of the scale. This 

distributional tendency was characterised by a leaning toward higher values and a longer 

tail extending toward the lower end. On the other hand, kurtosis indicated that the 

majority of the items display negative kurtosis, which is indicative of relatively flat 

distributions compared to the normal distribution. This implies that the responses are 

more uniformly distributed, with fewer extreme values and a reduced likelihood of 

pronounced peaks. 

Moreover, the Shapiro-Wilk test indicated that, overall, the data did not follow a 

normal distribution. For most of the items, the p values were below the .05 threshold, i.e., 

p = .001 for Items 1, 4, 5, and 7, indicating significant deviations from normality. Even 

after aggregating the five items into a single composite mean score, descriptive statistics 

indicated a slightly negatively skewed distribution (skewness = −.94), with a relatively 

high kurtosis value (kurtosis = 1.97), suggesting a distribution that is both asymmetric 

and more peaked than a normal distribution. The Shapiro-Wilk test of normality yielded 

a statistically significant result, W = .93, p = .02, indicating that the distribution of the 

mean score regarding students’ Beliefs About the Benefits of Plurilingualism significantly 

deviates from normality. These results suggest that non-parametric alternatives would be 

more appropriate for this dataset to ensure the robustness of the analysis.  

 Table 21 presents the results of Mann-Whitney U tests, which were employed as 

the assumptions of normality and/ or homogeneity of variances were violated for the 

dependent variable. These tests were used to assess the influence of binary individual 

factors on the scale Beliefs About the Benefits of Plurilingualism. Specifically, the 

analysis aimed to determine whether statistically significant differences in responses 

emerged on the 5-point Likert scale based on these factors, and how they might have 

influenced students’ perceptions related to the scale.  
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Table 21 

Results of Mann-Whitney U tests for Binary Individual Factors  

 Individual factors N Mdn Interquartile 
range (IQR) 

U p Effect size 
(r) 

1a. Language-oriented 
Grammar school 

18 3.63 .72 135 .04 –.38 

1b. Scientific-oriented 
Grammar school 

24 3.19 .75    

2a. Self-identification as 
plurilingual 

32 3.38 .88 137 .50 –.15 

2b. No self-identification as 
plurilingual 

10 3.25 .69    

3a. Female 21 3.50 .75 162 .31 –.19 
3b. Male 19 3.25 .75    
4a. Experience living in 

countries other than Italy  
6 3.50 .63 101 .81 .07 

4b. No experience living in 
countries other than Italy 

36 3.38 .91    

5a. Experience visiting 
countries outside Italy 
for study or tourism 
purposes 

35 3.38 .88 97 .40 –.21 

5b. No experience visiting 
countries outside Italy 
for study or tourism 
purposes 

7 3.13 .50    

6a. Having parents or 
guardians who know 
languages other than 
Italian or German 

34 3.31 .72 107 .35 .22 

6b. Not having parents or 
guardians who know 
languages other than 
Italian or German 

8 3.75 .63    

7a. Knowing other 
languages than those 
studied at school 

13 3.13 .75 145 .24 –.23 

7b. Not knowing other 
languages than those 
studied at school 

29 3.50 .75    

 
  Note. The p values were significant at p ≤ .05 (Okoye & Hosseini, 2024). Effect sizes were 
interpreted as follows: small (r < .29), medium (.30 < r < .49), and large (r > .5) (López-Martín & 
Ardura, 2023). 
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Regarding the first individual factor (i.e., language- or scientific-oriented 

grammar school), a Shapiro-Wilk test indicated a violation of the normality assumption 

for the students’ Beliefs About the Benefits of Plurilingualism scale, W = .90, p = .002. 

Although Levene’s test confirmed homogeneity of variances, (F(1, 40) = .72, p = .40), 

the non-normal distribution and moderate sample size (n₁ = 18, n₂ = 24), warranted the 

use of a non-parametric Mann-Whitney U test instead of parametric alternatives. The test 

revealed a statistically significant difference between the two groups, U = 135, p = .04. 

The associated rank biserial correlation was r = –.38, indicating a moderate effect size.  

For the second individual factor (self-identification as plurilingual), a Mann-

Whitney U test was again conducted, as the assumption of normality was violated 

(Shapiro-Wilk test, p = .03). As with the previous factor, the test revealed no significant 

difference between the groups, U = 137, p = .50, with a small effect size (r = −.15).  

 Regarding gender, a Shapiro-Wilk test showed a violation of normality for the 

students’ Beliefs About the Benefits of Plurilingualism scale (W = .93, p = .01). However, 

Levene’s test confirmed the assumption of homogeneity of variances, F(1, 38) = .80, p = 

.38. Consistent with the previous factors, a non-parametric Mann-Whitney U test was 

conducted due to a violation of the normality assumption and revealed no statistically 

significant difference in scores between the female and male participants, U = 162, p = 

.31.  

 As for the fourth individual factor (“(No) experience living in countries other than 

Italy”), the Mann-Whitney U test indicated no statistically significant difference, U = 101, 

p = .81. The effect size (r = .07) was small, suggesting a negligible practical difference 

between the groups. 

 Concerning the fifth factor (“(No) Experience visiting countries outside Italy for 

study or tourism purposes”), the results similarly indicated no statistically significant 

difference, p = .40, with a small negative effect size (r = –.21). Comparable findings were 

observed for the variable “(Not) having parents or guardians who know languages other 

than Italian or German,” with U = 107, p = .35 and a small effect size (r = .22).  

With respect to the last individual factor in Table 21, a Mann-Whitney U test 

revealed no significant differences between the groups (U = 145, p = .24) and a modest 

but non-significant trend (r = −.23). As all conducted Mann-Whitney U tests yielded non-

significant results, no further inferential statistical tests were performed.  
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While the previous analyses focused on binary individual factors assessed using 

the Mann-Whitney U test, the next two factors required a different approach due to their 

categorical structure with more than two groups. The first of these factors was the school 

grade attended, which included the options third, fourth, or fifth year of upper secondary 

school. Since the assumption of normality was violated (Shapiro-Wilk test: W = .94, p = 

.03), but the assumption of homogeneity of variances was not (Levene’s test: F(2, 39) = 

1.32, p = .28), a Kruskal-Wallis’s test (one-way ANOVA) was performed. As shown in 

Table 22, the results revealed no significant differences between groups, χ²(2) = .01, p = 

.95, with a negligible effect size (ε² = .003). 

Table 22 

Results of One-Way ANOVA (Kruskal-Wallis) for Individual Factors 

 Individual factor N Mdn IQR χ² p Effect size (ε²) 

a. Third year of upper 
secondary school  

9 3.25 .75 .01 .95 .003 

b. Fourth year of upper 
secondary school 

13 3.38 .63    

c. Fifth year of upper 
secondary school 

20 3.44 1.03    

Note. The p value was significant at p ≤ .05 (Okoye & Hosseini, 2024). The effect size was 
interpreted as follows: small (ε² < .05), medium (.06 < ε² < .13), and large (ε² > .14) (López-
Martín & Ardura, 2023). 

 

The second of these factors was whether participants had friends who spoke 

languages other than Italian or German. Since all students reported having such friends, 

the analysis focused on potential differences based on the number of languages spoken 

by their friends, namely one, two, three or more than three. The assumption of normality 

was met (Shapiro-Wilk, p = .07), as was the homogeneity of variances (Levene’s test, p 

= .64). Accordingly, a one-way ANOVA (Fisher’s) was performed. As with the previous 

analysed factors, the findings revealed no significant group differences, F(3, 36) = .82, p 

= .49 (Table 23). 
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Table 23 

Results of One-Way ANOVA (Fisher’s) for Individual Factors 

 Individual factors N M SD F p 

a. Having friends who know 1 
language besides Italian or German 

7 3.54 .57 .82 .49 

b. Having friends who know 2 
languages besides Italian or 
German 

11 3.10 .74   

c. Having friends who know 3 
languages besides Italian or 
German 

11 3.33 .78   

d. Having friends who know more 
than 3 languages besides Italian or 
German 

11 3.48 .50   

Note. The p value was significant at p ≤ .05 (Okoye & Hosseini, 2024).  

 

In conclusion, only the individual factor related to the type of upper secondary 

school (linguistic versus scientific), showed a statistically significant influence on the 

Beliefs About the Benefits of Plurilingualism scale, with the linguistic curriculum having 

the greater influence. The other individual factors reported no significant influence. The 

next subsection presents the results for the Ideal Plurilingual Self scale. 

4.3.2 Students’ ideal plurilingual selves 

In order to assess the appropriateness of applying t-tests and ANOVA for 

identifying individual factors significantly associated with the items on the student’s Ideal 

Plurilingual Self scale, box plots for each item were initially examined to evaluate the 

distribution of the data, skewness, and potential outliers. Subsequently, the skewness and 

kurtosis of the data were assessed based on the results provided by Jamovi. 

As the following figure shows, Item 1 (“I can imagine myself in the future as 

someone who knows more than three languages”) exhibits a negatively skewed 

distribution, with a median of 4, suggesting a generally positive perception of this 

statement. Item 2 (“I hope that I can use at least one more language besides Italian, 

German, and English in my future job”) and the reverse-coded Item 5 (“Learning another 
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language is pointless [useful] because most people [not everyone] in South Tyrol know[s] 

Italian, German, or English”) show similar distribution patterns in their boxplots. Both 

have an asymmetric distribution with symmetrical whiskers. However, the box is shifted 

downward, indicating that the majority of responses are concentrated around the value of 

4. The absence of the upper half of the IQR suggests that responses above 4 were less 

frequent. Moreover, the presence of an outlier around the value of 1 indicates the presence 

of a few lower scores. 

For the reverse-coded Item 3 (“In my future job, I think that the knowledge of 

Italian, German, and Italian will [not] be enough”), the boxplot displays an asymmetric 

distribution with a positive skewness. The box is shifted downward, indicating that most 

responses are concentrated around the value of 2 (the median). The distribution has a long 

upper whisker, indicating that a few respondents selected higher values, with an outlier 

at 4. Finally, for Item 4 (“The person I would like to be in the future speaks several 

languages well, different from Italian, German, and English”), the boxplot reveals a 

symmetrical distribution, with the median at 3. The whiskers are at equal length, 

indicating that the data was evenly spread around the median.  

 These findings were further confirmed by the skewness and kurtosis values. 

Skewness was mainly negative as most responses tended to be distributed toward the 

higher end of the scale. One variable, however, showed positive skewness, indicating that 

responses were more concentrated on the lower end. Regarding kurtosis, the majority of 

items displayed negative values, pointing to relatively flat distributions with lighter tails 

compared to a normal distribution. This indicates a more uniform spread of responses and 

fewer extreme values. In contrast, one variable exhibited positive kurtosis, suggesting a 

more peaked distribution with a greater concentration of values around the mean and 

heavier tails. 

 Moreover, the Shapiro-Wilk test indicated that, overall, the data did not follow a 

normal distribution as for most items the p values were below the .05 threshold, i.e., p = 

.001 for Items 1 and 2, 3, and p = .003 for Item 4, indicating significant deviations from 

normality. These results suggest that those methods that assume normality may not be 

appropriate for this dataset. However, after aggregating the five items into a single 

composite mean score, descriptive statistics indicated a near-symmetric distribution 

(skewness = .02) and a relative flat shape compared to the normal distribution (kurtosis = 
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−.72). Furthermore, the Shapiro-Wilk test confirmed no significant deviation from 

normality, W = .96, p = .17. Given these results, the assumption of normality was met, 

and parametric analyses (i.e., t-tests and ANOVA) were deemed appropriate for 

subsequent statistical testing. 

Figure 13 

Box Plots Visualisation of Item Responses from the Scale Measuring Students’ Ideal 

Plurilingual Selves 

 
Note. Box plots were generated using the statistical software R. Items 3 and 5 are already reverse-
coded to align with the Ideal Plurilingual Self scale. 

 

All the statistical analyses were conducted using Independent Samples t-tests, as 

the assumptions of normality and distribution were met for the dependent variable. The 

results from these tests are summarised in Table 24. These tests were used to assess the 

influence of binary individual factors on the Ideal Plurilingual Self scale. Specifically, 

the aim was to determine whether statistically significant differences in responses 

emerged on the 5-point Likert scale based on these factors, and how they may have 

influenced students’ perceptions related to the scale. 
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Table 24 

Results of Independent Samples T-tests for Binary Individual Factors 

 Individual factors N M SD t p Effect size (d) 

1a. Language-oriented 
Grammar school 

18 3.47 .79  2.85 .007 .89 

1b. Scientific-oriented 
Grammar school 

24 2.84 .64    

2a. Self-identification as 
plurilingual 

32 3.30 .74 3.21 .003 1.16 

2b. No self-identification as 
plurilingual 

10 2.50 .46    

3a. Female 21 3.22 .84 .48 .63 .15 
3b. Male 19 3.11 .62    
4a. Experience living in 

countries other than Italy  
6 2.90 .75 .72 .47 .32 

4b. No experience living in 
countries other than Italy 

36 3.14 .77    

5a. Experience visiting 
countries outside Italy for 
study or tourism purposes 

35 3.14 .76 .52 .61 .22 

5b. No experience visiting 
countries outside Italy for 
study or tourism purposes 

7 2.97 .84    

6a. Having parents or 
guardians who know 
languages other than 
Italian or German 

34 3.21 .77 1.73 .09 .68 

6b. Not having parents or 
guardians who know 
languages other than 
Italian or German 

8 2.70 .63    

7a. Knowing other languages 
than those studied at 
school 

13 3.42 .63 –1.79 .08 –.60 

7b. Not knowing other 
languages than those 
studied at school 

29 2.97 .79    

 

  
Note. The p values were significant at p ≤ .05 (Okoye & Hosseini, 2024). Effect sizes were interpreted 
based on conventional thresholds: small (d = .20), medium (d = .40), and large (d = .60) (Calin-
Jageman & Cumming, 2019). 
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First, a significant difference in the Ideal Plurilingual Self scale was found 

between students from linguistic and scientific upper secondary schools. Students from 

the first group (M = 3.47, SD = .79) scored significantly higher than those from the 

scientific group (M = 2.84, SD = .64), t(40) = 2.85, p = .007. The effect size was large (d 

= .89), indicating a substantial difference in students’ beliefs based on group membership. 

 Moreover, a significant difference was also observed between students who self-

identified as plurilingual (M = 3.30, SD = .74) and those who did not (M = 2.50, SD = 

.46), t(40) = 3.21, p = .003. The higher scores in the first group suggest that self-

identifying as plurilingual is associated with stronger ideal plurilingual selves. This is 

further supported by a large effect size (d = 1.16) indicating a substantial and practically 

meaningful difference between the groups. 

 As for gender, a t-test was conducted between female and male participants. The 

Shapiro-Wilk test confirmed the normality of the data (W = .97, p = .29), and Levene’s 

test showed no significant violation of the homogeneity of variances assumption (F = 

1.16, p = .29). The results showed no significant difference between groups, t(38) = .48, 

p = .63). 

 Then, an analysis of students’ experience living in countries other than Italy was 

conducted to examine whether they had an impact on their Ideal Plurilingual Self scores. 

The results showed no significant difference between those who had such experience and 

those who had not, t(40) = .72, p = .47, with a small effect size (d = .32).  

 Similar results were found for the individual factor “(No) Experience visiting 

countries outside Italy for study or tourism purposes,” which revealed no significant 

difference between the groups, t(40) = .52, p = .61. Given the non-significant result and 

the high p value, there is insufficient evidence to reject the null hypothesis of equal means. 

 Concerning the sixth factor “Having (or not) parents or guardians who know 

languages other than Italian or German,” no significant difference was found between the 

two groups, t(40) = 1.73, p = .09. Although the results were not statistically significant, 

the effect size was moderate (d = .68), indicating a medium strength of the relationship 

between the independent variables and dependent variable.  

Similarly, the comparison between students’ who knew other languages beyond 

those studied at school and those who did not, revealed no statistically significant 
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difference, t(40) = –1.79, p = .08. However, the moderate effect size (d = –.60), indicates 

a potential difference between the groups.  

As it was for the Beliefs About the Benefits of Plurilingualism scale, no inferential 

analysis for the individual factor regarding students’ experience living in other Italian 

provinces was conducted. The sample size for students who had lived in other provinces 

(n = 3) was too small to allow for valid statistical inference in comparison to those who 

had not (n = 39). 

While the previous analyses focused on binary individual factors assessed using 

the Independent Samples t-test, the next two factors required a different approach due to 

their categorical structure, involving more than two groups. The first of these factors was 

the school grade attended, which included the options third, fourth, or fifth year of upper 

secondary school. Since both assumptions of homogeneity of variances (Levene’s test: F 

= 1.49, p = .24) and normality (Shapiro-Wilk test: W = .97, p = .38) were met, a one-way 

ANOVA (Fisher’s) was performed. The test showed no significant differences between 

groups, F(2, 39) = .99, p = .38.  

The second of these factors was whether participants had friends who spoke 

languages other than Italian or German. Since all students reported having such friends, 

the analysis focused on potential differences based on the number of languages spoken 

by their friends, namely one, two, three or more than three. As with the previous factor, 

both the assumptions of homogeneity of variances (Levene’s test: F = 1.23, p = .31) and 

normality (Shapiro-Wilk test: W = .97, p = .30) were met, allowing for the application of 

a one-way ANOVA (Fisher’s). The test revealed no significant differences between the 

groups, F(3, 36) = .63, p = .60. This suggests that the number of languages spoken by 

friends does not significantly affect the Ideal Plurilingual Self scale. The results of these 

two factors are presented in the table below. 
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Table 25 

Results of One-Way ANOVA (Fisher’s) for Individual Factors 

 Individual factors N M SD F p 

1a. Third year of upper 
secondary school 

9 3.40 .87 .99 .38 

1b. Fourth year of upper 
secondary school 

13 3.12 .59   

1c. Fifth year of upper 
secondary school 

20 2.97 .81   

2a. Having friends who know 1 
language besides Italian or 
German 

7 2.83 .78 .63 .60 

2b. Having friends who know 2 
languages besides Italian or 
German 

11 3.04 .66   

2c. Having friends who know 3 
languages besides Italian or 
German 

11 3.33 .96   

2d. Having friends who know 
more than 3 languages 
besides Italian or German 

11 3.16 .70   

Note. The p values were significant at p ≤ .05 (Okoye & Hosseini, 2024). 

 

In conclusion, only the individual factors related to the type of upper secondary 

school (linguistic versus scientific), and self-identification as plurilingual showed a 

statistically significant influence on the Ideal Plurilingual Self scale. The linguistic 

curriculum had the greater influence for the first factor, while self-identification had a 

stronger influence for the second. The other individual factors did not show any 

significant influence. The next subsection presents the results for the Open-Mindedness 

scale. 
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4.3.3 Students’ open-mindedness 

In order to assess the appropriateness of applying t-tests and ANOVA for 

identifying individual factors significantly associated with the items on the student’s 

Open-Mindedness scale, box plots for each item were initially examined to evaluate the 

distribution of the data, skewness, and potential outliers. Following this, the skewness 

and kurtosis of the data were analysed using the results generated by Jamovi. 

 As shown in the following figure, Item 3 (“I like to get to know new people”) 

displays a negatively skewed distribution, with the median at 4 and the box positioned 

upwards. The presence of outliers at 1 and 2 and the absence of an upward whisker further 

indicate that a small number of respondents expressed disagreement, while the majority 

favoured higher values. A similar pattern is observed for the reverse-coded Item 4 (“I 

would rather only be with people that I know from before [I would rather be with people 

I know or haven’t met before]”), with the boxplot again positioned upwards. However, 

this item only has one outlier at 4, reflecting a slightly more homogenous response. 

 For the reverse-coded Item 5 (“I would prefer if [not] everyone around me had the 

same opinions as me”) and Item 6 (“I like to talk with people that have different opinions 

than myself”), no whiskers are visible, and the data points are all clustered around the 

value of 4. These items thus display a strong consensus in the middle of the scale. 

However, outliers at 5, 3, 2 and 1 for Item 5 and at 5, 3, and 2 for Item 6 suggest a small 

group of respondents with differing opinions. Then, Item 7 (“I like meeting people who 

know different languages than I do”) shows a more balanced distribution, with the median 

at 3. The boxplot’s downward whisker is slightly longer, and the box is wider towards the 

downward side, indicating that while the majority of responses are concentrated around 

3, a few respondents selected values closer to 1, demonstrating a slight skew toward the 

lower end of the scale.  

 Finally, Item 8 (“I am open to new experiences”) displays a distribution with 

whiskers similar to those of other items. The median at 4, combined with the presence of 

only the downward box, suggests that most participants agreed with the statement. The 

outlier at 1 indicates that a small number of participants expressed strong disagreement. 

 These findings were confirmed by the skewness and kurtosis values. Skewness 

was predominantly negative, as most respondents tended to cluster toward the higher end 

of the scale. In particular, Items 3 (skewness = −1.42), 6 (skewness = −1.40), 7 (skewness 
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= −.69), and 8 (skewness = −1.02) showed strong to moderate negative skewness, whereas 

the reverse-coded Items 4 (skewness = −.25) and 5 (skewness = −.60) also showed 

negative skewness, though to a lesser extent. As for kurtosis, most values were within an 

acceptable range, with Item 3 (kurtosis = 2.51) exhibiting a marked leptokurtic 

distribution, thus indicating a high concentration of responses around the mean. Other 

items showed relatively moderate kurtosis, with values close to zero or slightly negative, 

suggesting distributions that were flatter or approximately normal.  

 Moreover, the Shapiro-Wilk test indicated significant deviations from normality 

for all six items. The p values for five items were below .001, and only Item 4 had a p 

value of .002. These results indicate that none of the variables followed a normal 

distribution (W values ranging from .73 to .91), suggesting that statistical methods relying 

on the assumption of normality may not be appropriate for inferential statistical analyses. 

However, after aggregating the five items into a single composite mean score, descriptive 

statistics indicated a moderately left-skewed distribution (skewness = −.85) and a slightly 

peaked shape compared to the normal distribution (kurtosis = −.81). The Shapiro-Wilk 

confirmed a deviation from normality, W = .93, p = .018. 

Given these results, the assumption of normality was not fully met. Therefore, the 

use of non-parametric test is employed for further statistical testing. However, parametric 

tests were also conducted in cases where the assumptions of normality and/ or 

homogeneity of variances were sufficiently met. 
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Figure 14 

Box Plots Visualisation of Item Responses from the Scale Measuring Students’ Open-

Mindedness 

 
Note. Box plots were generated using the statistical software R. Items 3 and 5 are already reverse-
coded to align with the Open-Mindedness scale. 

 

The binary individual factors were organised into three tables, based on whether 

the assumptions of the independent samples t-tests were met. Specifically, Table 26 

presents the results of the Mann-Whitney U tests for factors that violated both the 

normality and homogeneity of variance assumptions. Then, Table 27 reports the results 

of the independent samples t-test for the factor “(No) Self-identification as plurilingual,” 

which met both assumptions. Lastly, Table 28 displays the results of Welch’s t-test for 

the factor “(Not) Having parents or guardians who know languages other than Italian or 

German,” as Levene’s test indicated a violation of the assumption of equal variances, F(1, 

40) = 10.70, p = .002.  

As Table 26 shows, no individual factor was statistically significant for the Open-

Mindedness scale. However, some trends were observed. Specifically, participants 
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attending a language-oriented grammar school (Mdn = 4.06, IQR = .63) scored higher in 

Open-Mindedness than those in a scientific-oriented grammar school (Mdn = 3.69, IQR 

= .66), with p = .16 and a small effect size (r = –.26). Similarly, female participants (Mdn 

= 4.13, IQR = .63) reported higher scores than male participants (Mdn = 3.75, IQR = .50), 

with p = .11 and a moderate effect size (r = –.30). In contrast, no notable differences were 

found in relation to experiences of living or travelling abroad, or knowledge of languages 

beyond those studied in school, as indicated by the effect sizes and non-significant p 

values (all p > .50, r < .20). Overall, the results suggest potential gender and educational 

background differences in Open-Mindedness, though these trends did not reach 

conventional levels of statistical significance. 

Table 26 

Results of Mann-Whitney U tests for Binary Individual Factors  

 Individual factors N Mdn IQR U p Effect size (r) 

1a. Language-oriented Grammar 
school 

18 4.06 .63 160 .16 –.26 

1b. Scientific-oriented Grammar 
school 

24 3.69 .66    

2a. Female 21 4.13 .63 141 .11 –.30 
2b. Male 19 3.75 .50    
3a. Experience living in 

countries other than Italy  
6 3.81 .59 99 .76 .08 

3b. No experience living in 
countries other than Italy 

36 3.88 .78    

4a. Experience visiting countries 
outside Italy for study or 
tourism purposes 

35 3.88 .75 102 .50 –.17 

4b. No experience visiting 
countries outside Italy for 
study or tourism purposes 

7 3.63 .63    

5a. Knowing other languages 
than those studied at school 

13 3.88 .50 185 .92 .02 

5b. Not knowing other languages 
than those studied at school 

29 3.88 .75    

Note. The p values were significant at p ≤ .05 (Okoye & Hosseini, 2024). Effect sizes were 
interpreted as follows: small (r < .29), medium (.30 < r < .49), and large (r > .5) (López-Martín 
& Ardura, 2023). 



 139 

The following table presents the results regarding independent samples t-test 

conducted as both the assumptions of normality and homogeneity were met. Although 

the results did not reach conventional levels of statistical significance (t(40) = 1.75, p = 

.09), participants who identified as plurilingual (M = 3.93, SD = .48) reported higher 

levels of Open-Mindedness compared to those who did not (M = 3.60, SD = .68). The 

effect size was large, suggesting a difference in practical terms, despite the non-

significant p value.  

Table 27 

Results of Independent Samples T-test for a Binary Individual Factor 

 Individual factor N M SD t p Effect size (d) 

1a. Self-identification as 
plurilingual 

32 3.93 .48 1.75 .09 .63 

1b. No self-identification as 
plurilingual 

10 3.60 .68    

Note. The p value was significant at p ≤ .05 (Okoye & Hosseini, 2024). The effect size was 
interpreted based on conventional thresholds: small (d = .20), medium (d = .40), and large (d = 
.60) (Calin-Jageman & Cumming, 2019). 

 

As for the individual factor “(Not) Having parents or guardians who know 

languages other than Italian or German,” a Welch’s t-test revealed no statistically 

significant difference (t(7.85) = 1.44, p = .19). However, participants who reported having 

linguistically diverse parents or guardians (M = 3.94, SD = .42) showed higher Open-

Mindedness scores than those who did not (M = 3.50, SD = .84). The effect size was large 

(d = .66), suggesting a potentially meaningful difference despite the lack of statistical 

significance.  
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Note. The p value was significant at p ≤ .05 (Okoye & Hosseini, 2024).  

 

Table 28 

Results of Welch’s T-test for a Binary Individual Factor 

 Individual factor N M SD Welch’s t p Effect size (d) 

1a. Having parents or 
guardians who know 
languages other than 
Italian or German 

34 3.94 .42 1.44 .19 .66 

1b. Not having parents or 
guardians who know 
languages other than 
Italian or German 

8 3.50 .84    

Note. The p value was significant at p ≤ .05 (Okoye & Hosseini, 2024). The effect size was 
interpreted based on conventional thresholds: small (d = .20), medium (d = .40), and large (d = 
.60) (Calin-Jageman & Cumming, 2019). 

 

Regarding the individual factors with more than two categories, Fisher’s one-way 

ANOVA was conducted for the school grade attended by participants, as the assumptions 

of normality and homogeneity of variances were not violated. In contrast, a Kruskal-

wallis one-way ANOVA was performed for the factor related to having friends who know 

one, two, three, or more languages, as the Shapiro-Wilk test indicated a violation of the 

normality assumption, W = .91, p = .005.  

 As Table 29 shows, the analysis revealed no statistically significant differences 

among the groups, F(2, 39) = .32, p = .73. Mean scores increased slightly across years, 

but these differences were not large enough to reach statistical significance. 

Table 29 

Results of One-Way ANOVA (Fisher’s) for Individual Factors 

 Individual factors N M SD F p 

1a. Third year of upper 
secondary school 

9 3.75 .61 .32 .73 

1b. Fourth year of upper 
secondary school 

13 3.83 .63   

1c. Fifth year of upper 
secondary school 

20 3.92 .46   
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Similar to the previous analysis, the Kruskal-Wallis test of the factor related to 

having friends who know one, two, three, or more languages indicated no significant 

differences among the groups, χ²(3) = 5.06, p = .17. Specifically, participants with friends 

who knew three languages showed the highest median scores (Mdn = 4.13, IQR = .44), 

followed by those with friends who knew more than three languages (Mdn = 3.88, IQR = 

.69), two languages (Mdn = 3.75, IQR = .44), and one language (Mdn = 3.63, IQR = .56). 

The effect size was small (ε² = .13), suggesting that while there were differences in 

median scores, the size of the effect was minimal. 

Table 30 

Results of One-Way ANOVA (Kruskal-Wallis) for Individual Factors 

 Individual factors N Mdn IQR χ² p Effect size (ε²) 

1a. Having friends who know 
1 language besides Italian 
or German 

7 3.63 .56 5.06 .17 .13 

1b. Having friends who know 
2 languages besides 
Italian or German 

11 3.75 .44    

1c. Having friends who know 
3 languages besides 
Italian or German 

11 4.13 .44    

1d. Having friends who know 
more than 3 languages 
besides Italian or German 

11 3.88 .69    

Note. The p value was significant at p ≤ .05 (Okoye & Hosseini, 2024). The effect size was 
interpreted as follows: small (ε² < .05), medium (.06 < ε² < .13), and large (ε² > .14) (López-
Martín & Ardura, 2023). 

 

The Items “It would be better if all people in South Tyrol shared the same 

opinions” and “You can be South Tyrolean even if you speak other languages (e.g., 

Albanian, Arabic, Romanian, Urdu, etc.)” were excluded from the Open-Mindedness 

scale when conducting statistical tests, as their inclusion reduced the overall reliability of 

the scale, with a Cronbach’s alpha of α = .68, instead of α =.78. Moreover, even when 

included in the scale, they did not reveal any statistically significant differences. 

Nevertheless, the influence of individual factors on these two items was explored 
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separately, treating them as standalone measures rather than components of the Open-

Mindedness scale. 

Before conducting the statistical tests, box plots for Items 1 and 2 were initially 

examined to evaluate the distribution of the data, including skewness, and potential 

outliers (Figure 15). Then, the skewness and kurtosis of the data were assessed separately 

based on the results provided by Jamovi.  

As for the reverse-coded Item 1 (“It would be better [worse] if all people in South 

Tyrol shared the same opinions”), the box plot exhibits a longer whisker with no upper 

whisker. The median is at 4, which splits the box evenly, indicating a general agreement 

with the statement. In contrast, Item 2 (“You can be South Tyrolean even if you speak 

other languages (e.g., Albanian, Arabic, Romanian, Urdu, etc.)”), displays only the lower 

whisker, with the median also at 4. However, the lower part of the box plot shows some 

variability, with two outliers at 1 and 2.  

 This trend was also confirmed by skewness and kurtosis values. As for skewness, 

Item 1 had a value of –.36, indicating a nearly symmetrical distribution with a slight 

negative skew. On the other hand, Item 2 showed a stronger negative skew (–1.39), 

suggesting a left-skewed distribution with responses concentrated at higher values. 

Regarding kurtosis, Item 1 had a value of –.62, indicating a platykurtic distribution with 

lighter tails, while Item 2 (kurtosis = 1.21) demonstrated a leptokurtic distribution with 

more extreme values and heavier tails. 

 

 

 

 

 

 

 

 



 143 

Figure 15 

Box Plots Visualisation of Item Responses from the Scale Measuring two Items not 

Included in the Open-mindedness Scale 

 

Note. Box plots were generated using the statistical software R. Item 1 is already reverse-coded 
to align with the Open-Mindedness scale. 

 

The following table presents only the significant results regarding the first item. 

A Mann-Whitney U test was conducted as the assumption of normality was violated in 

both cases. A significant difference emerged between students attending a language-

oriented grammar school and those in a scientific-oriented track, U = 128, p = .02, with 

the former reporting higher median scores compared to the latter. The effect size was 

medium (r = –.41), indicating a moderate association between school type and Open-

Mindedness. Gender differences were also observed at the threshold of significance, U = 

129, p = .05, with female participants scoring higher than their male counterpart. The 

effect size in this case was also moderate (r = –.35). 
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Table 31 

Results of Mann-Whitney U tests for Binary Individual Factors 

 Individual factors N Mdn IQR U p  Effect size (r) 

1a. Language-oriented 
Grammar school 

18 5 2 128 .02 –.41 

1b. Scientific-oriented 
Grammar school 

24 3 1    

2a. Female 21 4 2 129 .05 –.35 
2b. Male 19 3 1    

 
Note. The p values were significant at p ≤ .05 (Okoye & Hosseini, 2024). Effect sizes were 
interpreted as follows: small (r < .29), medium (.30 < r < .49), and large (r > .5) (López-Martín 
& Ardura, 2023). 

 

Finally, Table 32 presents only the most relevant results of the second item. A 

Mann-Whitney U test was conducted, and although non-significant differences emerged 

(p = .07 for both comparisons), the reported effect sizes suggest potentially meaningful 

differences. As for the school orientation factor, the test produced a medium effect size 

(r = –.31, U = 150). On the other hand, the test conducted for the second factor yielded a 

slightly stronger effect (r = –.40, U = 83), also within the medium range. 
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Table 32 

Results of Mann-Whitney U tests for Individual Factors 

 Individual factors N Mdn IQR U p Effect size (r) 

1a. Language-oriented 
Grammar school 

18 4 1 150 .07 –.31 

1b. Scientific-oriented 
Grammar school 

24 4 1.25    

2a. Having parents or 
guardians who know 
languages other than 
Italian or German 

34 4 1 83 .07 –.40 

2b. Not having parents or 
guardians who know 
languages other than 
Italian or German 

8 4 .50    

 
Note. The p values were significant at p ≤ .05 (Okoye & Hosseini, 2024). Effect sizes were 
interpreted as follows: small (r < .29), medium (.30 < r < .49), and large (r > .5) (López-Martín 
& Ardura, 2023). 

 

In conclusion, none of the individual factors included in the Open-Mindedness 

scale showed a statistically significant influence on it. The other individual factors did 

not show any statistically significant effect. However, regarding the items excluded from 

the Open-Mindedness scale due to their negative impact on the overall reliability of the 

scale, inferential analyses were still conducted to determine whether individual factors 

had a statistically significant effect. One item reported a significant result. Specifically, 

for the reverse-coded Item 1 (“It would be better [worse] if all people in South Tyrol 

shared the same opinions”), both the linguistic curriculum and gender (with female 

participants scoring higher) showed a significant influence. The following section 

presents the qualitative results regarding the open-ended question on self-identification 

as plurilingual, which addresses the fourth RQ. 
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4.4 Students’ self-identification as plurilingual 

This final section first presents the students’ responses to what the term 

plurilingualism means to them (4.4.1), followed by their self-identification as plurilingual 

individuals, along with the reasons they provided (4.4.2), and finally, the responses of 

those who did not identify as plurilingual, with their corresponding explanations (4.4.3). 

4.4.1 Students’ definitions of plurilingualism 

The following figure presents a thematic map regarding themes and subthemes 

that emerged during the analysis of the students’ definitions of plurilingualism. 

Figure 16 

Thematic Map of Students’ Definitions of Plurilingualism 
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Students provided several definitions of what plurilingualism meant to them. The 

majority of respondents (n = 36) included the theme of linguistic proficiency, 

encompassing subthemes such as fluency, listening comprehension, and speaking ability. 

As the following examples show, speaking ability was frequently associated with fluency, 

which is the ability of speaking a language well, to varying degrees. Moreover, many 

students referred to the number of languages a person should speak fluently to be 

considered plurilingual. 

As the examples (a), (b), (c), and (d) indicate, most students referred to “at least 

one more language” and “in more than language” or used terms such as “several” or 

“multiple” languages, without specifying an exact number of languages. However, some 

students as student (a) and (c) clarified that by “several,” they meant “at least one more 

language” beyond the “mother tongue.” 

a. “To me, being plurilingual means someone who speaks several [emphasis added] 

languages [speaking ability]. In addition to their mother tongue, they speak at 

least one additional language [emphasis added] in which they can communicate 

well [fluency].” 15  

b. “To be proficient in multiple [emphasis added] languages [linguistic proficiency], 

in other words, to be able to hold a conversation [speaking ability] in different 

languages [emphasis added] fluently [fluency].” 16 

c. “A plurilingual person, to me, is someone who, in addition to their mother tongue, 

speaks at least one additional language [emphasis added] [speaking ability] well 

enough [fluency] to engage in conversation and communicate effectively [cross-

cultural competence].” 17 

 
15 The translations provided in this chapter regarding students’ definitions are my own. As for (a), the 
original definition in German is as follows: “Mehrsprachig ist für mich jemand, der mehrere Sprachen 
spricht. Also zusätzlich zu seiner Muttersprache noch mindestens eine weitere Sprache, die er spricht oder 
in der er sich gut unterhalten kann.” 
16 Original (Italian): “Avere la padronanza di più lingue, cioè saper tenere una conversazione in diverse 
lingue in maniera fluida.” 
17 Original (German): “Eine mehrsprachige Person ist für mich jemand, der zusätzlich zu seiner 
Muttersprache noch mindestens eine weitere Sprache so spricht, dass er/ sie sich gut unterhalten und 
verständigen kann.” 
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d. “To me, being plurilingual means that a person is proficient in more than one 

language [emphasis added] [linguistic proficiency] and can truly communicate 

and express themselves [cross-cultural competence] well [fluency] in that 

language. For example, a person in South Tyrol might be a native German 

speaker but also speak Italian very well.” 18 

Then, eleven students included in their definitions the theme of benefits of 

plurilingualism, highlighting subthemes such as cognitive flexibility, linguistic 

confidence and awareness, and professional advantage. In some cases, these themes were 

integrated alongside other topics. Examples are provided as follows: 

e. “One becomes more intelligent [cognitive flexibility] and gains more 

opportunities to communicate [speaking ability] with others.” 19 

f. “One knows several languages and can also use them [linguistic proficiency] in 

everyday life. Travelling becomes easier, as knowing the language of the country 

allows for better communication with the local population or other people. You 

feel more confident [linguistic confidence] and understand much more about the 

world.” 20 

g.  “To speak multiple languages [speaking ability], to switch between languages 

[code-switching], to be able to communicate with people from different 

backgrounds, and to have the basics to learn a new language [linguistic 

awareness].” 21 

h. “The ability to switch between languages [code-switching], engage with another 

language and culture, be flexible in thinking [cognitive flexibility], remain open 

 
18 Original (German): “Mehrsprachig bedeutet für mich, wenn eine Person mehr als eine Sprache beherrscht 
und sich in dieser Sprache auch wirklich gut unterhalten und ausdrücken kann. Beispiel: Eine Person in 
Südtirol ist muttersprachlich deutsch, kann aber auch sehr gut italienisch sprechen.” 
19 Original (Italian): “Si è più intelligenti, con più possibilità di parlare con la gente.” 
20 Original (German): “Man kennt mehrere Sprachen und kann diese auch im Alltag verwenden. Reisen 
fällt einem leichter, da man sich, wenn man die Sprache des Landes kennt, besser mit der einheimischen 
Bevölkerung oder anderen Personen verständigen kann. Man fühlt sich sicherer und versteht viel mehr von 
der Welt.” 
21 Original (German): “Mehrere Sprachen zu sprechen, zwischen Sprachen hin und her zu wechseln, sich 
mit Personen anderer Herkunft austauschen zu können, Grundlagen zu haben, um eine neue Sprache zu 
lernen.” 
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to diversity and new experiences, and possess essential skills needed for many 

professions [professional skillset].” 22 

In addition to the themes already mentioned, student (f) also included the theme 

of global mindset. Specifically, the subthemes of cross-cultural competence (“Travelling 

becomes easier, as knowing the language of the country allows for better communication 

with the local population or other people”) and open-mindedness (“understand much 

more about the world”) were included. Another example of cross-cultural competence 

was provided by student (g), who referred to the ability “to communicate with people 

from different backgrounds,” thus including both the “speaking ability” and the cultural 

sphere. Finally, student (h) presented the subthemes of cross-cultural competence 

(“engage with another […] culture”) and open-mindedness (“remain open to diversity and 

new experiences”). Student (i) also reported the theme of cross-cultural competence and 

open-mindedness, emphasising the importance of knowing multiple languages and 

cultures and the ability to identify with diverse individuals: 

i. “The knowledge of each new language offers new opportunities to interact with 

other people [open-mindedness], to build closer connections [open-mindedness], 

and to gain insight into new cultures, behaviours, and ways of life [cross-cultural 

competence].” 23 

Moreover, as the following example shows, some students also indicated the 

theme of cultural curiosity. 

j. “To know several languages [proficiency] and cultures [cutural curiosity] and to 

identify with many different people [cross-cultural competence].” 24 

 
22 Original (German): “Zwischen Sprachen wechseln zu können, sich mit einer anderen Sprache/ Kultur 
auseinanderzusetzen, flexibel im Denken zu sein, offen für Anders/ Neues zu sein, Handwerkszeug für 
viele Berufe zu haben.” 
23 Original (German): “Die Kenntnisse jeder neuen Sprache bietet neue Möglichkeiten sich mit anderen 
Menschen auszutauschen, näher zu kommen als auch ein Einblick in neue Kulturen, Verhaltens und 
Lebensweisen.” 
24 Original (German): “Mehrere Sprachen und Kulturen zu kennen und sich mit vielen unterschiedlichen 
Menschen zu identifizieren.” 
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Finally, three students expressed uncertainty about the definition of 

plurilingualism, indicating that they were either unfamiliar with the term or unsured on 

how it differed from related concepts such as bilingualism. 

4.4.2 Students’ self-identification as plurilingual 

The majority of students (n = 32) identified as plurilingual for several reasons, 

primarily based on the definitions they provided about plurilingualism. Of these, 31 

students indicated that the main reason they considered themselves plurilingual was their 

ability to speak and/ or understand one, two, three, four, or multiple languages to varying 

degrees of fluency. Thus, as figure 17 shows, fluency was the main theme found in the 

students’ answers, followed by cross-cultural competence, cultural curiosity, and benefits 

of plurilingualism in several areas. 

Figure 17 

Thematic Map of Students’ Reasons for Self-Identification as Plurilingual 
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The theme of linguistic proficiency was the most recurrent in students’ responses, 

with the majority indicating that their ability to speak one, two, three, four, or more 

languages fluently, and/ or to understand these languages to some extent, was the primary 

reason they identified as plurilingual. This theme is illustrated by the following examples:  

a. “Although I speak only one language fluently [emphasis added], I can also 

understand other languages, such as Italian, English, and Spanish, and speak them 

to a certain extent [emphasis added].” 25 

b. “Because I know Italian and German very well [emphasis added], and a bit 

[emphasis added] of English.” 26 

c. “Although I’m not completely bilingual, I can understand and communicate with 

people who speak that language.” 27 

d. “Because when I go into shops, I can easily [emphasis added] speak with Italian 

or German shop assistants, and with English speakers when I’m abroad.” 28 

Then, the themes of linguistic proficiency and global mindset, particularly the 

subtheme of open-mindedness, were present in some responses, as shown below: 

e. “Because I speak several languages and know many people who also speak 

languages other than their mother tongue. Because I learned many languages in 

school—sometimes in an interconnected way—which has helped me express 

myself well in multiple languages.” 29 

 
25 Original (German): “Ich beherrsche zwar nur eine Sprache fließend, jedoch kann ich auch andere 
Sprachen, wie z.B. Italienisch, Englisch oder Spanisch verstehen und auch bis zu einem gewissen Level 
sprechen.” 
26 Original (Italian): “Perché so molto bene l’italiano, il tedesco e un po’ l’inglese.” 
27 Original (Italian): “Anche se non sono perfettamente bilingue riesco a capire e a farmi capire da persone 
che parlano quella lingua.” 
28 Original (Italian): “Perché entrando nei negozi riesco a parlare senza problemi con commessi italiani o 
tedeschi e all’estero con gli inglesi.” 
29 Original (German): “Weil ich mehrere Sprachen spreche und viele Menschen kenne, die auch andere 
Sprachen als ihre Muttersprache sprechen. Weil ich in der Schule viele Sprachen, auch vernetzt, gelernt 
habe und ich mich deshalb gut in mehreren Sprachen ausdrücken kann.” 
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f. “Because I speak and learn several languages, I can communicate with many 

different people, explore various cultures, and have an advantage when travelling 

to other countries [ease of travel].” 30 

g. “I speak four languages and live in a country where people automatically grow up 

bilingual or even trilingual (at least part of the population). I enjoy listening to and 

speaking languages other than my mother tongue and like being in an intercultural 

environment.” 31 

In addition to the themes already illustrated, the subthemes of open-mindedness 

and benefits of plurilingualism also appeared in one student’s response, as the following 

example shows: 

h. “I feel like a plurilingual person because I am constantly surrounded by people 

whose native language is not German. I also believe that nowadays, language 

helps us move forward more and more, and for example, being proficient in 

English brings only positive aspects for me in many areas [language advantages].” 
32 

 

 

 

 

 

 

 

 

 
30 Original (German): “Weil ich mehrere Sprachen spreche und lerne und mich somit mit sehr vielen 
unterschiedlichen Personen unterhalten kann und Einblick in mehrere Kulturen habe und auch im Urlaub 
und in anderen Ländern einen Vorteil habe.” 
31 Original (German): “Ich spreche 4 Sprachen und wohne in einem Land, in dem man automatisch zwei- 
bis dreisprachig aufwächst (zumindest ein Teil der Bevölkerung). Ich höre und spreche gerne andere 
Sprachen als meine Muttersprache und mag es in einem interkulturellen Umfeld zu sein.” 
32 Original (German): “Ich fühle mich wie eine mehrsprachige Person weil ich andauernd von Personen 
umgeben bin, deren Muttersprache nicht deutsch ist und ich glaube auch weil wir heutzutage immer mehr 
mit Sprache weiterkommen und wenn ich zum Beispiel Englisch gut kann bringt es für mich in vielen 
Aspekten nur positive Seiten herbei.” 
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4.4.3 Students’ non-self-identification as plurilingual 

Ten students did not identify as plurilingual, primarily due to fluency concerns 

(i.e., not being proficient enough in each language they know) or because they knew a 

number of languages, they considered insufficient to qualify as plurilingual. Some 

examples are provided below: 

a. “Since I live in South Tyrol, which is part of Italy, I should be able to speak Italian. 

However, I can only communicate in German and English. I would consider 

myself a plurilingual person if I were able to speak Italian.” 33 

b. “I know three languages (Italian, German, and English), but no more.” 34 

c. “I speak Italian well, but my German and English are not good enough yet to say 

that I am plurilingual.” 35 

d. “I’m not able to communicate 100% with anyone who speaks German or English. 

I can understand and make myself understood, but I still don’t speak either 

language correctly.” 36 

e. “I should know five languages since I study three at school and hear two more at 

home, but I barely know two.” 37 

However, five students provided a definition of plurilingualism that did not 

correspond to their self-identification as plurilingual. According to the definition they 

gave, they too would have been expected to identify as plurilingual. 

 
33 Original (German): “Dadurch, dass ich in Südtirol lebe und dies zu Italien gehört sollte ich doch eigentlich 
auch Italienisch sprechen können. Jedoch kann ich mich nur in Deutsch und Englisch verständigen. Ich 
würde mich als mehrsprachige Person bezeichnen, wenn ich die Kapazität hätte Italienisch sprechen zu 
können.” 
34 Original (Italian): “Conosco tre lingue (Italiano, Tedesco ed Inglese) e non di più.” 
35 Original (Italian): “Perché parlo italiano bene ma il tedesco e l’inglese ancora non bene da poter dire di 
essere plurilingue.” 
36 Original (Italian): “Non sono in grado di comunicare al 100% con chiunque parli tedesco o inglese, riesco 
a capire, a farmi capire ma non parlo ancora in una maniera corretta entrambe le lingue.” 
37 Original (Italian): “Dovrei conoscere 5 lingue poiché 3 le studio a scuola e altre 2 le sento a casa, ma ne 
conosco a malapena 2.” 
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4.5 Chapter summary 

This chapter first presented an overview of the students’ linguistic repertoires. 

Participants reported knowledge of a wide variety of languages, including Italian, 

German, English, Latin, Spanish, French, Albanian, Arabic, Greek, Macedonian, Slovak, 

Ukrainian, and Urdu. These repertoires were also influenced by the languages spoken by 

their parents (e.g., English, French, Greek, Russian, Spanish, Albanian, Arabic, Ladin, 

Latin, Macedonian, Moldovan, Polish, Romanian, Ukrainian, and Urdu), as well as those 

spoken by their friends (e.g., English, Albanian, Spanish, French, Arabic, Russian, Ladin, 

Romanian, Ukrainian, Greek, Latin, Portuguese, Slovak, Urdu, Czech, Macedonian, 

Moroccan Arabic, Slovenian, Tajik Persian, Pashto, Persian, and Polish).  

Subsequently, the chapter reported the results of the descriptive analysis, which 

indicated that students generally held positive Beliefs About the Benefits of 

Plurilingualism. The highest-rated item on this scale was Item 1 (“The more languages 

you know, the easier it is to learn a new one”), which received a mean score of 3.95. 

Similarly, the Ideal Plurilingual Self scale revealed positive attitudes, with the highest 

mean reported for Item 1 (“I can imagine myself in the future as someone who knows 

more than three languages”) at M = 3.74. Among the three measured scales, Open-

Mindedness received the highest overall scores, with Item 8 (“I am open to new 

experiences”) achieving the highest mean (M = 4.33).  

As for individual factors significantly associated with these scales, the type of 

upper secondary school (i.e., linguistic versus scientific track) had a statistically 

significant effect on both the Beliefs About the Benefits of Plurilingualism and Ideal 

Plurilingual Self scales, with students in the linguistic track reporting higher scores. In 

addition, self-identification as plurilingual was significantly associated with the Ideal 

Plurilingual Self scale. In contrast, no individual factors showed a statistically significant 

association with the Open-Mindedness scale.  

Finally, in relation to students’ definitions of plurilingualism and their self-

identification as plurilingual, the majority identified as plurilingual (n = 36). Common 

themes emerging from their definitions and justifications included linguistic proficiency, 

the perceived benefits of plurilingualism, and a global mindset. Interestingly, among 

those who did not identify as plurilingual, half provided definitions that—if used as the 

basis for self-assessment—would logically support their identification as plurilingual. 
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Chapter 5: Discussion 

 

 
This chapter answers the research questions by taking into consideration the 

results presented in this study. The purpose of this research was to gain a better 

understanding of the languages known by upper secondary school students in South 

Tyrol. Furthermore, it sought to explore their beliefs about the benefits of plurilingualism, 

their ideal plurilingual selves and their level of open-mindedness. Finally, it aimed to 

examine what the term plurilingualism meant to them, whether they identified as 

plurilingual individuals, and the reasons behind their self-identification or non-

identification. 

 Regarding the first RQ (“What is the linguistic repertoire of students aged 16 and 

above attending selected upper secondary schools in South Tyrol?”), participants reported 

to know a wide variety of languages such as Italian, German, English, Latin, Spanish, 

French, Albanian, Arabic, Greek, Macedonian, Slovak, Ukrainian, and Urdu. Some of 

these languages are part of their school language curriculum (i.e., Italian, German, and 

English), while the others are not. However, for French and Spanish, students who attend 

the language-oriented Grammar school have these languages included in their school 

curriculum, while students who attend the scientific-oriented curriculum have not. This 

finding confirms the hypothesis related to the first RQ, as students know a variety of 

languages beyond Italian, German, and English, as previous studies in South Tyrol found 

(e.g., Stopfner & Engel, 2019; Engel et al., 2020; Varcasia, 2022; Stopfner, 2024). 

 Moreover, the first RQ supports what Guarda (2025) argued regarding epistemic 

(in)justice in the South Tyrolean context. Specifically, the researcher noted that there is a 

significant disparity between the languages taught in schools and those present in 

students’ everyday lives—ranging from the languages they themselves speak to those 

known by their parents/ guardians and friends. This disparity reflects the linguistic 

diversity of contemporary society, which goes far beyond the official languages of the 

province (ASTAT, 2024). Thus, as Guarda (2025) further stated, this situation constitutes 

a form of epistemic injustice, as languages other than those taught in school remain 

effectively marginalised. 
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 Concerning the second RQ (“To what extent do the students hold positive beliefs 

about the commonly documented benefits of plurilingualism? How open-minded are 

they, and how do they envision their ideal plurilingual selves?”), the scales results 

revealed a generally positive trend in students’ responses. In the first scale, which 

measured students’ beliefs about the benefits of plurilingualism, the highest mean scores 

were recorded for Item 1 (“The more languages you know, the easier it is to learn a new 

one”) (M = 3.95), Item 5 (“Learning new languages helps you better understand the 

languages you already know”) (M = 3.79), and Item 8 (“Knowing many languages helps 

you see things in different ways”) (M = 3.57).  

This pattern is consistent with the findings of Bailey et al. (2023), Haukås et al. 

(2022), and Franić and Jelić (2024). The first study reported the same item ranking as the 

current study, though with slightly lower means: M = 3.58 for Item 1, M = 3.43 for Item 

5, and M = 3.38 for Item 8. In contrast, the second study found that middle school students 

in Norway gave the highest score to Item 8 (M = 3.72), followed by Item 1 (M = 3.72), 

and Item 5 (M = 3.47), indicating a different ranking pattern. Lastly, the third study 

reported almost the same ranking as the current study, with Item 1 scoring highest (M = 

3.99), followed by Item 5 (M = 3.94), and Item 4 (“People who know many languages, 

usually make more money than others) (M = 3.29) instead of Item 8 as in the other two 

studies and the present research.  

Overall, the results obtained from this first scale were more positive than those 

reported by Bailey et al. (2023) and Haukås et al. (2022), though slightly lower than those 

of Franić and Jelić (2024), with the exception of the third item. However, the differences 

between this study and the previous ones may be due to differences in sample size and 

research context. In particular, the present thesis had a smaller sample size compared to 

the three aforementioned studies. 

 As for the students’ ideal plurilingual selves, Item 1 (“I can imagine myself in the 

future as someone who knows more than three languages”) scored the highest (M = 3.74), 

followed by the reverse-coded Item 5 (“Learning another language is pointless [useful] 

because most people [not everyone] in South Tyrol know[s] Italian, German, or English”) 

(M = 3.55) and Item 2 (“I hope that I can use at least one more language besides Italian, 

German, and English in my future job”) (M = 3.31).  
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Overall, responses to this scale were positive, although the scores were slightly 

lower compared to those on the Beliefs About the Benefits of Plurilingualism scale. Direct 

comparisons with previous studies are limited, as two items from the original scale 

developed by Haukås et al. (2021b) were not included in the current study. Nevertheless, 

to note is that Item 1 consistently ranked among the top three items in both Bailey et al. 

(2023) and Franić and Jelić (2024). 

 Concerning the Open-Mindedness scale, students showed a high level of open-

mindedness, with Item 8 (“I am open to new experiences) scoring the highest (M = 4.33), 

followed by Item 3 (“I like to get to know new people”) (M = 4.21), and Item 7 (“I like 

meeting people who know different languages than I do”) (M = 3.98). This finding may 

be attributed to students’ familiarity with a wide diversity of languages, as all participants 

reported knowing at least three languages. As for cross-study comparisons, no direct 

comparisons can be made, as the scales employed were not identical across studies. 

Specifically, only Tiurikova et al. (2022) investigated open-mindedness, but provided 

only the influence of individual factors on the Open-Mindedness scale. However, based 

on the means reported in their t-tests, students in Norway also appeared to exhibit high 

levels of open-mindedness in relation to the individual factors. 

With regard to the third research question (“Which individual factors are 

significantly associated with students’ beliefs of the benefits of plurilingualism, their level 

of open-mindedness, and their ideal plurilingual selves?”), the hypotheses were rejected. 

Only the individual factor regarding the type of upper secondary school (i.e., linguistic 

versus scientific track) had a statistically significant effect on both the Beliefs About the 

Benefits of Plurilingualism and Ideal Plurilingual Self scales, with students in the 

linguistic track reporting higher scores. Moreover, students’ self-identification as 

plurilingual was significantly associated with the Ideal Plurilingual Self scale.  

In contrast, none of the individual factors examined showed a statistically 

significant association with the Open-Mindedness scale. The results imply that students 

enrolled in language-oriented grammar schools strongly believe that knowledge of a wide 

range of languages is useful both in the present and in the future. Furthermore, open-

mindedness appears to be relatively high among all students, likely due to their 

knowledge of at least three languages, unlike in previous studies.  
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Regarding the differences between the scales used in this study and those in 

previous research, Haukås et al. (2022) found that having friends with home languages 

other than Norwegian, having a migration background, and having lived abroad 

significantly influenced scores on the Beliefs About the Benefits of Plurilingualism scale. 

Moreover, Bailey et al. (2023) reported that the year group was a significant factor, with 

older students expressing more positive beliefs. They also identified students’ self-

identification as plurilingual, their parents’ use of another language, and the perception 

that their friends spoke another language as significant factors. 

However, while some comparisons can be made with the current study, the 

variables differed slightly between studies. For instance, the current study examined 

“having friends who know languages other than Italian or German,” which only partially 

corresponds to “having friends with home languages other than Norwegian.” 

Furthermore, instead of assessing the association between the “migration background” 

and the Beliefs About the Benefits of Plurilingualism scale, the present study focused on 

“experience living in countries other than Italy.” These methodological differences, along 

with variations in sample size, may help explain the discrepancies in findings and 

underscore the importance of context in interpreting results. 

Different findings also emerged for the individual factors associated with the Ideal 

Plurilingual Self scale. In addition to self-identification as plurilingual, Bailey et al. 

(2023) found that the language studied had a significant effect on the scale, with students 

studying languages other than French expressing a more positive view of their ideal 

plurilingual self. This finding can be partially connected with the individual factor 

examined in the current study “type of grammar school,” which revealed that students in 

language-oriented schools had the most positive perceptions on this scale.  

However, while Bailey et al. (2023) also reported significant association between 

Ideal Plurilingual Self scale and students whose parents and friends spoke other 

languages, no such associations were found in this study. As hypothesised for the previous 

scale, this discrepancy may be due to contextual differences. Specifically, students in 

South Tyrol are required to study at least two additional languages (Italian or German and 

English), depending on their school curriculum, whereas students in England are not 

subject to the same language requirements. 
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Regarding the influence of individual factors on the Open-Mindedness scale, this 

study found no statistically significant results. In contrast, Tiurikova et al. (2022) reported 

that students in Norway who studied an L3 at school demonstrated higher level of open-

mindedness compared to those studying only an L2. They also found significant 

differences based on students’ self-identification as plurilingual and whether they had 

friends with home languages other than Norwegian. Although the reverse-coded Item 1 

(“It would be better [worse] if all people in South Tyrol shared the same opinions”) was 

not included in the Open-Mindedness scale in the present study for reliability reasons, it 

did yield significant results. Specifically, statistically significant differences were found 

for students attending language-oriented grammar schools and for female participants.  

Concerning the fourth research question (“What does the term plurilingualism 

mean to these students? Do they identify as plurilingual individuals?”), the findings, as 

hypothesised, revealed mixed responses. Specifically, the majority of students said that 

the term plurilingualism was associated with the knowledge of at least one additional 

language. This is consistent with Bailey et al. (2023) who found that the majority of 

students in England felt that this term was associated with speaking more than one, two, 

or multiple languages.  

Then, common themes were identified with reference to the first question (“What 

does the term plurilingualism mean to these students?”), including linguistic proficiency, 

benefits of plurilingualism and global mindset. As for the first theme, 36 students referred 

to aspects of fluency and speaking ability as subthemes. This is consistent with the 

findings of Bailey et al. (2023), who reported that 57 out of 422 students in England 

referred to the level of fluency required to be considered plurilingual, while 200 students 

referred to speaking ability. Moreover, this study found that students also mentioned the 

theme of global mindset, which was similarly referred to by participants in Bailey et al. 

(2023) when defining plurilingualism. This highlights the perceived importance of open-

mindedness, cross-cultural competence, and cultural curiosity in plurilingual individuals. 

With regard to the second question (“Do they identify as plurilingual 

individuals?”), students who identified as plurilingual (n = 32), referred to the same key 

themes previously identified in the definitions of the term plurilingualism. Interestingly, 

among those who did not identify as plurilingual (n = 10), half provided definitions that, 

if applied as criteria for self-assessment, would logically support their identification as 
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plurilingual. Thus, the hypothesis that all students may identify as plurilingual was 

rejected, as some students did not identify as such.  

Direct comparisons with previous studies cannot be made, as the present study 

included only two possible answers (i.e., yes or no) to the question “Are you 

plurilingual?”. However, comparisons can be made with the key themes of other studies 

regarding the yes/ no responses. The findings are generally consistent with those of Bailey 

et al. (2023), even though the students who did not identify as plurilingual in their study 

cited different reasons. These included still learning an additional language at school or 

not knowing or speaking another language, despite studying it at school. The results of 

the present study align more closely with Franić and Jelić (2024) than with Bailey et al. 

(2023). Franić and Jelić (2024) found that participants who identified as plurilingual 

commonly cited having learned, knowing, or using several additional languages as key 

themes. In contrast, those who did not identify as plurilingual gave reasons such as only 

knowing two languages, knowing only Crotian and English, or lacking sufficient 

proficiency or use of a third language.  

Moreover, the present findings are partially consistent with those of Storto (2022), 

who also found that students identifying as plurilingual frequently mentioned the theme 

of linguistic proficiency, specifically knowing, speaking, and understanding more than 

one, two, three, or more languages as well as understanding other cultures. In line with 

these findings, Forbes et al. (2024) reported the case of a student who initially did not 

identify as plurilingual due to concerns about fluency and a lack of cultural background 

in the languages studied. However, the student later reassessed their perspective, citing 

their ability to speak and study those languages as the reasons for identifying as 

plurilingual. This case illustrates that students’ perceptions of themselves as plurilingual 

individuals may change over time, and often in a positive direction. 

Finally, these findings do not completely align with Henry et al. (2020). 

Specifically, their study found that students used various metaphors that incorporated 

concepts such as open-mindedness, empathy, and discovery in their definitions of 

identifying as plurilingual individuals. Overall, considering all findings and comparison 

with previous research, variation in responses is likely due to differences in individual 

factors among the students, as well as discrepancies in the number of participants across 

studies. 
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Referring to the limitations of this study, the relatively small sample size (N = 42) 

may have restricted the ability to determine whether individual factors other than the type 

of upper secondary school and self-identification as plurilingual influenced the three 

scales, as well as to draw direct comparisons with previous research.  

Finally, as the majority of participants were students from selected grammar 

schools, rather than a representative range of upper secondary school types, the findings 

cannot be generalised to all upper secondary school students in South Tyrol. Therefore, 

the results do not fully capture the perceptions of the broader population of students in 

this province with respect to the three scales examined. 

In terms of future research, it would be useful to extend the current findings by 

examining larger and more diverse sample sizes that represent all types of upper 

secondary schools in South Tyrol. This would allow for a more comprehensive 

understanding of how the three scales are perceived across different student groups and 

whether additional individual factors, identified in previous studies, might also emerge. 

Moreover, comparative studies involving students from South Tyrol and those 

from other Italian provinces could provide insights into potential differences in 

perceptions of the three scales, considering varying sociolinguistic contexts. Similarly, 

comparisons with places outside of Italy that share similar plurilingual conditions could 

offer valuable perspectives on the similarities and differences in scale perceptions across 

different educational and linguistic contexts.  
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Conclusion 

 

 
The purpose of this study was to gain a better understanding of the plurilingual 

identity of selected upper secondary school students in South Tyrol. To this end, students’ 

linguistic repertoires were first analysed. The results indicated that students in South 

Tyrol know a diverse range of languages, including Italian, German, English, Latin, 

Spanish, French, Albanian, Arabic, Greek, Macedonian, Slovak, Ukrainian, and Urdu. 

Subsequently, students’ responses to the three scales, namely Beliefs About the 

Benefits of Plurilingualism, Ideal Plurilingual Self and Open-Mindedness, were 

examined. The findings revealed generally positive perceptions across all the three scales, 

with Open-Mindedness receiving the highest average scores.  

The type of upper secondary school was the only significantly individual factor 

associated with the first two scales (i.e., Beliefs About the Benefits of Plurilingualism and 

Ideal Plurilingual Self), with students enrolled in the linguistic track reporting higher 

scores. Moreover, self-identification as plurilingual was significantly associated with the 

Ideal Plurilingual Self scale.  

Finally, students’ definitions of the term plurilingualism were linked both to their 

self-identification as plurilingual and to the reasons they provided for identifying—or not 

identifying—as such. Three common themes emerged from their definitions: linguistic 

proficiency, global mindset, and benefits of plurilingualism.  

In conclusion, the students who participated in this study can be considered 

plurilingual individuals. They provided generally positive responses across the three 

scales and used a variety of themes to define both the term plurilingualism and their self-

identification with it. 
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Appendices 

 

 
Appendix A: Questionnaire in Italian 

 

A) LA TUA SCUOLA 
 

In questa prima parte del questionario ti verranno poste alcune domande sulla scuola 
che frequenti. 
 
1. Che tipo di scuola frequenti? * 

o Scuola professionale [vai alla 3] 
o Istituto tecnico [vai alla 3] 
o Liceo [vai alla 2] 
o Altro (specificare): _______________ [vai alla 3] 

 
2. Che indirizzo frequenti? * 

o Liceo scientifico 
o Liceo classico 
o Liceo linguistico 
o Liceo di scienze umane 
o Liceo artistico 
o Liceo musicale 
o Liceo sportivo 
o Altro (specificare): _______________ 

 
3. Che classe frequenti? * 

o Terza superiore 
o Quarta superiore 
o Quinta superiore 

 
4. Tra le opzioni proposte di seguito, quale corrisponde alla scuola che frequenti? * 

o    Scuola di lingua italiana 
o    Scuola di lingua tedesca 
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5. Quali lingue studi in classe? *  
o   Italiano come prima lingua  
o Italiano come seconda lingua 
o Tedesco come prima lingua 
o Tedesco come seconda lingua 
o Inglese 
o Latino 
o Spagnolo 
o Francese 
o Russo 
o Altro (specificare): _______________ 

 
6. Nella scuola in cui studi, frequenti corsi aggiuntivi di lingua (ad es. corsi pomeridiani 
di lingue che non fanno parte del curriculum ufficiale delle lingue insegnate a scuola)? * 

o Sì [vai alla 7] 
o No [vai alla 8] 

 
7. Quali corsi aggiuntivi di lingua frequenti nella scuola in cui studi? 
______________________________________________________________________
______________________________________________________________________ 
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B) OPINIONI SULLE LINGUE 
 

In questa seconda parte del questionario, ti verranno poste alcune domande che 
riguardano le lingue e l’apprendimento delle lingue. Leggi attentamente ogni frase e 
spunta la casella che meglio rappresenta la tua opinione. Ricorda che non ci sono 
risposte giuste o sbagliate! 
 
Note: 
conoscere = essere in grado di capire e/ o parlare. 
 
8. Quanto sei in disaccordo o in accordo con le seguenti affermazioni? * 
 

 In completo 
disaccordo 

Abbastanza 
in 

disaccordo 

Né in 
disaccordo 

né 
d’accordo 

Abbastanza 
d’accordo 

Completamente 
d’accordo 

Più lingue conosci, più è facile 
impararne una nuova. 

o o o o o 

Le persone che conoscono 
molte lingue sono solitamente 
più intelligenti delle altre. 

o o o o o 

Le persone che conoscono 
molte lingue sono solitamente 
più creative delle altre. 

o o o o o 

Le persone che conoscono 
molte lingue solitamente 
guadagnano più soldi delle altre. 

o o o o o 

Imparare nuove lingue ti aiuta a 
comprendere meglio le lingue 
che già conosci. 

o o o o o 

Conoscere molte lingue ti rende 
più bravo in altre materie 
scolastiche. 

o o o o o 

Conoscere molte lingue ti aiuta 
a comprendere meglio i 
sentimenti delle altre persone. 

o o o o o 

Conoscere molte lingue ti aiuta 
a vedere le cose in modi diversi. 

o o o o o 
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9. Quanto sei in disaccordo o in accordo con le seguenti affermazioni? * 
 

 
In completo 
disaccordo 

Abbastanza 
in 

disaccordo 

Né in 
disaccordo 

né 
d’accordo 

Abbastanza in 
accordo 

Completamente 
d’accordo 

In futuro mi vedo come una 
persona che conosce più di tre 
lingue.  

o o o o o 

Spero di poter usare almeno 
un’altra lingua oltre all’italiano, 
al tedesco e all’inglese nel mio 
futuro lavoro. 

o o o o o 

Penso che conoscere l’italiano, 
il tedesco e l’inglese sarà 
sufficiente per il mio futuro 
lavoro. 

o o o o o 

La persona che vorrei essere in 
futuro parla bene molteplici 
lingue, diverse dall’italiano, dal 
tedesco e dall’inglese. 

o o o o o 

Imparare un’altra lingua è 
inutile perché la maggior parte 
delle persone in Alto Adige/ 
Südtirol conosce l’italiano, il 
tedesco o l’inglese. 

o o o o o 
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10. Quanto sei in disaccordo o in accordo con le seguenti affermazioni? * 
 

 
In completo 
disaccordo 

Abbastanza 
in 

disaccordo 

Né in 
disaccordo 

né 
d’accordo 

Abbastanza in 
accordo 

Completamente 
d’accordo 

Sarebbe meglio se tutte le 
persone in Alto Adige/ Südtirol 
condividessero le stesse 
opinioni. 

o o o o o 

Si può essere altoatesini/ 
sudtirolesi anche parlando altre 
lingue (ad es. albanese, arabo, 
rumeno, urdu, ecc.). 

o o o o o 

Mi piace conoscere nuove 
persone. 

o o o o o 

Sono aperto a nuove esperienze. o o o o o 

Mi piace parlare con persone 
che hanno opinioni diverse dalle 
mie. 

o o o o o 

Mi piace incontrare persone che 
conoscono lingue diverse dalle 
mie.  

o o o o o 

Preferirei stare solo con persone 
che già conosco. 

o o o o o 

Preferirei che tutti intorno a me 
avessero le mie stesse opinioni. 

o o o o o 
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C) UNA PERSONA PLURILINGUE 
 

In questa terza parte del questionario, ti verranno poste alcune domande sull’essere una 
persona plurilingue. Ricorda che non ci sono risposte giuste o sbagliate! 
 
11. Secondo te, cosa significa essere una persona plurilingue? (se vuoi, puoi fare un 
esempio): * 
______________________________________________________________________
______________________________________________________________________ 
 
12. Ti senti una persona plurilingue? * 

o Sì [vai alla 13] 
o No [vai alla 14] 

 
13. Spiega perché ti senti una persona plurilingue: * 
______________________________________________________________________
______________________________________________________________________ 
 
 
14. Spiega perché non ti senti una persona plurilingue: * 
______________________________________________________________________
______________________________________________________________________ 
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D) INFORMAZIONI SU DI TE 
 

In questa quarta parte del questionario, ti verranno poste alcune domande su di te. 
Ricorda che non ci sono risposte giuste o sbagliate! 
 
Note: 
conoscere = essere in grado di capire e/ o parlare. 
 
15. Indica il tuo genere * 

o Femminile 
o Maschile 
o Altro 
o Preferisco non specificarlo 

 
16. Hai vissuto in un’altra provincia italiana oltre alla provincia di Bolzano? * 

o Sì [vai alla 17] 
o No [vai alla 18] 

 
17. In quale provincia italiana hai vissuto oltre alla provincia di Bolzano? 
______________________________________________________________________ 
______________________________________________________________________ 
 
18. Hai vissuto in altri Paesi oltre all’Italia? * 

o Sì [vai alla 19] 
o No [vai alla 20] 

 
19. In quali Paesi hai vissuto oltre all’Italia?  
______________________________________________________________________ 
______________________________________________________________________ 
 
20. Hai visitato Paesi diversi dall’Italia per ragioni di studio o di turismo per almeno 
una settimana? * 

o Sì [vai alla 21] 
o No [vai alla 22] 

 
21. Quali Paesi diversi dall’Italia hai visitato per ragioni di studio o di turismo per 
almeno una settimana? 
______________________________________________________________________ 
______________________________________________________________________ 
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22. I tuoi genitori o i tuoi tutori conoscono una lingua diversa dall’italiano o dal 
tedesco? * 

o Sì [vai alla 23] 
o No [vai alla 24] 

 

Tutore = persona che rappresenta e protegge gli interessi di un minorenne in assenza dei 
genitori o quando questi non possono esercitare la responsabilità genitoriale. 

23. Quali lingue, diverse dall’italiano o dal tedesco, conoscono i tuoi genitori o i tuoi 
tutori? 
______________________________________________________________________ 
______________________________________________________________________ 
 
24. I tuoi amici conoscono una lingua diversa dall’italiano o dal tedesco? * 

o Sì [vai alla 25] 
o No [vai alla 26] 
o Non lo so [vai alla 26] 

 
25. Quali lingue, diverse dall’italiano o dal tedesco, conoscono i tuoi amici? 
______________________________________________________________________ 
______________________________________________________________________ 
 
26. Conosci altre lingue oltre a quelle che studi in classe? * 

o Sì [vai alla 27] 
o No 

 
27. Quali lingue conosci oltre a quelle che studi in classe? 
______________________________________________________________________ 
______________________________________________________________________ 
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Appendix B: Questionnaire in German 

 

A) DEINE SCHULE 
 

In diesem ersten Teil des Fragebogens werden dir einige Fragen zu deiner Schule 
gestellt. 
 
1. Welchen Schultyp besuchst du? * 

o Berufsschule [weiter zu 3] 
o Fachoberschule [weiter zu 3] 
o Gymnasium [weiter zu 2] 
o Sonstiges (bitte angeben): _______________ [weiter zu 3] 

 
2. Welches Schulprofil besuchst du? * 

o Realgymnasium 
o Klassisches Gymnasium 
o Sprachengymnasium 
o Sozialwissenschaftliches Gymnasium 
o Kunstgymnasium 
o Musikgymnasium 
o Sportgymnasium 
o Sonstiges (bitte angeben): _______________ 

 

3. Welche Klasse besuchst du? * 
o Die dritte Klasse 
o Die vierte Klasse 
o Die fünfte Klasse 

 
4. Um was für eine Schule handelt es sich? * 

o    Eine italienischsprachige Schule 
o    Eine deutschsprachige Schule 
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5. Welche Sprachen lernst du im Unterricht? *  
o   Italienisch als erste Sprache 
o Italienisch als zweite Sprache 
o Deutsch als erste Sprache 
o Deutsch als zweite Sprache 
o English 
o Latein 
o Spanisch 
o Französisch 
o Russisch 
o Andere (bitte angeben): _______________ 

 
6. Besuchst du zusätzliche Sprachkurse in deiner Schule (z. B. Nachmittagskurse für 
Sprachen, die nicht im Schulcurriculum enthalten sind)? * 

o Ja [weiter zu 7] 
o Nein [weiter zu 8] 

 
7. Welche zusätzlichen Sprachkurse besuchst du in deiner Schule? 
______________________________________________________________________
______________________________________________________________________ 
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B) MEINUNGEN ZU SPRACHEN 
 

In diesem zweiten Teil des Fragebogens werden dir Fragen zu Sprachen und dem 
Sprachenlernen gestellt. Bitte lies jede Aussage sorgfältig durch und wähle die Option, 
die deine Meinung am besten widerspiegelt. Es gibt keine richtigen oder falschen 
Antworten! 
 
Hinweis: 
Kennen = in der Lage sein, zu verstehen und/ oder zu sprechen. 
 
8. Wie sehr stimmst du den folgenden Aussagen zu? * 
 

 
stimme 

überhaupt 
nicht zu 

stimme eher 
nicht zu weder noch stimme eher zu stimme voll zu 

Je mehr Sprachen du kennst, 
desto leichter lernst du eine 
neue. 

o o o o o 

Menschen, die viele Sprachen 
kennen, sind normalerweise 
intelligenter als andere. 

o o o o o 

Menschen, die viele Sprachen 
kennen, sind normalerweise 
kreativer als andere. 

o o o o o 

Menschen, die viele Sprachen 
kennen, verdienen 
normalerweise mehr Geld als 
andere. 

o o o o o 

Neue Sprachen zu lernen hilft 
dir, die Sprachen, die du bereits 
kennst, besser zu verstehen. 

o o o o o 

Viele Sprachen zu kennen hilft 
dir, in anderen Schulfächern 
besser zu sein. 

o o o o o 

Viele Sprachen zu kennen hilft 
dir, die Gefühle anderer 
Menschen besser zu verstehen. 

o o o o o 

Viele Sprachen zu kennen hilft 
dir, die Dinge auf verschiedene 
Weisen zu sehen. 

o o o o o 
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9. Wie sehr stimmst du den folgenden Aussagen zu? * 
 

 
stimme 

überhaupt 
nicht zu 

stimme eher 
nicht zu weder noch stimme eher zu stimme voll zu 

In der Zukunft sehe ich mich 
als eine Person, die mehr als 
drei Sprachen kennt.  

o o o o o 

Ich hoffe, in meiner 
zukünftigen Arbeit mindestens 
eine weitere Sprache neben 
Deutsch, Italienisch und 
Englisch verwenden zu können. 

o o o o o 

Ich denke, dass es für meine 
zukünftige Arbeit ausreichen 
wird, Deutsch, Italienisch und 
Englisch zu kennen. 

o o o o o 

Die Person, die ich in der 
Zukunft sein möchte, kennt 
viele verschiedene Sprachen 
gut, die nicht Deutsch, 
Italienisch oder Englisch sind.  

o o o o o 

Eine andere Sprache zu lernen 
ist unnötig, weil die meisten 
Menschen in Südtirol/ Alto 
Adige Deutsch, Italienisch oder 
Englisch kennen. 

o o o o o 
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10. Wie sehr stimmst du den folgenden Aussagen zu? * 
 

 
stimme 

überhaupt 
nicht zu 

stimme eher 
nicht zu weder noch stimme eher zu stimme voll zu 

Es wäre besser, wenn alle 
Menschen in Südtirol/ Alto 
Adige die gleichen Meinungen 
teilen würden. 

o o o o o 

Man kann Südtiroler/ 
altoatesino sein, auch wenn man 
andere Sprachen spricht (z.B. 
Albanisch, Arabisch, 
Rumänisch, Urdu usw.) 

o o o o o 

Ich mag es, neue Menschen 
kennenzulernen. 

o o o o o 

Ich bin offen für neue 
Erfahrungen.  

o o o o o 

Ich spreche gerne mit 
Menschen, die andere 
Meinungen haben als ich. 

o o o o o 

Ich treffe gerne Menschen, die 
andere Sprachen kennen als ich.  

o o o o o 

Ich würde lieber nur von 
Menschen umgehen sein, die ich 
bereits kenne. 

o o o o o 

Ich würde es bevorzugen, wenn 
alle um mich herum die 
gleichen Meinungen wie ich 
hätten. 

o o o o o 

 
  



 189 

C) EINE MEHRSPRACHIGE PERSON 
 

In diesem dritten Teil des Fragebogens werden dir einige Fragen zum Thema 
mehrsprachige Personen gestellt. Denk daran, dass es keine richtigen oder falschen 
Antworten gibt! 
 
11. Was bedeutet es deiner Meinung nach, eine mehrsprachige Person zu sein? (Wenn 
du möchtest, kannst du ein Beispiel geben): * 
______________________________________________________________________
______________________________________________________________________ 
 
12. Fühlst du dich wie eine mehrsprachige Person? * 

o Ja [weiter zu 13] 
o Nein [weiter zu 14] 

 
13. Erkläre, warum du dich als eine mehrsprachige Person fühlst: * 
______________________________________________________________________
______________________________________________________________________ 
 
 
14. Erkläre, warum du dich nicht als eine mehrsprachige Person fühlst: * 
______________________________________________________________________
______________________________________________________________________ 
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D) INFORMATIONEN ÜBER DICH 
 

In diesem vierten Teil des Fragebogens werden dir einige Fragen zu dir selbst gestellt. 
Denk daran, dass es keine richtigen oder falschen Antworten gibt! 
 
Hinweis: 
Kennen = in der Lage sein, zu verstehen und/ oder zu sprechen. 
 
15. Gib dein Geschlecht an: * 

o Weiblich 
o Männlich 
o Divers 
o Das möchte ich nicht angeben 

 
16. Hast du in einer anderen Provinz Italiens außerhalb der Provinz Bozen gewohnt? * 

o Ja [weiter zu 17] 
o Nein [weiter zu 18] 

 
17. In welcher Provinz außerhalb der Provinz Bozen hast du gewohnt?  
______________________________________________________________________ 
______________________________________________________________________ 
 
18. Hast du in anderen Ländern außerhalb Italiens gewohnt? * 

o Ja [weiter zu 19] 
o Nein [weiter zu 20] 

 
19. In welchen Ländern hast du außerhalb Italiens gewohnt?  
______________________________________________________________________ 
______________________________________________________________________ 
 
20. Hast du andere Länder außerhalb Italiens zu Studien- oder Tourismuszwecken für 
mindestens eine Woche besucht?  * 

o Ja [weiter zu 21] 
o Nein [weiter zu 22] 

 
21. Welche Länder außerhalb Italiens hast du zu Studien- oder Tourismuszwecken für 
mindestens eine Woche besucht?  
______________________________________________________________________ 
______________________________________________________________________ 
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22. Kennen deine Eltern oder deine Erziehungsberechtigten eine andere Sprache als 
Deutsch oder Italienisch? * 

o Ja [weiter zu 23] 
o Nein [weiter zu 24] 

 

Erziehungsberechtigte/ -r = eine Person, die die Interessen eines minderjährigen Kindes 
im Falle der Abwesenheit der Eltern oder wenn diese die elterliche Verantwortung nicht 
ausüben können, vertritt und schützt. 

23. Welche Sprachen, außer Deutsch oder Italienisch, kennen deine Eltern oder deine 
Erziehungsberechtigten?  
______________________________________________________________________ 
______________________________________________________________________ 
 
24. Kennen deine Freundinnen und Freunde eine andere Sprache als Deutsch oder 
Italienisch? * 

o Ja [weiter zu 25] 
o Nein [weiter zu 26] 
o Weiß nicht [weiter zu 26] 

 
25. Welche Sprachen, außer Deutsch oder Italienisch, kennen deine Freundinnen und 
Freunde? 
______________________________________________________________________ 
______________________________________________________________________ 
 
26. Kennst du andere Sprachen außer denen, die du im Unterricht lernst? * 

o Ja [weiter zu 27] 
o Nein 

 
27. Welche Sprachen kennst du außer denen, die du im Unterricht lernst? 
______________________________________________________________________ 
______________________________________________________________________ 
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