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Focusing its work on promoting innovative approachelanguage education since 1995, the European
Centre for Modern Languages (ECML) of the Coun€iEarope plays a significant role in disseminating
good practice and assisting in its implementatiromember states.

The ECML runs research and development projectsinvihe framework of medium-term programmes
of activities. These projects are led by intern@iaeams of experts and concentrate mainly onitrgi
multipliers, promoting professional teacher develept and setting up expert networks. The ECML's
reports and publications, which are the resultshele projects, illustrate the dedication and activ
involvement of all those who participated in therarticularly the project co-ordination teams.

The overall title of the ECML’s second medium-tepnogramme (2004-2007) id &nguages for social
cohesion — Language education in a multilingual andlticultural Europ& This thematic approach
should enable us to deal with one of the majorlehges our societies have to face at the beginming
the 2F' century, highlighting the role of language edumatin improving mutual understanding and
respect among the citizens of Europe.

*kk

Set up in Graz, Austria, the ECML is an “EnlargeutiRl Agreement” of the Council of Europe to which
thirty-three countries have currently subscribddspired by the fundamental values of the Countil
Europe, the ECML promotes linguistic and -culturalvedsity and fosters plurilingualism and
pluriculturalism among the citizens living in Eumplts activities are complementary to those of the
Language Policy Division, the Council of Europeturd@sponsible for the development of policies and
planning tools in the field of language education.

For further information on the ECML and its pubticas:
European Centre for Modern Languages

Nikolaiplatz 4

A-8020 Graz

http://www.ecml.at

! The 33 member states of the Enlarged Partial Ageae of the ECML are: Albania, Andorra, Armenia,
Austria, Bosnia and Herzegovina, Bulgaria, Crodafgprus, Czech Republic, Estonia, Finland, France,
Germany, Greece, Hungary, Iceland, Ireland, Latli@chtenstein, Lithuania, Luxembourg, Malta,
Netherlands, Norway, Poland, Romania, Slovak RépuBlovenia, Spain, Sweden, Switzerland, “the
former Yugoslav Republic of Macedonia”, United Katugn.
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A — General presentation

Note:
Chapters 1, 2, 3, 4 and 6 are available only irBihglish and French versions.
Chapters 5, 7 and 8 are available also in GermdrSaanish (see the document in these languages).

1. Pluralistic approaches
1.1. Short presentation

The term pluralistic approaches to languages and culturesfers to didactic approaches which use teaching /
learning activities involvingeveral(i.e. more than one) varieties of languages ouoett

This is to be contrasted with approaches whichctbel called singular” in which the didactic approach takes
account of only one language or a particular calteonsidered in isolation. Singular approachethisfkind
were particularly valued when structural and lateommunicative” methods were developed and all
translatior% and all resort to the first language was banistard the teaching process.

We have, provisionally until a more detailed anialys made, identified basicalfpur pluralistic approaches.
The first one, thentercultural approachhas had some influence on language pedagogy araise of this
seems to be relatively well-known, even if it ist mbways employed explicitly and genuinely in conifiy
with its fundamental principles. The other appreschwhich have a more linguistic orientation, plbpa
require a short presentatlsoﬁ'hey areawakening to languagethe inter-comprehension of related languages,
andintegrated didactic approaches to different langesgtudiedin and beyond the school curriculum).

Theintegration of didactic approacheasghich is most probably the best known of the thieelirected towards
helping learners to establish links between a éichihumber of languages, those which are taughtmwitte
school curriculum (either aiming in a “traditionallay to teach the same competences in all the #ayegu
taught, or defining “partial competences” for somfethem). The goal is to use the first language tfwr
language of education) as a springboard to makesiter to acquire a first foreign language, thens® these
two languages as the basis for learning a secaed@jfolanguage (mutual support between languageg@an
both directions). This was an approach advocateeéaaly as the beginning of the 1980s in the work of
E. Roulet. It is also the direction taken by nurmsrprojects exploring the idea of “German after|Bhg when
they are learnt as foreign languages (cf. the esudilating tdertiary language learning And it is also present
in certain approaches to bilingual (or plurilinguatiucation, which seek to identify and optimisatienships
among the languages used (and how to learn theirthas to create genuine plurilingual competence.

2 Since translation is an activity which implies ¢ira than one” linguistic variety, it could be thbtighat we should include
“grammar — translation methods” as being a plutialiapproach. We do not do this since the term tfagph” that we have chosen
implies taking account more globally of two (or mptanguages (and cultures) than is the case itrad@ional translation exercise
of these methods. Nevertheless we consider thaslaton can in certain phases of the teachingleaching process be a good
starting point for reflecting on the comparisoniaiguages and awareness of specific cultural nmetaifens.
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In the approach ointer-comprehension between related languagggeral languages of the same linguistic
family are studied in parallel; these are eitheglaages related to the learner's mother tonguéh@tanguage

of education) or related to a language alreadyntedn this approach there is systematic focus emeptive
skills, as the development of comprehension isrttest tangible way of using the knowledge of a eslat
language to learn a new one. In the second hafeofl990s there was innovative work in this aret &idult
learners (including university students), in Fraaod other countries speaking romance languageglbss in
Germany. Many were supported at a European levéheénprogrammes of the European Union. Examples of
this approach are to be found in certain matempatgluced forawakening to languageapproaches, but in
general there has been little developmeriafr-comprehensiofor children.

Recent European projects have enaldegkening to languagenovements to develop on a broader scale,
defining it as follows: awakening to languagis used to describe approaches in which some ofetiraing
activities are concerned with languages which idasthe mission of the school to teach.” This dessmean
that the approach is concerned just with such lagest The approach concerns the language of estueatd
any other language which is in the process of betagt. But it is not limited to these “learnt’higuages, and
integrates all sorts of other linguistic varietie$rom the environment, from their families... andrfr all over
the world, without exclusion of any kind... Becaw$é¢he number of languages on which learners wovkry
often, several dozen — the awakening to languag®s seem to be the most extreme form of pluralistic
approach. It was designed principally as a way &t@ming schoolchildren into the idea of linguidigersity
(and the diversity of their own languages) at thgitning of school education, as a vector of fuleaognition

of the languages “brought” by children with morarhone language available to them and, in this waya
kind of preparatory course developed for primatyosts, but it can also be promoted as a suppderguage
learning throughout the learners’ school career.

It is important to note that “I'éveil aux langues? it has been developed specifically in EBwangandJaling
programmes (cf. Candelier 2003a and 2003b in thwiobraphy) is explicitly linked to thd.anguage
Awarenessnovement initiated by E. Hawkins in the 1980s ia tnited Kingdom. We think, however, that the
“éveil aux langues” nowadays is to be seen as aatgdgory of thd.anguage Awarenesgpproach, which is
generating research which is more psycho-linguigtan pedagogic and which does not necessarilyivievo
confronting the learner with a number of languades. this reason those promoting “I'éveil aux laegiu
prefer to use another term in Englishwakening to languagesto describe their approach.

1.2. Pluralistic approaches and the development dfplurilingual and pluricultural
competence”

The second medium term project of the ECML, of Wwhibe ALC project is a part proposed to make a
contribution to ‘a major paradigmatic changeo embody the development of a global view of language
education which would include the teaching and néag of ALL languages, in order to profit from thei
potential for synergy;‘.

This global view of learning and teaching of langei@nd culture is a crucial contribution to theablishment
of Plurilingualism, the Council of Europe’s response to the challemjesping with linguistic diversity and
achieving social cohesion.

4 Cf. the text of theCall for Proposalsof the second medium-term programme.



What is at stake is the abandoning of a “compartatised” view of an individual’s linguistic and ¢utal
competence(s), an abandon which is a logical careseg of the way in whictplurilingual and pluricultural
competence’is represented by theommon European Framework of Refererttdés competence is nog"
collection of distinct and separate competencesit in a“a plurilingual and pluricultural competence
encompassing the full range of the languages abkdlgo him/her”(p. 129).

This is expressed in the Guide for the Developmaintanguage Education Policies in Europe (p. 67):
“Managing the repertoire [which corresponds to iihgual competence] means that the varieties athwit is
composed are not dealt with in isolation; instesthough distinct from each other, they are treai®a single
competence available to the social agent concerned”

One cannot emphasise too strongly that pluralegpiproaches, as they are defined above, have aoleyor
play in the construction of plurilingual and plwitural competence of each one of us. For how eworld
could one ensure that the “varieties” would not“@eproached in isolation” if one were to limit oe#sto
“singular” approaches?

In other words, we think that if plurilingual contpace is really to be as it is described in Couatiturope
instruments, and if we want genuinely to make mugfol the principle of synergy it recommends, idearto

help learners to construct and continuously to denaand deepen their own plurilingual competenicés i
essential to guide the learners to develop for sietvas a battery of knowledge (savoirs), skillsdsefaire)

and attitudes (savoir-étre):

= about linguistic and cultural facts in general @téry in the category of “trans™. e.g. “trans-lingtic”,
“trans-cultural”);

» enabling learners to have easier access to a ispkuiuage or culture by using aptitudes acquired
relation to / in another language or culture (ataie aspects of them) — (battery in the categamyet”:

” oo

e.g. “inter-linguistic”, “inter-cultural”).

Knowledge, skills and attitudes of this nature cgnijte clearly, only be developed when the language
classroom is a space where several languages aarhlseultures — and the relationships among theane—
encountered and explored. That is to say, in segbwf pluralistic approaches to languages andicest

1.3. Pluralistic approaches and educational goals

Even though it is our view that the link betweearplistic approaches and educational goals is @side@spect
of any argument in favour of the need for our wavk, will restrict ourselves to a brief mention bf This is
because we think that the goals at the heart obltic approaches are exactly the same as thaselte core
instruments of the Council of Europe in the domafilanguages -the Common European Framework of
Referencédor Languagesind Guide for the Development of Language Policidsurope — seek to attain.

If we allow ourselves to be so succinct (and teldis such obvious lack of modesty) it is becauseéms to us
difficult to contest the validity of the argumentepented in the previous section (cf. 1.2) whigkine that
pluralistic approaches form the essential pointadfculation between all didactic attempts whiclekséo



facilitate the continuous development and enrichin@nindividual learners’ plurilingual and pluridukal
competence.

Plurilingual education, as it is advocated in th&de for the Development of Language Policies imdga is
inconceivable without recourse to pluralistic agmtees. If links between languages are not estadlisimy
attempt to increase the number of languages ldgrithe individual learner in formal schooling willin up
against limitations in terms both of learning cafyaend space in the curriculum — limitations whicdn be
attenuated by the synergies which pluralistic aggites make possible. If the approach is not phtialihere is
a reduction in the diversity of languages offered @&aught in schools, and a concomitant reductioithe
school’'s ability to equip learners with the divéesi linguistic and cultural competences (and thaitg to

broaden these); all of us need these competende® tovork and take part in cultural and demogréife in a
world in which encounters with linguistic and culildiversity form more and more part of everydég for an
increasing number of individuals.

If the languages are not linked, then whole swattfethe previous language experience are left iglent,
unused and, for some languages, unvalued.

When we use the last expression — unvalued — wé angecond feature of the goals of pluralistic apphes,
which we had not initially encountered in the sorhatvtechnical view we had of our first statementhaf
problem (pluralistic approaches and plurilinguatl suricultural competences): pluralistic approagttarough

the way they place the learner in contact withdiatic and cultural diversity, are a key instrumfamtcreating
what theGuide for the Development of Language PoliciesunoRecalls “plurilingual educatiofi (p. 39). It is

this plurilingual education — related explicitly teducation for democratic citizenshigp. 45) - which the
Guide advocates - “to organise educational activitiepas of language teaching and beyond which lead to
equal dignity being accorded to all the linguistarieties in individual and group repertoires, vevat their
status in the community.” (p. 30).

The importance which pluralistic approaches platehis perspective (though with different degrebfoous
according to the approaches) appears clearly irthalllists in the reference framework we have predu
especially in the section on Attitudes, where itl e seen that “positive acceptance of linguistiultural
diversity” which is based, certainly, on “readindss suspend...one’s prejudices”, but does not exclade
“critical questioning [...] with regard to languabeulture in general” (p. 76).
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2. Why we need a reference framework
2.1. Why is it necessary?

Although there is now a good range of theoretical practical work available on each of the difféngharalistic
approaches to languages and cultures, there igetdexcept in our project) any reference framewafrkhe
knowledge, skills and attitudes which could be tped by such pluralistic approaches.

The lack of a set of descriptors is a serious fwapdio the teaching and learning of languages ahidres in a
domain which is a key aspect of any didactic apgrda the achievement of the goals and objectigebysthe
Council of Europe.

As there are a number of pluralistic approaches, issue raises itself of how synergy among them bman
created. Since, as we have seen, they are basdtieosame principle (establishing relationships iwith
pedagogic activity of a number of different langes@nd cultures — cf. p. 7) with a view to achigvapecific
results, it would be unwise to apply them in anaamdinated way. Even if, at the start, the initiatan their
concern to plough new furrows have been able ttsatisfied” by pursuing a particular path (one loé tfour
approaches mentioned) it is essential now to cendide whole of the domain, including linking it the
teaching of specific languages and to other edumaitidisciplines.

This point has now been fully grasped by a numiieruariculum designers who have developed, stanting
from a concept ointegrated didacticgelating to some languages (cf. 1.1 above), aderogiew of language
education which includes a diversity of pluralistipproaches and approaches to language teachitigsvan

other subject areas. Present developments of edu@htpolicy in French-speaking Switzerlér’lndn the

Val d’Aosta (cf. Cavalli 2005), in Andorra and Catsia are good examples of this development (fer Ittt

two of these, see the Internet links in the bibtapdpy).

On the basis of these points, one can therefonm that a reference framework for pluralistic amioes forms
an essential tool:

. for the development of curricula linking, and wighview to defining progression in acquiring differe
areas of knowledge, skills and attitudes to whikhrighistic approaches afford (exclusively / morsisa
access;

. for creating links between the different pluratistapproaches themselves and links between these

approaches and the learning of communicative laggyui@mpetences within specific languages (links
which are both conceptual and practical, in cutacand in the classroom), as well as, more widely,
establishing links between the benefits of plut@liapproaches and other non-linguistic subjecsre

Beyond this, the framework which can be consideregart of a tradition of what are called “framekgoof
competence”:

. can contribute to gaining recognition for the vabfiehese approaches, whose potential is not aludlys
acknowledged (with the consequence that two of theawakening to language and inter-comprehension
of related languages are often perceived as no tiare“awareness-raising”);

5 Cf. PECARO in Switzerland (Plan d’Etudes Cadre Rodhr on the site of the ClIRttp://www.ciip.ch/index.php
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. represents an essential complement to existinguimsints, especially tHeuropean Common Framework
of Reference for LanguagestheEuropean Language Portfolios

2.2. Who is it for?
Like all sets of descriptors, the framework prodlizethe ALC project is intended principally for:

. anyone involved in curriculum development or “sdh@oogrammes” in all institutions who have
responsibility for this (Ministries, Agencies, litgtions etc.);

. anyone responsible for the development of teachatgrials (in both public and private sectors) \whet
for materials specifically designed for puttingamgractice pluralistic approaches or for more ‘iiadal”
teaching materials, since we think that all langugching should be linked to these approaches;

. teacher trainers / language trainers whether th®ady practise pluralistic approaches or not. The
framework is intended to give support to teachémsady involved in the innovations and to encourage
others to do so.

In all three categories those involved can be wtl@rel and both in and out of school (since CARARelevant
to the whole of the cursus of language learningjs klso relevant — since we see in it a persgedi global
language and cultural education — to all languagésatever their status, not just “foreign” or “sadd
languages, but the languages of education andathidyflanguages of “allophone” learners [those Wiawve
more than one first language]. It includes the le@ggs of migrants and regional languages.

And of course, both beyond and through the worthisf “direct” target group, teachers in schools Emjjuage
trainers are concerned by CARAP in their daily lxag practice.
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3. Competences, resources ... and micro-competences

The development of any framework of competencesldhme based on a concept of competence whicleds,cl
sound, coherent, and above all operational. Howet/és a notion — current nowadays in a greatetgrbf
contexts - which is used in many different meaniod®n very vaguely.

We were already aware of some of the conceptuddigm®s when we started the ALC project. This awasne
increased and became more profound as the workgasmyd and we asked ourselves what were the sources
which made us hesitate and sometimes hindered tbemts to structure and establish a hierarchyhim t
conceptual materials we were trying to orgaﬁise.

Because of this, our approach consisted of a tdfranbletween the analysis of our problems and lapldt the
literature dealing with the notion of “competencit’would be both tiresome and of little use toegévdetailed
account of this. It is relevant, however, to expltie conceptual tools that we chose in the specifintext of
our work, with the proviso that this is not necedgalefinitive. In order to simplify this presenian of the
issues we have divided them into two sub-chapters:

. a survey of the different accepted meanings andcemia at present used to define the notion of
competence, together with other complementary ighbbeuring notions which we also found helpful;
. a presentation of the decisions we finally arriged

3.1. Brief survey of literature about the notion of‘competence”

The notion of “competence” is central to taropean Common Framewoakd our questions with regard to it
stem from the fact that it is often used to medifedint things at very different levels, which leath a
multiplication of competences (with a risk of “droing” the concept) and making the whole idea caedus

For this reason we agree with the view of M. Craf2805, 15) when he say# s urgent to undertake a
rigorous critical analysisof the concept of competence in order to go beybadconceptual reductionism
which has a tendency to develoCtahay follows the path broached by Bronckart Botkz (1999) when they
write:

[...] it seems clear that it is not reasonable tariiththrough” the problematic of education if we use
term which in the end covers all the aspects oftwieaused to call “higher psychological functiorfs”)

and which at the same time accepts and cancelsalbihe epistemological options related to these
functions (knowledge, skills, behaviour etc.) amdtlie sociological and bio-psychological featurgs b
which they are determined. (p. 35)

[...] il nous parait évident qu’on ne peut raisoneai®nt ‘penser' la problématique de la formation en
usant d'un terme qui finit par désigner tous legeats de ce que I'on appelait autrefois les ‘fonsti
psychologiques supérieures' (...) et qui accueilleaehule tout a la fois I'ensemble des options

In point 4 it will be seen that we have an indeetapproach to this, based on formulations of ‘petence” taken
from several dozen resource publications.
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épistémologiques relatives au statut de ces fameijsavoir, savoir-faire, comportement, etc.) etlai de
leurs déterminismes (sociologiques ou bio-psychiglazs). (p. 35)

He goes on to say that “the notion of competenchkkés Ali Baba's cave where one can find all poksib
theoretical strands of psychology juxtaposed o toethe other even when they are contradictopy’l5).

A survey of the literature shows that the concepttampetence has a complex history, with sources in
linguistics (cf. Chomskyan competence, revised Hy $ocio-linguist Hymes, for example) as well asmfr
theories related to professional training (cf. ¢hieluation of individual competences) and to erguns.

Without going into details, we will indicate somé the milestones in the development of the differen
approacheg.

Basing itself on Weinert (2001, p. 27-28), the Swiroject HARMO%deﬁnes “competence” as:

[...] the aptitudes and cognitive skills which aniindual possesses or can acquire in order to solve
specific problems as well as the disposition arel riotivational, volitional and social aptitudes
which are linked to these factors in order to aphly solutions to problems with success and in a
fully responsible way in a variety of situations.

Competences in this definition are considered agyhelated to a set of states of readiness. Bhadsio the view
taken by Kliemeet al. (2003, 72) who add that such sets of states dirreas‘enable people who possess them
to solve successfully certain kinds of problemat th to say to master concrete situational requieats of a
particular kind”. In the same perspective, Crahay (2005, 6) defioespetences asah integrated network of
items of knowledge which can be activated to actismfasks”

Crahay refers to Gillet (1991 quoted by Allal, 1999 79), who describes competence as having three
constituents:

. “A competence is composed of a number of relatmstof knowledge.
. It can be applied to a set of related situations.
. It is directed towards a result.”

These three constituents correspond thereforeetdaplicationof an organised set of knowledge, skills and
attitudes which enable one to accomplish a cenmimber of tasksg’.’ Crahay (2005, 6) comments that this idea
is also to be found in the definition proposed leglgers (2002, 57), who adds an important furtheredsion:

[...] competence is to be understood as “the ability sfilbject to activate in an integrated way
interior resources (knowledge, skills and attitydesbe able to cope with a set of tasks which are
complex for him” (Rey, p. 57).

7 We have excluded from the outset the notion ohpetence as innate, which seems of little intefresh a pedagogical point of
view.
8 A project for harmonising the education systemthefdifferent Swiss cantons, including a sectiefining the competences to be

attained and educational standards.
Cf. http:/mww.edk.ch/PDF _Downloads/Harmos/HarmoS-INGD94 f.pdf

This is cited from a decree of the French-spegpkimmmunity of Wallonia-Brussels.
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Allal (1999, p. 81) definesompetencas:

“an integrated and functional network composed ofindtive, affective, social, sensory-motor
constituents capable of being activated to act aiitcess to deal with a related set of situations”.

Jonnaert (2002, p. 41) points out that this adtimats both a selection and a way of coordinatiegpurces,
while Rey, Carette & Kahn (2002) cite a number othars who hold similar views, after Le Boterf (299
1999), “and insist on the fact that a competen@s dwt require just cognitive resources in theemlbjut also
the activation of those best suited to cope wislit@ation which has not always been previously entered.”

(p. 3). Jonnaert (2002, p. 41) adds that “over ahdve dealing with issues efficiently [...] the notiof

competence supposes that the subject looks chjtimgthe results of what has been done, which Ishalso be
socially acceptable”.

Reyet al (2002) emphasise thah“most cases, in order to accomplish a task, onstmot only choose one, but
several of these elements. It is therefore a questf complex taskgp. 3).

Le Boterf, whose work is in the area of the psyobplof work and of ergonomics, takes a rather wifie view
from the definitions so far quoted; if, indeed,canpetence is:

“an ability to act, that is to say an ability tdegrate, activate and transfer a set of resoukresviedge,
information, aptitudes, reasoning etc.) in a giwemtext to cope with different problems which are
encountered or to accomplish a task; the competenuet located in the resources themselves, btitan
activation of the resources. The nature of competénto be seen as “ability to activate” (199414).

This view puts special emphasis on the importaridhegprocessof accomplishing tasks in given situations as
being the competence itself. For higompetences only exist as competence in action”.

Perrenoud (1999) continues this line of thougtdtisg that the ability to activate [...] suggests the idea of
orchestrating and coordinating multiple and hetezngous resourcés(p. 56). For him, the question of
whether these activation schemata are part of coemge itself or whether they are a “meta-competéncan
“activation ability”, itself activated each time enexpresses a specific competence, and thereforaias
resourcesis an open question (ibid. p. t%%)

Similar nuances of definition are expressed by Bel. (2002) whoin fine distinguish three levels of
competence, as follows:

. knowing how to carry out an operation (or a preedeined sequence of operations) in response to a
signal (which, in school, could be a question, mstruction, or a known and identifiable situation i

10 Perrenoud’s position is much more nuance@anstruire des compétences dés I'é¢dl@97. He says “Le Boterf (1994, 1997), who

has developed the basic idea of activation, riskddying the issue by defining competence as “alitaho activate”. This is a
pretty picture which generates a risk of confusigince the activation of cognitive resources is thet expression of a particular
skill that one could call “ability to activate”. Naniversal “ability to activate” which would be asé& any situation and would be
applied to all possible cognitive resources existdéess it is to be confused with individual inigéince and the quest for meaning”
(p. 35).
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which there is neither difficulty or ambiguity);ishis a ‘basic procedure” or “competence at the first
level”;

. possessing a range of such basic procedures amdnignm a situation not previously encountered, how
to choose the most appropriate one; in this casatarpretation of the situation (or a “framing” thfe
situation) is necessary; this is defined eanfipetence at the second level”

. being capable of choosing and correctly combiniegesal basic procedures to cope with a new and
complex situation; this is ‘@ompetence at the third level” (p. 6).

3.2. Decisions taken about CARAP: conceptual instraents and content
3.2.1. Initial conclusions

Finally, the most important element to be retaifieth this survey is:

" the idea that competences are units with a degfeeomplexity, calling on different “resources”
(generally a mix of skills, knowledge and attitudésat are activated by the competence;

L] that these are linked to “sets of similar situatipmo complex tasks which have social relevartat, they
are in this way in a “social context” and have aadunction;

. that they consist of a (class of) given situatipngé the activation of varied resources (skillspwledge,

attitudes) as much as of the resources themselves.

These “resources” are sometimes called abilitiets, af attitudes (Frendfisposition$, or things known (French
connaissancgsor constituents. We have kept the term resoussst is the one which has the fewest
connotations and presupposes the least what wgoarg to include under the term.

We have described these resources as“oairnal” (in order to contrast them with external resoursesh as
dictionaries, grammars, competent speakers of #mgulage used as informers) and — adopting Rychen’s
definition — aspsycho-social(“constituents that are practical, motivational, etitmal and social’, Rychen
2005, p. 15).

In other words the competences are viewed mainthéndomain of social usage / needs, while ressuseem
rather to belong to the domain of cognitive (andetlgpmental psychology). In this view it is indeed
competences which come into play when one engagbhsavtask. However, it is probably the resourtes bne
can — to a certain point — distinguish and listfinileg them in terms of mastery and working on tha&m
educational practice.

One can even wonder — and this speaks in favotireofisefulness of producing a list of resourceshether a
“competence” as it has been defined above, linkedlasely with the diversity of situations wherdstused,
can really be “taught”. Or, whether, in fact, itrist the resources which can be worked on prabtigalthe
classroom by, among other approaches, providingdigredagogical tasks for learners — the teachinthis
way contributingto the development of competeneesthe resources that are activated.
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3.2.2. Renunciation: from a hierarchy of competenceto a diptych

The objective we formulated at the start of the Ap®ject (in the proposal presented to the ECML tFar
second medium-term programme, then in the firstrif@sons we placed on the ECML website) was toettgy
“a structured and hierarchical set of descriptorsammpetences”.

The combined effect of 1) the numerous practicablems we encountered in our early attempts totnarts
global hierarchies, even in a one-dimensional fréimeexample, in the domain of knowledge) and Batwve
read about the need to distinguish between “compet® and “resources” led us to the conviction thdg
objective was:

= extravagant; as the same resources can be usedrémge of different competences, it would necégsar
lead us to a high degree of redundancy;

= useless; since the competences are only manifastadtion in situations which by their nature asryw
varied, one can suppose that they can in fact fmvelescribable in the form of a structured andedcset;

= oversized, since it would suggest that we wereldapaf creating a model of all the implication®lations
included in the multiple resources (which in itsstfuld be the equivalent of reconstructing the tgrepart
of all the processes which are explored in researchinguistic and cultural behaviour and how this
acquired and learnt).

So we have replaced the initial aim of producirtgemarchy in the form of a tree diagram with thiaaliptych,
which in a way includes the two extremes of thewpial hierarchy (the competences and resources) wes:

1) to describe the global competences which se¢med to be recurrent and specific in the contéxhe
pluralistic approaches which we wanted to promote;

2) to list the different types of resources whattould be able to be activated in different situadi/ tasks
and for different competences.

Nevertheless, we have not renounced the idea, labavseen, of indicating a certain number of fragtary
hierarchies in our lists; they are based on relatipps of what is included (generic elements asggh to
specific elements). We have also from time to tidescribed in comments certain relationships between

different resources which seemed of special inténegarticular, of what is included in a category

This is dealt with in more detail in chapter 5 whidescribes the way CARAP is organised.

3.2.3. Between competences and resources: the lisniff the dichotomy

The presentation we have just made might creatirtpeession of a clear dichotomy between:

. on the one hand, a set of complex elements (th@etmmces) consisting not just of a set of resources
but also in the ability to activate them for a atted task;
" on the other hand simple elements (the resourdésput taking account of how they are activated.
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This simplistic view does not take account of taot$:

On the one hand, as will be seen when we preserdaimpetences (part B), there are features ofsioriy or at
least of mutual support or implication among eletmamhich one would define as “competences” as we ha
defined them. For example, if we suppose that tliera competence described ‘@@mpetence to manage
linguistic and cultural communication in a conteftotherness (French - altérité)ft is clear that’competence
in resolving conflicts, overcoming obstacles, didrg misunderstandingsdnd "'tompetence in mediatiordre
competences on which the first one is based (orchwimclude the first one)Nevertheless they are also
competences in their own right in the meaning we ldefined.

In the section of CARAP which deals with global gatences we will call this kind of competence “roicr
competence”, which competences even more globah as“competence to manage linguistic and cultural
communication in a context of otherness (FrencHtérigé)’ call upon in the same way as they call on
“resources”.

It is also true that when we came to select andhdtate these “resources” for our lists, we ofteesjioned

— frequently without any definite answer — whetbertain elements which seemed clearly to have their place
in our lists — because they are found in a meaninghy in the competences which are specific tagbistic
approaches, or because they can be constructbe icotirse of learning activities — were really ‘{gigf (in the
sense of being “not made up of several elemenits™act, we were convinced that if we restricted tists to
elements whose “simplicity” we could demonstratadly, some of our lists would look very meagre.

So we have concluded that resources are not neitgssianple” elements.

These decisions led directly to a further probleince resources can be compound, how do you dissimg
between them and “micro-competences” (or are thesllyr “micro-competences™?). Both cases concern
elements which are 1) themselves compound; 2) wdmeltonstituent parts of competences.

Two answers are possible:

. The “compound” resources we have included arelinaales at quite a low level of complexity. We have
not, for example, included descriptors suchCas predict how people of other cultures will cood
themselvess these seemed too complex to be considereds@zees in the way the authors quoted in
3.1 have defined them. But how can one decide @reaise limit to complexity, beyond which a
constituent of a competence is no longer a “reglbat a “micro-competence™?

. The micro-competences are in fact competences,hwimiean they include in “real life” activities the
ability to activate resources to cope with a spetésk. This could be applied @an predict how people
of other cultures will conduct themselv&ait here, too, the limits are difficult to defin@an compare
the relationship of sound and script systems amanguageswhich is one of the resources which we
have included in the list of skills, can easilyde® a task in a school environment. But wherehés t
borderline between a school exercise of this kind ather tasks whose achievement requires the
application of a “competence” (cf. the beginning 3R.1 above). Surely, there too, activation of

11 There are examples of these elements in relatiddentify and comparein point 5.3. For other examples, cf. that of theks

betweercompareandanalyzein point 1.3 of the comments on the list of Skills.
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resources is to be seen. Should we think that tisene “social function” (ibid.) on the grounds tha

concerns the school, which is in itself a sociatilmtion?

It is clear that we have to recognise that we a@&idg with a continuum where any borderlines argart
arbitrary and decisions on where they belong aneracquestion of pedagogic relevance and cohetbaceof

the application of completely objectifiable criteri

But nevertheless we will continue in CARAP to digtilish resources, competences and micro-competences
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4. The methodology of developing the framework
Our approach can be described as systematicalligiive.

Each member of the team had at the beginning ofptbgect a wealth of experience in various aspeéts
pluralistic approaches, broad enough to have edaldeto construct a framework simply by puttingetgr
and comparing our own representations of the cascep

We rejected this approach because we considetedb# dangerous (with a risk of being enclosedunawn
knowledge) and lacking in modesty as it would give impression that we considered that what oth#roas
have written on the subject would have brought ingtho add to what we already knew or what we Hezhey
ourselves written.

For this reason we decided that our starting peiotild be a systematic analysis of the content ofirzd a

12
hundred publications from which we collated extracts describing the petances which interested us. This is
the feature which leads to speak of an inductiyeaach.

Below is an account of how we carried out thistfatep of our work and will continue with a destiop of the
next steps.

4.1. Stage one: collating the entries

The resource publications are composed mainly edrettical and reflective studies in the domain idadtics
relating to pluralistic approaches (books presegntiese approaches, teaching materials, reporitsnowations,
articles about various aspects of these) to whiethawe added some curricula / school syllabi irctvive knew
that certain features of pluralistic approachesewterbe found; we also included a limited numbewroiks with

a focus more on psycholinguistics or language adipmn theory and which described plurilingual and
pluricultural functions in action. The majority @) of the publications were in French, but we atsduded
works in English (21 publications), German (15) &widtuguese (2).

The choice of these publications no doubt reflectsart our own ideas in this field, but it seemsdd enough
to claim to be genuinely representative.

In order to extract the competence descriptors hwvhiere of interest to us from the publications,designed a
grid in the form of a tabfg in which each of the formulations was transcrifathfully in the language it was
originally written in, sometimes with translationté French or Englislﬁ together with some first attempts at
reformulating them, when the description we foundswnot clearly formulated as a can do statement of
knowledge, skill or attitude which could be acqdirey a learner. (cf. the first problem we mentiorsd
point 4.2 below which began to become evidentiatstage of our work).

12 The complete list is in the Appendikigt of resource publicatiofslt contains 94 references, some of which thevesetefer to
several publications.

13 The table is also in the Appendix with the lifr@source publications.

14

For works which exist in both French and Englislespecially some Council of Europe publicationse-have included both
versions in the list.
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Opposite each of the descriptors we collected -elwhie have called “entries” — we needed to marksg® to
indicate their relevance to one or more of 13 aaieg, as shown in the following example:

Formulation of each H
identified competence Q@ - - g g |

i EQ B > =2 2 |2
exactly retranscribed |<:( % |<:( 2 % g § g % 3 Z 2 |2 |z §‘t
Transferir o conhecimento da X X X X X

lingua materna para a
aprendizagem das linguas
estrangeiras.

(Savoir) transférer la
connaissance de la langue
maternelle pour
'apprentissage des langueg
étrangeres.

The four categories on the right hand side repredhe broad traditional distinctions found in iemmon
European Framework of Reference for Languag#§NG and CULT lets us show whether the entry emns
languages or culture, while LANG-CULT refers toknbetween the two. The other categories are more
specific to pluralistic approaches and refer irs thider to attitudes of curiosity, interest, reneptess towards
languages and cultuf&TT/L&C) or towards diversity as sucATT/DIV), to confidence in one’s own learning
abilities (CONF), to analysis-observatiorAN-OBS, to plurilingual strategies within discourse tethto a
communicative situationQOM) or to relying on a competence from one languagdtlre to approach another
language APPUI) (there are further details in an appendix).

At this point these categories were wholly provisip and they have little resemblance to what wellfy
decided on at the completion of our work on CARAReir only aim was to allow us to make initial austic
groupings of entries dealing with approximatelyiimdomains, which was done at the next stage.

This work was carried out mainly by the membershef ALC team, with some outside help from timeitoet
(some of it done by students on Masters’ courséseatyniversité de Maine).

4.2. Stage two: allocation and processing of the s

All the different grids were then grouped in a kingiblelS, which was huge (nearly 120 pages and around
1800 entries) and on which we applied a serieouing processes (using the “sort” function of Wowehich
enabled us to produce automatically a dozen spesiifp-sets (for example, “APPUI” or (LANG and AN-GB
which were shared among the different memberseofehm for processing.

For each sub-set a team member had the task cértorgran unordered list into an ordered — andanoirical —
system of “descriptors”, these “descriptors beirgpigned” as our “standardised” way of formulatirg t
elements that the different authors had draftedh&ir own way in the entries we collected. It wasady
understood that these were preliminary attemptsjecaout by each of us on a particular sub-sed, that it

15 In grouping them we have taken care to attritibte source of the “entries”, citing the publicatitthey come from, the type of

pluralistic approach used and the type of learttegpublication is directed at.
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would require a gradual process of harmonisatiovplving many discussions and exchanges of opiniasnsve
will see, during the third stage of our work (prothg the definitive CARAP lists).

After doing some further internal grouping of thares with the SORT function of Word (on the basithe
other categories which had been ticked), each afnaertook a more finely tuned grouping of the iestrwith
revision and rephrasing, based on a careful atidatranalysis of the meaning of the entries.

At this stage we met with a number of difficulties:

1) We became even more acutely aware than in stempbthe problems raised by the way numerousemntri
were phrased. Without mentioning the formulatiorticly were either incoherent, meaningless or awklyard
phrased... we will briefly take note of two frequemhd in a way symmetrical “faults”. Some entries —
notwithstanding the fact that they were presengett@mpetences” by their authors, were in fact fdated:

. on the one hand (“upstream” emphasising the factdiich produce competence) drafted in terms of
what one aims to do during the teaching and legrmrocess (“develop attitudes ...”, “stimulate
curiosity...”, “give value to Ianguageslﬁ)

. on the other hand (“downstream” emphasising whaprizuced by the competence (“coping with

"o

differences...”, “acting positively...”).

2) It was at this stage of our work that the protdevhich arose when we tried to order the descapéal us to
undertake the theoretical reflection and the (eadimg which we have described in chapter 3.

The result of these new considerations was thatvthr& of each of us was directed towards makingigiroys
with less hierarchy, distinguishing what could dg®e defined as “resources” and more or less piinfrom
what we identified more as micro-competences om esempetences, in the interpretation we adopted in
chapter 3.

At the end of this stage we took the definitiveigien to produce three lists (knowledge, skills attitudes).

4.3. Stage three: producing the lists of descripterof resources and competences

At the end of the second step, the team memberes aeided into pairs (one pair for knowledge, oaedkills,
one for attitudes). Those responsible for procestiie sub-sets in stage two handed over the dessrifhey
proposed, with an attempt to distinguish “resouréesn “micro-competences”.

This was the basis — comparing what had come oe@cli sub-set (which often overlapped) — on whieh t
work of synthesising and choosing required to peedihe lists we have now was carried out. Ther®iseed at
this point to give a full description of how we dhis as the principles we worked on are describathapter 5
about the organisation of CARAP. We would just ribt the pairs frequently found themselves quest@the
decision to allocate some descriptors as “micropeiances” and decided to place them in the lisesburces.
One of the team members had the task of harmontbimgvay these decisions were taken, which was done
through frequent exchanges of views among the team.

16 The confusion is compounded by the fact thatscéasivities are sometimes presented as “objectsatsby teachers for a course.
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The features which we considered as definitely doginssible formulations of micro-competences (@neof
global competences) were analysed with a view tmlyre the table of competences (see in this regpéct
below, and the comments on this table).

To conclude the chapter, we should return to thedctive” aspect of the work in order to clarifyyaambiguity
about it. Throughout the process we were well awzsethe result of each stage was not a faitl@ptaduction
in reduced size (by an objective process of syighes the corpus chosen from the publication resesi (a
selection in itself influenced by our own viewsQur preconceived ideas should be considered asade
source for CARAP, which is the result — in a depatent to some degree deliberate — of interactiondsn the
entries we collected and our pre-conceived notiorthis domain. Indeed we did not hesitate to aestdptors
if a gap appeared in our overall view of the lists.

This is the reason which led us to decide to worgairs in the third stage so that the ideas ehak bad could
be confronted with those of another member of &aent This also allowed us to redistribute the netés be
processed so that the same data was analysed atjstdin by several people. This gave us extra wumuk
enabled us to be less influenced by individual gi@wthe processing of the material.
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5. Organisation of the framework

5.1. A table and three lists

As we announced in 3.2.2 above, the framework garused around, on the one hand, a table of tHealglo
competences on which our ability to act and reflea pluralistic context is based and, on the otfzd, the
resources which these competences call upon —fiedvand multiple combinations. This set is dividietb:

. a Table of global competences and micro-competerioeghich pluralistic approaches have a key role
to play and for which it will be evident — whichetonot surprise us — that their use is closelyelinto
“plurality” whether this is through communicatiom & situation where linguistic and cultural difieces
are significant, or through the establishment diversified linguistic repertoire;

" threelists of descriptors of resourcesoncerning, respectively, knowledge, skills andwates.

The table of competences is presented with a comamyeim the second part of CARAIobal competences)
The lists of descriptors are presented with comaret in parts C, D and E.

The next section explains some organisational fplies for the three parts, treating first the whgyt are
ordered (5.2), then various issues common to tteetlists and their internal organisation.

5.2. The way the three lists of resources are orded

We have chosen to put them in the odrowledge, Attitudes, Skills

This decision — in part an arbitrary one — is dadaby two considerations which are both in différeays on
the cline from “simple” to “complex”:

. in this way we hope to go from what seems eas@estake explicit to what is the most difficult tanpi
down;

. the skills seem to us to be closer to the moreagltdompetences” we have placed in the table dbajlo
competences.

5.3. Internal organisation of the lists
5.3.1. Predicates and objects
We think that the descriptors we have produced ¢fample:Knows the composition of some families of

languages, Positive attitude to languages which lass highly valorised, Can identify loan wordsn be
analysed as f0||OV\1/7S

17 It is not our aim to produce a comprehensive laggemantic analysis of the descriptors, but twipl®a rough basis for explaining

how the lists are organised. We are aware that d¢lag¢ures exist such as those which specify theswawhich skills are described
where it is necessary to explain or discuss whethey belong to the category “predicate “ or that‘abject” (in different
languages, according to situation, advisedlyas)well as the descriptors where “the object” isexpressed.
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. a “predicate” (either a verb or a noun, see above) which is eitbkated to knowledgekfows, is
familiar with), to attitudes gositive attitude towardsrespects, has a critical attitude towards, has
confidence ihor to skills €an identify, can compare, has mastery of, canwieprofit);

. an “object” onto which the content of the predicate is app({tbé composition of families of related
languages, languages which are less highly valdrisean words, diversity, a word similar to onean
language which is familiar, foreign reality, prejeds, the relations between sound and scrjpt...

With respect to the attitudes and skills, the ahitlivision into categories has been done on tteshaf the
predicates, with a further sub-division — withirclearoup of predicates — on the basis of the (tgfesbjects.

In the list relating to knowledge, the very regt variety of predicates led us to use a groupitafed to the
thematic domains of the different objects as th& forinciple for grouping them. For example&anguages as
semiotic systems / similarities and differencesvbeh language, cultures and social representationkural
diversity.

There are more details on this in the comment#oiee found with each list.

5.3.2. Problems encountered with regard to crossassification

By making this distinction between “predicates” &objects” we could not avoid the problem — a frequone
when making a typology — of “cross-classificationfotentially, all the descriptors could be classed
1) according to their predicate; 2) according teirtlobject. If the same object can be linked toarityan one
predicate, the only classification possible ishi$ kind:

Predicate Predicate Predicate

Objec Object Objec! Object Object Objec! Objec Object Objec!
A B C A B C A B C

This can be illustrated by a (simplified) exammated to skills:
If you can relate three objects (object @& phonemgobject B:a word object C:a misunderstanding due to
cultural differencep to the predicate€an observe(Predicate 1)Can identify (Predicate 2)Can compare

(Predicate 3), you get exactly the same organisaisois shown above.

This organisation of the lists — logically unavditia— looks very redundant and could lead us tdymimg very
long lists to little profit.

In the commentaries on each list we have explamad this issue of cross-classification (which caeam
different axis of classification than division inpeedicate / object) is resolved.
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5.3.3. The issue of mutually exclusive elements

It is expected that the constituent parts in adfstategories should be mutually exclusive: trethecategory
should be clearly distinct from the other ones.

This is the issue at this point. The issue of #lection of the terms themselves in a given langyaygthis case

French) is dealt with in the section on terminolddy point 7, below, and the notes on terminologgtained in
8

the commentaries on each I|15t)

This ideal of mutual exclusivity seems quite unaghble for the kinds of predicates we are dealiit,vgince
the operations, modes of knowledge, ways of beftigides which the predicates relate thbgerve, analyse,
know, know that, be disposed tetc.) have only a very limited autonomy from eathrerl)g.

We can illustrate this with a fairly simple examfiiem the domain of skillsdentifyandcompare

At first sight the two operations look quite distinHowever, if one considers (cf. pariN®tes on Terminology
in the commentary of the lists of skills) that itlgiing an object involves establishing:

1) either that one object and another object arestime object;
2) or that an object belongs to a class of objtish have a common characteristic.

It is clear that identification always involves amderlying element of comparison.

There are several examples of this in the listscmegmentaries.

5.3.4. Conceming categories related to learning

In each list it seemed helpful to group certaincdptors in a specific category (the categbanguage and
acquisitionin the knowledge sectioittitudes to learningn the attitudes sectiobearning skillsyjunder skills.

This does not mean, though, that these resoureeshar only ones which contribute to the competesfce
constructing and developing one’s plural repertofféanguages and cultures (€Gompetence of constructing
and developing a plural repertoire of languages antturesthat we included in the lists of competences in par
B of CARAP). Numerous other resources / micro-caemees contribute to this, too.

To take a simple example, it is clear thatowing that languages are governed by ruMsch have been placed
in the categoryanguage as a semiotic systafso contributes to developing ability to learnséemed to be
superfluous to include it again in the catedompguage and acquisition/ learning

18 We are aware of the link between the two questioine reality we are trying to pin down with segiarcategories is expressed
through the words of one language. However we thialcan gather the difficulties related to the claxipy of the phenomena we
are presenting in this first set of comments.

19

D’Hainaut (1977) who studies processes ldwmalyse, synthesise, compam@aches the same conclusion; he describes these as
“intellectual approaches” and says in the introghrcto this part of his study (p.114): “the approas we are proposing are not [...]
mutually exclusive”.
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The categories related specifically to learningugrohe descriptors whose objects refer to learliearning
strategies, language acquisitior).rather than to linguistic or cultural featuresl avhose predicates (especially
in the case of skills) refer directly to learnirmidties (can memorise, can reprodyce

Grouping descriptors which are particularly relévaa learning seemed a helpful way of stressing the
importance of this category. It has, however, adirantage — albeit minor — of leading us sometitoesse
predicates which already appear in other categoireshe skills framework, for example, the pretica
“desiring td which is one of the elements of categoryrfofivation to learn languaggsappears, too, in
category 19 in the foresiring to improve mastery of the first languadanguage of educatio(19.1.2) and
Desiring to learn other languag€49.1.3).

5.4.. The specific nature of the resources

The question we raise here for each resource we mmuded is that of knowing how far its inclusian
justified in the context of our stated aim of cnegta framework of reference for pluralistic apptoas.

While certain resources which bring several langsamto play Can compare languages, can carry out
transfers between language}por which are related to diversity as sum@wing that there are similarities and
differences between languages, Receptiveness tplahiéngualism and pluriculturality of near andistant
environments.) seem impossible to develop outside approachdshwinclude activities related to several
linguistic and cultural varieties at the same tifok the very definition of pluralistic approachesjumerous
other resources can be developed by both pluabsiil non-pluralistic approaches.

Rather than attempt to create a dichotomy whichladvbe impossible to apply and which would have edet!
resources which, while not exclusive to pluralistgpproaches, are developed to a considerable dbgribem,
we have established a three-point scale, whosggritiincluded in the lists for each of the degorim

+++ | The contribution of pluralistic For resources whiclone can probably not attain without
approaches isssential pluralistic approaches.
++ The contribution of pluralistic For resources which can be attained without nplstiali
approaches ignportant. approacheshut much less easily
+ The contribution of pluralisti For resources which can be attained without nplstiali
approaches igseful approaches, but for which the contribution of sagproaches
seems useful enough to be worth mentioning

N.B. These values are to be considered as averagesh can be modulated according to the langudges
cultures concerned. For example, if one takes #serghtorCan identify soundahich we have rated at “++7, it

is clear that this is overvalued for frequently gt languages, but probably undervalued for lesanuon
languages, which the learner will almost certaimigt have encountered except in approaches dealing
specifically with linguistic and cultural diversity
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6. Limits and perspectives

We will treat this issue from two angles: one mtato “quantity”, comparing what the team announaedhe
products we aimed to produce for the ALC projed #me present achievements of CARAP; and a “quality
aspect, which assesses the validity of what we pabduced.

6.1. Supplementary material and constituent parts o.CARAP

In contrast to what was planned at the outsete@B6ML second medium-term programme, the presesiove
of CARAP:

. is not in a hypertext version (it was planned teehia online and on CD);

. does not include in the descriptors any indicafimnwhat level of learners they especially might be
addressed to, nor any indication a priori of whpttralistic approach would best develop the relevan
resource;

. does not provide — for certain resources or caieg@f resources — any examples of pedagogic tesvi
designed to develop them;

. does not provide any references to work which wallldtrate — in the case of certain resources w ho
they could be attained by applying pluralistic agmhes;

. does not include a glossary in four languages pfessions used frequently in the field, but singayne

notes on terminology.

It seems the team underestimated the amount ofiapewent work required to develop the central pdrt o
CARAP — the table of competences and the lists ave produced.

Most of what is missing has been included in a gsapsubmitted for the third medium-term progranohthe
ECML.

The new project proposes support for implementiddRBP in the fields referred to in chapter 2.1 abdleis
will lead to the production of User Guides for CARA

6.2. The quality of CARAP

Criteria for quality of the project would includeortsideration of the coherence, comprehensiveneds an
readability of CARAP.

We think we have achieved a pretty satisfactorglle¥ “logical’ coherence when one takes accourthefgreat
diversity of descriptors, which it seemed relevimkeep from a didactic point of view. But we hawach to
learn from the reactions of potential user-readdmut how far this coherence corresponds to thetapeous
expectations of someone who consults a work ofkihid with specific aims.

As to the question of how far it is representatioe,even comprehensive, we are quite confident tatiai

absence of categories of resources which have bfeegotten”, given the importance of the resource
publications we started out from. We have questaut the level of detail that we propose, whilpérhaps
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unequal according to the lists or parts of fistghis wil only become clear when we have the tieas of
readers and users of the work. The same thind gusse, true for readability.

All the comments collected will inform the re-wrig which we have foreseen in the first phase ofribe
project. This will be supported by new reflectiomdareadings in the theory of the notion of “compe&® (with
the aim of reinforcing or modifying the overall argsation of our product) and in the field of psyawognition
and psycho-affectivity (in order to find a bettewusture, if needed, to the internal organisatibthe lists).

At the end of this document is the evaluation of ptcipants at a dissemination workshop in Graz at he
end of June 2007 concerning the lines of developntemhich should be envisaged for CARAP.

7. Notes on terminology

The major part of the work on Pluralistic Approashmeas been done in French, German and Spanistoratite f
English version it was necessary to take some idesion how the terms used should be translatext &te a
few explanatory comments, relating to the way tt@n€h original has been put into English:

Approches plurielles has been translated pturalistic approaches- “plural” did not seem adequate as in
English it would refer simply to a multiplicity @fpproaches.

Savoir, savoir-faire, savoir étrehave been translated ksowledge, skills, attitude@ghe Common European

Framework usesxistential competender the last of these, but we have prefem#dudesas the three are seen
as constituent parts of competence, and therefarediferent level Savoiris countable in French, uncountable
in English and sometimes we have ugerhs of knowledge, aspects of knowlebgexpress plurality).

Culture(s) is used in the meaning of the shared ideas, condalttes, belief etc of a community and is often
used in the plural different cultures

Altérité — is distinguished in French frodifference — as the fact or the nature of being different. Neee
translated this bgtherness

Predicate, object- in the lists of knowledge, skills and attitudée theadword of each list is described as the
predicate(either a verb phrase likean compareor a noun likereceptiveneds The list then includesbjectsto
which the heading can be applied. These termssa in the English version.

Resources- the combination of a predicate and an objedeicribed as sesourcein French, and the term has
been kept in English.

20 Cf. on this point the conclusion to point 8l¢bal competencésvhere we attempt to illustrate the descriptivev@oof CARAP.

Two axes of evaluation are proposed: assessmentieof descriptive” capacity of CARAP (as a model hafw it works in a
situation), and assessment of its pedagogic capéast an instrument for action in education). Waldeainly with the second
aspect.
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8. Graphic conventions

oX/yo

°X [y]°

x(lylzl)

{}

)F <>

..

either x, or y (y is not a sub-set of x)

Can identify cultural specificities / features

Can °observe/ analyse® linguistic forms and fumﬂzfo

terminological variants considered to be (quasi) agvalent

Can identify [recognise] simple phonetic elemestaihds]

either x, ory, or z (y and z being sub-sets of x)

Can analyse interpretation schemas (/stereotypes /)

list of examples(not to be confused with sub-sets of the obj2e30t!)

Can identify [recognise] basic graphic signs {letteideograms, punctuation
marks...f"

Shows awareness of cultural diversity {table masnkighway codes...}.

explanation of a term

Can perceive the *indirect* lexical closeness bemvésatures of two languages <on
the basis of closeness between the terms of twitidarof words>

all other explanations / additional information (or note)

Make efforts to combat one’s own reservations towawhat is different <applies to
both languages and culture>

optional part (in contrast with <...>, the part between (...) is part of the
descriptor).

Be receptive to the enrichment which can be engeddby confronting different
languages / different cultures / different peogflespecially when these are linked to
the personal or family history of pupils in thesda

21

22

23

(...) within a word: morphological variants whicheagrammatical

the ° are essential to separate parts whichlematives: it is possible to distinguish between:
Can °observe / analyse linguistic °forms / funcsion

Can °observe / analyse® °linguistic forms / funesid

A letter isone basic graphic sign, not a sub-category of a basaphic sign. Whereas a stereotype is a sub categfoan

interpretative schema.

24

... means that the list is not closed.
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B — Global competences

It is important to point out here that we are pnéisg a set of global competences whose developnvent
consider to be especially favoured by using plstigliapproaches, without there being any exclysivitthis
respect.

The set will be presented as a table, precededpbysgntation and comments designed to justifyexpthin our
choices, followed by an example intended to illatgtr— and verify — the overall conception we haven@ilated
of the way in which “competences” and “resource€’related.

1. Presentation and comments

It is not easy to define at what level of geneyalite should place competences of this kind. Theeena
absolute, objective criteria; our choice is basdwlly on pragmatic criteria: the competences masgéneral
enough to apply to numerous situations and tasksndt so general that they would be empty of atitent. As
we have seen (cf. chapter 3.2.3 of part A — gemerdentation of CARAP) resources and competemcéact
form a continuum, from the most elementary abditie the most general competences. In one wageinhs to
us that any arrangement of resources can potgnfii@ttion, in a particular situation, as a (migroempetence,
whether or not it is so called explicitly.

The competences are presented here in the formtabla which we do not intend to “over-structuréf.
particular we have not included any arrows linkarg implied relationship (or support) between thigedknt
competences we have included, for that would suggesrongly — that we feel we have mastery of thace
way in which the complex links between them combMée have preferred to produce an open table, about
which our postulate is that the elements it is magef (the competences) are applied in an origivea} in
different situations; we think this can be preséntkearly simply through the spatial relations fie table (the
proximity with other elements, where they are om ltrizontal and vertical axes) and this way ofen¢ing the
relationships graphically seems to provide an adiegdegree of flexibility.

The generic title of the table explains the commtioaracteristics of the set of competences selected:
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25
Competences which activate knowledge skills and attitudes in action and refletion

. valid for all languages and cultures;
. . . 26
. concerning the relationships between languagebetweeen cultures

In accordance with what we said, above, any competewhich we phrased with repetition of the elémef
the title (“competence to activate ... in action aaffiection”) would be too general to be operatiordis title
is the general expression of what is common tcafatteristic of all the competences we wish toudelin the
table, and is a generic characterisation of all ¢bmpetences which pluralistic approaches are tapatb
developing in a specific wgy

The next part of the table is composed of two ovearching competences (which we could have called
macro-competences) explaining what we consider toebthe two global competences which share, at the
highest level, the whole of the field covered by ¢htitle of our work:

C1: Competence in managing linguistic and culturacommunication in a context of “otherness” in which
one encounters languages and cultures differemt @ree’s own).

C2: Competence in the construction and broadeningf@ plural linguistic and cultural repertoire.

C1 and C2 describe in a way two zones of competenoae related to personal development, the other t
managing communication — under which can be growpeaus competences of a lower order of generality
which we call “micro-competences”. However diffitut is to establish a dividing line between micro-
competences and “compound” resources (cf. part A3Bthe core of the issue is to understand thereaf the
fundamental link we want to establish in FRAPALGwveen these two aspects: on one haitdiatedglobal
competences (including micro-competences), linkeckal situations, on the other the lists of resesithey can
activate in these situations (cf. part A3.2.1).

The zone of managing linguistic and cultural comication in a context of “otherness”
: . . . . 28
A range of (micro-)competences can (relativelypadiebe situated in this zone

. a competence in resolving conflict, overcoming obsthes, clarifying misunderstandingsis obviously
important in contexts where differences constattittgaten to become problems. It is clear that-tHike
all those listed here — is a competence whichfeakkills (cf. 6.2: can ask for help in communicating in
bi-/plurilingual groups), for knowledgécf. Knows that the categories of one’s mother tenflanguage
of education do not necessarily work in the same \a another languageland to attitudes

25 According to the conclusions reached at the lmeggnof chapter 3.2 of Part A of the General Prestéon of CARAP, competences
consist of both activation of resources (here ‘fimid" resources — cf. chapter 3.1 of the Presematand the possession of the
resources themselves. To simplify the formulatiemhave kept to “activation” since one can only g what one has available
(“that one possesses”).

26

The first aspect can be described as “trans-i&tigti / “trans-cultural”, the second as “inter-juistic” / “inter-cultural” (see p. 9).

27 Cf. Part A — General Presentation of CARAP, chafit

28 We will just use the term competence while imgtihe reader to keep in mind the idea of a contimérom competences — micro-

competences — resources. We will not systematiaalpheat the fact that all the competences are tseke in “a context of
otherness”: it is on this that their relevance apecificity in the framework of pluralistic apprdes is based.
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(cf. 4.1.1 Accepts that other languages can organise construction of meaning on different
29
phonological distinctions than one’s own language)

. a competence in negotiationwhich is the foundation for establishing contaaisl relationships in a
context of otherness;

. a competence in mediation which is the foundation for establishing relasibips between languages,
between cultures and between people;

. a competence of adaptabilit;slo, which calls on all the resources one has to ‘@ggr what is unfamiliar,
different”.

At this point, there are some important commentEwwill also apply to the two other “zones”:

. the order of presentation is irrelevant, even thowg have tended to put the more comprehensive ones
first;

. putting these competences in one zone does not tiagathey have no relevance in another one;

. the competences we have chosen are not necesgailific to pluralistic approaches: the competeasfce

negotiation, for example, in its general meanirsgegually relevant in situations within one cultare
language and can perfectly well be developed in plonalistic approaches, even outside the field of
language learning (management training etc.), bteractive situations where linguistic and cultural
“differences” require special attention and plwstiti approaches preparing learners to cope with suc
situations need to pay special attention to them.

The zone of constructing and broadening a plurajiistic and cultural repertoire

In this area there are only two (micro-) competenadich seem to be specific enough — or which have
31
sufficiently original sense in situations of othese — to be included

. a competence in profiting from one’s own inter-cultumal / inter-language experiencesvhether they
are positive, problematic or frankly negative;

. a competence in applying systematic and controlled &ning approaches in a context of otherness
in either an institutional or school context, irogps or individually.

An intermediate zone
Finally there are (micro-)competences which fidg into the two zones:
. a competence of decentring which describes a key feature of the aims of ghistic approaches,

involving a change of vantage point, seeing thiigs relative way, thanks to a number of resources
stemming from attitudes, skills and knowledge;

29 As we pointed out, the fact that each of the faa)competences can — according to the task /t&tuan which it is activated —
require resources from skills, knowledge and atgtuis really at the heart of our concept of a &afreference. However we will
illustrate this later with a more fully developexhenple.

30 The first three competences are close to whae gmople include in the idea of “strategic compe¢&nbut we have preferred more
specific ways of naming these.

31

We should stress again that we have not incladleithe cognitive competences which make up legrimirgeneral.
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" a competence in making sense of unfamiliar linguisti@nd/or cultural features, refusing to accept
(communicative or learning) failure, using all tresources available, especially those based on- inte
comprehensioncf. in the skills5.1 Can exploit similarities between languages asrategy for linguistic
understanding / productign

. acompetence of distancingvhich, based on a range of resources, allowstiaatrapproach to situations,
keeping control, and avoids being completely imegiis the immediate interaction or learning acivit

. a competence in critical analysis of the (communicate and/or learning) activities one is involved in
(close to what is sometimes calledtical awarenesswhich puts the focus on the resources appliegt aft
the distancing has been carried out;

. a competence for recognising the “Other”, and othernss in what is different and similar. Here we
have deliberately used an expression (see the potésrminology) which can be applied to both skill
(recognise) and attitudes (accézpt)

These are the features that we finally decidedettplas competences or micro-competences; theydpravkind
of map of competences which are specific to plstialiapproaches and which need to be activateden t
different situations / tasks we face.

The table does not necessarily, however, make lay ¢o comprehensiveness, because, among othernga
there are issues of hierarchy and because of thénoom mentioned above. In fact, as we carried tbat
analysis we found other features which could akseeHaid a claim to the status of competence! Ehike case
of the descriptors (competence in) communicatingha&nging ideas, questioning about language, @ulamd
communication and (competence in) seeing things fielative way or (competence) of empathy, etcpite of
this we did not include them as competences, lattga resources (cf. the respective lists) eitkealse they
seemed to be relevant to only one of our fieldspghy, for example, comes under attitudes) or tsrduey
are at a slightly lower level of complexity (comneating, exchanging ideas, questioning about laggua
culture and communication).

32 This use, based on a lexical particularity of temeguage (French), is allowable here, since thesegpetences have as a feature to

use resources coming from several different lists.
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Table of global competences

Competences which activate, in the course of refligon and action, knowledge, skills and attitudes

. valid for all languages and cultures;
. concerning the relationships between languages ametween cultures.

C1: Competence in managing linguistic and culturalcommunication in &

context of “otherness”

C2: Competence in the construction and broadening foa plural

linguistic and cultural repertoire

C1.1. Competence in resolving
conflicts, overcoming obstacles,
clarifying misunderstandings

C1.2. Competence in negotiation

C2.2. Competenapplying
systematic and controlled learning
approaches in a context of otherness

C2.2. Competence in
applying systematic

and controlled learning
approaches in a context
of otherness

C1.3. Competence in mediation ‘ ‘ C1.4. Competenedaytability

‘ C3. Competence of decentring

C4. Competence in making sense of unfamiliarui

stic and/or cultural features

C5. Competence of distancing

is involved in

C6. Competence in critical analysis of the sitmand the (communicative and/or learning) adésibne

C7. Competence in recognising the "Other" ah@mtess
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2. An illustration

In Part A €f. 3.2.1 and 3.2.2) it is not possible to envisageirdegrated table of competences and
resources which would be structured and rankeda(astwork in a tree diagram, for example). The
competences, in the concept we have adopted, araatérised by the fact that they are “situatetti ts

to say they can only be defined / configured eyagtien they are activated in a situation — differsch
time - and for a specific task — also differentretime.

This means that the shape of a competence is agzetly the same but varies according to the coiiex
which it is activated. It is only when the taskt@me) and the situation (who is involved, the eat)t
are defined that the competence can reach itgoeal Or, to put it more precisely, that a subject can
activate one or more of the competences availaltént at different levels. The subject will thertizate
the competence(s) in a form, which, in additionhi® kind of task and context, is going to dependhen
manner (in nature and quantity) he possesses tims fof the competence - never totally definable.

This reminder may seem very abstruse, as indeexd. itBut we thought it essential to accompany the
table we have presented with an illustration of tkal complexity of the notion of competences,
especially to avoid the risk of reification of thetion, which is often evident in the context whéme
concept is used

So illustrating our concept is a challenge; it guestion of — by means of the simplification menéd in
the precedent note — imagining the kind of situetio tasks for which a given competence is relevant
then describing more fully some examples of theskst and situations and, finally, verifying if our
“diptych” of competences — resources. 3.2.3 really works.

An example: the competence of “adaptability”

The example chosen is thkempetence of adaptability which consists, as we have seen, in approaching
what is other, strange, different. We have stregisatia competence of this kind is especially rsargs

in a “context of otherness”, when differences amnmediately evident: differences of language, imheda

in the mastery of the languages used in the exehdsgange” cultural behaviour etc. Note from #tart

that adapting does not mean identify with the ogeson, nor totally to adopt his language or bielay

but to find modes of action which allow the exchang function as well as possible, given, a prithre
differences which are there.

33 Note that in this concept, which is deliberateiteractive, even ethno-methodological, things beceren more complex
since situations and tasks are also the objechtefractive construction and therefore likely torhedified during the
achievement of the task! The definition of “compete for language” as defined recently by M. Matthaya view similar
to that of Bulea & Bronckart (2005), expresses tthésa well: “Competence for language is shown amlselation to a task
in a specific situation. It is intelligent energyhieh enables an individual to combine resourcasggiistic and non-
linguistic) with those available in the situationdathose of other people to complete a task (oers¢parallel tasks). The
actions they carry out to complete the task countekto how the task is defined and to the situaimomwhich they act.”
(forthcoming). It is therefore out of a concern gamplification that we continue as if the definits of situation and task
were clear and stable.

34 This is particularly striking when the notionused for assessment and / or recruitment in a gsiafieal context.
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Imagine a situation of interaction between langsageultures during which one of the interlocutors
constantly reproaches the other participants witbraaching on his/her territory: in other words, a
“difficult” interaction from the point of view of mxemics (Hall, 1971 and 19§i)A reaction is
required. It can be an adaptation.

This calls for responses to three questions:

The first two concern the “adaptation” as such amdact, influence each other:
a) show can we describe the adaptation we haveanethg terms of resources?
b) is competence an adequate word to use for #uaptation”?

The third question concerns the context of our &arfireference:
c) are there features in our list of resources h@respond to the description in a)?

Below are our responses, followed by an assessohéim whole of the illustration.
a) In the situation chosen, adaptability must ¢yealy on several resources:

. in the interactive situation described “adaptingésupposes being able to recognise problematic
behaviour (the position of the interlocutor in techange) and to identify / interpret this as a
cultural difference (and not as anything ill-intentd or anything of that kind) (a skill);

. this identification / interpretation has to be urmitlened by knowledge; that there are differences of
proxemic behaviour in different cultures, that thare norms (of interaction) which differ from
culture to culture, that the interlocutor comesrfra different culture and therefore conforms to
different norms, etc.;

" the adaptation also supposes certain attitudeshwddiow the subject to draw conclusions from
what has happened to adopt appropriate behaviouadapting to that of the interlocutor:
openness, flexibility, being prepared to modify’sr@vn norms and behaviour (attitudes);

. the adaptation further consists in (what we couddl the “problem-solving” part) adopting
appropriate behaviour, which could include, for I’B&IESGZ meta-communication about the
“problem”, asking the interlocutor to change hibdeéour, adapting one’s own, etc.

b) As it needs to use such a set of resourcesiai@bly others, too) adaptability loak&refore as if it
is indeed a competencécf. Part A, 3.2.1) characterised by a degree ofptexity (including the ability
to choose resources which correspond to the sfjatby a social function (ensuring that the intdoe

35 The same illustration could be made in relatiomther examples of tasks / situations in contekistherness: welcoming
someone in another language or culture; lookingirféormation in an unfamiliar language; interpretiand reacting to
conduct which s priori incomprehensible, etc.

36

This raises another feature of competences wiigkes it impossible to develop a closed, compléaddie: when one is
faced with a problem, there are usually severalswafyreacting to what is happening: for examplee oan adapt one ‘s
own behaviour, or explain the problem etc. Thesteinces in the response themselves act to redéfia situation in a
process of co-construction which only ends wherettehange is closed!
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takes places as harmoniously as possible “in gfftehe differences of norms and behaviour, which

[1H

“threaten” this harmony). It is a competence whishmanifested in the category of situations “in
interaction between participants from differentgaages / cultures”.

c) Here we will verify whether the lists of resoesccontain the ones we have seen in a) as beingeeq
to activate the competence of adaptability in ihgation we have described. First comes a lisetfvant
resources we have included and comments on anyntght be missing.

Skill

2.6.4. Can recognise [identify] specific forms of behavitinked to cultural differences.

This resource is necessary to recognise that tisei@ problem (we have phrased this identify
problematic behaviogr The analysis / interpretation is based on:

1.3.2. Can analyse the cultural origin of variations lidkte communication.

1.3.4. Can analyse the cultural origin of certain spediitns of behaviour.

These are indeed the bases for an understandithg @roblem. The expression “can analyse” is atill
bit vague, so resources relevant to comparisooadled on.

3.1. Is familiar with and can apply processes of compasion.

+++

3.1.1. Can establish links with different degrees of agipnation.

+++

3.0 Can compare different cultures of communication.

+++

3921, Can compare one’s own linguistic behaviour witlt thfespeakers of other languages.
+++

3922 Can compare the non-verbal communication of otiwéfsone’s own.

+++

1.3.1.1. Can identify one’s own cultural characteristics.

To identify the problem:

2.6. Can °identify [recognise] [perceive]® °culturhspecificity / cultural features®.

2.6.3 Can °identify [recognise]®° communicative ations engendered by cultural differences.
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But there are also “skills"-related resources epgdioin the part of the competence which seeks
“solutions” to the problem:

6.3. Can take account of socio-linguistic / socio-cultal differences in order to communicate.
++

4.2. Can explain misunderstandings.

+

Knowledge

The three parts of our framework show the plac&mawledge in skills: the operations of analysis,

comparison etc. are based on general cognitiveatipes on the one hand and on skills on the other

hand. Here are some examples:

2]

11.1 Knows that cultural differences exist.

+++

6.10. Is familiar with (aware of) one’s own possible reaton towards differences (linguistic /,

+++ language related /, cultural).

6.11. Knows that cultural differences can be at the soue of problems in verbal / non-verba

++ communication / interaction®.

6.11.1. Knows that problems in communication due ctdtural differences can manifest
themselves as culture shock.

3.4. Knows that questions of culture and identity condiion communicative interaction

+++

3.4.1. Knows that behaviour and individual values (persamaothers) are linked to cultur

++ references.

3.5. Knows that communicative competence is based on scand cultural knowledge which is

++ generally implicit.

6.9. Knows that there are similarities and differences btween different systems of verbal an

++ non-verbal communication

8.2. Knows that cultures may have specific norms of sai conduct

+++

9.4.2 Knows that the way other people interpret our cehdonay differ from one’s ow

+++ interpretation.
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Some areas of knowledge are also activated to poblsems.

6.12 Is familiar with strategies to solve intercultural problems.
++

Attitudes
Numerous attitudes also have to come into playy Toven a kind of attitudinal background which makes
it possible to act in a context of otherness amdapplication of the knowledge and skills. It ischéo

establish a precise list, but here are some example

... to be able to start:

7.2 Being prepared to be engaged in plural (verbal / nwverbal) communications
+ respecting rites and conventions appropriate to theontext

7.3 Being ready to face the difficulties inherent in plirilingual / pluricultural interaction®.

+

7.3.1 Ability to deal confidently with what is new / stge in the linguistic / cultural
++ behaviour and the cultural values of others.

7.3.2 Being ready to accept the anxiety inherent to fphgual / pluricultural situations and
+ interaction.

7.3.3 Being ready to live experiences different from snexpectations <valid for both
+ language and culture.>

7.3.4 Being ready to feel threats to one’s identity pelfone’s individuality removed].

+

15.1 Feeling capable of facing the complexity / diversjtof contexts / interlocutors®.

++

15.2 Communicating (°production / reception / interactian / mediation®) with confidence.

+

14.2.1 Having the will to manage the frustrations / ematigenerated by participation |in
+ another culture.

... adopting a suitable attitude towards what isljite happen in an exchange:

1.1.1 Paying attention to verbal / non-verbal signalsammunication.
+

1.2 Paying attention to manifestations of culture.

+
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i

ge

22.1.1 Being receptive to the diversity of different phtoeystems {accented form
++ graphic forms, syntactic organisation).
<idem for cultures: table manners, highway code§7et
12.2 Readiness to suspend judgment about one’s own anther cultures®.
+++
4.1.3 Accept different kinds of cultural behaviour (/talshanners / rites / ...).
+
12.5 Being ready to oppose / go beyond one’s own pregsdi
++
4.1 Conquer the resistance / reservations one hasdewenat is different <valid for langua
+ and culture>.
6.1 Respect for differences and diversity (in a muttiréc environment) < valid for langua
+ and culture >.

ge

... at the same time keeping one’s capacities fdysimg situations and looking at them critically:

9.6.2 Determination to try to understand differences amduct / values / attitudes

++ members of a culture which receives you.

10.4 Having a critical attitude towards the values /m@iof others.

+

13.1 Willingness to distance oneself from one’s own wat perspective and watchful of the
+ effects that it can have on one’s perception ofifeatations of cultures / being prepareg to

take account of characteristics of one’s own caltuhich influence one’s perception of the

world outside of one’s daily life, one’s way of tlking.

... and being ready to try to resolve problems:

ns

14.1 Willingness to adapt / to be flexible in one’s olhaviour in interaction with people w
+ are linguistically / culturally different.

14.2.2 Willingness to adapt one’s own behaviour on thdsbeswhat one knows / lear
+ about communication in the host culture.

115 Ability to adopt attitudes which correspond to Ge&nowledge about diversity, whateve
+ might be.

it

37 Proxemic behaviour is of course part of “etc.”.
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All of these are attitudes, which can be summarisdhe context of the example we provided as:

13.2 Accepting to suspend (perhaps temporarily) or testjon one’s habits (verbal and other) /
++ conduct / values... and to adopt (even provisioralgt in a reversible way) other conduct /
attitudes / values than those which up to that tpbad constituted one’s linguistic and
cultural “identity”.

9.4.2 Willingness to put into words / discuss the way apresents certain linguistic

+ features (loan words/ “mixes” of languages...).

Note, in passing, that once it has been appliesl,ctimpetence of adaptability can lead one furthier —

new learning, to increased curiosity:

3.4 Interest in understanding what happens in intencailtinteraction <valid for language and
culture>.

What conclusions can be drawn from this presentatio

We can conclude that:

1. Overall the model of “competences” and “rescsitoge have chosen from the literature and

through the theoretical reflections of the GenBralsentation is relevant. When they are applied to
a concrete case of competence to be used in digituthe concepts are useful in generating a
description which “makes sense” in that it corregf®to what our (personal and collective)

experience has taught us about such situationswdwad can happen in them. The description

provided seems to be a rich one.

2. The resource descriptors provide a broad enbagfs to cover a number of the aspects required
for an analysis, whose richness we noted, botheatelvel of generic descriptors and more specific
ones. Even if one sometimes has an impressiortttalescriptors are in some cases too broad, in
others to narrow.

So, overall, we think we are on the right traclereif there is still a lot of work to be done tmguce a
fully operational framework.

We are, of course, aware of the limitations of ppreach based on a single example which shoul@eot
confused with an attempt to validate the model @wedinstrument. The purpose of such a validatidn (o
CARAP as a descriptive model? as a tool to guiddagegic action?) and, for this reason, its
methodology, remain to be decided.
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C — Knowledge

1. List

A. Lang

of descriptors of resources

ue and communication

Al Language as semiological system

1. Knows some of the principles of how languages work

++

1.1 Knows that language is / languages are composedsins which form a semiological system

+++

1.2. Understands some basic semiological concepts

++

1.2.1. Understands the distinction between symbolic ammhicc representation / the difference

++ between the concepts of signal, sign and symbol.

1.2.2 Understands that languages represent thevmld in a conventional way (on a basis of

shared conventions).

1.2.3. Knows that the relationship between words and ¢haéty they refer to is arbitrary.

++

1.2.3.1. Knows that “grammatical gender” and “sexual gende€’ not the same things.

++

1.3. Knows that languages are based on rules

++

1.3.1. ++ Knows that these rules can be intentiphabken

1.4. Understands that a language is composed of differewarieties and that these are defined by

++ variations of its linguistic system

1.5. Is familiar with the concepts and the techniques wikh, at different levels of analysis, permi

+ understanding of the way languages work

1.5.1. Is familiar with some of the categories used tadbs languages

++

1.5.1.1. Is familiar with the different ways of categorisifaymal aspects of languages

++

1.6. Understands that there are differences betwedahe ways in which written and spoken languagg
work

1.7. Possesses linguistic knowledge about a specific damge (mother tongue, the language of

education)




A.2 Language and society

2. ++ | Understands the role of society in the way languagevork

2.1 Has knowledge about synchronic social variations ofanguages {regional variants, variations
++ related to age, professional status etc.}

2.1.1. Knows that each of these variants make up a litiguisgstem to the same extent as all other
++ systems, even if it is not suitable to be usedlisitwations

2.1.2. Knows that to interpret these variants one needaki® account of the cultural specificities
++ of those who speak them

2.1.3. Knows how languages are categorised with regardhéir status in society (/official
++ language, regional language / slang/...)

2.2 Knows how languages are categorised with regard tiheir status in society (/official language
++ regional language / slang/...)

2.3. Knows that a person’s identity is constructed withreference to — among other things — language
++ and culture

2.4, Knows that one’s own identity is defined [construad] by one’s interlocutors in communicative
++ situations

2.5, ++ Is aware of some features of one’s own limgtic situation and environment

2.5.1. Has knowledge about the sociolinguistic diversftgre’s own environment

++

2.5.2. Is aware of the role played by the different larggsapresent in the environment (common
+++ language and language of education, family language

2.5.3. Is aware of one’s own linguistic identity

++

2.6. Knows some historical and geographical facts whichiave influenced / influence the origin o
++ development of some Ianguaggs

2.7. Knows that in acquiring knowledge about language, e also acquires historical and
++ geographical knowledge
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A.3. Verbal and non-verbal communication

3.++ | Knows some of the principles of how communicatioruhctions

3.1 Knows that there are other forms of communication than human language [that humar

++ language is only one of the possible forms of langge].

3.1.1. Knows that communication does not necessarily dépenhaving a tongue articulated|in

++ two dimensions.

3.2. Is aware of some of the characteristics which makbuman language different from other

++ forms of language (/animal communication/...).

3.3. Has knowledge of one’s own communicative repertoire

++

3.3.1. Is aware of some discourse genres of one’s own coriaative repertoire

++

3.3.2. Knows that it is necessary to adapt one’'s commtim&aepertoire to the social and

++ cultural context of communication

3.4. Knows that interaction is conditioned by culture arl identity

+++

3.4.1. Knows that plurilingual inter-cultural communicatias conditioned by certain specific

++ cultural aspects

3.4.2. Has knowledge about the way in which the rolesdaia interaction are structured by

+++ cultural factors. Is aware of some of the cultutaracteristics which condition the (roles
in) social interaction

3.5. Knows that one’s communicative competence is based knowledge which is usually implicit

++

3.6. Is aware of some aspects of implicit knowledge orhich communicative competence is based

++

3.6.1. Is aware of some of the aspects of formal and érimél linguistic knowledge < acquired

++ by out-of-school learning and /or implicit / lingtic processes> which underpin
communicative competence

3.6.2. Is aware that in order to communicate we have hofblicit and explicit knowledge

++ available and that others have the same kinds@f/lauge

3.7. Knows that a speaker of another language has a spel status because of his / her

+++ plurilingual and pluricultural competence

3.7.1 Knows that a speaker of more than one languagekheswledge about both his / her

++ language and culture and that of the other perd$os / her interlocutor and for this reason

has potential / a position of power at least etp#that of a native speaker interlocutor

3.7.2. Knows that a speaker of more than one language hale as a mediator in communication

+

3.8. Is familiar with some of the discourse and textuafeatures of text

++

3.8.1. Knows that it is possible to alternate narratiothveixplanatory and descriptive sections etc

++
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A.4 Development of languages

4. Knows that languages are in a state of constant defepment

+++

4.1. Knows that languages are related to each other arttlat “families” of languages exist

+++

4.2 Knows the names and the composition of some groupékrelated languages

+++

4.3. Is aware of the existence of words loaned from oanguage to another

++

4.3.1. Has knowledge of the conditions in which words la@ned {contact, terminological neec
++ related to the development of the real world tingleage is related to}

4.3.2. Knows that one should not confuse loan words withguistic relationship

++

4.4, Is aware of some features of the history of languag (/their origin / some kinds of developmen
++ of lexis / some features of phonological developnt®n

A.5 Multiplicity, diversity, Multilingualism and pl urilingualism

5. Possesses knowledge about linguistic diversity /milihgualism and plurilingualism

+++

5.1 Knows that there are very many different language the world

+++

5.2 Knows that there are many different kinds of soundsused in languages {phonemes, types
+++ rhythm}

5.3. Knows that there are many different kinds of script

+++

5.4, Knows that there are diverse kinds of multilingual,plurilingual situations around the world

+++

5.5. Knows that multilingual, plurilingual situations ar e in constant evolution

+++

5.6. Knows that sociolinguistic situations can be compie

+++

5.6.1. Knows that there are often several languages ustttisame country, or the same langy
+++ used in several countries

5.6.1.1. Knows that language borders and national borders@rthe same thing

+++

5.6.1.2. Knows that a language and a country should nobbised

+++

5.7. Knows that there are multilingual, plurilingual situations in one’s own environment and in
+++ other places, near or far
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A.6 Similarities and differences between languages

6. Knows that there are similarities and differences btween languages

+++

6.1. Knows that each language has its own system

++

6.1.1. Knows that the system of a language is only onengmther possible systems

+++

6.2. Knows that each language has a specific way of regsenting reality

+++

6.2.1. Know that the way in which each language describesvides up” the world is culturally

++ determined

6.2.2. Knows that, for this reason, translation from omeguage to another often requires a

++ different way of dividing up reality

6.3. +++ Knows that the categories mother tongueldnguage of education are not defined in the same
way in another language

6.3.1. Knows that some grammatical categories presenhénlanguage may be absent in another

+++ one

6.3.2. Knows that the same word may change gender fronfamgeiage to another

++

6.4. Knows that each language has its own phonetic / phaogical system

+++

6.4.1 Knows that each language has a different soundmysom others — to different degrees

+++

6.4.2 Knows that different languages have different repers of phonemes

+++

6.4.3. Knows that sometimes unfamiliar languages use sowftich we do not even perceive, but

+++ which distinguish words from each other

6.4.4. Knows that there are differences among languadetedeto prosody. (related to rhythm /

+++ accentuation / intonation)

6.5 Knows that there is not a word to word equivalencdetween languages

++

6.5.1 Knows that languages do not always use the samberuwhwords to say the same thing

++

6.5.2. Knows that a word from the lexis of one languagy o@respond to two or more words|in

++ another one

6.5.3. Knows that certain aspects of reality may be egasn words in one language, but not in

++ others

6.5.4. Knows that words in other languages which soundséime may not mean the same thing

++

6.6. Knows that words may be divided up differently fromone language to another

+++

6.6.1. Knows that a compound word in one language mayespand to a group of words |in

+++ another one
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6.7. Knows that the organisation of utterances may diffefrom one language to another

+++

6.8. Knows that different systems of script function indifferent ways

+++

6.8.1. Knows that there different kinds of writing

++

6.8.2. Knows that the number of units used in writing rdéfer from one language to another

++

6.8.3. Knows that words which sound similar may be writiencompletely different ways i

++ another language

6.8.4. Knows that the correspondence between graphemesplamgemes is specific to eaq

+++ language

6.9. Knows that there are similarities and differences btween verbal / non-verbal communicatior

++ systems from one language to another

6.9.1. Knows that there are differences in the verbal/-venbal ways in which feelings al

++ expressed in different languages

6.9.2. Is familiar with some differences in the way fegbrare expressed in some languages

++

6.9.3. Knows that some language functions (greeting stugbolite formulae...) which look th

++ same may not work in the same way from one langteagaother

6.10. Is familiar with [is aware of] one’s own reactionstowards differences (linguistic / language

+++ related / cultural)

6.11. Knows that cultural differences may be at the rootof problems in verbal / non-verbal

++ communication /interaction

6.11.1. Knows that problems in communication dueuibural differences can manifest themse
as culture shock / culture fatigue

6.12. Is familiar with strategies which help to resolve mtercultural conflict

++

6.13. Is familiar with some correspondences / absence obrrespondence between the mother tongue

++ language of education and other languages
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A.7 Language and °acquisition / learning®

7. Knows how one acquires / learns a language

7.1. Knows how one learns to speak

++

7.2. Knows that one can base language learning on simiities (of structure / discourse / pragmatic
+++ rules)

7.3. Knows that basing learning on similarities ( of stucture / discourse / pragmatic rules) makes i
+++ easier

7.4. Knows that cultural aspects influence how one leasa language

++

7.5. Knows that one can learn better if one has a posi attitude towards linguistic differences

+++

7.6. Is aware of one’s own language learning abilities

++

7.6.1. Knows that one can use learning strategies

++

7.6.2. Is familiar with learning strategies which can Isedi in language learning

++
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B. Culture

B.1 Culture and social practices

8. Knows the role of culture in social practices

++

8.1. Knows that cultures influence individual (behaviour/ social practices / value systems)

++

8.1.1. Is familiar with some social practices / customslifferent cultures

+++

8.1.2. Is familiar with some similarities / differencesthvithe social practices / customs of different
+++ cultures

8.1.3. Is familiar with some specificities of one’s ownltocuwe in relation with certain practices /
+++ customs of other cultures

8.2. Knows that a culture may have specific norms relatéto social practices

+++

8.2.1. Knows that certain of these norms are taboos

+++

8.2.2. Is familiar with norms related to social practi¢ésome taboos/) of other cultures in certain
+++ domains {greetings, daily needs, sexuality, dettt} e

8.2.3. Is familiar with some of the norms of some sociadups with regard to social practiges
+++ (taboos)

8.2.4. Knows that norms (taboos) specific to cultures mpdesonal decision taking difficult in
+++ contexts of cultural diversity

B.2 Culture and social representations

to

9. Knows that one’s perception / world view / thoughtsre structured by culture °

+++

9.1. Knows that cultural systems are complex / manifesthemselves in different domains {socig
+++ interaction, links to the environment, knowledge otthe real world}°

9.2. Knows that there are similarities / differences inthe knowledge / interpretative schemata
+++ between people of different cultures

9.2.1. Is familiar with some interpretative schemata retatto certain cultures with regard
+++ knowledge of the world {numbering, measurementssve telling the time etc.)

9.3. Knows that knowledge about different cultures can b deformed by stereotypes

+++

9.3.1. Is aware of culture related stereotypes which edarch one’s view of the world

+++

9.3.1.1. Is aware of stereotypes other cultures have itioeléo one’s own culture

++

9.3.1.2. Is aware of misunderstandings caused by cultufi@rdnces

++
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9.3.1.3.
++

Knows that cultural prejudices exist

9.4. Knows that one perceives one’s own culture differgly from the way one perceives othe

+ cultures

9.4.1. Knows that one’s perception of one’s own and othdfures also depends on individual factors
+ {previous experience, personality traits...}°

9.4.2. Is aware that other people’s perception of our ocohé likely to be different from one’s own
+++

9.4.3. Is aware that one’s own cultural customs can lerpnéted as stereotypes by other people

+++

B.3 Cultural references

ners

10. Has knowledge concerning different cultures

++

10.1. Possesses cultural references enabling one to sture the implicit and explicit knowledge

++ about the world (knowledge of different places, oragnisations, objects.../ how things ar
classified, their properties and the links betweethem) acquired in school language learning)

10.1.1. Possesses knowledge related to cultures whictharsubject of school courses / other lear

+++ in the class / the immediate environment °

10.1.1.1. Is aware of characteristic aspects of one’s owtucell

+

10.1.1.2. Is aware of characteristic aspects of some otHearres

+++

10.2. Possesses a system for interpreting specific featsr of a culture {meanings, beliefs, culturg

++ practices...}

10.3. Possesses knowledge of one’s own culture capablefatilitating interaction with those from

++ other cultures

B.4. Cultural diversity

11. Is aware of different aspects of cultural diversity

+++

11.1. Knows that cultural differences exist

+++

11.1.1. Knows that different cultures classify the contehtommunicative exchanges in different
+++ ways

11.1.2. Knows that the way one reads / interprets the condé communicative exchanges|is
+++ influenced by cultural differences

11.1.3. Is aware of differences in the way sentiments (tems/...) are expressed in words and
+++ non-verbally in different cultures

11.2. Knows that cultures are not closed universebut can exchange / share aspects with other
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+++ cultures

11.2.1. Knows that there can be similarities / differenag®ng cultures

+++

11.2.1.1. Is aware of some similarities / differences betweee's own culture and that |of
+++ other people

11.2.1.2. Is familiar with some similarities and differenchstween the cultures of differgnt
+++ regional and social groups

11.2.2. Knows that cultures can influence each other

+++

11.3. Knows that there are cultural sub-groups related tasocial groupings within a culture

+++

11.3.1. Is familiar with examples of variants in culturalptice according to social groupings
+++

11.3.2. Has familiarity with cultural differences which peprovide a better understanding| of
+++ social structures

11.4. Knows that the formation and development of culture are influenced by diverse factors

++

11.4.1. Understands the role of institutions and politicgultural development

++

11.4.2. Is familiar with historical and geographical factavhich determine aspects of different
++ cultures

11.5. Knows that cultural diversity does not imply superority / inferiority of one over another

+++

B.5 Culture and identity

(=]

12. Knows that a person’s identity is formed, in part,by references to the culture(s) s/he belongs to
+++

12.1. Knows that one’s own identity is linked to one’s ow culture / the identity of others is linked
+++ to their culture®

12.2. Knows that identity is formed at different levels §ocial, national, supranational...}

+++

12.2.1. Knows that European identity is formed by the siniiles and differences among differént
+++ European cultures

12.3. Knows that one can have multiple identities

+++

12.4. Knows that some identities are bi/plurilingual / bipluricultural

+++

12.5. Knows that there are risks that contact with otherdominant languages / culture(s) can lead t
+++ cultural alienation and impoverishment
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2. Commentary

1. Organisation

We have followed the scheme of tBemmon European Framework of Reference for Langu@gfeFR)
in including “Knowledge” as a category of resourcsimice “all human communication depends on a
shared knowledge of the world” (page 11).

1.1. Language and culture - a justifiable dichotomy

In our lists we have separated the descriptordeetlto language and communication from the ones
related to culture. This does not mean that wekthiat language and culture work in a separateiway
language use and discourse in situation, or thateveot recognise the key role of the link between
language and culture in the development of comnadinie competence. If we separate language and
culture it is to make it easier to draw boundasesind the key concepts and make them more exg@lit
well as to facilitate the nature of the knowledgastructed by pluralistic approaches: if we digtish
them in this way the lists become clearer and emianderstansé. And, finally, the separation of the
contexts has a pedagogic objective; to make ieeasianalyse and assess what is done in educatien,
though they are certainly global, with language emitlire intermingled in actual practice.

However, since the two aspects are so closelyditkbas not always been easy to decide whereattepl
the descriptors in one or the other of the two msgetions of our list. For example, we decidetbtate

in the section devoted to language and communicaescriptors like&Knows that it is necessary to take
account of the cultural specificity of one’s intamlitor to interpret these varian{svith reference to
linguistic variants) oKnows that communicative interaction is conditiomgdculture and identitwhere

the reference is to language and culture at the $eme. In other cases — for example, for desaspod

the typeKnows that identity is constructed we preferred to place a descriptor in each secfdi.
Knows that a person’s identity is constructed wiference to — among other things — language and
culture is in Language and communicatiovhile 12.2 Knows that identity is formed at different levels
{social, national, supranational...¢omes unde€Culture These decisions do not mean a real separation,
but simply an alternative focus on one or anotli¢gh@two aspects.

38 This decision follows the one taken by the CERRctv refers to “linguistic knowledge” (p. 13) anihds room in the

section of general competences for “declarativenkedge” which is to be understood as “knowledgeiogting in social
experience (empirical knowledge) or from more fdriesrning (academic knowledge)” (page 16 — cf.18®- for more
details).
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1.2. Predicate and objects

According to the distinction made in the generédaduction to CARAP (cf. Section,&hapter 5.3.1) the
descriptors of knowledge, like those of attitudesldlls, can be divided into “predicates” and “etfjs”.

In this list there is relatively little variety ithe predicates Knows, Is familiar with, Has knowledge
about

One could, of course, distinguish differences chmieg among predicates like:

a) knows that (knows that something exist®nows that communicative interaction is conditioned
by culture and identity

b) knows how knows how something functions; for example, how ¢hieg works on another
thing). Has knowledge about the way that cultures structakes in social interaction

C) knows exampleswhich belongto a category of knowledgeKnows (is familiar with) some
. . . .39
discourse genres of one’s own communicative reperto

But, whatever the interest of these distinctiomsnfra strictly semantic point of view, the contehthe

resources we decided to include did not indicateeed for systematic use of a triptych for the same
40

object .

In contrast to the lists of skills and of attitud#ee knowledge lists have not been organised diowpto
predicates at the first level. This is partly doehe absence of variety, but also because an isegem
whose main principle would have been the triptybbva would have led to artificial separation of the
“knows that”, the “knows how” and the “is familiamith examples” relating to the same fields of
knowledge.

In fact, the variety of descriptors in our listdge essentially to the variety of objects. Thigl the first
level of organisation of the list is based on aolygy of objects (which makes no claims for being
comprehensive).

1.3. Concerning “objects”: problems of cross-clasBtation
When we developed the list, we soon remarked thattwo axes of differentiation of the descriptors,

: : . ! .
which we considered an essential feature of thgjarosation, posed unavoidable problems of cross-
classification. The two axes, which each led udet@rmine categories, are the following:

39 In other words this is knowledge about facts bemqpmena which are (a): abstract or general; (ojcrete and of

knowledge on processes and relationships (b).

40 Which means — to put it in another way (cf. tippraach explained in Chapter 4 of Section-Athat for any single object

1) we have not found the entries from the resoptds#ications indicating the three kinds of predé;at) we have not felt a
need — given the pedagogic aims of the framewdikaed descriptors in order to complete the triptyc
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categorisation regarding thkevels of linguistic analysis (for the section language and
communication)including semiology, pragmatics etc. which requinesl — even though we
restricted ourselves to a small number of major-saib — to distinguish categories such as:
Language as a semiological system, Language andiet$ocVerbal and non-verbal
communicationor with regard taultural domains, like social practices or cultural references;
categorisation through relevant features which care describe agransversal’, to the degre¢o
which they can be applied to all the levels of gsial which result from the preceding axis:
Evolution of languagesPlurality and diversity Similarities and differencesand in a slightly
different registerAcquisition and learningin the sectionLanguage and Communicaticend
Culture and identityn the Culture section.

We will describe below how we attempted to dealhwiite inherent problems of this kind of cross-

classification.

41

As for the distinction between language and caltit is important to stress that this categoiigats not for us a real and
immanent structure that we are trying to give acitire to: it is forced upon us by the specific nime seek to achieve; the
development of an organised list of descriptorgramluce a Framework.
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2. The list of descriptors
2.1. The section “Language and communication”
2.1.1. The meta-linguistic nature of the descripsoincluded

The elements of knowledge presented as resourcieitist correspond in the main to explicit meta-
linguistic knowledge. They are declarative, thatoisay, they relate to facts, to data, to phenamenif
they relate to language, languages or communicapi@tedural. They are result of observationand

a more or less conscious analysis of some formal achcteristics of language. This reflective
approach, according to the learner’s cognitive ldgweent, leads us to make certain rules about
language(s) explicit in the context of an apprdactorming meta-linguistic concepts.

These “knowledge” resources are meta-cognitivedsal with aspects such as analysis, observation and
language learningknows that one can use learning strategies, kndwas one can use structural,
discursive and pragmatic similarities among langes¢o help to learn them

And, finally, other items of knowledge, also “metaéfer to action in communicative situations anel a
designed to facilitate communication either witbire language or in contact with othéfsiows that one
has to adapt one’s communicative repertoire to $beial and cultural contexor Knows that it is
necessary to take account of the cultural charasties of interlocutors to interpret these variants

Therefore, taking account of communication is fiesdi by the fact of taking account of language used
situation, which is necessary to understand laregiagd even for learning them. This use of langirage
situation shows us that language has a social taspgtably in the way a language is firmly anchoired
social reality; language is a product of societyd abecomes operational in a framework of
communication.

2.1.2. Linguistic and non-linguistic objects

Some descriptors describe objects that are onlyafsarlinguistic, for example the knowledge reldte
mainly to history and geography mentioned in p&@ré Is aware of historical and geographical facts
which have influenced / influence the appearancdexelopment of certain languag@$ey have been
included to illustrate the fact that the impactpbfralistic approaches is especially significanttliese
domains because of the transversal nature of thétias linked to observation of languages.

2.1.3. The names of the categories
As we said in 1.3 concerning cross-classificatmur, categories belong to the two axes at the samee t

We decided to divide the categories emanating ffeentwo axes into two successive sub-sets: fiest th
analytical levels (A.1 to A.3), then the transvemses (A.4 to A.6):
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A. Language and communication
A.1 Language as a semiological system
A.2 Language and society
A.3 Verbal and non-verbal communicat%n
A.4 Development of languages
A.5 Plurality, diversity of languages and multiliregism / plurilingualism
A.6 Similarities and differences

A.7 Languages and acquisition / learning

In order to avoid repetition due to cross-clasatfan we did not place descriptors too closely dmhko
the transversal categories A.4 to A.7 in sectiorfstA A.4. W hen it was necessary to take accaouttie
transversal categories of descriptors which coldd have been included in categories A.1 and A8, w
regrouped them in sub-sets corresponding to A4 3pand in the same order.

This is why there are descriptors in ASirfilarities and differencgswhich relate to language as a
semiological system (therefore, to A.1). They deegd in the first part of this category, followed all
the descriptors concerning communication (A.3).

Finally, a few explanations — where we think thepeded — about the choice of certain categories and
their coherence:

Language as a semiological system

This category describes resources which have twittolanguage as system of signs. It includes some
general resources, especially concerning the arpitrature of linguistic signs, which can, if nobgerly
understood, pose cognitive obstacles. Others atalinguistic “barriers”, of mistaken knowledge, aft

the result of linguistic ethnocentricity. Obseraatiof several languages enables learners to make th
knowledge more systematic, by generalising it ipracess of distancing themselves from their initial
prejudices. In this way, they gain understandinglisgovery of the conventional nature of langudhe,
existence of rules which regulate how it works iffecent levels of analysis — morphology and syntax
phonetics and phonology, writing and speech. lemwittords, pluralistic approaches are intended tkema
it easier to learn basic linguistic concepts.

The classLanguage and Societys also concerned with language study, but in thaise in its social
context. Language in this view is considered astafsoptions people have to choose among if thaytw
to communicate successfully; whilst categoryv@rbal and non-verbal communicatiorhroadens this
field of study beyond the concept of language.dict tategory 3 treats language use as a multi-ehann
system (following ideas derived from the schooPafo Alto, or those of interactionist approachek)civ
see communication from a pragmatic and culturabpestive. Communication is here viewed as the
behaviour of interlocutors. That is why one cartesthat in order to react in an interactive sitormti

42 Our major categoryanguage and Socieig made tenable — apart from considerations takompunt of language use in a

situation, by the wish to include non-verbal asp&ftlanguage among the knowledge resources.
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especially if it is multilingual, it is not enougjust to have a knowledge of verbal and non-verbal
linguistic codes, but one should also know abouatwdnd to whom one is speaking, how and in what
situation one is doing this, and also when to sayething or to stay silent. Communication involves,

the concept of identity, which is developed fromoént of view of the acceptance and the constraabio
social identity — in which language plays an imanttpart.

Plurality, diversity, multilingualism and plurilingialism

In this category we have placed the various ressufecusing on linguistic diversity, consideredthie
light of the CEFR, either as related to the existeof different languages in a given society, tatiee to
knowing a number of languages. The descriptorsidelthese variations by stressing the complexity of
situations where languages are in contact and £lieked to the way social groups perceive eachroth

In the categoryLanguages and acquisition / learningwhich we treat as a transversal category, we
thought it was necessary to distinguish acquisitiofearning of phonological features, pragmatic
functions, the use of register in social context&\le refer with these descriptors to the declaratsmect

of this major competence, ability to learn. Theadigsors in the list promote the ability to transfe
knowledge from one domain to another. It concespeeially knowledge which builds on one item of
linguistic knowledge to learn another linguistierit: knows that one can use learning strategies, knows
that on can use structural, discursive and pragmatimilarities among languages to help to learmthe

It also concerns repertoires of explicit knowledgethe field of meta-learning which can facilitate
learning processes in both linguistic and otheralomKnows that one can use learning strategies

2.2. The section “Culture”
2.2.1. Characteristics of the objects included
In the section on culture we have proposed twosinfcknowledge:

a) culture as a system (models) of learnt and dhpractices, typical of a particular community,
which allow us to predict and interpret aspectshef behaviours of people from that community:
Knows some similarities / differences between $@c#ctice / customs of different cultures

b) culture as mental attitudes (ways of thinkioigfeeling, etc.) which are acceptable in a comtyini
when these are social attitudes not strictly imtlial. As theCommon European Framework of
Reference for Languagesays clearly, one’s world view and language devetopa mutual
relationship and efficient communication dependstencongruence between these two aspkcts:
familiar with some interpretative schemata relatiogcertain cultures with regard to knowledge of
the world {numbering, measurements, ways of tellimegtime etc.)
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2.2.2. The names of the categories

As we explained in relation to cross-classificat{oh 1.3) our “culture” categories are also ddzli on
two axes. We decided to distribute the categot@msing from the two axes in two successive sufl-set
first cultural domains (B.1 to B.3), then the tra@rsal categories (B.4 and B.5):

B. Culture
B.1 Culture and social practices
B.2 Culture and social representations
B.3 Cultural references
B.4 Cultural diversity
B.5 Culture and identity

Culture and social practices

In this category we have included resources whielsgnt culture as norms of social conduct whiclp hel
interlocutors to interact, either by helping themselect relevant behaviour, or by enabling them to
interpret and predict how others will behave. Adttomust be taken, within these norms, of typical
taboos in each culture which often cause problemiEhware not easy to overcome in plurilingual /
pluricultural situations because of all that is ligipin the situation.

The categorfCulture and social representationaresents resourcegich are directly related to different
ways of thinking and to interpretative schematafaet, our view of the world and language (as the
Common European Framework of Referepoits out) develop in a way which is closely inteéned,
beginning in infancy and enriched by education amperience in adolescence and during adult life.
Communication depends on congruence between the \aywhich interlocutors categorise their
experience of reality and the language they usxpoess this. This difficulty is compounded whersit
guestion of everyday schemata and stereotypes,hwbiitn cause misunderstandings and a large
proportion of communication problems in plurilingaluricultural situations.

Cultural references

This next category on the field of culture explaansd illustrates aspects of the previous category i
practice, also referred to in t@®mmon European Framework of Referefidgs knowledge or image of
the real world includes knowledge of places, in$tihs and organisations, of people, objects, faibts,

for example, daily life, living conditions, inteegsonal relations, values, social beliefs and cost@nd
ritual behaviour); it also includes the classifieatof things (concrete, abstract, animate, inateéne#c.),
properties of things and how they are related (spece, associated, analytical, logical, casua) etm

all these, as in other forms of culture-relatedviedge, language has a very important role. Knogéed
of the world includes knowledge of society and thdture(s) of language communities and it is
frequently distorted by stereotypes.
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It is also true that some items of knowledge, likese in 2.68s aware of historical and geographical
facts which have influenced / influence the appeegaor development of certain languagleaye their
source in the transversal element of pluralistipregches, especially with regard to observation of
languages. Pluralistic approaches enable one to getess to features of the development and the
dynamism of languages, and to the knowledge obtdstl and geographical factors linked to different
cultures. This justifies their presence among ithguistic descriptors in spite of their culturapest.

Cultural diversity

This transversatategory is closely linked t8imilarities and differenceshich we included ilLanguage

it is organised from the point of view of the resms which are the basis of the three previougogts.

It is justified because it deals with the commutiieaneeds which are typical of plural contexts.aith
people used to live in family groups which wereatiekly mono-cultural, they did not need to be awar
of their culture, since everything was predictadnhel logical. But in a plural context, everyone tabe
aware of the similarities and differences betwd®irtown culture and other people’s so that they ca
interact with others. In a sense we can say thitirali knowledge cannot exist without knowledge of
cultural diversity.

Culture and identity

As we have already said, identity, even individdehtity, is constructed in interaction and, theref it

is a reality with a basically social dimensionkbkd to culture and to the way one views oneselbas
where one belongs in society and within a cult@wen that identity is constructed in interactidn,
includes aspects which are directly related toithege an individual has of the language or langsiage
s/lhe speaks, and for this reason we have incluédetences to identity undetanguage and
communication

3. Terminology
In contrast to the two other lists, we have ndtdaly need — in the section on knowledge — to ohelany
special notes on terminology. This is due in pathe limited variety of predicates and to the faet our

terminology corresponds closely to that of the CHER for linguistic resources’s.2 Communicative
language competenceghd in relation to culturés.1.1 Knowledge).
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D — The attitudes

1. List of descriptors of resources

Key to signs

C: real “object”
G: general “object”

A: abstract “object”

A.1. Attention / Sensitivity / Curiosity [interest] / Positive acceptance / Receptiveness / Respect /
Valuing languages, cultures, linguistic and culturadiversity

1 Attention

to “foreign” languages /, cultures / people <C>

to the linguistic / cultural / human diversity afes environment <G>,
to language in general <G>,

to ° linguistic / cultural / human diversity in gmal [as such] <A>.

1.1. Attention to language (to semiotic features) inegah<valid for cultures and people, tog>
+
1.1.1. Attention to verbal and non-verbal signals in comioation
+
1.1.2. Attention to [paying attention to] formal aspectb language and languages /
+ viewing language as an object for reflection
1.2. Attention to manifestations of culture
+
2 Sensitivity °°to the existence of other languages, people°Q)C/ to the diversity of languag }s,
cultures, people (A)°°.
2.1 Sensitivity to one’s own language and other langaagyalid for language and culture>.
+
2.2 Sensitivity to linguistic / cultural differences®.
++
2.2.1. Being sensitive to different aspects of languagechwhvary from language to
+ language < valid for language and culture >.
2.2.1.1. Being sensitive to the diversity of sound systemdanguages {accented
—+ forms, graphic forms, syntactic organisation etc.}
<idem for culture: table manners, highway codes>et
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2.2.2. Being sensitive to (local / regional / social / agkted) variants of the same
+ language (dialect), < valid for language and celter
2.2.3. Being sensitive to the features of otherness iarguage (for example words |in
++ French borrowed from other languages) < valid &mguage and culture >.
2.3. Sensitivity to linguistic / cultural similarities®.
+
2.4, Being sensitive to <both> differences and similesitmong different languages <valid ffor
+ language and culture>
2.4.1. Being sensitive to (both) the great diversity af thays used to greet people and to
++ initiate communication, and to the similaritiestive universal need to greet others
and to communicate with them
2.5. Sensitivity to plurilingualism and to pluricultuigl of near and far-away environments
+
2.5.1. Being sensitive [aware 403} the linguistic diversity of society
+
2.5.2. Being sensitive to [aware of] the linguistic / cutil diversity of school classes
++
2.5.2.1. Being sensitive to the diversity of languages prese a school class (when
++ these are related to one’s own linguistic knowlg¢dgelid for language and
culture >

2.6. Sensitivity to the relativity of linguistic / cultal usage®
++
3 Curiosity / Interest

about “foreign” °°languages / cultures / people} (@luricultural environments(C)°°.

about linguistic / cultural / human diversity iretenvironment (G).

about linguistic / cultural / human diversity °deneral [as such] (A)
3.1 Curiosity about multilingual / multicultural envinments®
+
3.2. Curiosity about discovering how languages work e’s own / others) <valid far
+ languages and cultures>
3.2.1. Being curious about (and wanting to understand)sih@larities and differences
++ between one’s own culture and the target cultuedigvor languages and cultures>
3.3. Interest in discovering other perspectives on pration of familiar and unfamiligr
+ phenomena both in one’s own and in other cultunelscaltural practices
3.4. Interest in why things are happening in the wayytbe in cross-cultural interactions
+ <valid for languages and cultures>
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4 Positive acceptancef °°linguistic / cultural diversity °° (C + G) /fathers (C + G) / of what |s
different (A)°°

4.1. To break down negative attitudes / intolerance tdwawhat is different <valid fqr

+ languages and cultures>

4.1.1. To accept that other languages may organise th&traation of meaning by

++ using phonological distinctions / syntactic struetudifferent from those of

one's own language
4.1.2. To accept the fact that signs and typographicalvemtions {inverted
+ commas, accents, “i3” in German} differ from thosedi in the language pf
education

4.1.3. To accept different kinds of cultural behavioualgle manners,/ rituals etc, /

+ ...)

4.1.4. To tolerate and accept other modes of interpretirents etc.

+

4.1.5. To have a positive attitude to the institutions aratlitions of other cultures and

+ appreciate them {for example, clothes, food, fedsiveducation system, laws}

4.2 To accept [acknowledge] the importance of all laggs / cultures and the different

++ position each one has in daily life

4.2.1. °Acceptance [acknowledgement] / taking accounhefyalue of all the languages /

++ cultures in a school

4.2.1.1. °To accept positively, to show interest in minorianguages in the class

++ <valid for language and culture>

4.3. To react positively to bilingual modes of commutima (and the way they function)

+

4.4, To accept the range and the complexity of lingaigticultural differences (and that,

+ because of this, one cannot grasp everything)

4.4.1. To accept [acknowledge] the linguistic / culturalhmplexity of individual / group

+ identities as a positive feature of groups andetias

5 Receptiveness to diversityif the languages / people / cultures® of the w@}/ to diversity ap
such [to difference in oneself] [to otherness] (A)°

5.1. Empathy [receptiveness] towards otherness (empatigrds otherness / willingness (J..)

+ to extend a sense of empathy)

5.2. Receptiveness towards people with other languagebstheir languages)

+

5.3. Receptiveness to languages / cultures®

+

5.3.1. Receptiveness towards undervalued languages /resilt{fminority languages |/

+ cultures, languages / cultures of migrants

5.3.2. Receptiveness toward foreign languages / cultaaght at school

+
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5.3.3. Receptiveness to what is unfamiliar
+ <valid for language and culture>
5.3.3.1. To be open to (and anticipate resistance) to wéeins incomprehensible and
++ different <valid for language and culture>
5.3.3.2. To be ready to listen to and to use sequencesuofdseven if the meaning fis
+ not understood
6 °Respect / Esteem®
for “foreign” / “different” languages / culturespkople (C)
for the linguistic / cultural human diversity araliane (C)
for linguistic / cultural / human diversity in ité¢in general] (A)
6.1. To respect differences and diversity (in a multirét environment) <valid for language and
+ culture>
6.2. To have esteem for language / varieties of language
+
6.3. To give value to [appreciate] linguistic / cultucantacts®
+
6.3.1. To consider that words borrowed from other langsageich a language <valid for
+ language and culture>
6.4. To have esteem for [give value to] bilingualism
+
6.5. To consider that all languages have equal worth
+
6.6. To respect human dignity and equality of humantsdhas the democratic basis for sogial
+ interaction)
6.6.1. To have esteem for [give value to] each individsiédnguage and culture
+
6.6.2. To consider each language / culture to be a mehhsiman development, social
+ inclusion and a basis for exercising citizenship
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A.2. Readiness / Motivation / Willingness / Desiré be involved in action related to languages and
linguistic and cultural diversity

7 ‘ (Psychological) readines$o relate with linguistic / cultural difference, tiplurality®

7.1. Readiness to be involved in plurilingual/ pluricutil socialisation®

+

7.2. Readiness to engage with the conventions and situafl (verbal, non-verbal)
+ communication appropriate to a particular context

7.2.1. Readiness to try to communicate in another langaadeto behave in ways judged
+ appropriate by others

7.3. Being ready to confront the difficulties inherentglurilingual, pluricultural interaction

+

7.3.1. Capacity to “go to meet”, with growing confidenaghat is new and strange (in
++ language behaviour and in cultural values of others

7.3.2. Being ready to accept the anxiety inherent to phgual / pluricultural situations
+ and interaction

7.3.3. Being ready to encounter different experiences framat one expected <valid fopr
+ language and culture>

7.3.4. Being ready to feel that one’s identity is threater [being ready to feel loss |of
+ identity]

7.3.5. Being ready to be accorded the status of “outsider”

+

7.4. Readiness to share linguistic / cultural knowledgé others

+

8 Motivation with regard to linguistic and cultural diversity)(C

8.1. Motivation to study / compare the way different languages wotkufsures, vocabulary,
++ writing systems...} <valid for languages and culture>

8.1.1. Motivation to observe and analyse unfamiliar fee$usf languages

++

65



9 °Desire / willingness to engage / act®in relation to linguistic or cultural diversity ih &
plurilingual / pluricultural environment® (C, G, A)

9.1. Willingness to engage the challenges of linguistialtural diversity (with the awareness| of
++ the need to go beyond tolerance, towards levelsndérstanding and respect, and toward
acceptance

9.2. Involving oneself consciously in building plurilingl / pluricultural competence / setting

++ out deliberately to develop plurilingual / pluritudal socialisation®

9.3. Willingness to build and share a common langualzge® culture (made up of knowledge,

+ values and attitudes related to language, genestadlged by a community)

9.4, Willingness to build a language-related culture nsthy based on living knowledge |of

+ languages and language

9.4.1. Engaging in developing a language related cultunéchivhelps one to understand

+ better what languages are {where they come fromy tiey have evolved, what
brings them nearer to each other or makes theereliff...}

9.4.2. Willingness to put into words / discuss the way oepresents to oneself certain

+ linguistic features (loan words, “mixtures” of larages / ...)

9.5. Desire to find out about other languages/ othetuoes/ other peoples®

++

9.5.1. Desire to meet other languages / other culturabér@eoples linked to one’s own

+ personal or family history or to that of people okeows (because of the rich
experience such an encounter can offer)

9.6. °Willingness / wish to / engage in communicatiorthampeople of different cultures / to

+ make contact with others

9.6.1. Willingness to interact with members of a host urdt/ language < not avoiding

+ them, not seeking the company of compatriots>

9.6.2. Willingness to try to understand differences in ltedaviour / values and attitude| of

++ members of the host culture

9.6.3. Willingness to establish relationships of equality plurilingual / pluricultural

++ interaction

9.6.3.1. Having positive attitudes toward assisting indiatfu from a different

+ language / culture

9.6.3.2. Have positive attitudes toward being assisted biwiduals from a different

+ culture / language

9.7. Willingness [commitment] to assume the implicatidnsonsequences of one’s decisipns

+ and conduct <ethically, in terms of responsibility>

9.8. Willingness to learn from others, °their languagiesefir culture®

+
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A.3. Attitudes / conduct of questioning — distancig — decentring - relativising

Attitudes / conduct looking to question — perhaps @ beyond — preconceived ideas, to develop
soundly based knowledge, to assess opinions and ualsystems from a relative point of view by
activating psycho-social processes such as suspahgelgment, distancing and decentring.

10 Critical questioning attitude / approaching language / culture in general intecal way (G)

3

in

r

10.1. Being willing to ask questions about languagedtuoes

+

10.2. Considering languages / linguistic diversity / laage learning / their importance / the

++ usefulness as objects “open to question”

10.2.1. Considering the way languages work and their diffeunits {phonemes / words /

++ sentences / texts} as objects of analysis andctifte

10.2.2. Considering one’s own opinions and attitudes wetard to bi- and plurilingualis

++ as open to question

10.2.3. Having critical awareness of the function of lamgpian the development and

++ preservation of discrimination in society <of sepuitical aspects connected to the
functions and status of languages

10.2.3.1. Having a critical view of the use of language taipalate people

+

10.3. Willingness to question the values and presuppusitin cultural practices and products

++ one’s own environment

10.3.1. Ability to distance oneself from information andimipns of interlocutors about

++ one’s own community / about their community

10.4. Critical awareness of the values (norms) of otleapje

+

11 Desire to build up “informed” knowledge / opinions(C, G)

/

11.1. Wanting to gain a more scientific / less normatiview of linguistic / cultural

—+ manifestations {loan words / mixed languages etc.}

11.2. Willingness to take account of complexity/ avoichgralisations

++

11.2.1. Willingness to adopt a nuanced view of diverse foremd different types of

++ plurilingualism

11.3. Willingness to distance oneself from conventiorttitudes to cultural differences / ability

+ to overcome obstacles and to adopt positive adgutbwards languages / cultures
communication in general

11.4. Willingness to gain awareness of global problems

++

11.5. Ability to adopt attitudes which correspond to kheslge about diversity whatever it may

+ be

11.5.1. Adopting a dynamic / evolving / mixed view of larages (in contrast to the ideal of

+++ “the purity of the language”)
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12 °Readiness to / willingness to suspend judgment bandon acquired viewpoints / prejudice

(©)

12.1. Being prepared to step outside one’s own languagk ta see it from a different

+++ perspective < valid for language and culture>

12.2. Readiness to suspend belief about one’s own cultatbeut other cultures

+++

12.3. Willingness to combat [/deconstruct] prejudice togaother languages and those who

++ speak them

12.3.1. Being ready to get rid of prejudices concerningarity languages

+++

12.4. Being ready to confront one’s own prejudices

++

12.4.1. Being aware of own negative reactions to differesn@eross languages and cultyres

++ {fear, ridicule, disgust, superiority, etc.}

13 Readiness to set in motion a process of linguisticultural decentring / relativising(C)

13.1. Being ready to step outside one’s own cultural pewts and be watchful with regard|to

+ how it might affect one’s opinions / being readytake account of features of one’s own
culture which influence how one perceives the waidund, our daily life, the way we
think

13.2. Accepting a suspension and questioning (perhapgsoal) of one’s own (verbal and

++ other) habits / conduct / values...) and to adopth@ges provisionally) other conduct /
attitudes / values than those which up to thattpbad made up one’s linguistic and
cultural identity

13.2.1. Be ready to “decentre” oneself in relation to onaisther tongue /culture and the

+++ culture of the school®

13.2.2. Readiness to put oneself in another person’s place

+

13.3. Readiness to go beyond the schemata formed inorelat one’s mother tongue to be able

++ to apprehend other languages as they really areefstand better how they work /
understand /[know] that a first language is tiot language but one linguistic system
among others}

13.4. Readiness to reflect on the differences among kgegiand on the relative nature of one’s

++ own linguistic system <valid for language and cudtu

13.4.1. Readiness to distance oneself when interpretinmgdbsimilarities

+++
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A.4. Willingness to adapt / Self assurance / Feefia of familiarity

14 °Willingness / being ready to adapt / flexibility(C, G)

14.1. Willingness (...) to be flexible (to adapt one’s bebar) in communicating and interacti
+ with those who are linguistically and culturallyfdient

14.2. Readiness to experience the different stages gtatitan to another culture

+

14.2.1. Willingness to try to deal with the emotions / trasions caused by participation
+ another culture

14.2.2. Willingness to adapt one’s behaviour in accordammce/hat one learns about h
+ culture communication

14.3. Flexibility in the approach (behaviour / attitudés foreign languages

++

14.4. Willingness (...) to grapple with multiple ways ofrpeiving, of expressing (one)self, and
++ of behaving

14.5. Having tolerance for ambiguity

++

15 Having confidence in oneself / feeling comfortabléG)

5/

ing
r
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15.1. Feeling capable of coping with the complexity / tHiversity of different contexts
++ interlocutors®

15.2. Having self-confidence in communicative situati¢aspression / reception)

+

15.3. Being confident in one’s own abilities in relatitm languages (/to analysing them / us
+ them

15.3.1. Being confident in one’s ability to analyse and eslie unknown or unfamilig
+++ languages

15.3.2. Having confidence in one’s own linguistic abilitiegined through study ar
+ learning

16 Feelings of familiarity (C)

ain

16.1. Having feelings of familiarity linked to similarés / proximity between languages /
++ cultures®

16.2. Having an impression that any language / culturddcbe an accessible “object” (cert
+++ aspects of which are known)

16.2.1. Having (progressively) a feeling that unfamiliaueds are becoming familiar

+++
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A.5. Identity

17 Assuming one’s own (linguistic / cultural) identity(A, C)

17.1. Being sensitive to the complex / diverse naturghef language related “relationships”

++ which each of us has with language in general aitd specific languages <valid for
language and culture>

17.1.1. Readiness to consider one’s own relationship ferdifit languages / cultures in the

++ light of one’s history and place in the world

17.2. Acknowledging that one has a social identity in ethihe language / languages one speaks

+++ play(s) an important role <valid for language antwe>

17.2.1. Assuming one’s position [recognise oneself] as anbeg of a social / cultural|/

+ linguistic community (which may be plural)

17.2.2. Accepting a bi-, plurilingual / bi-, pluriculturadentity®

+

17.2.3. Considering that a bi-, plurilingual / bi-, pluritural identity is an advantage

++

17.3. Viewing one’s own historical identity with confidem / pride but with respect for other

++ identities

17.3.1. Self-esteem, for whatever language(s) may be coaderminority languages,

+ undervalued languages) <valid for languages artdrex

17.4. Being attentive [watchful] to the risks that cortagith other dominant languages /

+ culture(s) can lead to cultural alienation and imgoshment

A.6. Attitudes towards learning

18 | Sensitivity to experienceC)

18.1. Being sensitive to the range / value / interesinaf's own linguistic / cultural competences
+

18.2. Valuing language learning / acquisition, whatever ¢ontext in which it has been acquired
++ {in school, out of school}

18.3. Being ready to learn from mistakes

+

18.4. Having confidence in one’s ability to learn langesd in one’s ability to extend the range
+ of one’s linguistic competence

19 Motivation for learning languages (language of edwation, foreign languages etc.{C, G)

19.1. Positive attitude to language learning (and to lsprsaof these languages)

++

19.1.1. Interest in learning the language / languages efsithool <for pupils with othe
+ languages>

19.1.2. Desire to master one’s first language / languagelotation®

+
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19.1.3. Desire to learn other languages

++

19.1.4. Interest in learning other languages than thogeesent taught in school
+++

19.1.5. Interest in learning languages little taught incsth

+++

19.2. Interest in more conscious / more controlled madféanguage learning®

++

19.3. Readiness to continue autonomously with languagmileg started in a formal learni
+ environment

19.4. Readiness for lifelong language learning

+

20 |Attitudes directed towards forming informed and relevant approaches to learnin

languages(A, C)

!}

20.1. Readiness to adapt one’s knowledge about / viewanguage learning when they seem
+++ not to promote effective language learning {negaprejudice}

20.2. Interest in identifying one’s own preferred leagnstyle / techniques of effective learnin

+

20.2.1. Finding out about suitable / specific comprehensitrategies to cope with

++ unfamiliar linguistic code

-
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2. Commentary
2.0. Introduction

As the Common European Framework of Reference forguages points out: “The communicative
activity of users / learners is affected not onjytheir knowledge, understanding and skills, bsbdly
selfhood factors connected with their individuatgomalities, characterised by the attitudes, mtiting,
values, beliefs, cognitive styles and personalipes which contribute to their personal identitBut,
above all, as the CEFR goes on to say, theseu@st and personal factors greatly affect not dmby t
language users’/learners’ roles in communicativs, dmt also their ability to learn”; as a consewpeeof
this, “the development of an ‘inter-cultural perality’ involving both attitudes and awareness isrsby
many as an important educational goal in its owhtfi(Common European Framework of Reference for
Languages: learning, teaching, assessmgn105-106).

The set of descriptors of competences that we pes@uced — and thus this list of resources — needs
therefore to take account of what nowadays is deduunder the term “savoir-étre” / “existential
competence” in the CEFR, “attitudes” in our lig¢ee the notes on terminology). However, when vee us
this term, we do not include exactly the same thimgthe CEFR does. The CEFR does, as we do, éclud
attitudes,aspects ofmotivation, valueandpersonality traitgfor example: silent / talkative, enterprising /
shy, optimistic / pessimistic, introvert / extrayeself-assured / lacking self-assurance, opennessow-
mindedness, but also things which we place in #tegory of competencesognitive styles, intelligence
as a peri(l)nality trait, insofar as this can be idensd as distinct) of the category of knowledge
(beliefs...) .

Equally, like the authors of the Framework we néechose a number of “ethical and pedagogical”
questions concerning which features of attitudeslegitimately be considered as relevant objectiues
learning / teaching. The CEFR (p. 104-105) raisesesof these issues:

" the extent to which personality development caarbexplicit educational objective;
. how cultural relativism can be reconciled with egthior moral integrity;
. which personality factors a) facilitate b) impedarefgn or second language learning and

acquisition”, etc.

In our view one should only take account of “publspects of attitudes — that is, those that atepad
of an individual's purely private sphere — whichvéaa “rationalisable” effect on the relevant
competences and, above all, can be developed hy pkiralistic approaches.

45
These, therefore, are resourcedescribing different features — public, rationad aeachable — of the
attitudes we have collected in our part of the &ark.

44 There can be discussion of the nature and stditbsliefs within the huge domain of “knowledge'ytbt seemed to us to

belong here rather than in that of attitudes.

45 The resources may be simple or compound, as xpaieed in the general presentation of CARAP (¢t&iaf.2.3).
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2.1. Organisation

2.1.1. Predicates and objects

As in the other domains (Cf. General presentatiBGnl’ the set of resources in this part of the éaork
are based on predicates, which describe here “ofalysing” of subjects — and which can be applied to
objects of different kinds.

2.1.1.1. Categories and sub-categories

As far as possible, we have tried to organisepist of the framework on two levels:

. on a first level according to the predicates;
. within each category of predicates according tecatbgories of objec4tes
Predicate 1
Object 1.1
Object 1.2
Object 1.3
Predicate 2
Object 2.1
Object 2.2
Object 2.3
Predicate 3
Object 3.1
etc.

We will use the term organisation of categoriestif@ predicates, and organisation in sub-categtoies
the objects. However, it must be admitted that evlile organisation of predicate categories has been
done as methodically and rigorously as possiblies ith much less the case for the sub-categories —
especially because (a) systematic reference tbalbbjects to which the predicates could applyld/de

both tiresome and redund4a7mmd (b) the diversity of the objects to which edicate could apply is large
and could seem a little random. We will returnhis tsubject ¢f. infra, 2.1.3).

Note, too, that — as is the case for knowledge skilts, the descriptors which are linked — espégial
narrowly — to learning are dealt with in a sepassetion, even when they repeat predicates whieh ar

46 See also the chapter presenting the skills.

47 Because of, among other things, the number afsectassifications<Cf. General Presentation, 5.2.
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already included as predicates in a category offramework €f. General presentation, 5.4: concerning
categories related to learning).

2.1.2. Concerning categories (the “predicates”)

The predicates of this section of the frameworleréb “ways of being” of subjects. They are expedss
either as nouns / nominal groupeiisitivity to, readiness to engagé am as verb group®¢ sensitive to,
respect, be ready Yawith the selected form according to how we carstnmecisely and unequivocally
express the meaning we want... In most cases thenabexpressions could be paraphrased — more
awkwardly — as verb groups using “being able toydp{sensitivity to — being able to apply sensitivity
to).

It should also be noted that we have included eiésnevhich at first sight could be considered as
referring to the “object” within our concept of gieates. In this way we consider that in expresslike
willingness to question our own views willingness to be involved in plurilingual sociaison the
predicates araillingness to questioor willingness to engagand not just “willingness”. The “internal
disposition” is not simply the willingness batwillingness to engager awillingness to questionin the
same way we make a distinction between the predizatept to view criticallyin accept to view one’s
own representation of diversjtfrom the predicataccept(in accept diversity

The predicates we have included raise a numbeepm$temological” issues relating to the ways they a
related to each other; here are two examples:

. when should two expressions which are close in mgato each other be grouped in a single
predicate? We did this for “curiosity” and “intetebecause we felt that the two terms both
express an attitude of orientation towards an objfca comparable intensity (stronger than
“sensitivity” but not so strong as “positive acmnte")48;

" conversely, when does it become necessary to gissin two predicates? We decided to
distinguish “receptiveness to” from “positive actae” in order to show that receptiveness is a
disposition and “positive acceptance” is basicaitgllectual.

In fact, the relationship between the predicatemaetbe described in a rigorously logical way, tieo
reasons: the nature of the objects they are appdiedfluences the nature of the predicawan§itivity
towards one’s own languag#. descriptor 2.1.) and describes a feeling wichot necessarily implied

by sensitivity to indicators of otherness in a langedgdf. descriptor 2.2.3); also, mutual exclusivity
among predicates cannot always be guaranteed iypositceptance presupposes a certain degree of
sensitivity, but, as we have just seen, sensitigdp, in turn, presuppose acceptargfe;Section A,
paragraph 5.3).

48 It is the same for respect, esteem for examplevitlingness / determination to act”.
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We accept these limits to our project, since wisaints most is a practical result which is its cépdo
. . . 49
map the little explored terrain of pluralistic apaches.

It should finally be noted that although this distion is not systematically applied, the predisatEour
framework can be separated into those which aoménway or anothatirected towards the real world
(from oneself towards the world: for example rengptess to diversity) oself-directed (from oneself
towards oneself via the real world: confidenceligs of identity etc.).

So in our framework we have identifi@® categoriesof predicates, which are divided into 6 major sets
(Al to A6). In the following commentary we preséhé 6 sets and when it seems relevant make more
specific comments on the order of the predicatéhepredicates themselves.

-AL

The resources of the first “domain” are based ¢itudinal predicates which describe how subjects ar
“directed towards the world”, the world of othersgsf diversity. In other words they are composkd o
attitudes to linguistic and cultural diversity atalthe ways this can be grasped, at different sewél
abstraction. The predicates of this group are dsgdnaccording to a progression of attitudes owisa a
from “less involved” fargeted attentionto “more involved” ¢iving value t9.

This set groups 6 predicates:

1. Awareness / attentiveness

towards languages / cultures / “foreign” peoplér’oaéc

towards the linguistic / cultural / human diversifithe world around us <G>;
towards language in general <G>;

towards linguistic / cultural / human diversitygeneral.

This is the basic attitude encouraged by pluralisfiproaches; in contrast to the subsequent
predicates such as sensitivity or curiosity, it'neutral” and “acknowledges the fact of
diversity” and can thus be applied to any manitesteof language or culture; it describes a
sort of zero level of commitment towards diversityd for that reason we have illustrated it
only with descriptors with regard to language ineyal

2. Sensitivity towards the existence of other languages (C, &hekling for the diversity of other
languages (A)°°

This is also a basic attitude, but in this casprédsupposes an “affective” approach to
manifestations of language and culture, althouggstill relatively neutral.

49 See also note 2 of Section A.

50 C = concrete, G = general, A = abstract. See b&ldwB for an explanation of these indications.
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3. Curiosity / interest for/ in languages / cultures / “foreign” peoplepinirilingual contexts (C)°° /
for / in linguistic / cultural / human diversity tfie environment (G) / for / in linguistic / cultlr/
human diversity in general [as such] (A)
This is an attitude for which the focus on langyagdture and the person is more obviously
marked. It does not presume at this stage an “@ssfin(there can be “unhealthy”
curiosity...).

4. Positive acceptancef linguistic / cultural diversity of others (C &) / of what is different (A)

5. Receptiveness to the diversityf the world’s languages, people and cultures (&) #o
diversity in general [to one’s own differences] ftiverness] (A)°°

6. Respect, Esteenfor “foreign” and different languages, cultures apdople (C) for the
linguistic, cultural and human diversity of the Eomment (A)

-A2.

The resources described in the second “domain”based on attitudinal predicates directed towards
action in relationship to otherness and diverditey consist of attitudes which express readirsesye,

will to act with regard to linguistic and culturdlversity and with ways in which it can be grasjped
different degrees of abstraction.

The three predicates in this set are ordered te ginogress on an axis from “less committedadinesy
to “more committed” Will, determination).

7. (Psychological) readineswith regard to linguistic / cultural diversity /yshlity ©

8. Motivation with regard to linguistic / cultural diversity (C)

9. Desire / willingness to engage / acfin relation to linguistic or cultural diversity ih a
plurilingual / pluricultural environment® (C, G, A)

-A3.

This set includes 4 predicates which focus a “wdyetng” in relation to language and to culturestive,
determined, enabling one to go beyond the eviderograved concepts coming from one’s first
language. It progresses from questioning to deicgntr
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10. Critical questioning attitude / approaching language / culture in general initecal way (G).
11. Desire to build up “informed” knowledge / opinons (C, G)
This attitude is made up simply of the desire tgetlp this knowledge; the knowledge

itself belongs to the knowledge category and thiéyato develop them is a skill.

12. °°Readiness to / willingness to suspend judgnteh abandon acquired viewpoints /
prejudices (C)

13. Readiness to set in motion a process of lingtigs/ cultural decentring / relativising (C)

-AA4.

There are 3 categories of attitude which focus sythpo-sociological processes in an individual’s way
being in the world (in a context of linguistic aadltural plurality). In some way they are directedards
oneself. Adaptability is primarily a skill, but onehich has an large attitudinal component. We nake
distinction between desire to adapt / readinessadiaptation which are attitudes and adaptabilgglfit
which is a skill.

14. Willingness / being ready to adapt / flexibiliy (C, G)

15. Having confidence in oneself / feeling comforttée (G)

16. Feeling of familiarity (C)

Here, (in contrast with the resources linked tosiiity) the content is in a way secondary

(even if there is always contentl): it is the fegliof familiarity as such, intuitive,
experienced, as a constituent part of confidenogtonoh we place the focus.

-AbL.

This resource focuses on the individual's relatidmgo language / culture and, as such, it is #tude
which is probably essential for coping with pluealvironments.

17. Assuming one’s own (linguistic / cultural) idetity (A, C)
-A6.
The sixth group contains attitudes related to liegrnit is different from the others as it is netated to

the other predicates with regard to attitudes tdeaiversity, but to a set of attitudinal resouriveked
in one way or another to the ability to learn.
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18. Sensitivity to experience (C)

This aspect is not just central to learning bub atere generally to an overall relationship to
languages and cultures, as an attitude which ppesep a relationship to everyday reality
(taking account of experience), which it gives teptality for mobility.

19. Motivation for learning languages (language aéducation, foreign languages etc(C, G)

20. Attitudes directed towards forming informed and relevant approaches to learning
languagegA, C)

2.1.3. Concerning sub-categories (the objects)

The second level in the organisation of the frammewapncerns the objects to which the attitudinal
predicates are applied.

As is the case for knowledge and skills, ATTITUDE&Snot exist independently of objects to which they
can be applied, and which have the effect of giyingdicates a form which is in part specific, irclea
case with a slightly different nuaﬁr’(lzeAt a second level, that of the sub-categories AMTITUDES are
therefore ordered according tolomains” of objects (language, then at a more detailed level of
description: words, sounds, usage etc.; cultureplpeetc.).

But it must be stressed that — for the reasons:dgivéheGeneral presentatioand in point 2.1.1.1 of this
commentary, especially the fact that the majoritylgjects could be linked to several predicatese- w
have not tried to be as systematic in the ordevingbjects as we were with the predicates. As far a
possible, we have taken care to give preferenceedoh predicate to examples or illustrations which
seemed to be both the most characteristic of wheafownd in the works which made up our research
corpus and, above all, those which seemed to haspeeial pedagogic reference in the context of
pluralistic approaches to languages and cultures.

At the level of the 20 categories of predicatetideléz, we have also tried to distinguish the predicates
according to the'types” of objects to which they can be particularly appli¢d:concrete objects
(language x, for examplegpbstractobjects, which can be themselves distinct accorttinghether they
can have a material form (linguistic diversity, fexample) or whether they evoke a genuinely alistrac
notion or feeling (for example, difference, othessmeetc.gs. In this context, we divide objects into

51 Cf. 2.1.2. concerning the predicate “sensitivity”. Bu will not take explanation of these nuances anhér.
52 But not at the level of each entry we have kejhiwthe predicate categories.
53

Thus, for example, there could be languages XZ,Xhe language diversity in the class — in otherds a number of actual
languages, viewed globally — and diversity as sasha value, so to say (cf. bio-diversity). We lthihe three types should
be distinguished when one speaks of attitudeserdaththe way that someone racist might criticisetain races ... while
having a friend belonging to one of them. Thes¢inktons also have pedagogic consequences: oneaagier whether it
is necessary to start with exploring real langudugfsre one can be ready to construct a concephgistic diversity,
then of diversity as such.
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concrete C), global ) et abstractA). This way of distinguishing objects is only usadthe level of
predicate categories, but not for entry includethancategories.

Concerning the sub-categories “language” and “culte’”

Languages and cultures are in this way to be seédamains” of objects. But a study of the literatu
enabled us to explore whether the predicates wdgpty to both of these are the same, or whethéh, avi
strong orientation to a particular kind of objdtiey are specific to one or other of the domainsother
words, the methodological organisation we inclu@t@dpractical organisational reasons showed itself
beneficial as it gave mutual insights into the wamains of object. For this reason, in the tabfethe
framework, we have kept this distinction and shdimnthe comments) parallelisms between the two
(when we discovered the same features for both ihsinaghe gaps in one or the other domain and even
“obsessions” linked to one or other of the domaind any contradictions between them.

2.2. Notes on terminology

Reminder: see also the notes on terminology coiragthe whole framework, especially with regard to
understandandrecognise.

Appreciate, esteem, value

All these verbs can express the predicate “giveeven” and could allow us to avoid “valorise
in Frenchcf. below. However, the first two can also be used to nfeasess” which is more ofla
skill, so we have also avoided them.

=

In the case of esteem, the second meaning canoed\by using the noun (have esteem far) —
an attitude — which is clearly differentiated frastimation — a skill tfanslator's note — in
English this difficulty is avoided by the distirctibetween to esteem and to estimafbis (have
esteem for) is the term we have used for one oftcategories of predicate (6. Respect / esteem).
However,have esteem faloes not work in all contexts (* “Have esteemlfoguistic / cultural
contacts”); here we have used “Give value to [apgte] linguistic / cultural contacts”.

Attention ‘

The expression has a number of nuances which earober to skillsgay attention to... focus
on..) or to attitudeske receptive to.).
We use it here in the second meaning

Readiness / being disposed to... ‘

These expressions are to be understood not afad¢hef having certain capacities for actjon
available (which would make them skills), but asential, an attitude of the subject towards|the
world.
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Sensitivity [being sensitive to], receptiveness...

We have used these two expressions to illustrateething we have mentioned in our
introduction (p. 64): the fact that an object whisttonnected to a predicate has an influence on
its meaning (in linguistic terms we could describis either as a collocation or attribute it tp a
pragmatic effect of the context).

The expressions can be linked to concrete objécked in a general way to diversity (as|in
category 5.5.Receptiveness to languages / cultyres be applied in a more abstract way to
individual characteristic&8. Receptiveness to experience

French “valoriser”, giving value to ‘

An ambiguous expression which can mean either:

“esteem as having value” (which is an attitude);

“present as having value” (which is a skill);

“enriching” (which is frequently used in enginegjrand also a skill).
The French version (but not the English one) hazemgdly avoided valoriser, preferring less
equivocal words such abkaving esteem for, giving value to, (esteeming)pi@ciating).. cf.
above
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E — The skills

1. Lists of resource descriptors

1. Can observe / can analyse

1 Can observe and analyse linguistic features / maeitations of culture in languages and culture s
+ both familiar and unknown — at different levels offamiliarity

1.1. Can apply analytic processes and procedures

+

1.1.1. Can use inductive approaches to the observatiommaalgsis of linguistic and cultural features
+

1.1.2. Can formulate hypotheses on how languages work

++

1.1.3. Can use already known languages as a basis folopag ways of exploring other languages
+++ and discovering their structure

1.1.4. Can apply the simultaneous observation of a nurabtanguages to formulate hypotheseg on
+++ the structure of a language and the way it works

1.1.5. Can make generalisations based on the identifitafi@nalogies with other languages

+

1.2. Can observe and analyse linguistic form and how lguages work

+

1.2.1. Can listen (actively) to spoken production in diffiet languages

++

1.2.2. Can divide words into syllables and analyse these

+

1.2.3. Can analyse the working of a phonological system

++

1.2.4 Can observe different writing systems

++

1.2.5. Where these exist, can establish correspondentgediescript and sound in a language

++

1.2.5.1. Can decipher a text written in an unfamiliar script

+++

1.2.6. Can observe and analyse morphological systems

+

1.2.6.1. Can analyse the morphemes of (complex) words

+
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1.2.7. Can divide compound words into their constituentdso

+

1.2.8. Can observe and analyse syntactic structures

+

1.2.8.1. Can analyse a syntactic structure in an unfami@guage, basing the analysis|on

++ consistent structural features in spite of lexi@lations

1.2.9. Can apply analytical procedures to interpret theanimg, or part of the meaning, of @n

++ utterance

1.2.10. Can analyse pragmatic functions

+

1.2.11. Can analyse plurilingual communicative repertoirgsplurilingual situations

++

1.3. Can analyse manifestations of different cultures

+

1.3.1. Can see what are the characteristic features utare

+

1.3.1.1. Can see what are the characteristic features ibfeniswn culture

++

1.3.2. Can analyse the cultural origin of variations imeaunicative practice

++

1.3.2.1. Can analyse misunderstandings due to culturalrdiffees

++

1.3.2.2. Can analyse the schemata (stereotypes) used tprettbehaviours

++

1.3.3. Can interpret authentic documents (newspaper mesllinews broadcasts, televisjon

+ programmes, rap music, cartoons ...) in the lighthef media culture in which they gre
produced

1.3.4. Can analyse the cultural basis of some specificasiad behaviour

++

1.3.5. Can analyse some specific features of society@secpiences of cultural differences

++

1.3.5.1. Can analyse social behaviour linking it to its otéd context

+

1.3.5.2. Can analyse social structures in the light of caltdifferences

+

1.4. Can develop a system for interpreting the speddatures of a culture (meanings, beligfs,

++ cultural customs...)
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2. Can recognise / identify

r

2 Can recognise / identify linguistic features / exmgssions of culture in languages and cultures whi
+ are fairly familiar

2.1 Can recognise linguistic forms

+

2.1.1. °Can recognise [identify] sound forms [has aurabgaition skills]

++

2.1.1.1. Can recognise [identify] simple phonetic featusesupds]

++

2.1.1.2. Can recognise [identify] features of prosody

++

2.1.1.3. Can recognise [identify] aurally a morpheme of ardvef familiar and unfamilia
++ languages

2.1.2. Can recognise [identify] written forms

++

2.1.2.1. Can recognise [identify] basic graphic signs {lettédeograms, punctuation marks...}
++

2.1.2.2. Can recognise [identify] written morphemes / ward&miliar and unfamiliar languages
++

2.1.3. Can use different kinds of linguistic evidencedoagnise [identify] words of different origin
+++

2.1.3.1. Can recognise [identify] loan words from other laages

++

2.2 Can recognise [identify] linguistic categories / gammar markers

++

2.3. Can identify languages on the basis of identificath of linguistic forms

++

23.1 Can identify languages on the basis of phonologigalence

++

2.3.2. Can identify languages on the basis of graphiddiesxce

++

2.3.3. Can identify languages on the basis of known wobedgressions

++

2.3.4 Can identify languages on the basis of grammatizakers

++

2.4, Can identify pragmatic functions

++
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ne

2.5. Can identify discourse types

++

2.6. Can °identify [recognise] [perceive]® °cultural speificity / cultural features®

++

2.6.1. Can recognise / identify specifically cultural fe@s or expressions of a culture

++

2.6.2. Can recognise [identify] cultural references / logolkinds

++

2.6.2.1. Can recognise [identify] cultural references / lgmokinds of other pupils in the sal
+ class

2.6.3. Can °identify [recognise]®° communicative variati@rsgendered by cultural differences
++

2.6.3.1. Can identify the risks of misunderstanding dueiffer@tnces in communicative culture
++

2.6.4. Can recognise [identify] specific forms of behavitioked to cultural differences

++

2.6.5. Can recognise [identify] prejudices related to pption of different cultures

++
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3. Can compare

2

h

3 Can compare linguistic and cultural features of diferent languages / cultures [can perceive hc
+++ | languages and cultures can be close to or distambin each other]

3.1 Is familiar with and can apply procedures for making comparisons

+++

3.1.1. Can establish relationships (between languagescaltares) by applying different degrees|
+++ similarity

3.1.2. Can use a range of different criteria to recoghiguistic and cultural closeness or distance
+++

3.2. Can perceive closeness or distance between compagsedinds (can discriminate aurally).

+++

3.2.1. Can perceive closeness or distance between simpteepc features (sounds).

+++

3.2.2. Can perceive closeness or distance between comigatedes of prosody.

+++

3.2.3. Can perceive closeness or distance between phdeatices at word or morpheme level.
+++

3.2.4. Can compare languages aurally

+++

3.3. Can perceive closeness or distance between writtiatms

+++

3.3.1 Can perceive similarities and differences betwegtiem signs

+++

3.3.2. Can perceive closeness or distance between grigattices at word or morpheme level
+++

3.3.3. Can compare the scripts used by two or more lareguag

+++

3.4. Can perceive lexical similarities between differentanguages

+++

3.4.1 Can perceive direct lexical similarities

+++

3.4.2. Can perceive indirect lexical similarities [by idiéying similarities with terms used in th
+++ same word family].

3.4.3. Can compare the form of loan words with their fomthe language of origin

+++
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3.5

Can perceive global similarities between two or ma languages

n

D

+++

351 Can make hypotheses about whether languages atedr@n the basis of similarities between

+++ them

3.6. Can compare the relationships between phonology argtript in different languages

+++

3.7. Can compare the structures of different languages

+++

3.7.1. Can compare the sentence structures of differegukges

+++

3.8. Can compare the grammatical functions of differenanguages

+++

3.9. Can compare the cultures of communication in diffeent languages / societies

+++

3.9.1. Can compare the types of discourse in differerguages.

+++

3.9.1.1. Can compare the discourse types available in ome's language with those used

+++ another language

3.9.2. Can compare the communicative repertoires usedfareht languages

+++

3.9.2.1. Can compatre his / her own language behaviour Wéhdf speakers of other languages

+++

3.9.2.2. Can compare the differences between his / her amavarbal communication procedures

+++ and those of other language users

3.10 Can compare different expressions of a culture [carrecognise linguistic and cultural

+++ closeness or distance].

3.10.1. Can use a range of different criteria to recogoidtural closeness or distance.

+++

3.10.2. Can recognise differences and similarities withardgto different domains of life in society

+++ {living conditions, working life, participation incivic activities, respect for th
environment...}.

3.10.3 Can compare °meanings / connotations® connectdd euittural features {for example, the

+++ concept of time...}.

3.10.4. Can compare different cultural customs and pragtice

+++

3.10.5. Can recognise links between documents / eventaather culture with those of his / her oyn

+++ culture.
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4. Can talk about languages and cultures

4 Can talk about / explain aspects of his / her langge / culture / other languages / other cultures

+

4.1. Can construct a system for explaining a feature ohis/her own culture appropriate to a

++ foreign interlocutor / for explaining a feature of another culture to an interlocutor of his / her
own culture

4.1.1. Can talk about cultural prejudices

++

4.2 Can identify and explain cultural misunderstandings

++

4.3. Can express what he / she knows about languages

+

4.4, Can produce arguments in favour of cultural diversty

++

5. Can use what one knows in one language to und&msd or communicate in

another one

5 Can use the knowledge and skills available in onerguage for understanding another one ar

+++ | expressing oneself in it

5.1. Can use the similarities between languages as stegies for understanding and producing

+++ language

5.1.1. Can construct a grammar of hypotheses <a set obtihegges about the ways in which

+++ languages correspond or do not correspond>

5.1.2. Can recognise the bases on which transfer of krimelés possible <“transfer” = an element

++ which enables a transfer of knowledge can be matdeeden languages [inter-language] or
within the same language [intra-language]>

5.1.2.1 Can compare the bases for transfer between a temggtage and knowledge of other

++ languages available to the learner

5.1.3. Can make inter-language transfers between a knawguhge and an unfamiliar language

+++ (transfers of recognition <which establish a linktveeen an identified feature of a known
language and a feature one seeks to identify inumfiamiliar language> / transfers |of
production <a language producing activity in ananmfiar language>)

5.1.3.1. Can apply transfers of linguistic form / set in mottransfer processes based on perceived

++ regularity or irregularity between different phongical and graphical systems and taking

account of phonetic and phonological charactesstic

5.1.3.2. Can apply *ransfers of content (semantic)* <camogmise core meanings within

++ identified correspondences of meaning>

5.1.3.3. Can establish regularities of grammar in an unfamilanguage on the basis of both

++ semantic and functional markers or relationshipsaiknown language / can carry out

transfers of function
5.1.3.4. Can carry out “pragmatic” transfers* <camake links between communicative
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++ conventions of one’s own language and anothmgyuage>

5.1.4. Can carry out intra-language transfers which raigareness of and extend the range of ipter-
++ language transfers

5.1.5. Can check the validity of transfers which have beede

++

5.2. Can identify first language (L1) reading strategiesand apply them in learning other
+++ languages (L2...)

6. Can interact

6 Can interact in situations where different language and cultures are in contact with each other

++

6.1. Can take account of the linguistic repertoire of te different participants to communicate in
+++ bi- and plurilingual groups

6.1.1. Can reformulate what one wants to say

++

6.1.2. Can present an argument

++

6.1.3. Can discuss strategies for interaction

++

6.2. Can ask for help when communicating in bi- or plurlingual groups

++

6.2.1. Can express problems in speaking or in understgndin

+

6.2.2. Can ask an interlocutor to reformulate what has Iseéd

++

6.2.3. Can ask an interlocutor to repeat what has beehirsa simpler way

++

6.2.4. Can ask an interlocutor to change to another laggua

++

6.3. Can take account of sociolinguistic and socio-cultal differences in order to communicate]
+++ better

6.3.1. Can use politeness formulae appropriately

++

6.3.2. Can use appropriate polite forms of address

++

6.3.3. Can use different speech registers according teithation

++

6.3.4. Can express himself / herself with nuangazopriate to the cultural background of the
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++ interlocutor

6.4. Can communicate “between languages”

+++

6.4.1. Can give an account in one language concerningniafiton encountered in one or more other
++ languages

6.4.1.1. Can present a commentary or an exposé in one lgaguagsed on a plurilingual set|of
+++ documents

6.5. Can activate bilingual / plurilingual modes of comnunication

+++

6.5.1. Can vary / alternate languages / linguistic codesrmunicative modes

+++

6.5.2. Can produce a text in which there is a mix of |augs

+++

6.5.3 Can exploit a third language common to the interfacs in order to communicate

+

7. Ability to learn

7 Can assimilate [learn] linguistic features or usagé cultural references or behaviour which belon
+ to fairly familiar languages and cultures

7.1. Can memorise unfamiliar features

+

7.1.1. Can memorise unfamiliar sounds {simple phonetituiess, prosodic features, words...}
++

7.1.2. Can memorise features of unfamiliar scripts {lettédeograms, words ....}

++

7.2. Can reproduce unfamiliar features of a language

+

7.2.1. Can reproduce unfamiliar sounds {simple phonetituiees, prosodic features, words...}
++

7.2.2. Can reproduce features of unfamiliar scripts {lsttédeograms, words ...}

++

7.3. Can exploit previous learning related to languageand cultures to facilitate learning

+++

7.3.1. Can profit from previous intercultural experientegnhance learning

+++

7.3.2. Can use the knowledge and skills acquired in omguage to learn another language
+++
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7.4 Can exploit transfers made — whether successful amsuccessful — between a known Ianguafe
+++ and an unknown language in order to assimilate feates of the new language

7.5. Can construct a system for identifying corresponderes and non-correspondences betwegn
+++ the languages known

7.6. Can learn autonomously

+

7.6.1. Can organise learning in an autonomous way

+

7.6.2 Can use resources to facilitate language learmddearning about cultures

+

7.6.2.1. Can use information sources concerning the cowfextforeign language or culture

+

7.6.2.2. Can use linguistic reference tools {bilingual dictaries, grammar summaries...}

++

7.6.2.3. Can use the help of others in order to learn (&snan interlocutor to correct mistakes /
+ can ask for information or explanation/).

7.6.2.4. Can use experience of the life in society for omr@in learning {institutions, rituals,
+ constraints of space and time}

7.7. Can reflect on learning processes in order to makilnem more effective.

++

7.7.1. Can define his /her own learning needs / learnbjgabives.

+

7.7.2. Can deliberately apply learning strategies.

+

7.7.3. Can exploit the experience gained in previous legractivities to make new learning more
++ effective [can apply transfers of learning].

7.7.3.1. Can profit in learning from previous experiencesusing a language and of competenhce
+++ and knowledge in another language.

7.7.4. Can observe and check his / her own approachesutaihg.

+

7.7.4.1. Can identify progress / lack of progress in leagnin

+

7.74.2. Can compare different learning pathways taking aatof whether they are successful or
+ not.
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2. Commentary

1. Organisation

1.1. Predicates and objects

In the same way as for knowledge and skills, ttseidgtors have a predicate and an object. The qatli
describes what kind of skill is referred t@( observe, can listen, can identify, can compean,use, can
interact, can make one’s own, can memorisand the object expresses the object to whichkitiecan
be applied: writing systems (can observe), misunderstandingan (@entify), the repertoire of
interlocutors (can take account of), contact sitoas (can interact in5)4.

1.2. Categories and sub-categories

The list of descriptors is organised like this:

. at the first level according to predicates; /’Predicate 1
. within each category according to sub-categoriesbjgicts. 1 3, Ob!ect 11
Object 1.2
Object 1.3
Predicate 2
Object 2.1
Object 2.2
Object 2.3
Predicate 3
Object 3.1
etc.

1.3. Concerning the categories (the “predicates”)

We have identified 7 categories:

. can observe / can analyse;

. Can recognise / can identify;

. can compare;

. can talk about language and culture;

A W DN P

5. can use what one knows in one language to waderand communicate in another one;
6.can interact;
7. ability to learn.

54 It is not our aim to present a precise, comprsiverlogical and semantic analysis of the descriptaut to provide a rough

basis for explaining the way the lists are orgathi$eor further details, see Part A of CARAP, chapt&.1.
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55
a) About how we chose them
The issue of mutual exclusivity:

This issue has been explained in Part A of CARARGp exemplified with a category from the list of
skills.

We showed thaidentify and comparewhich we found relevant to differentiate from eather are not
mutually exclusive since in all comparison therarnsunderlying operation of identification.

If we limited ourselves to this example the probleauld seem fairly simple and it would be solved by
considering that identify includemmpare(which would be the equivalent of saying ttan identifyis a
“compound” resource — cf. ibid.).

A second example — that of the connections betwsmnpare and analyse — shows us that the
relationships between these two operations arsmsimple and straightforward.

In can comparewe have included a descriptor (3.7.1) calleah compare the sentence structures of
different languages.

In order to compare sentence structure we havetldsshto analyse them (structures are not observed
directly as they are the product of an abstracratjpm on the utterance we perceive directly). This
structural analysis (for which we have included esadiptor can analyse,cf. 1.2.8) itself requires
operations of the categooan identify to analyse the structure of a sentence one musexéomple, be
able to identify negatives (already encounteredriather sentence, for examf)?e) And we know from

the previous example thatentifyincludescompare..

The content of the previous paragraph could beesemted by the following schema, in which<ab”
reads “a presupposes / includes b”:

. . 57
Can compare— can analyse—can identify«—can compare.

In other words — and we will use this point laten@erning the order of the predicates in the fis95) —
according to the nature (more exactly the complif the object being compared, to compare either
does or does not presuppose an analysis. In tkeofdke lastan comparef the schematic diagram we

55 Les remarques qui suivent portent sur I'exemms ttois premiéres catégories de prédicadvdir observer / savoir

analyser; savoir identifier / savoir repérer; savaiompare). Elles permettent de dégager des observationsaus
semblent — sous réserve d’'une étude spécifiqueenonre entreprise — également valables pour lessaoatégories de
prédicats.

56 Instead of negation, we could have taken verlth (gard to their endings) as an example. Bug wauld have meant, in
turn, analysing the verb, which would have compgidathe example. But this shows how the intertvgroh processes is a
constant reality, and we have limited our commémtan illustration of the principle.

57 We have taken care not to present a circularnsahie which we would have mixed up the tean comparén a single
example. It is obvious that while each processesafcomparisonit is not applied to the same objects.
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could have pushed the reflection further and shthanit also presupposean observe {we will return
to this last point).

The issue of the operational complexity (and therefe of the predicates)

In the previous paragraph we suggested an anatysiich identify “included” compareand madean
identify a compound resource.

Another example, taken from the second exampléhénprevious paragraph, will show how uncertain
such decisions are. Can it be said tt@t compare (sentence structure between diffeamguages)
“includes” can analyse (syntactic structures)@ the illustrative schema we took care to use
“presuppose§§ alongside “includes”. The first analysis whichisgs to mind is thatompare syntactic
structuresis a different operation fromnalyse syntactic structureghich supposes that the analysis has
already been carried out, and is in addition tooieration of analysis.

In this case, then, nothing forces us — at leatt vagard to the relationship betwesan compareand
can analyse- to considecan compare sentence structugsa compound resource which includas
analyse sentence structures.

One can wonder whether the same kind of analysieally impossible for the relationship between
identifyandcompare.ls it not, here too, a case of two successiveavipeis? There is first an operation of

comparison, then, separately from the first, anraifmn of identification, presupposing the previous
process, but without including it. In this analysan identifyis no longer to be classified as a compound
resource, but as a simple one.

We are convinced, therefore — unless a deepersisahan we have been able to carry out changes our
view — that:

. in the reality of cognitive processes, integrattwmon-integration of the two operations depends
on the nature (its difficulty, for example) of tkeesk and the context (in a broad view, including
previous learning and its availability) in whichtadikes place;

. here we reach the limits, inherent to any atteropti¢velop descriptors of competences out of
context.

(These comments concord with those in chapter 3Rsection A (p. 17) about whether a resource is
simple or compound.)

58 We use “presuppose” here as an extra-linguisfereaece, not as a category of semantic analysis.
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Can observe / can analyse: how they vary accordirtg the complexity of the objects

The alternation betweenbserve / analysseems to a great degree to depend on the compte#xihe
objects concerneddnalysiscannot be applied to objects which are simple 1t takes a letter of the
alphabet as an object which cannot be decomposedcan only observe it, not analyse it) and appears
therefore to be a variant observation This justifies grouping the two in a single catggor

If the objects which appear to be “by their natu¢ei reality) more complex (aauthentic document
1.3.3;syntactic structures 1.2.8; etcseem rather to require the prediczae analysehancan observe
this variation is not an automatic one. It depeonis

. the absence of a “borderline” beyond which an dhgm itself complex: from this point of view,
objects are in a continuum;
. the fact that — as we have said — complexity “alitg’ is only one of the factors which decide the

choice betweembserveandanalyse the other factor is the way in which the objectimved by
the person speaking about it, either as an ohbjebetseen globally, and therefore not complex, or
as a compound object, whose parts (and how thegkated) are to be examined.

So it will be no surprise that both terms can bedusr the same object (cf. 1.2@an observe / analyse

syntactic structuregg.

Can identify / can recognise: a variant due to thebject’s environment6 °

We will take the two following tasks and try to lege xxxxx and yyyyy bydentifyor recognise

1) a task where the object to be identified is alpthe wordutti written on a single label which one
has before one); one can say the subject must xkexwordtutti (saying, for example: "this is the
word | met with yesterday, | remember this word”);

2) a task where the object to be identified ($ti# wordtutti) is in a text or a list of words which the
subject is looking at; one can say that the subjactt yyyyy the wordutti (saying, for example
“I have found the word you asked me to find. It'werd | saw yesterday. | remember it.”).

One can use:

. identifyfor xxxxx or yyyyy (task 1 or 2);
. recogniseonly for yyyyy (task 2).

It seems therefore tenable to considmogniseas a variant ofdentify, usable only when the object to be
identified is located in a large set of objectswad as being of the same kind.

59
60

For choosing between these two predicates we leee guided by the expressions used in the respulilications.
Translator’s note: the distinction between Freiagmtifier andrepérermay not hold for Englisidentify andrecognise
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b) Concerning how they are ordered

From metalinguistic to communicative use

It is easy to see that the list begins with categotonnected to metalinguistic observation aniégedn
and ends — apart from the categorgbility to learn- with categories related to communication in@ti

Here too, however, it is more of a continuum thao tistinct domains. Most of the skills in the firs
categories can also be applied in communicativeains as well as reflective ones (typically: eefion
about language in a language class) as an aiddmmunicative act.

About the categoryability to learn

In chapter 5.4 of section A we said that the denio group some skills in a particular categoxy widt
imply that the resources to be found there weredfily ones that contribute to the competence of
building and broadening a plural linguistic andtetdl repertoire.

Thus, numerous descriptors which are not in #lity to learn category — whether they are
metalinguistic (likeCan analyse pragmatic functions, Can perceive &xtoseness.) or refer to action
in a communicative situation (likean activate bi- / plurilingual modes of communicat Can ask an
interlocutor to rephrase.. 3lso make a large contribution to building / braddg one’s own repertoire.

The categoryability to learn groups descriptors whose predicates refer to anilgaroperation ¢an
memorise, can reproducer whose objects do not refer to linguistic oftatal features, but to aspects of
the learning domairapproaches to learning, experience, n¢eds

A complementary axis which is somewhat illusory -rém simple to complex

As far as possible, we have tried to add a secrisdshowing progress from simple (in the senseoof n
compound) to complex (to the most compound) to finst axis (from the metalinguistic to
communication).

The comments we made above concerning the complekithe relationships of inclusion (p. 92) or
presupposition (p. 93) (cf. the meanings allotiedinclude” and “presuppose”) between the operation
which our predicates are applied to show the litiites of this attempt. If it is true — as we sawthe
case ofcomparebut also in the variation betweehserve / analyse that the degree of complexity of an
operation depends also — perhaps principally —hencbmplexity of the object to which it appliese th
idea of an order based on the predicates’ own @iitplis to a great extent illusory.

Nevertheless, intuitively, an order such @an observe / analyse — Can identify / recognis€an
compare -seems tenable. This is perhaps because of anabertaf complexity which is the number of
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objects to which the operation is appliediserveand analysecan be applied simply to a single object
(one can observe / analyse a syllable — even thdughay imply that one refers to other syllables)
whereaompare(as well adgdentify or recognise since they include or presuppasemparg have to be
applied to more than one object.

The existence of an order from simple to completwben the first three categories and those which
follow is clearer. They are basically metalinguistategories which can be components of more cample
activities related to communication.

1.4. Concerning sub-categories (the “objects”)
a) How they were chosen

If we except some constraints of the kind we exgdiabove foCan analysdthe object is necessarily

complex) most of the linguistic or cultural objeatsthe descriptors of the list look as if they kkbbe
61

combined with most of the predicatedVe will just take two examples to illustrate this

. the politeness formulaeincluded in 6.3.1 in the descripta€an use politeness formulae
appropriately could also be used as the object of the predidates observe / analyse — Can
identify / recognise - Can compare / can talk ablocdin use ... of one language to understand of
communicate in another one

. the systems of writingnentioned in 1.2.4 in the descript®an observe writing systersuld also
be used as the objects of predicates suc@aasobserve / analyse — Can identify / recogniSan
compare / can talk about / can use ... of one languagunderstand of communicate in another
one/ Can use appropriately

Here there is a problem of cross-classification gction A, point 5, where the example used comes
from the skills).

The solution adopted for the skills list has been fallows: we have not included all possible

combinations, but only those which — in conformityth the pedagogic aim of our work — can be

considered as constituent parts of the competemee=sn aim to acquire — at different levels of héag

— through using pluralistic approaches to languames culture. In order to apply this principle of

pedagogic reference, we have relied — as is eng@thsn the General presentation of the framework
(p. 23) — both on what has already been descripedher authors and our own experience and expertis
in the field.

61 For the time being we have resisted the temptatiiodo a detailed analysis which might have beeepi$temological

interest.
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b) How the objects were ordered
Within each category of predicate, we have combs®eral ordering principles:
" the general descriptors (for example, those whiehcancerned with methodology lik&an use /

masters analytic processek.1) are placed before those applied to specifieatd (such a€an
analyse pragmatic function$.2.10);

. those dealing with language before the ones ahdtutre;
. the less complex objects before the more complez;on
. within the sections on language, the signifier (@t, then graphical) before what is signified

(what is referred to, then pragmatic, where relgvan

2. Notes on terminology

Reminder: see also the terminological comments tatioel whole of the framework, especially for
UnderstandandRecognise

Identify

This word can have the basic meaning%z:of
" an operation which leads one to decide that onecblkgnd another object (or mare
precisely: two occurrences of the same objectYreesame object. For example: identify a
word as being the same as one already encountered;
" an operation which leads one to decide that ancbbglongs to a class of objects with a
n

common characteristic. For example: identify a waslone of the loan words used
several languages from the Arakgrafa

In both cases, “identify” poses the question of‘fildentity” of the object. But there are examples
of “identify” which are not about questions of idiép For example, “can identify th
characteristics of a culture” in the meaning “bedttde to take note of these characteristics /y0 sa
what they are”.

D

We useidentify (like recognise cf. 1.3 below) only in meanings a et b above. ther other uses
we prefer other verbs (likepecify, decide an).

‘ Recognise ‘
‘ Seeldentify, above. ‘

‘ Transfer / make a transfer ‘
We use this expression to indicate any processaabivity (reflective or communicative)

concerning languages and cultures which profitsiftee knowledge, skills or attitudes which one
has available in another language.

62 ¢f. D'Hainaut 1977, p. 205.
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Appendix

List of the resource publications used in the devepment of CARAP
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algumas reflexdes didacticas. Aveiro, Universidaedveiro.
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Scientifica Pedagogica Experimentalid.l, 2, 285-300.
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indépendant) — Un référentidParis, Didier & Conseil de I'Europe.

Blanche-Benveniste, C. & ,V.A. (1997). Une grammagdour lire en quatre langues .Recherches et
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Babylonia, n°2/1995, Comano: Fondazione Lingue ku@u
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contributions consacrées a la pédagogie intégrée l&veil aux langues (Roulet, Moore, Van Lier,
Perregaux & Magnin-Hottelier).

Byram, M. & Tost Planet, M. (2000)Social identity and the European dimension: intdroal
competence through foreign language learnitrasbourg & Graz, ECML, Council of Europe.
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Matters
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I'Europe.

Byram, M., Zarate, G. & Neuner, G. (1991)a compétence socioculturelle dans I'apprentissage
I'enseignement des langu&irasbourg, Conseil de I'Europe.

Castellotti, V. & Moore, D. (2002)Représentations sociales des langues et enseigterSémasbourg,
Conseil de I'Europe.
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International.
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Perregaux, Ch., de Goumoéns, C., Jeannot, D. &admPJ.-F. [Dirs] (2003). Education et ouvertare
langues a I'école. Volume 1 (1re enfantine — 2engiie). Conférence intercantonale de I'Instruction

publique de la Suisse romande et du Tessin, Seatéénéral (SG/CIIP), Neuchéatel.

Perregaux, Ch., C. de Goumoéns, D. Jeannot, Ek-Piairo [Dirs] (2003)Education et ouverture aux
langues a I'école. EOLEval. 2 (3P-6P; 8-11 ans). Neuchatel: SG/CIIP.

Esch, E. (2003).'acquisition trilingue: recherches actuelles eegtions pour I'avenirin pp. 18-31.

100



Evlang (Ensemble de supports didactiques).
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Grid for collecting items from the resource publicdions

Bibliographic

references

Filled in by: Date collected:

What kind of learners are referred tc Nursery Primary Secondary Upper Higher Adult All Teacher

in this work (tick or specify in tf school secondary anc] Education | education training

bottom row? (kinderg.) vocational

Whatpluralistic approachesare mainly Integrated Inter-comprehension | Awakening to | Intercultural Others (specify:) All

dealt with? language between related language approaches

didactics languages
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I:I Descriptors of competence(sfput a cross if so):
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Concepts useful for our work (if so, put a crosshie box and specify what they are):

Typologies of competence ( put a cross... and spedift types of competence):

Examples of pedagogic activities (put a cross... spetify for what types of competence):

Interesting information about curriculum designitgkaccount of pluralistic approaches (put a crossd. specify which approaches in a few word

Bibliographical references to ideas which are ddefuthe project (put a cross... and say what ideas)

U U U o L

Information about how certain objectives can baia¢td at different levels of education (put a crosnd give a brief summary):
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Abbreviations used in the grid

SAV Savoir (knowledge)

SAV-F Savoir-faire (skills)

SAV-E Savoir-étre (attitude)

SAV-APP Savoir-apprendre (ability to Learn)

ATT/L&C Attitudes of curiosity / interest / receptivenesdanguages (and their speakers) and cultures.

CONF Confidence of the learner in his / her abilityearn

AN-OBS Competences in observing and analysing languagatevwdr they may be

LANG-CULT Ability to see languages in the context of thaik$i with cultural variants and fully to understahdse variants

APPUI (Eng: support) Ability to use the understandingadeature from one language or culture to supadvetter understanding — by means
similarities or contrast — of a feature of anotlamguage or culture

ATT/DIV Attitudes which are positive towards diversity

COM Plurilingual communicative competence (ability teeufeatures of several languages within discouaseprding to the communicati
situation)

LANG The competence described refers to language

CULT The competence described refers to culture

107

of



Bibliography

Allal, L. (1999). Acquisition et évaluation de coétpnces en situation. In J. Dolz, & E. Ollagnier,
L'énigme de la compétence en éducatiBmixelles: De Boeck, pp. 77-95.

Beckers, J. (2002Développer et évaluer des compétences a I'écols: plas d’efficacité et d’équité
Bruxelles: Labor.

Bronckart, J.P., & Dolz, J. (1999). La notion dempeétence: quelle pertinence pour I'étude de
'apprentissage des actions langagiéres? In J.,®IE. Ollagnier, L'énigme de la compétence en
éducation. Bruxelles: De Boeck, pp. 27-44.

Bulea, E. & Bronckart, J.-P. (2005). Pour une agpeodynamique des compétences (langagiéres). In
Bronckart, J.-P., Bulea, E. & Pouliot, M. (edRgpenser I'enseignement des langues: commentfidenti
et exploiter les compétencep. 193-227.

Conseil de I'Europe (2001 adre européen commun de référence pour les lan@tesbourg: Conseil
de I'Europe, Paris: Editions Didier. [Disponibler $a site du Conseil de I'Europbttp://www.coe.int

Conseil de I'Europe (2007)De la diversité linguistigue a I'éducation plurijoe: guide pour
I'élaboration des politiques linguistiques éducasven Europe.Strasbourg: Conseil de I'Europe.
[Disponible sur le site du Conseil de I'Europép://www.coe.inf

Coste, D., Moore, D. & Zarate, G. (199CQompétence plurilingue et pluriculturell8trasbourg: Conseil
de 'Europe. http://www.coe.inf

Crahay, Marcel (2005). Dangers, incertitudes ebrim@étude de la logique de la compétence en
éducation,Les Cahiers du Service de Pédagogie expérimentild 22 (numéro thématique: Les
compétences: concepts et enjeux), Université dgel.ig-40.

D'Hainaut, L. (1977)Des fins aux objectifs de I'éducation — l'analyselal conception des politiques
éducatives, des objectifs opérationnels et destsitos d'enseignemenParis & Bruxelles: Nathan &
Labor.

Gillet, Pierre (dir.) (1991)Construire la formation. Outils pour les enseigrmet les formateurdaris:
Editions ESF.

Hall, E. T. (1971).La dimension cachédParis: Seuil (traduit de I'américaifhe Hidden dimension
1966).

Hall, E. T. (1981). "Proxémique”. In Y. Winkin [§dLa nouvelle communicatioRaris: Seuil, pp. 191-
221.



Jonnaert, Ph. (2002Compétences et socioconstructivisme. Un cadre idné@Bruxelles: De Boeck.
Klieme, Eckhardet al. (Eds) (2004):Le développement des standards nationaux de faymatine
expertise Ministére fédéral de I'Education et de la RecherBMBF, Réforme du systéme éducatif 1

(traduction de S. Queloz et O. Maradan).

Klieme, Eckhard u.a. (Hrsg.) (2003fur Entwicklung nationaler Bildungsstandards. EiBgpertise
Bonn: Bundesministerium fur Bildung und ForschuBy1BF).

Le Boterf, G. (1994)De la compétence: essai sur un attracteur étramgeis: Editions d’organisation.
Matthey, M. (a paraitre).es compétences langagiéeres: quelle approche msujelines gens en 20067

Perrenoud, P. (1999). D’une métaphore a I'autemstiérer ou mobiliser ses connaissances? In J, &olz
E. Ollagnier,L'énigme de la compétence en éducatiBmxelles: De Boeck, pp. 45-60.

Rey, B, Carette, V., & Kahn, S. (2002)ignes directrices pour la construction d’outilsédaluation
relatifs aux socles de compétend@ruxelles: Rapport auprés de la Commission déksaliévaluation.

Rychen, Dominique (2005%chliisselkompetenzen: ein internationaler Refeaemzen.n: ph akzente 2,
S. 15-18.

Weinert, Franz E. (2001). Vergleichende Leistungsueg in Schulen — eine umstrittene
Selbstverstandlichkeit. In: Franz E. Weinert (HrsgLeistungsmessung in SchulemBeltz:
Weinheim/Basel S. 17-31.

Intercultural approach / Approche interculturelle

Byram, M. (ed.): 2003Intercultural competengeéCouncil of Europe; Strasbourg.

Camiilleri Grima (2002)How Strange! The use of anecdotes in the develdpmierntercultural
competenceGraz/Strasbourg: European Centre for Modern LagemiaCouncil of Europe.

Cushner, K. and Brislin, R.W. (1996ijtercultural Interactions. A Practical Guidéondon Sage.
Zarate G, Gohard-Radenkovic, A., Lussier, D. amizPH. (2003)Médiation culturelle et didactique des

langues Graz/Strasbourg: Centre européen pour les langtieentes / Conseil de [I'Europe.
[http://mwww.ecml.aft

109



Inter-comprehension between related languages / letcompréhension entre langues parentes
Doyé, P.: 2005IntercomprehensiarCouncil of Europe, Strasbourg.

Doyé, P. (2005).L’intercompréhensionConseil de I'Europe, Strasbourg. [Disponible sersite du

Conseil de I'Europehttp://www.coe.in}

Meissner, F.-J., Meissner, C., Klein, H. et Stegman (2004),EuroComRom. Les sept tamis. Lire les
langues romanes dés le débiachen, Shaker-Verlag

Integrated didactics / Didactique intégrée

Castellotti, V. (2001)La langue maternelle en classe de langue étrand#ads: CLE international.

Cavalli, M. (2005).Education bilingue et plurilinguisme. Le cas du d&oste Paris: Didier-CREDIF,
collection LAL.

Hufeisen, B. and Neuner, G. (200Fhe plurilingualism Project: Tertiary Language Leang — German
after English Graz / Strasbourg: European Centre for Modernglages / Council of Europe.
[http://www.ecml.at

Hufeisen, B. & Neuner, G. (eds.) (2003). Mehrspigiatitskonzept — Tertidrsprachen — Deutsch nach
Englisch. Graz / Strasbourg: Européisches Fremdsenaentrum / Europarattfp://www.ecml.&ft

Hufeisen,B. & Neuner,G. (dir.) (2003).e concept de plurilinguisme: Apprentissage d'uaegle
tertiaire — L'allemand aprés l'anglaisGraz / Strasbourg, Centre européen pour les éangivantes /
Conseil de I'Europehftp://www.ecml. &t

Programmes officiels d’Andorre (secondaire):

Ministeri Ministeri d'Educacié,Joventut i Esport4909). Programa segona ensenyanca Escola
Andorrana | Andorra: Editorial Govern d’Andorra.

Ministeri Ministeri d'Educacié,Joventut i Esportd909). Programa segona ensenyanca Escola
Andorrana Il Andorra: Editorial Govern d”’Andorra.
[http://vwvw.bopa.ad/bopa.nsf/056341fced070c89c12566571ddd/70a40518736716fdc12567c300385db5?0perMu

110



Programmes officiels de la Catalogne:

Décret officiel des programmes pour le primaire:
[https://www.gencat.net/diari/4915/07176074 h{woir "Annex 1 Competencies basiques" et "Annex 2
Ambit de llengiies (Llengua catalana i literatur@nigua castellana i literatura, Liengua estrantjera)

Décret officiel des programmes pour le secondaire:
[https://www.gencat.net/diari/4915/07176092 htfwoir "Annex 1 Competéncies basiques”; "Annex 2
Curriculum de l'educaci6 secundaria obligatoria Amb llengiies (Llengua catalana i literatura, plea
castellana i literatura, Llengua estrangera)"L&itl' (optativa de quart)")

Awakening to languages / Eveil aux langues

Candelier, M. (dir.) (2003aEvlang — I'éveil aux langues a I'école primaire #a® d’une innovation
européenneBruxelles: De Boek — Duculot.

Candelier, M. (dir.) (2003bYJanua Linguarum — La Porte des Langues — L'intrdiuncde I'éveil aux
langues dans le curriculum. Janua Linguarum — The Gateway to Languages theodiiction of
language awareness into the curriculum: Awakenm¢ahguages- Graz / Strasbourg: Centre européen
pour les langues vivantes / Conseil de I'Europkttp://www.ecml.&ft

James, C. and Garrett, P. (1992). The scope ofitmegawareness, in James C. and Garrett P. (eds.),
Language awareness in the classrodiwngman, London.

Hawkins, E. (1984)Awareness of Language. An Introducti@ambridge, Cambridge University Press.

111



The prospects for CARAP
(dissemination workshop, June 2007)

Results of group work

1. How would you like to see FREPA utilised? /
Quels usages pouvez-vous envisager pour le CARAP?

The participants confirmed agreement with the gsi@reas for using CARAP which had been identified
by the ALC project team (curricula, teaching matksri teacher training, complementing the CEFR).
CARAP is a tool which can be proposed for natioaadl regional curriculum changes. It provides a
source for setting learning objectives which cantriibute to developing language education policies,
especially those in which there is a global integtaapproach to languages. It can provide a framewo
for innovation, for revising national teaching nmaks and for the design of new approaches to tach
training.

Some participants expressed a wish that it codldl laé used as an evaluation tool, for both forraatid
summative evaluation. In particular it could beating point for complementing existing Portfolios

2. Which amendments / additional material would baecessary in order to make it more
suitable to these applications? /
Quelles madifications / compléments seraient nécés®s afin que le CARAP soit mieux
adapté a ces usages?

Many of the contributions focused on the issue aking the document more readable and accessible to
different target groups. Some thought that a “dlobarsion of CARAP, comparable to the present
version, but with considerable modification, woblel justified, alongside documents emanating frams th
and designed for specific purposes and target acele Others considered that a “compact” version of
this kind would be without interest and should bareloned in order to leave a set of specific dootsne

In any case, even in the context of a “compact’sieer it would be advisable to grade the contents
according to their importance. For example, thiomale for decisions taken about the framework khou
be relegated to a second level (possibly presegrguhically). A clear statement of the “added valfe
CARAP should appear in the introduct??énThe description of the four pluralistic approasisbould be
expanded and certain resources more clearly defifbé distinction between “distancing” and
“decentring” requires rethinking. Some examplegeagfetition should be avoided and the whole of the
numbering — chapters, micro-competences, resourceeds rethinking (replacing, for example, C, D, E
within a section C by |, I, lll) A revision of thEnglish translation is requested by some partitipa

63 Here we have tried to make improvements in variof CARAP.
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There were also some observations concerning aalamte in CARAP which seems to put more
emphasis on the necessary receptivity to othetfsea¢xpense of the equally important ability toleste
critically other people’s ideologies and conduntthie context of higher human values.

Some participants would like us to develop furtther list of skills and to reduce the knowledge list

A “simplified” version for decision makers is codsred to be essential (short version / long vejsion

Booklets to accompany CARAP explaining how it canalpplied to the different key areas defined in the
previous point are unanimously recommended as posuip disseminating it.

Whatever the type of document provided, people ditiké them in the future to include:

. indications of the levels / ages / type of educatiormal / informal sector) corresponding to the
descriptors — or even different version correspogdo the different types;

. indicators related to attainment (to the level whiament) of the knowledge, skills or attitudes
defined by each descriptor;

. indications of didactic progression through thecdesors;

. examples of didactic activities corresponding ®itisources;

. some participants would like the descriptors todbated to the levels (A1 — C2) of the CEFR.

The request for systematic links to be establishetiveen descriptors and (micro-)competences
expressed by a small number of participants istegjeby the authors of CARAP, who consider theyehav
demonstrated that such a task is not feasible.

One should note that requests like this are venjlai to ones made to facilitate the disseminatiod
use of theCEFRand theGuide for the development of language educatioitiesl in Europe.

In general, certain participants would like CARA® lie accompanied by a “roadmap” explaining the

steps to be followed to put it into practice.

3. Which benefits (educational, social ...) do you fesee from these applications? /
Quels bénéfices (éducatifs, sociaux...) attendez-vaies ces usages?

. The promotion of a “supra-national” educational taté common to all language teachers,
whatever the language they teach;

. easier cooperation between language teachers actibets of other languages;

. support for developing values like citizenship emoveness to others...

. a contribution to a paradigm change in the priesiet for language education;

. a help to improved consideration of some basic atitutal concepts;

. social recognition for the usefulness of pluratistpproaches;
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better approaches to educating pupils who speakitages other than the language of education;
more efficiency in “singular” approaches (= teachilearning of individual languages);
better motivation of learners.

What other comments would you like to make withreference to the application of CARAP? /
D’autres commentaires sur cette question des usagesvisageables?

CARAP should be used to complement present cuaicudt to replace them;
it should be implemented from a very early age;
it should have the active support of European asgdions (including the European Union).

Which hurdles could stall these applications? /
Quelles sont les difficultés qui pourraient contraier la mise en ceuvre de ces usages?

CARAP seems to be based on a utopian view of eidmcat

a lack of interest on the part of decision makexs @éther educational stakeholders, since CARAP
requires a profound change of mentality;

even hostility from some political milieux, sincdRAP is based on an open vision of society;

the lack of resources (of all kinds) in certain rigs;

cost and time, as for all major reform projects.

How could these difficulties be overcome? /
Par quelles voies pourrait-on chercher a dépassees difficultés?

Work in parallel to influence collective ways oblking at these matters;

CARAP would need to go beyond the classroom andeaddthe media, communicate with
families...;

involve stakeholders at national level in its inmpéatation;

perhaps by introducing CARAP through giving it &rim evaluation;

making CARAP adaptable to national requirements;

publish materials, organise lots of conferencesn tieachers...;

develop further references to the psycho-/neuralstiy bases of CARAP;

work on networked projects at different levels iffr&uropean to local).
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