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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.
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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, Latti@chtenstein, Lithuania, Luxembourg, Malta,
Netherlands, Norway, Poland, Romania, Slovak RépuBlovenia, Spain, Sweden, Switzerland, “the
former Yugoslav Republic of Macedonia”, United Katugn.



A travers lesLangues et le€ultures
AcrosslL anguages andCultures

CARAP

Framework of reference for pluralistic
approaches to languages and cultures

Version 3 — October 2009

Project co-ordinator: Michel Candelier

Team members:
Antoinette Camilleri-Grima
Véronigue Castellotti
Jean-Francois de Pietro
[ldikd Lbrincz
Franz-Joseph Meissner
Anna Schroder-Sura

Artur Noguerol

With the participation of Muriel Molinié

European Centre for Modern Languages

© Council of Europe, 2007



Table of contents

A
1.
2
3.
4
5
6
7
8

B
1.
2.

C_
1.Lists of descriptors of resources

2.

— General Presentation ........... oo e 5
PlUraliStiC PPIrOACHES .......iciiiie e eeeecmme et e et e e e e e e ane s aeeeeeeeeeeaaa it s aneaaeeeeeeanerees 5

. Why we need a reference frameWOrK........cooeeeeeiiiiiiii it 9

Competences, resources ... and MiCro-COMPELEICES cc.....eccvvierreeitreeerreeiieeetveeeennreeereeeereeanns 11

. The methodology of developing the frameWOrK ... e 18

. Organisation of the frameWOrK.............ceeeee e e e aa e e 22
. LiMItS @nd PEIrSPECHIVES......ciiie ettt e et reeaa e e e e e e e e e e e 26
. NOLES ON tEIMINOIOGY......eeivetiit et en s e et e e e et e e aeeaba e e esaeeeeeaeesbsaaaaaaeseeaessssnnaaeeeeeeaeesesnnsann s 27
=T o) T Tl oo ] a1V =T 1410 ] 1 PP 28

— Global COMPELENCES ......coeiiiiiiie e e e e

Presentation and COMMEBNTS ............ .. commmueseeetiteest et ete e stt s es st eseeeaneeteessbneesbesasersneesenes
Y T LU TS (= 1o o T

KNOWIBAGE. ...t ettt e e e e e e e e e e e e eeeaann s

CommMENtary.....ccooevuvveieeeieeeeeeieeeee

000 S A\ £ ) (8 [0 [T

1.Lists of descriptors of resources

2.

(%0091 4 01=T 1 7= 1Y PN

S | PR PP TPPPTSPRPRPRPIN

1.Lists of descriptors of resources

2.

(20091 4 01=T 1 7= 1Y PN

Y o] 01T o ) PP PP 102

BiDHOGrapNY .... e e 112



A — General presentation

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
translation and all resort to the first language was banistad 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 aralise 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 approachesghich is most probably the best known of the thieelirected towards
helping learners to establish links between a éichihumber of languages, those which are taughtimwitte
school curriculum (either aiming in a “traditionallay to teach the same competences in all the #ayegu
taught, or defining “partial competences” for soofethem). 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 secaedyfolanguage (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.

In the approach ointer-comprehension between related languageeeral languages of the same linguistic
family are studied in parallel; these are eitheglaages related to the learner's mother tonguéhéptanguage
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

2 Since translation is an activity which implies ¢ra than one” linguistic variety, it could be thbuighat 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.

To find out more about these approaches cf. ithiéobraphy of the introduction to CARAP.



language to learn a new one. In the second hdalfeofl990s there was innovative work in this aret &idult
learners (including university students), in Fraaod other countries speaking romance languagegelbas in
Germany. Many were supported at a European levéhénprogrammes 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 idsthe 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 beagt. 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 &teaming 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 suppderiguage
learning throughout the learners’ school career.

It is important to note that “I'éveil aux langues? it has been developed specifically in EBwtangandJaling
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 aatdgory of thd.anguage Awarenesgpproach, which is
generating research which is more psycho-linguigtan pedagogic and which does not necessarilyiievo
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 Whibe ALC project is a part proposed to make a
contribution to ‘& 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 challemjesoping with linguistic diversity and
achieving social cohesion.

What is at stake is the abandoning of a “compartatieed” 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 noga"

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



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; instesdthough distinct from each other, they are trea®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 aworld
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, idarto

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

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 segowf pluralistic approaches to languages andicest

1.3. Pluralistic approaches and educational goals

Even though it is our view that the link betweeanrplistic 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 oéltic 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) whigkines 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 théde for the Development of Language Policies imdpa is
inconceivable without recourse to pluralistic agmtees. If links between languages are not estadlistmy



attempt to increase the number of languages ldgrithe individual learner in formal schooling willin up
against limitations in terms both of learning cafyaand space in the curriculum — limitations whicdn be
attenuated by the synergies which pluralistic aggines 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 competendie® tovork and take part in cultural and democriéife in a
world in which encounters with linguistic and cuildiversity 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 auricultural competences): pluralistic approagtarough

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 degrekfoous
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. 79).



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. 5) with a view to achigvipecific
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 Rodr on the site of the ClIRttp://www.ciip.ch/index.php




. 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.



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 greatetrbf
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 speciftext 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.



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 ergans.

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 sfibject 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.



Allal (1999, p. 81) definesompetences:

“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 adtivats both a selection and a way of coordinatiegpurces,
while Rey, Carette & Kahn (2002) cite a number ofhars who hold similar views, after Le Boterf (299
1999), “and insist on the fact that a competen@s dwt require just cognitive resources in theembjut 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 chjtiggthe results of what has been done, which Ishalso be
socially acceptable”.

Reyet al (2002) emphasise thah“most cases, in order to accomplish a task, omst mot only choose one, but
several of these elements. It is therefore a questi 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 hioofnpetences 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 Reyal. (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
which there is neither difficulty or ambiguity);ishis a ‘basic procedure” or “competence at the first
level”;

10 Perrenoud’s position is much more nuance@oanstruire des compétences dés I'é¢di@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 thaet 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).



. 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 eanipetence 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 (Frenddtisposition$, 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“omtirnal” (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, efitmal 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, providingdigsedagogical tasks for learners — the teachinthis
way contributingto the development of competene&sthe resources that are activated.



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 situradi/ 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 asgh 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 sfiecask;
" on the other hand simple elements (the resourdésput taking account of how they are activated.



This simplistic view does not take account of taot$:

On the one hand, as will be seen when we preserdampetences (pa#), there are features of inclusion, 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 tlera 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 are even more Iglsbah as“competence to manage linguistic and
cultural communication in a context of othernese(ih - altérité)”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 ‘igigf (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 formulation. We dnav
not, for example, included descriptors suchCas predict how people of other cultures will cood
themselvess these seemed too complex to be considereds@sees 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,hwiigans they include in “real life” activities the
ability to activate resources to cope with a spetisk. 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.



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



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 adipm 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 evidentiatgtage 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.



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’ courséseayniversité du 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 publicatittrey come from, the type of

pluralistic approach used and the type of learttegpublication is directed at.



would require a gradual process of harmonisatiovplving many discussions and exchanges of opiniassve
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 dieided 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 ribi the pairs frequently found themselves quest@the
decision to allocate some descriptors as “micropmiances” 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.



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.



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 partg, D andE.

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 easgestake 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 ¢iample: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¢la¢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.



. a “predicate” (either a verb or a noun, see above) which is eithiated 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 teittlobject. If the same object can be linked toaribran 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.



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) that one object and another object are the shipet;
2) that an object belongs to a class of objectglvhave 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 competeasfce
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
@ of CARAP). Numerous other resources / micro-commpegs contribute to this, too.

To take a simple example, it is clear thatowing that languages are governed by ruldsch 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, compan@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”.



The categories related specifically to learningugrohe descriptors whose objects refer to leariearning
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 18 in the forrbesiring to improve mastery of the first languadariguage of educatiofA-18.1.2)
andDesiring to learn other languag€s-18.1.3).

5.3.5. 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 susmgwing 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 edetl
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



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 singdyne

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



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).

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@néh 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 afpproaches.

Savair, savoair-faire, savoir étre have been translated kaowledge, skills, attitudedhe 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 ugeths of knowledge, aspects of knowletdgexpress 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. Nege
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 likéan compareor a noun likeeceptivenegs 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 poi# (Global competencg¢where we attempt to illustrate the descriptivevgpoof 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 capéait an instrument for action in education). Waldeainly with the second
aspect.



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.



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 plstialiapproaches, 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 “resources’related.

1. Presentation and comments

It is not easy to define at what level of geneyalite should place competences of this kind. Theeen@

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 pdrt General Presentation of CARAP) resources angetances in fact
form a continuum, from the most elementary abaitie the most general competences. In one wageins to
us that any arrangement of resources can potenfii@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 thigecknt
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 ltlrizontal and vertical axes) and this way ofenging the
relationships graphically seems to provide an adegdegree of flexibility.

The generic title of the table explains the commioaracteristics of the set of competences selected:

29



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 tapab
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 d¢htitle of our work:

C1: Competence in the construction and broadeningf@ plural linguistic and cultural repertoire.

C2: Competence in managing linguistic and culturacommunication in a context of “otherness” in which
one encounters languages and cultures differemt @ree’s own).

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._fgaR.2.3) the core of the issue is to understanchétere of the
fundamental link we want to establish in FRAPALGwen 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. patt3.2.1).

The zone of managing linguistic and cultural comiration in a context of “otherness”
: . . . . 28
A range of (micro-)competences can (relativelyadiebe 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 whichfealSkills (cf. S-6.2: Can ask for help in communicating
in bi-/plurilingual groups), for Knowledgécf. K-6.3 Knows that categories used to desctisenorkings
of a language (/ the mother tongue / the languafjeducation/) may not necessarily exist in others

25 According to the conclusions reached at the lmeggnof chapter 3.2 of Pas of the General Presentation 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-tigti / “trans-cultural”, the second as “inter-juistic” / “inter-cultural” (see p. 7).

27 Cf. Part4 — General Presentation of CARAP, chapter 1.

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 systematicalpeat 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.



{number, gender, the article ..g@nd to attitudeécf.A-4.2.1 Accepting the fact that another langriagn
organise the construction of meaning on °phonolalgiand semantic distinctions / syntactic
constructions® which differ from those of one’s damguage 39;

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 tinagathey 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 meanirsgequally relevant in situations within one cultore
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 plurauiistic 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 othesa — to be included

a competence in profiting from one’s own inter-cultual / 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 thimga relative way, thanks to a number of resources
stemming from attitudes, skills and knowledge;

29
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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.

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.

We should stress again that we have not incladleithe cognitive competences which make up legrimirgeneral.



. a competence in making sense of unfamiliar linguisti@and/or cultural features, refusing to accept
(communicative or learning) failure, using all tresources available, especially those based on-inte
comprehensioncf. in the skills S5 Can use knowledge and skills already mastereshianlanguage in
activities of Tomprehension / productionin another language / S-5.1 Can constrifcan set of
hypotheses / a « hypothetical grammar»° about iifsor differences between languages);

. acompetence of distancingvhich, based on a range of resources, allowgiaatrapproach 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 decidedetgplas 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 lamy ¢o comprehensiveness, because, among oth&rnga
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, etspite 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 tsrdoey
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 thesepetences have as a feature to

use resources coming from several different lists.



Table of global competences

Competences which activate knowledge, skills andtatides through reflection and action

. 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

‘ C6. Competence in critical analysis of the (comitative and/or learning) activities one is invahia ‘

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

In Part 4, 3.2.1 and 3.2.2, it is not possible to envisagéngegrated table of competences and resources
which would be structured and ranked (as a netivoektree diagram, for example). The competences, i
the concept we have adopted, are characteriseuetfadt that they are “situated”, that is to sagytban
only be defined / configured exactly when they artvated in a situation — different each time d &or

a specific task — also different each time.

This means that the shape of a competence is agzetly the same but varies according to the coiniex
which it is activated. It is only when the taskt@mme) and the situation (who is involved, the eat)t
are defined that the competence can reach itoeal 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 ogson, 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 prithré
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. Mattheya 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 &afireference:
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 teechange) 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 urmitened 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 A4, 3.2.1) characterised by a degree of complexitgl{iding the ability
to choose resources which correspond to the snjatby a social function (ensuring that the intdoa

35 The same illustration could be made in relatiomther examples of tasks / situations in contekistherness: welcoming
someone in another language or culture; lookingiféormation 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, compléadie: 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

“threaten” this harmony). It is a competence whishmanifested in the category of situations

[1H

n

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.

Skills

S-2.10

Cancidentify [recognise]® specific forms of behavioinked 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:

S-1.7

Can analyse the cultural origin of different aspeftcommunication

S-1.8

Can analyse the cultural origins of certain behago

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

S-3.1. Can apply procedures for making comparisons

+++

S-3.1.1. Can establish similarity and difference betwedsnguages / cultureé$rom °observation /
i+ analysis / identification / recognitidrof some of their components

S-3.9. Can compare communicative cultures

+++

S-3.9.2.1. Can compare one’s own linguistiepertoires / behavioufrsvith those of speakers of othe
it languages

S-3.9.2.2. Can compare own non verbal communication practicgsothers

+++

S-2.8.2 Can°identify [recognis€] °specificities of / references to / affinities obfie’s own

culture

To identify the problem:

S-2.8

Cancidentify [recognis€] cultural °specificities / references / affinities

S-2.9

Cancidentify [recognis€] communicative variations engendered by culturifidinces
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But there are also “skills™ related resources @ygdll in the part of the competence which seeks
“solutions” to the problem:

S-6.3. Can communicate while takirfgociolinguistic / socioculturaldifferences into account
+++

S-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:

K-8.2 Knows that a number of cultures, more or less diffg exist.
+++

K-6.11 Is aware of the reactions one may experience wbemanted with (/ linguistic / discursive /
4+ cultural /) °difference / otherness®

K-6.12 Knows that cultural differences may be at the afgiroblems in °verbal / non-verbal®
++ °communication / interaction®

K-6.12.1. Knows that problems arising in communication dueuibural difference may manifest
themselves as °culture shock / culture fatigue®

K-3.4 Knows that culture and identity influence commutii@interactions.

+++

K-3.4.1 Knows that both actions / behaviours and the way #re °interpreted / evaluated® are
++ linked to cultural references

K-3.5 Knows that one’s communicative competence origmétam (usually implicit) knowledge of a
— linguistic, cultural and social nature.

K-6.10 Knows that there are similarities and differencesvieen® verbal / non-verbal® communication
++ systems from one language to another

K-8.4 Knows that the members of each culture define igBst specific °rules / norms / values® about
. °social practices / behaviours®

K-10.5 Knows that the interpretation that others give ie’s behaviour may be different from that
. which that same person gives to that same behaviour

37



Some areas of knowledge are also activated to poblsems.

K-6.13 Has knowledge of some strategies which help tolwvesntercultural conflict
++

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:

A-7.2 Readiness to engage in pluralistic (verbal / naibale communication while following the

+ rituals and conventions appropriate to the context

A-7.3 Readiness to face difficulties linked to °pluriloed / pluricultural® situations and

" interactions

A-7.31 Ability to face (with confidence) that which is méd strange® °°in the °linguistic|/

" cultural® behaviour in the cultural values®® of eth

A-7.3.2 Readiness to assume the anxiety which is inhereriplurilingual / pluriculturalq

" situations and interactions

A-7.3.3 Readiness to live °linguistic / cultural® experieaavhich do not conform to one’s

" expectations

A-7.3.4 Readiness to experience a threat to one’s iddmifigel disindividualised]

+

A-14.1 Feeling capable of facing °the complexity / theedsity® of °contexts / of speakers®

++

A-14.2 Being self-confident in a situation of communicati@expression / reception / interaction /

+ mediation®)

A-13.2.1 A will to (try to) manage the °frustrations / enurts® created by one’s participation

" in another culture

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

A-1.1.1 Attention to verbal and non verbal signs of comroation

+

A-2.1 Sensitivity towards one’s own °language / cultuaeél other °languages / cultures®

+

A-2.2.1.1 Being aware of the diversity of °linguistic univess{sounds, graphismis,

" syntactic organisations, etc.} / cultural univergeble manners, traffic laws,
etc.}
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2s /

A-12.2 Accepting to suspend (even provisionally) or toggie® one’s °(verbal or other) practices /

-t behaviours / values ...° and adopt (even provisigrialla reversible manner) °behaviours /
attitudes / values® other than those which havdasaconstituted one’s linguistic and
cultural “identity”

A-4.2.2 Accepting the fact that another culture may make ofdifferent cultura

" behaviours (/table manners / rituals / ...)

A-11.3 A will to combat (/deconstruct / overcome /) onpigjudices towards other °language

++ cultures® and their °speakers / members®

A-4.1 Mastery of one’s °resistances / reticence® towamthsit is °linguistically / culturally’

+ different

A-6.1 Respect for differences and diversity (in a plaglial and pluricultural environment)

+

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

S

A-8.6.2 A will to try to understand the differences °in bgtour / in values / in attitudes® pf
— members of the receiving culture

A-10.3 A will to take a critical distance from conventibrattitudes about / concerning cultual
" differences

A-11.1 °°Being disposed to distance oneself from one’s 6language / culture® // look at one
+++ own language from the outside°®

A-11.2 Disposition to suspend judgement about °one’s avtuie / other cultures®

++

A-11.3 A will to combat (/deconstruct / overcome /) onpigjudices towards other °languages /
++ cultures® and their °speakers / members®

A-11.3.1 Being attentive to one’s own negative reactionsatols °cultural / linguistic / ° differences
— {fears, contempt, disgust, superiority...}

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

A-13.1 A will °to adapt / to be flexible in° one’s own kmhour when interacting with persons w
" are °linguistically / culturally® different from aself

A-13.2.2 A will to adapt one’s own behaviour to what oned\s / learns® about communication
" the host culture

39
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All of these are attitudes, which can be summarisdhe context of the example we provided as:

A-12.2 Accepting to suspend (even provisionally) or tosgie® one’s °(verbal or other) practices /
+ behaviours / values ...° and adopt (even provisigrialla reversible manner) °behaviours /
attitudes / values® other than those which havdasaconstituted one’s linguistic and
cultural “identity”

A-10.1 A will to possess a °more considered / less nousatiiew of °linguistic / cultural ¢
+ phenomena {loans / linguistic or cultural mixedd.}e

Note, in passing, that once it has been appliesl,ctimpetence of adaptability can lead one furthier —
new learning, to increased curiosity:

A-3.4 Interest in understanding what happens in intascallt plurilingual interactions
+

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 t@guce 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 @medinstrument. 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.Lists of descriptors of resources

Language (Sections | — VII)

Section I. Language as a semiological system

K-11 Knows some of the principles of how languages work

++

K-1.1++ Knows that language is / languages are compossigjeg which form a

(semiological) system

K-1.2++ Knows that the relationship °between words and tieéerent, <the reality
which they designate> / between the *signifiehectvord, the structure,
the intonation ...> and the meaningaipriori an arbitrary one

K-1.2.1 Knows that even cases of onomatopeia, where albels exist betweer]

++ word and referent, retain a degree of arbitrariaeskvary from one
language to another

K-1.2.2++ Knows that two words which may °have the same fblmok alike® in
different languages do not automatically mean #mes

K-1.2.3+++ Knows that grammatical categories are not “thelicapof reality but
one way of organising this in language

K-1.2.3.1++ Knows that grammatical gender and sexual gendemairthe same

thing
K-1.3++ Knows that the arbitrary link °between the word #mel referent / between

the signifier and the meaning® is established, mish implicitly, as a
convention within the linguistic community

K-1.3.1++ Knows that within the same linguistic communitydiiiduals give
approximately the same meaning to the same sigifie

K-1.4+ Knows that languages work in accordance Wites / norms®

K-1.4.1 ++ Knows that these °rules / norms® may vary in ttiectaess / flexibility®
of their application and that they may sometimembentionally broken
because the speaker wishes to transmit an imp&aitent

K-1.4.2+ Knows that these °rules / norms® may evolve in tand across physical
distances
K-1.5++ Knows that there are always variations within wina@ may consider to be

the same language

K-1.6+ Knows that a language functions differemtlyts spoken and written forms

Note 1. Resorting to pluralistic approaches is: useful; ++ = important; +++ necessary in order to
develop this resource
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K-1.7 Possesses knowledge of a linguistic nature abpatticular language (/the
+ mother tongue / the language of schooling / foréamguages/...)
Section ll.  Language and society

K-2 Knows the role °of society in the way languages wkr the role of language in

++ the way society works®

K-2.1 Has knowledge about synchronic variations in laggsgregional, social,

++ generational, professional, specific-public relafieternational English,
“foreigner talk”, motherese ...) ...}

K-2.1.1 Knows that each one of these variations can bértege in certain

++ contexts and under certain conditions

K-2.1.2 Knows that one must keep in mind the sociocultanaracteristics of

++ speakers using these variations in order to ingebhem

K-2.1.3 Knows some categories of languages with regartie $tatus in society

++ (/official language / regional language / slang)/ .

K-2.2 Knows that each individual belongs to at leastlengiistic community and

++ that many persons belong to more than one linguistmmunity

K-2.3 Knows that identity is °constructed / defined°nteraction with “the other”

++ during the process of communication

K-2.4 Knows that the language one uses contributes, alithgther phenomena, to

++ one’s identity

K-2.5 Knows some of the characteristics of one’s ownuistic °situation /

++ environment®

K-2.5.1 Has knowledge about the sociolinguistic diversitpwn environment

++

K-2.5.2 Knows the role played by different languages in'®eavironment

+++ (/feverydaylanguage / language of schooling / familiar languag.)

K-2.5.3 Knows that one’s own linguistic identity may be qaex (due to personal,

++ familial, national history ...)

K-2.5.3.1 Knows the determining components of one’s own listitiidentity

++

K-2.6 Has knowledge about historical facts (linked tatiehs between °nations /

++ people®, migrations ...) which °have influencedfllience® the origins or the
evolution of some languages

K-2.7 Knows that in mastering knowledge about languages,also acquires

++ °historical / geographic® knowledge
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Section Ill.

Verbal and non-verbal communication

K-3 Knows some of the principles of how communicatioruhctions

D

1

++

K-3.1 Knows that apart from linguistic communication,réhare other forms of

++ communication [that linguistic communication is loune of the possible forms
communication can take]

K-3.1.1 Knows some examples of animal communication

++

K-3.1.2 Knows some examples of human non-linguistic comeatian (sign

++ language, braille, gestures ...)

K-3.2 Possesses knowledge about one’s own communicapeztoire {languages

++ and varieties, discursive genres, forms of comnaiiaio ...}

K-3.3 Knows that one must adapt one’s own communicagpentoire to the social

+ and cultural context within which communicationtaging place

K-3.4 Knows that culture and identity influence commutigainteractions

++

K-3.4.1 Knows that both actions / behaviours and the way &re °interpreted /

++ evaluated® are linked to cultural references

K-3.4.2 Has knowledge of how cultures structure differ@iés in social interaction

+++

K-3.5 Knows that one’s communicative competence origsatan (usually implicit)

++ knowledge of a linguistic, cultural and social matu

K-3.5.1 Knows that in order to communicate, one has at e disposal implicit

++ and explicit information / knowledge and knows tbters have

information / knowledge of the same order

K-3.5.2 Is aware of some of the aspects of the implicitvikedge upon which one’s

++ own ability to communicate depends

K-3.6 Knows that in view of his / her plurilingual andupcultural competence, a

++ person who speaks a foreign language possessescalpastatus in
communication (a special status in communication)

K-3.6.1 Knows that a person who possesses partial knowleflgéoreign language

++ may have difficulty in communication and that hea§nmeed to / should® b¢

helped to ensure better communication
K-3.6.2 Knows that a person possessing knowledge aboeasitt &nother °languag
+ / culture®, may play the role of mediation towatldst other °language /

culture®

[
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Section V.

Evolution of languages

K-4 Knows that languages are continuously evolving

+++

K-4.1 Knows that languages are linked between themsblyss-called “kinship”

+++ relationships / knows that languages belong taliizsn

K-4.2 Knows about some families of languages and of samguages which make

+++ up these families

K-4.3 Knows about the phenomenon of “loaning” from caneguiage to another

++

K-4.3.1 Knows about the conditions which bring about lirggigi “loans” {situations

++ of contact, °lexical / terminological® needs linkiednew °products /
technologies®, swings of style ...)

K-4.3.2 Knows what differentiates a linguistic “loan” frolinguistic “kinship”

++

K-4.3.3 Knows that certain “loans” have spread across abauraf languages {taxi,

F4+ computer, hotel, ...}

K-4.4 Possesses knowledge about the history of langy4besorigin of some

++ languages / some lexical and phonological evolstion)

Section V. Multiplicity, diversity, multilingualism and pluril ingualism

K-5 Has some knowledge about °language diversity / ntilingualism /
+++ plurilingualism®

K-5.1 Knows that there are very many languages in thédwor

+++

K-5.2 Knows that there are many different kinds of sownsi=d in languages

+++ {phonemes, rhythmic patterns ...}

K-5.3 Knows that there are many different kinds of script

+++

K-5.4 Knows that °multilingual / plurlingual® situationsiry according to °countries
+++ regions® {°number / status® of languages, attitudesrds languages ...}
K-5.5 Knows that °multilingual / plurlingual® situatioase likely / liable to evolve
+++

K-5.6+++ | Knows that sociolinguistic situations da®complex

K-5.6.1++ | Knows that one must not confuse counitii Vanguage

K-5.6.1.1 Knows that there are often °several languages msede country / one
++ same language used in several countries®
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K-5.6.1.2 Knows that often the borders between languagesandtries do not
++ coincide precisely

K-5.7 Is aware of the existence of situations of “mulgitialism / plurilingualism® in
44+ one’s own environment and in other places, nedaror

Section VI. Similarities and differences between languages

K-6 Knows that there are similarities and differences btween languages /

et linguistic variations

K-6.1 Knows that each language has its own system

++

K-6.1.1 Knows that the system which makes up one’s owrulageg is only one

+++ possibility among others

K-6.2 Knows that each language has its own, partly sipeeify of °perceiving /

+++ organising ° reality

K-6.2.1 Knows that the particular way in which each languaexpresses /

++ “organises”™ the world is influenced by culture

K-6.2.2 Knows therefore that in translating from one largguto another there is

++ rarely a word for word solution, a simple exchanfi&abels, but that one
should see the process within the context of @fit °perception /
organisation of reality®

K-6.3 Knows that categories used to describe the worlafgslanguage (/the

+++ mother tongue / the language of education/) mayaoéssarily exist in other

{number, gender, the article ...}

K-6.4 Knows that even when these categories can be fioumabther language, the

+++ are not necessarily organised in the same way

K-6.4.1 Knows that the number of elements which make uat@gory may vary

++ from one language to another { masculine and feraihimasculine,
feminine, neuter ...}

K-6.4.2 Knows that the gender of the same word may vamyfome language to

++ another

K-6.5 Knows that each language has its own phonetic h@logical system

+++

K-6.5.1 Knows that the °sounds / sound system® of otheuiages may be

++ different to varying degrees from one’s own lang(ay

K-6.5.2 Knows that other languages may possess sounds thieicintrained ear

++ may not even perceive, but which permit the usétiase languages to

distinguish one word from another / words from oghe

Note 2: The word “language” refers to all lingigstariations, irrespective of their social status.
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K-6.5.3 Knows that different languages °may resemble e#wutr @ may vary® in

++ their prosody (/rhythm / accentuation / intonatjon/

K-6.6 Knows that there is no word for word equivalenaarfrone language to anoth

++

K-6.6.1 Knows that languages may use a different numberoofls to express the

++ same thing

K-6.6.2 Knows that what one language may express with are way be

++ expressed by two or more words in another language

K-6.6.3 Knows that certain aspects of reality may be exg@eé$n words in one

++ language, but not in others

K-6.7 Knows that words may be constructed differentlgliiferent languages

++

K-6.7.1 Knows that languages may use different ways taatdi °categories /

+++ relations® {agreement / plural / possession ...}

K-6.7.2 Knows that the order in which elements making wingle word are placec

++ may differ from one language to another

K-6.7.3 Knows that what one language expresses throughstnef a compound

++ word may correspond to the use of a group of wardsother language

K-6.8 Knows that the organisation of an utterance may fram one language to

++ another

K-6.8.1 Knows that the order of words may differ from oarduage to another

++

K-6.8.2 Knows that the relationships between the elemdras aitterance (/ groups

+++ of words / words /) may be expressed differentiyrfrone language to
another {through the word order, through endingsugh prepositions /
postpositions ...)

K-6.9 Knows that systems of script may function in dietr ways

+++

K-6.9.1 Is aware of the existence of different forms offEcfphonograms,

++ ideograms, pictograms}

K-6.9.2 Knows that the number of units used in writing rhbayvery different from

++ one language to another

K-6.9.3 Knows that similar sounds may be expressed in cetelyldifferent ways

++ in different languages

K-6.9.4 Knows that the correspondence established betweagphgmes and

++ phonemes in alphabetic systems is specific to laguage

K-6.10 Knows that there are similarities and differencesveen °verbal / non-verbal®

++ communication systems from one language to another

46



K-6.10.1 Knows that there are differences in the °verbar-werbal® ways in which

++ feelings are expressed in different languages

K-6.10.2 Is familiar with some differences in the way feghrare expressed in some

++ languages

K-6.10.3 Knows that some language functions (/the ritualgreeting / formulae of

++ politeness /...) which may seem to be the samenoigecessarily function
the same way from one language to another

K-6.10.4 Knows that the rules of conversation [relatingte way one addresses

++ others] may vary from one language to another {\Wiay take the initiative?
Who may speak to whom? Who is addressed in formaginer or in familiar
terms as in tu / vous ?}

K-6.11 Is aware of the reactions one may experience wbefranted with (/ linguistic /

+++ discursive / cultural /) °difference / otherness®

K-6.12 Knows that cultural differences may be at the fgiroblems in °verbal / non-

++ verbal® °communication / interaction®

K-6.12.1 Knows that problems arising in communication dueutiural difference may

++ manifest themselves as °culture shock / cultuiguat

K-6.13 Has knowledge of some strategies which help tolvesotercultural conflict

+++

K-6.13.1 Knows that the causes of misunderstanding mussdeght / made explicit °

++ in common.

Section VIl.  Language and acquisition / learning

K-7 Knows how one °acquires / learns® a language

++

K-7.1 Knows some of the basic principles which underéyginocess of learning to

+ speak a language

K-7.1.1 Knows that learning a language is a long and ardywacess

+

K-7.1.2 Knows that it is normal to commit errors when oas hot yet mastered a

+ language

K-7.1.3 Knows that certain behaviours can help the leatmgrihat incessant

+ correction or ridicule can in the same way “blothk& process

K-7.1.4 Knows °that one never completely knows a langudbat/there are always

+ things one does not know / that there is alwaysréar improvement®

K-7.2 Knows that one can rely on the (structural / disuer/ pragmatic) similarities

+++ between languages in order to learn languages

K-7.3 Knows that one can learn better if one has a pesiititude towards linguistic
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+++ differences

K-7.4 Knows that the way one °sees / perceives® a lamgindigences the learning of

++ that language

K-7.5 Knows that there are different strategies for le@ytanguages and that the

++ different strategies are not equally relevant ewvbf the learning objectives of
the learner

K-7.5.1 Knows about different strategies and their releedtistening and repeating,

++ copying out several times, translating, attemptingonstruct utterances ...}

K-7.6 Knows that it is useful to be well aware of leagngtrategies one uses in order o

++ be able to adapt them to one’s specific objectives

Culture (Sections VIII — XV)

Section VIII.  Cultures : general characteristics

K-8 |Possesses knowledge about °what cultures are / htwey work®

+++

K-8.1 |Knows that a culture is a grouping of °practiceggresentations / values® of |all

+ kinds shared (at least partially) by its members

K-8.2 |Knows that a number of cultures, more or less wffe exist

+

K-8.3 |Knows that cultural systems °are complex / manifiestmselves in different domains

++ {social interaction, the relationship with the ewviment, knowledge of reality,
language, table manners, ...}°

K-8.4 |Knows that the members of each culture define igdgjt specific °rules / norms|/

+++ values® about °social practices / behaviours®

K-8.4.1 Knows some °rules / norms / values® relative tdadgractices in certain domains

++ in other cultures {greetings, everyday needs, déyudeath, etc.}

K-8.4.2 Knows that some of these norms may constitute boo

+++

K-8.4.3 Knows that these °rules / norms / values® may beeroless °rigid / flexible®

++

K-8.4.4 Knows that these °rules / norms / values® may evoltime and space

++

K-8.5 |Knows that certain social practices in each culmey be arbitrary {rites, languate

++ table manners, etc.}

K-8.6 |Knows that each culture °determines / organise&aat partly the °perception / view

+++ of the world / way of thinking® of its members

48



Section IX. Cultural and social diversity

K-9 | Knows that cultural diversity and social diversity are closely linked

++

K-9.1 |Knows that a culture is always complex and is fiteehde up of (more or less)
different and °conflictual / convergent® subcul&ire

K-9.2 |Knows that within a culture there exist subcultucesresponding to °regional| /

+++ generational® groupings

K-9.2.1 Knows some examples of the variation of culturalgtices according to °social /

+++ regional / generational ° groupings

K-9.2.2 Knows (in one’s own culture or in other cultures)m® norms related to socjal

+++ practices and which are specific to certain °so¢iakgional / generational®

groupings

K-9.3 |Knows that every person forms part of at least @arural community and that many

++ persons form part of more than one cultural comiguni

K-9.4 |Knows some characteristics of “one’s own situatioaltural environment®

++

K-9.4.1 ‘ Knows (at least to some extent) which aelfs) one lives in

Section X.  Cultures and intercultural relations

K-10 |Knows the role of culture in intercultural relations and communication

++

K-10.1 |Knows that °customs / norms / values® specific doheculture make °behaviouy /

+++ personal decisions® complex within a context ofuall diversity

K-10.2 |Knows that culture and identity influence commutiieinteractions

++

K-10.2.1 |Knows that °behaviours / words® and the ways inctvlthey are °interpreted /

++ evaluated® are linked to cultural references

K-10.2.2 |Is aware of how cultures structure roles in saaigractions

+++

K-10.3 | Knows that cultural differences may underly °verbabn verbal® °‘communication /

++ interaction®

K-10.3.1 |Knows that difficulties in communication caused twitural differences may

++ result in °cultural shock / cultural fatigue®

Note 3: See above, K1.2 and K1.3
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K-10.4
+++

Knows that intercultural relations and communicatoe influenced by °knowledge /

representations® one has of other cultures ancethizet others have of one’s own

culture

K-10.4.1 Knows that knowledge one has of cultures ofteruthet stereotypes <a

simplified and sometimes useful way of grasping asigect of reality, liable to
lead to oversimplification and generalisation>

K-10.4.2 Knows some stereotypes of cultural origin which mefject intercultura

+++

relations and communication

K-10.4.3 Is aware of the existence of cultural prejudice

++

K-10.4.3.1 Knows some examples of °prejudice / misunderst@sdiof cultural origir

++ (especially in the case of the cultures of thosaroanities whose langge

one is learning)

K-10.5 |Knows that the interpretation that others give t®’s behaviour may be different

+++ from that which that same person himself / hergie#is to that same behaviour

K-10.5.1 Knows that one’s own cultural practices mayifterpreted by others through {

+++ application of stereotypes

K-10.5.1.1 Knows some stereotypes other cultures have ab@i$ own culture

++

K-10.6 | Knows that the perception of one’s own culture dhejsealso on individual factors

++ {previous experiences, traits of character ...}

K-10.7 |Knows [is aware of] one’s own reactions to (/ lirgic / language / cultural/|)

+++ difference

K-10.8 | Has cultural references which structure one’s kedgé and perception of °the woyld

++ / other cultures® as well as one’s interculturatial and communicative practices

K-10.8.1 Has knowledge about cultures °which are the olgpédormal learning / which

+++ belong to other learners in the class / which omesf in the immediate
environment®

K-10.8.2 Knows certain elements which are characteristicook’s own culture in

++ comparison to other cultures ° which are the obggctormal learning / which
belong to other learners in the class / which oimelsf in the immediate
environment®

K-10.9 |Knows strategies which one can use to resolveaulieral conflicts

+++

K-10.9.1 Knows that the causes of misunderstanding mustsbeght / clarified® in

++ common
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Section XI.

The evolution of cultures

K-11 | Knows that cultures are continuously evolving

++

K-11.1 |Knows that cultural °practices / values® are crtaby and evolve under tf
++ influence of different factors (/ history / the @mwnment / the actions of members
the community/ ...)

ne

of

K-11.1.1 Knows that the members of a cultural community yplamay play® an
important part in the evolution of their culture

K-11.1.2 Knows that the environment often offers the oppatyu for one °to
understand / to explain® certain cultural °practitgalues®

K-11.1.2.1 Knows the role of institutions and politics in teeolution of cultures

++

K-11.1.3 Knows that °history / geography® often offer onee tbpportunity °tg
understand / to explain® certain cultural °practitgalues®

K-11.1.3.1 Knows certain °historical facts (linked to relatorbetween °races|/

++ nations®, to migrations ...) / geographical factsiokihave influenced |/

influence® the creation or evolution of certaintaus
K-11.2 |Knows that certain cultures are linked by particthistorical relationships (common

origin, old contacts, etc.)

K-11.2.1

‘ Knows some major cultural areas (linkedhigtory, religion, language, etc.)

K-11.3 ‘ Knows that cultures continuously exchangeneints between themselves

K-11.3.1 Knows that cultures can influence each other

+++

K-11.3.2 Knows some cultural elements which one’s own celtbas borrowed from
1+ others, as well as the history of these elements

K-11.3.3 Knows some elements which one’s own culture hasngio other cultures

++

K-11.4 | Knows that cultural differences tend to dié&under the influence of globalizatio

Section XII.

The diversity of cultures

K-12 | Knows several phenomena relative to the diversityfcultures

+++

K-12.1 Knows that there is (still) a great multiplicity ofiltures all over the world

++
K-12.1.1 Knows that in connection with the diversity of cultureseré exists a gre
+ plurality of °practices / customs / habits®

K-12.1.2 Knows that in connection with the diversity of euks, there exists a gre
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+ plurality of °values /norms®

K-12.2 Knows that it is often difficult to distinguish owlture from another

++

K-12.2.1 Knows that the borders between cultures are oftenred / indeterminate|/

++ shifting®

K-12.2.2 Knows that it is difficult to °distinguish / “couhtultures

+

K-12.3 Knows that one can find an extensive variety afisgibns of contacts betwegn

+++ cultures

K-12.3.1 Knows that one must not confuse °culture and cgquhtrculture and

++ language®

K-12.4 |Knows that different cultures are continuously iont@act in our immediate

+++ environment

K-12.5 |Knows that the diversity of cultures does not imfdyperiority / inferiority® of any

+++ one in relation to the others

K-12.5.1 Knows that relations between countries are ofterequal / hierarchised®

++

K-12.5.2 Knows that hierarchies established arbitrarily ks cultures change with

++ time

K-12.5.3 Knows that hierarchies established arbitrarily hesw cultures change
according to °one’s point of view / the point ofer@nce®

K-12.5.3.1 Knows that the graphical representation of the avod different

according to the maps one is using

Section XIII. Resemblances and differences betwee&ultures

K-13 |Knows that resemblances and differences exist betese (sub)cultures

+++

K-13.1 Knows that each culture has (partially) its own wéjunctioning

+++

K-13.1.1 Knows that the same act may have a different °imganvalue / functionf

+++ according to different cultures

K-13.2 Knows that there may be °resemblances / differérmetsveen cultures

+++

K-13.2.1 Knows some °resemblances / differences® betweeis aven culture and

++ other cultures

K-13.2.2 Knows some °resemblances / differences® betweegials@ractices

++ customs / values / means of expression® betwenrelit cultures

K-13.2.3 Knows some °resemblances / differences® betweemtteres of different

++ °social / generational / regional® groups
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K-13.2.3.1 Knows some °resemblances / differences® betweencuffieires of

++ different (°social / generational / regional®) gps in one’s immediate
environment

K-13.2.4 Knows some differences in °verbal / non verbal°regpion of feelings (/ of

++ emotions /...) in different culturés

K-13.2.5 Knows some differences in the °verbal / non verleadpression of social

++ relations in different cultures

Section XIV. Culture, language and identity

K-14 |Knows that identity is constructed, amongst other hings, in relation to one o

+++ | more °linguistic / cultural® affiliations

K-14.1 |Knows that identity is constructed on differentdisv{social, national, supranational

e+ o}

K-14.1.1 Knows that the similarities and the differencesas®n European cultures are

+ a constitutive element of European identity

K-14.2 |Knows that one always belongs to various (sub)oesdtu

++

K-14.3 |Knows that one can have a °multiple / plural / cosige® identity

+++

K-14.3.1 Knows that such an identity may be difficult toSasie / live® but that it may

++ be lived in a perfectly harmonious way

K-14.4 |Knows that °bi/pluricultural / bi/plurilingual® idwities exist

++

K-14.5 |Knows of the existence of °°dangers of cultural akening / alienation® [/

++ possibilities of cultural enrichment®® which maynee about as a result of contact
with other (dominant) °languages / cultures®

K-14.6 |Knows that one’s own cultural identity may be coexp(due to personal, family,

++ national history ...)

K-14.6.1 Knows some major elements of one’s own culturahtide

++

Section XV. Culture and cultural °acquisition / karning®

K-15 |Knows how one °acquires / learns® a culture

+++

K-15.1 |Knows that °belonging to a culture / acculturatiomthe result of a long (largely
implicit and subconscious) process of learning

K-15.2 |Knows that one can apprehend a new culture asdsmge wants to and one accepts
the values linked to that culture
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Knows that one is never obliged to adopt’tiehaviours / values® of another culture

K-15.4 |Knows that it is normal to commit “errors” of °bel@ur / interpretation o
behaviours® when one does not sufficiently knowutiuce and that being aware

++
this opens the way to learning

K-15.3

of

Note 4. See K6.10.11 above
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2. Commentary

1. Organisation

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

1.1. Language and culture - a justifiable dichotmy

In our lists we have separated the descriptorgectlto language and communication from the oneseelto
culture. This does not mean that we think that Uaigg and culture work in a separate way in languageand
discourse in situation, or that we do not recogtiie key role of the link between language anducelin the
development of communicative competence. If we reg¢pdanguage and culture it is to make it easiedraw
boundaries around the key concepts and make thera exlicit, as well as to facilitate the nature thé
knowledge constructed by pluralistic approachesvefdistinguish them in this way the lists becoreamer and
easier to understaﬁd And, finally, the separation of the contexts hagedagogic objective; to make it easier to
analyse and assess what is done in education,tkeegh they are certainly global, with language antlure
intermingled in actual practice.

However, since the two aspects are so closely dirikdnas not always been easy to decide whereacephe
descriptors in one or the other of the two majatieas of our list. For example, we decided to teda the section
devoted to language and communication descripticeskinows that it is necessary to take accounhefaultural
specificity of one’s interlocutor to interpret tleesariants (with reference to linguistic variants) Knows that
communicative interaction is conditioned by cultarel identity where the reference is to languagkecaiture at
the same time. In other cases — for example, fecrgeors of the type Knows that identity is consted ... we
preferred to place a descriptor in each sectio.&-Knows that the language one uses contribatesg with

other phenomena, to one’s identity is in Languapédenk-14.1: Knows that identity is constructed different

levels {social, national, suprantional ...} comes en€ulture. These decisions do not mean a reatatépa but
simply an alternative focus on one or another eftito aspects.

37 This decision follows the one taken by the CEFRctv refers to “linguistic knowledge” (p. 13) anthds room in the section of

general competences for “declarative knowledge’citis to be understood as “knowledge originatingdnial experience (empirical
knowledge) or from more formal learning (academiowkledge)” (page 16 — cf. p.105-106 for more dejail
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1.2. Predicate and objects

According to the distinction made in the generdtaduction to CARAP (cf. Sectiorfl, chapter 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 existd{nows that communicative interaction is conditiotgdculture
and identity

b) knows how knows how something functions; for example, how tmiag works on another thingHas
knowledge about the way that cultures structuresoh social interaction

C) knows exampleswvhich belongto a category of knowledg&nows (is familiar with) some discourse genres
o 38
of one’s own communicative repertoire

But, whatever the interest of these distinctiomsnfra strictly semantic point of view, the contehth® resources
3
we decided to include did not indicate a need ystesnatic use of a triptych for the same objgect

In contrast to the lists of skills and of attitudése knowledge lists have not been organised dicapto predicates
at the first level. This is partly due to the aligenf variety, but also because an organisatiorse/inaain principle
would have been the triptych above would have tedrtificial separation of the “knows that”, thenthws how”
and the “is familiar with examples” relating to tea&me fields of knowledge.

In fact, the variety of descriptors in our listdae essentially to the variety of objects. Thiw/fsg the first level of
organisation of the list is based on a typologghiécts (which makes no claims for being compreivehs

38 In other words this is knowledge about facts berpmena which are (a): abstract or general; @)crete and of knowledge on
processes and relationships (b).

39 Which means — to put it in another way (cf. tippraach explained in Chapter 4 of Sectj@h— that for any single object 1) we have
not found the entries from the resource publicaiomicating the three kinds of predicate; 2) weehaot felt a need — given the
pedagogic aims of the framework — to add descgtoorder to complete the triptych.

56



1.3. Concerning “objects”: problems of cross-clasBtation

When we developed the list, we soon remarked thattwo axes of differentiation of the descriptashich we
40

considered an essential feature of their orgaoisatiposed unavoidable problems of cross-classifioafithe two

axes, which each led us to determine categoriesharfollowing:

. categorisation regarding thevels of linguistic analysis(for the sectiorLanguage)including semiology,
pragmatics etc. which required us — even thoughesticted ourselves to a small number of majorsaib
— to distinguish categories such banguage as a semiological system, Language aniét$o¥erbal and
non-verbal communicatigmor with regard ta@ultural domains, like social practices or cultural references;

. categorisation through relevant features which care describe astransversal’, to the degre¢o which
they can be applied to all the levels of analystsictv result from the preceding axiEvolution of
languages Plurality and diversity Similarities and differencesand in a slightly different register
Acquisition and learningn the sectioanguageandCulture and identityn the Culture section.

We will describe below how we attempted to deahwfite inherent problems of this kind of cross-dfasgion.

40 As for the distinction between language and caltit is important to stress that this categoiisats not for us a real and immanent

structure that we are trying to give a structureittds forced upon us by the specific aims we seekchieve; the development of an
organised list of descriptors to produce a Framkwor
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2. The list of descriptors
2.1. The section “Language”
2.1.1. The meta-linguistic nature of the descripsoincluded

The elements of knowledge presented as resourctwifist correspond in the main to explicit metaylistic
knowledge. They are declarative, that is to sagy ttelate to facts, to data, to phenomena, ordy tielate to
language, languages or communication, proceduttady Tarethe result of observation and a more or less
conscious analysis of some formal characteristicsf danguage. This reflective approach, according to the
learner’s cognitive development, leads us to madeain rules about language(s) explicit in the ernbf an
approach to forming meta-linguistic concepts.

These “knowledge” resources are meta-cognitived®al with aspects such as analysis, observationamgtiage
learning:knows that one can use learning strategies, knbasdne can use structural, discursive and pragmati
similarities among languages to help to learn them

And, finally, other items of knowledge, also “metaéfer to action in communicative situations arel@esigned to
facilitate communication either within one languagen contact with otherKnows that one has to adapt one’s
communicative repertoire to the social and cultucahtextor Knows that it is necessary to take account of the
cultural characteristics of interlocutors to intewgd these variants

Therefore, taking account of communication is fiesi by the fact of taking account of language usesituation,
which is necessary to understand languages andfavégarning them. This use of language in sitrashows us
that language has a social aspect, notably in theanlanguage is firmly anchored in social reali@yiguage is a
product of society and becomes operational inradveork of communication.

2.1.2. Linguistic and non-linguistic objects

Some descriptors describe objects that are onlyabgrlinguistic, for example the knowledge reldteainly to
history and geography mentioned in point K-2l§:aware of historical and geographical facts whibave
influenced / influence the appearance or developroéertain languagesThey have been included to illustrate
the fact that the impact of pluralistic approachesespecially significant in these domains becanfsehe
transversal nature of the activities linked to obesgon of languages.
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2.1.3. The names of the categories

As we said in 1.3 concerning cross-classification, categories belong to the two axes at the same WWe
decided to divide the categories emanating fromtwleaxes into two successive sub-sets: first tabytical levels
(Sections I to Ill), then the transversal ones {iBes IV to VII):

Language
Section | Language as a semiological system
Section Il Language and society
Section Il Verbal and non-verbal communica’?l'lon
Section IV Evolution of languages
Section V Multiplicity, diversity, multilingualisemd plurilingualism
Section VI Similarities and differences betweemyleages

Section VII Languages and acquisition / learning

In order to avoid repetition due to cross-clasatfn we did not place descriptors too closely dmhko the
transversal Sections IV to VII in Sections | to. MVhen it was necessary to take account in thesvessal
categories of descriptors which could also haven bieeluded in Sections | to lll, we regrouped thensub-sets
corresponding to Sections | to lll, and in the samuer.

This is why there are descriptors in Section Singilarities and differences between languagesich relate to
language as a semiological system (therefore, tbidBel). They are placed in the first part of tluategory,
followed by all the descriptors concerning commatian (Section 1lI).

Finally, a few explanations — where we think theeeded — about the choice of certain categoriestlaeid
coherence:

Language as a semiological system (Section I)

This category describes resources which have twitto language as system of signs. It includes sgereeral
resources, especially concerning the arbitraryreavfilinguistic signs, which can, if not propetgderstood, pose
cognitive obstacles. Others are metalinguistic ribes”, of mistaken knowledge, often the resultliofuistic
ethnocentricity. Observation of several languagesbles learners to make their knowledge more sgsienby
generalising it in a process of distancing theneselfrom their initial prejudices. In this way, thggain
understanding by discovery of the conventional matf language, the existence of rules which regutew it
works at different levels of analysis — morpholagyd syntax, phonetics and phonology, writing angesh. In
other words, pluralistic approaches are intendedake it easier to learn basic linguistic concepts.

41 Our major categorianguage and Society made tenable — apart from considerations taa@mpunt of language use in a situation, by

the wish to include non-verbal aspects of languageng the knowledge resources.

59



Language and Society (Section II)

The classLanguage and Societys also concerned with language study, but in daise in its social context.
Language in this view is considered as a set aboptpeople have to choose among if they want manmanicate
successfully; whilst Section lIVerbal and non-verbal communicatiorhroadens this field of study beyond the
concept of language. In fact Section Ill treatgylaage use as a multi-channel system (followingsdisaived from
the school of Palo Alto, or those of interactiorégproaches) which see communication from a pragraad
cultural perspective. Communication is here viewsdhe behaviour of interlocutors. That is why oaa state
that in order to react in an interactive situatiespecially if it is multilingual, it is not enoughst to have a
knowledge of verbal and non-verbal linguistic codast one should also know about what and to whom ie
speaking, how and in what situation one is doinig, tland also when to say something or to stay tsilen
Communication involves, too, the concept of idgntithich is developed from a point of view of theceptance
and the construction of social identity — in whiahguage plays an important part.

Multiplicity, diversity, multilingualism and pluriingualism (Section V)

In this Section we have placed the various ressuiaising on linguistic diversity, considered lre fight of the

CEFR, either as related to the existence of diffel@nguages in a given society, or relative tovking a number
of languages. The descriptors include these vanstby stressing the complexity of situations whanguages are
in contact and events linked to the way social gsquerceive each other.

Languages and acquisition / learning (Section VII)

In the category.anguages and acquisition / learningvhich we treat as a transversal category, wegtiom was
necessary to distinguish acquisition / learninglodnological features, pragmatic functions, the afsegister in
social contexts ... We refer with these descriptorshe declarative aspect of this major competeabdity to
learn. The descriptors in the list promote theigbib transfer knowledge from one domain to anotiteconcerns
especially knowledge which builds on one item pgliistic knowledge to learn another linguistic itdmows that
one can use learning strategies, knows that onusnstructural, discursive and pragmatic simila#tiamong
languages to help to learn therit also concerns repertoires of explicit knowledigehe field of meta-learning
which can facilitate learning processes in botlgdistic and other domain&nows that one can use learning
strategies

2.2 The second part: “Culture”

2.2.1. Characteristics of the objects included

In the section on culture we have proposed two skiofdknowledge — which can be seen as forming es as
follows (the domains of culture and transversatgaties:

a) culture as a system (models) of learnt and dhanactices, typical of a particular community, efhiallows
us to predict and interpret aspects of the behaviofipeople from that community: K-13.2<hows some
°resemblances / differences® between one’s owmreudind other culturesand K-13.2.2Knows some
°resemblances / differences® between °social presti customs / values / means of expression® ertwe
different cultures
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b) culture as a combination of mental attitudeay@wvof thinking, of feeling, etc.) which are aced¢ in a
community, when these are social attitudes nottstrindividual. Knowledge descriptors such as K-8
refer to precisely such mental attitudes, integiret schemata which are culturally defined andresha
Knows certain schemata of interpretations spedfichow certain cultures perceive the world monde
°{enumeration, measures, the measure of time, etc}.

2.2.2 Categoriess

As we explained in relation to cross-classificat{oh 1.3) our “culture” categories are also ddsedi on two axes.
The categories stemming from the two axes are elividto several sections which are as close asbpose the
considerations taken into account for the sectiamguage.

Culture (Sections VIl to XV)

Section VIII: Cultures: general characteristics

Section IX:Cultural and social diversity

Section X:Cultures and intercultural relations

Section XI:The evolution of cultures

Section XII: The diversity of cultures

Section XIlIl: Resemblances and differences between cultures
Section XIV:Culture, language and identity

Section XV:Culture and cultural °acquisition / learning®

In this way, Section VII[Cultures: general characteristicsjorresponds to Section | of Langugfyjanguage as a
semiological system)Section Xl to Section IV, etc.

Two remarks:

o] this parallelism could not be maintained for ak tfections: one does not find an equivalent foti@edl
Verbal and NonVerbal Communication in Culture, heseathis simply would not make sense.

o] On the other hand, Sections (Kultures and intercultural relations)and XIV (Culture, language and
identity) in this second part cannot be associated withrr@gmonding section ibanguage In this case, for
a different reason: it is precisely because theae gections already deal with an association oftite
domains that a choice had to be made as to wheyentbuld be placed. So, Section X was place@litiure
because we wished to emphasize the influence ¢fireubn intercultural relations (verbal or nonvérba
Section XIV Culture, language and identity, which in fact embraces the other two domaingjld/mave
necessitated a third domain in itselfl The neeketep the framework as simple as possible led ksep to
two domains and to place this sectiorCinlture.

Before concluding this commentary, just a few walsut each section Rulture.
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Section VI (Cultures: general characteristicancludes, as the title implies, the general knowéedescriptors for
Culture (the complexity and diversity of culturése elements which make up cultures ...), the faat taltures
underlie rules/norms of behaviour and thought, rthiek with a view of the world and how individuakre

influenced by cultural belonging, very often to mdhan one culture.

Section IX (Cultural and social diversity)brings together culture and society. It includiescriptors which
underline the partially heterogeneous characteutifires, composed as they are of subcultures whahin turn

be based not only on social criteria but also cmae generational or other factors.

As we said above, Section (Cultures and intercultural relations)ocuses on how cultural belonging influences
intercultural relations, whether they be verbaleioultural communication / interaction) or othetefeotypes,
interpretation schemes for the behaviour of persmngsing from other cultures, etc.) In this sectias in all the
others, the emphasis is on one’s knowledge of ¢tfnesd one’s reactions to cultural differences adlas to
knowledge (cultural references) and strategies lwhim to improve intercultural relations.

Sections XI(The evolution of cultures) Xl (The diversity of culturespnd Xlll (Resemblances and differences
between culturesorrespond largely to Sections IV, V and Vilagfnguageand there is no need for them of any
particular comment.

As already stated, Section XI{Culture, language and identityyeflects both the domains @fanguage and
Culture. This section deals with identity as well as theiao cultural and linguistic elements which corrgds
Identity, the construction of self, is in a certaiay at the very heart of pluralistic approached #re whole of
education.

This is why we considered it was important to foonsdescriptors for identity: tracing its complgxiits plurality
and its dynamic nature.

Finally, Section XV (Culture and cultural °acquisition / learning®)corresponds partly to Section VIl of
Language although various characteristics distinguish Hacation from linguistic acquisition/learning, esjally
when one is talking of a second (or third, foustt) language or culture. For example, in thguistic domain, it
is always considered better to further one’s kndgéeof the other language (achieving a better mastaut this
is not necessarily the case for acculturationKet5.3 Knows that one is never obliged to adopt the °biehas /
values® of another culturp

3. Terminology

In contrast to the two other lists, we have ndt dely need — in the section on knowledge — to oelany special
notes on terminology. This is due in part to thmitid variety of predicates and to the fact that teaminology
corresponds closely to that of the CEFR (cf. fogliistic resources5.2 Communicative language competences”

and in relation to cultur&.1.1 Knowledge).

Certain terms dealt with iNotes on Terminologfsee4,7) are especially relevant for the Knowledge resesl
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D-Attitudes

1.Lists of descriptors of resources

Abbreviations

<C> : concrete « object »
<G> : general « object »

<A> : abstract « object »

Section I. °Attention / Sensitivity / Curiosity [interest] / Positive acceptance /
Openness / Respect / Valorisation® with respect tanguages, cultures and

the diversity of languages and cultures (A-1 to A-K

A-1' | Attention

to « foreign » °languages / cultures / persons® <C>

to °linguistic / cultural / human® diversity in the environment <G>
to language in general <G>

to °linguistic / cultural / human® diversity in gereral [as such] <A>

A-1.1 | Attention °to language (to semiotic manifestatiohsp cultures / to persons®
++ general

in

A-1.1.1+ Attention to verbal and nonverbal signg€oefmmunication

A-1.1.2.+ | °Considering / apprehending® °linguistic / cultGrphenomena as an object o
observation / reflexion®

A-1.1.3 Attention to [paying attention to] the formal asfgeof ° language in general /

++ particular languages / cultures®

A-2 Sensitivity °°to the existence of other °languagéscultures / persons® <C, G> // t
the existence of °linguistic / cultural / human® drersity°® <A>

A-2.1 | Sensitivity towards one’s own °language / cultuaed other °languages / cultures®

++

A-2.2 | Sensitivity to °linguistic / cultural® differences

++

A-2.2.1 Being aware of different aspects of °language tucef which may vary °from

++ language to language / from culture to culture®

A-2.2.1.1 Being aware of the diversity of °linguistic univess {sounds, graphisms,

++ syntactic organisations, etc.} / cultural univer¢esble manners, traffic laws,

etc.}
A-2.2.2 Being aware of the (local / regional / social / g@tional) variants of a same
++ °language (dialects ...) / culture®

Note 1. Resorting to pluralistic approaches is: useful; ++ = important; +++ necessary in order to
develop this resource

63



64



~

o

A-2.2.3 | Being aware of traces of otherness in °a langutmeefkample in loan words) / |a
++ culture®
A-2.3. | Sensitivity to °linguistic / cultural® similarities
++
A-2.4 | Being sensitive both to differences and to sintilesi between different °languages /
++ cultures®
A-2.4.1 Being aware of the great diversity of manners o&egng, of initiating
++ communication, of expressing temporality, of eatioplaying, etc., and being gt
the same time aware of the similarity of universaéds to which these manners
answer
A-2.5 | Sensitivity to plurilingualism and to pluricultursin in the immediate or remote
++ environment
A-25.1 Being aware of the °linguistic / cultural® diveysdf society
+
A-2.5.2 Being aware of the °linguistic / cultural® diveysdf the classroom
++
A-2.5.2.1 | Being aware of the diversity of °languages / c@firpresent in the classroam
++ (when these are set side by side with one’s owgulstic / cultural® °practices
knowledge®)
A-2.6 | Sensitivity to the relativity of °linguistic / cuital® customs
++
A-3 Curiosity about / Interest in
°° “foreign” °languages / cultures / persons® <C>//pluricultural contexts <C> //
the °linguistic / cultural / human® diversity of the environment <G> // °linguistic
cultural / human® diversity in general [as such] <A°°
A-3.1 | Curiosity about a °multilingual / multicultural® @inonment
++
A-3.2 Curiosity about discovering how (one’s own / othélRdnguage(s) / culture(s
+++ work(s)
A-3.2.1 Being curious about (and wishing) to understandsih@larities and differences
+++ between one’s own °language / culture® and thest&tgnguage / culture®
A-3.3 | Interest in discovering other perspectives of prtetration of °familiar / unfamiliarf
++ phenomena both in one’s own culture (language)iamdher °cultures (languages) /
cultural (linguistic) practices®
A-3.4 | Interest in understanding what happens in inteucallt plurilingual interactions
+
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A4 |P

ositive acceptance °°of °linguistic / cultural® diersity <C,,G> / of others <C, G>

of what is different <A>°°

A-4.1 Mastery of one’s °resistances / reticence® towavtat is °linguistically / culturallyf

++ different

A-4.2 | Accepting the fact that another °language / cuftum@ay function differently from

++ one’s °language / culture®

A-4.2.1 Accepting the fact that another language can osgatfie construction of meaning

++ on °phonological and semantic distinctions / syitaconstructions® which differ
from those of one’s own language

A-4.2.2 Accepting the fact that another culture may make wo$ different cultura

++ behaviours (/table manners / rituals / ...)

A-4.3 | Accepting the fact that another °language / cuftumay include elements which differ

++ from those of one’s own language

A-4.3.1 Accepting the existence of °sounds <phonemes> gaatic and accentual forms®

++ which differ from those of one’s own language

A-4.3.2 Accepting the existence of signs and typographiesiwdiffer from those of one’s

++ own language {inverted commas, accents, “i3" in Gernetc.}

A-4.3.3 Accepting the existence of cultural features {ingions (educational, judiciany

+ ...), traditions (meals, feasts ...) artefacts (clothesls, food, games, habitat ...)}
which may differ from those of one’s own culture

A-4.4 | Accepting the existence of °other modes of intagiien of reality / other value

++ systems® (linguistic implicits, the meaning of bébars, etc.)

A-4.5 | Acceptance [Recognition] of the importance of dlinguages / cultures® and the

++ different places they occupy

A-45.1 °Acceptance [Recognition] / Taking into accounttwd value® of all the °languages

++ / cultures® in the classroom

A-45.1.1 Positive acceptance of minority °languages / caktiin the classroom

++

A-4.6 | Reacting without ara priori negative slant to (the functioning of) *bilingutlk*

++ <ways of speaking which resort to two (or moreplsages used alternately, essentially

between speakers sharing the same plurilingualte@pe>

A-4.7 Reacting without am priori negative slant to “mixed” cultural practices (ontating

++ elements from several cultures: musical, culinegljgious, etc.)

A-4.8 | Accepting the spread and the complexity of °lingais cultural® differences (and,

+++ consequently, the fact that one cannot know evieigh

A-4.8.1 Acceptance [Recognition] of the °linguistic / culilf complexity of °individual

++ collective® identities as a legitimate characterist groups and societies
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A-5 Openness °°to the diversity °of languages / peopleultures® of the world <G>/ tc
diversity as such [to difference itself] [to alteriy] <A>°°

A-5.1 Empathy [Openness] to alterity

++

A-5.2 Openness to allophonic speakers (and their langlage

++

A-5.3 Openness to °languages / cultures®

++

A-5.3.1 Openness towards °languages / cultures® which emeed with less regard
++ {minority °languages / cultures®, °languages / wrds® belonging to migrants
A-5.3.2 Openness towards foreign °languages / culturesgfhtaat school

+

A-5.3.3 Openness towards the unfamiliar (linguistic or wxélt)

++

A-5.3.3.1 Being open (and mastering one’s own eventual eggiss) to what seems
++ incomprehensible and different

A-6 °Respect / Regard®

for ° “foreign” / “different”® °languages / culture s/ persons® <C>
for the °linguistic / cultural / human® diversity of the environment <C>
for °linguistic / cultural / human® diversity as such [in general] <A>

A-6.1 Respect for differences and diversity (in a ploglial and pluricultural

++ environment)

A-6.2 Valuing [appreciating] °linguistic / cultural® caatts

+

A-6.2.1 Considering that loans from other °languages /uce#® become part of the
++ reality of a °language / culture® and may contrébiat enriching it

A-6.3 Having regard for [valuing] bilingualism

+

A-6.4 Considering all languages as equal in dignity

++

A-6.5 Having respect for human dignity and universal hamghts

+

A-6.5.1 Respecting [valuing] each individual's language anllure

++

A-6.5.2 Considering each °language / culture® as a mearsimian development, of
+ social inclusion and as an indispensable conditidhe exercise of citizenship
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Section II. °Disposition / Motivation / Will / Desire® to enga@ in activity related to

°languages / cultures® and to the diversity of langages and cultures

U7

)

12}

—

(A-7/A-8)
A-7 Disposition / motivation with respect to °linguistc / cultural® °diversity /
plurality® <C, G, A>
A-7.1 Disposition to °plurilingual / pluricultural® sodisation
++
A-7.2 Readiness to engage in pluralistic (verbal / norba® communication while
++ following the rituals and conventions appropriaighe context
A-7.2.1 Readiness to try to communicate in the languagslwrs and to behave in a
++ manner considered appropriate by others
A-7.3 Readiness to face difficulties linked to °plurilirey / pluricultural® situations
++ and interactions
A-7.3.1 Ability to deal (confidently) that which is °newstrange® °°in the °linguisti
++ / cultural® behaviour / in the cultural values®°athers
A-7.3.2 Readiness to accept the anxiety which is inherent°glurilingual /
++ pluricultural® situations and interactions
A-7.3.3 Readiness to live °linguistic / cultural® experiesavhich do not conform to
+ one’s expectations
A-7.3.4 Readiness to experience a threat to one’s iddttitieel disindividualised]
++
A-7.3.5 Readiness to be considered as an outsider
+
A-7.4 Disposition to share one’s °linguistic / culturkifowledge with others
+
A-7.5 Motivation to °study / compare® the functioning different °language
++ {structures, vocabulary, systems of writing ...} Ntcwes®
A-7.5.1 Motivation for the observation and analysis of mare less unfamilia
++ °linguistic / cultural® phenomena
A-8 | °A wish / will° °to be involved / to act® °°in comection with linguistic or
cultural diversity / plurality // in a plurilingual or pluriculural environment®®
<C, G, A>
A-8.1 A will to take up the challenge of °linguistic /ltwral® diversity (going beyong
++ simple tolerance, towards deeper levels of undeidstg and respect, towards
acceptance)
A-8.2 Participating consciously in the construction ofe@nown °plurilingual /
++ pluricultural® competence / Volontary involvement the development of the

process of °plurilingual / pluricultural® socialign
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A-8.3 A will to °build / to participate in° a shared large culture (built on

+ knowledge, values and attitudes to language, shargeheral by a community

A-8.4 A will to construct a language culture solidly baésen “tested” knowledge gf

+ languages and language

A-8.4.1 A commitment to have at one’s disposal a linguistdture which helps to

+ better understand languages {where languages coone, how they evolve,
what makes them similar or different, ...}

A-8.4.2 A will to °verbalise / discuss® representations aray have of certain linguistic

++ phenomena (/loans / “mixing” of languages/...)

A-8.5 A wish to discover °other languages / other culiurether peoples®

++

A-85.1 A wish to encounter °other languages / other cafiurother peoples® linked to

+ the personal or familiar history of persons oneviksio

A-8.6. °A will / A wish® °to be involved in communicatiowith persons from different

+ cultures / to come into contact with others® <C>

A-8.6.1 A will to interact with members of the receivingutwre / language® <nat

+ avoiding members of this °culture / language® / se¢king only the company
of members of one’s own culture>

A-8.6.2 A will to try to understand the differences °in belour / in values / in

+ attitudes® of members of the receiving culture

A-8.6.3 A will to establish a relationship of equality ipldrilingual / pluricultural®

+++ interactions

A-8.6.3.1 A commitment to helping persons from another °aeltllanguage®

++

A-8.6.3.2 Accepting help from persons of another °culturanguage®

+

A-8.7 A will [A commitment] to assume the °implicationscbnsequences® of ong's

+ decisions and behaviours <ethical dimension, resiptity>

A-8.8 A will to learn from others (°their language / theulture®)

+

Section lll.  Attitudes / stances of : questioning — distanciatio — decentration —
relativisation (A-9 to A-12)

A-9 °An attitude of critical questioning / a critical position® towards language

culture in general <G>

A-9.1 A will to ask questions relative to °languages ltunes®

++

A-9.2 Considering °° °languages / cultures® // °lingaigticultural® diversity // °linguistic
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++ / cultural® “mixes” // the learning of languag#stheir importance // their utility
...°% as issues about which questions and discussiaysarise
A-9.2.1 Considering the way languages and their differemtsu{phonemes / words|/
++ sentences / texts} function as an object of armbysd reflection
A-9.2.2 Considering the way cultures and their domainstifungons / rituals / uses} as
++ an object of analysis and reflection
A-9.2.3 Considering one’s own representations and attitudesrds °bilingualism
++ plurilingualism / cultural mixing® as an object arfalysis and reflection
A-9.2.4 Having a critical attitude in respect of °the rolelanguage in social relations
+ {of power, inequality, the attribution of identity.} / the socio-political aspects
linked to the functions and statuses of languages®
A-9.2.4.1 Having a critical attitude to the use of language am instrument of
+ manipulation
A-9.3 A will to question the values and presuppositiofisthe cultural products and
++ practices °of one’s own environment / of other wxdt contexts®
A-9.3.1 Ability to assume a critical distance from infornoa and opinions produced by
++ °media / common sense / one’s interlocutors® °alomats own community
about other communities®
A-9.4 A critical attitude to °one’s own values [normshé values [norms] of others®
+
A-10 | A will to construct « informed » °knowledge / representations® <C, G>
A-10.1 A will to possess a °more considered / less normatview of °linguistic /
++ cultural® phenomena {loans / linguistic or cultunaikes / etc.}
A-10.2 A will °to take complexity into account / to avomkneralisations® about every
+ object concerned in the field of languages anducet
A-10.2.1 A will to possess a differentiated view of diffeteforms and types af
++ plurilingualism
A-10.3 A will to take a critical distance from conventidrattitudes about / concerning
++ cultural differences
A-10.4 A will to °overcome barriers / to be open® in r@atto °languages / cultureg /
+ communication® in general
A-11 | °A disposition / A will° to suspend °one’s judgemen / one’s acquirec
representations / one’s prejudices® <C>
A-11.1 °°Being disposed to distance oneself from one’s amguage / culture® // look at
+++ one’s own language from the outside®®
A-11.2 Disposition to suspend judgement about °one’s owltue / other cultures®
++

70



A-11.3 A will to combat (/deconstruct / overcome /) ongisejudices towards other

++ °languages / cultures® and their °speakers / meshiber

A-11.3.1 Being attentive to one’s own negative reactionsai@s °cultural / linguistic / ?

++ differences {fears, contempt, disgust, superioriy...

A-11.3.2 Being ready to adopt attitudes to diversity whidnform to knowledge ong

++ °may acquire / may have acquired® from it

A-11.3.3 Taking a view of languages as °dynamic / evolutitagbrid® (as opposed to the

++ notion of the “purity of language”)

A-11.3.4 Being ready to discard one’s prejudices about laggs which have been

++ marginalized (/regional languages / the languademigrant learners / sign

languages / ... /)
A-12 | Disposition to starting a process of °linguistic /cultural® °decentration /
relativisation® <C>

A-12.1 Being ready to distance oneself from one’s ownuralt perspective and to be

++ attentive to the effects that this may have on ®perception of phenomena

A-12.2 Accepting to suspend (even provisionally) or to sjioe one’s °(verbal or othef)

++ practices / behaviours / values ...° and adopt (guewisionally in a reversible
manner) °behaviours / attitudes / values® othen ttl®se which have so far
constituted one’s linguistic and cultural “identity

A-12.2.1 Being ready to decentre oneself relative to °théemal language and culture /

+++ the language and culture of the school®

A-12.2.2 Being ready to put oneself in the place of the othe

+

A-12.3 Disposition to go beyond evidence developed irtimawvith the mother °languagde

+++ / culture® in order to comprehend °languages /uce&®, whichever these may pe
{better understanding the way they function}

A-12.4 Disposition to reflect upon the differences betw8anguages / cultures® and upon

+++ the relative nature of one’s own °linguistic / cudil® system

A-12.4.1 Readiness to distance oneself from formal simikeit

++

Section IV. Readiness to adapt / Self-confidenceé&énse of familiarity (A-13 to A-15)

A-13 | °° °A will / disposition® to adapt oneself / Flexibity°® <C, G>

A-13.1 A will °to adapt / to be flexible in° one’s own kehour when interacting with

++ persons who are °linguistically / culturally® diféat from oneself

A-13.2 Being ready to go through the different stagesha&f process of adaptation [to

+ another culture

A-13.2.1 A will to (try to) manage the °frustrations / enuis® created by onejs
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+ participation in another culture

A-13.2.2 A will to adapt one’s own behaviour to what one GWs / learns® abou

++ communication in the host culture

A-13.3 Flexibility in one’s stance (/behaviour / attituflegs-a-vis foreign languages

++

A-13.4 A will to face different manners of °perceptiornxpeession / behaviour®

++

A-13.5 Tolerating ambiguity

+

A-14 | Having self-confidence / Feeling at ease <G>

A-14.1 Feeling capable of facing °the complexity / the edsity° of °contexts

++ speakers®

A-14.2 Being self-confident in a situation of communicatiGexpression / reception /

+ interaction / mediation®)

A-14.3 Having confidence in one’s own abilities in relatito languages (/their study /

++ their use/)

A-14.3.1 Confidence in one’s capacities °of observation awdlysis® of little knowr

+++ or unknown languages

A-15 | A feeling of familiarity <C>

A-15.1 | A feeling of familiarity linked to °similarities proximities® °between languages

++ / between cultures®

A-15.2 | Considering every °language / culture® as “somgthatcessible (some aspects

+++ of which are already known)

A-15.2.1 A (progressive) feeling of familiarity with new °atacteristics / practices®

++ of a linguistic or cultural order {new sound sysg&emew ways of writing}
new behaviours ...}

Section V. Identity (A-16)

A-16 | Assuming one’s own (linguistic / cultural) identity<A, C>

A-16.1 Being sensitive °to the complexity / to the diversof the rapport which every

+ person has with °language(s) / culture(s)°®

A-16.1.1 Readiness to consider one’s own relation to diffeféeanguages / cultures®

++ in view of °its history / its actual situation inet world®

A-16.2 | Accepting a social identity in which °the langua)egne speaks / the culture(s)

++ one ascribes to° occupy an (important) position

A-16.2.1 Assuming oneself [seeing oneself] as a member &$omial / cultural

+ linguistic® community (eventually communities)
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A-16.2.2
++

Accepting a °bi/plurilingual / bi/pluricultural® ehtity

A-16.2.3 Considering that a °bi/plurilingual / bi/pluriculiai® identity is an asset

++

A-16.3 | Considering one’s own historical identity with °didlence / pride® but alsp

++ while respecting other identities

A-16.3.1 Respect of oneself, irrespective of which “larggp{a) / culture(s)?

++ {minority / denigrated® °language(s) / culture{s)he belongs to

A-16.4 | Being attentive [vigilant] to the dangers of cu#lr impoverishment

+ alienation® that contact with another / other (deant) °language(s) / culture(s)°®
may bring about

A-16.5 Being attentive [vigilant] to the possibilities @tltural °openness / enrichment®

+ that contact with another / other °language(s)tuce(s)° may bring about

Section VI. Attitudes to learning (A-17 to A-19)

A-17 | Sensitivity to experience <C>

A-17.1 Being sensitive to °the extent / the value / ther@st® of one’s own °linguistic |/

++ cultural®° competences

A-17.2 According value to °linguistic knowledge / skillstrespective of the context In

++ which they have been acquired {°within school /swl# school°}

A-17.3 Being ready to learn from one’s errors

+

A-17.4 Having confidence °in one’s own abilities at langedearning / in one’s abilities o

+ extend one’s own linguistic competences®

A-18 | A motivation to learn languages (/of schooling / faily / foreign / regional ... ) <C
G>

A-18.1 A positive attitude towards the learning of langemgand the speakers who speak

++ them)

A-18.1.1 Interest in the learning of °language / languag#sSchooling <especially for

+ allophone learners>

A-18.1.2 A wish to perfect one’s mastery of °the maternagleage / the language of

+ schooling®

A-18.1.3 A desire to learn other languages

++

A-18.1.4 An interest in the learning of languages other tthese for which teaching |s

++ actually available
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A-18.1.5 An interest in the learning of languages lesstte liaught in formal schooling
++

A-18.2 An interest for °more conscious / more programmiediistic learning
++

A-18.3 Being disposed to follow up the linguistic learnstgrted within a formal teaching
+ context in an autonomous fashion

A-18.4 Disposition to learn languages throughout oneés lif

A-19 | Attitudes aiming to construct pertinent and informed representations fo
learning <A, C>

A-19.1 Disposition to modify one’s own °knowledge / reestions® of the learning of
+++ languages when these appear to be unfavouralderoiig (negative prejudice)

A-19.2 | Interest °in learning techniques / in one’s ownmréd style®
+

A-19.2.1 Self-questioning on °adapted / specific° compreioenstrategies used when
++ faced with an unknown °language / code®.
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2. Commentary
2.0. Introduction

As the Common European Framework of Reference &orguages points out: “The communicative activity of
users / learners is affected not only by their Kedge, understanding and skills, but also by sethhfactors
connected with their individual personalities, @therised by the attitudes, motivations, valueblefse cognitive
styles and personality types which contribute tirtipersonal identity’But, above all, as the CEFR goes on to
say, these “attitudes and personal factors greaffgct not only the language users'/learners’ roles
communicative acts, but also their ability to |€aas a consequence of this, “the development diraer-cultural
personality’ involving both attitudes and awarenissseen by many as an important educational goésiown
right” (Common European Framework of Reference for Langudearning, teaching, assessmegnt105-106).

The set of descriptors of competences that we pexduced — and thus this list of resources — ndestefore to
take account of what nowadays is included undeitéha “savoir-étre” / “existential competence” imet CEFR,
“attitudes” in our listysee the notes on terminology). However, when veethis term, we do not include exactly
the same things as the CEFR does. The CEFR doe® ds, includattitudes,aspects ofnotivation, valuesind
personality traits(for example: silent / talkative, enterprising & sbptimistic / pessimistic, introvert / extravert,
self-assured / lacking self-assurance, openneasdwrmindedness, but also things which we pladdéncategory
of competencescognitive styles, intelligences a personality trait, insofar as this can beidensd as distinct) of
the category of knowledge (beIiefs‘.‘.z.)

Equally, like the authors of the Framework we némcgpose a number of “ethical and pedagogical” doest
concerning which features of attitudes can legitityabe considered as relevant objectives for legrhteaching.
The CEFR (p. 104-105) raises some of 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) impedeefgn or second language learning and acquisitietc’

In our view one should only take account of “publspects of attitudes — that is, those that atepadt of an
individual’s purely private sphere — which haveratibnalisable” effect on the relevant competeramed, above
all, can be developed by using pluralistic appreach

43
These, therefore, are resourcetescribing different features — public, rationatldeachable — of the attitudes we
have collected in our part of the framework.

42 There can be discussion of the nature and stdithsliefs within the huge domain of “knowledgeitht seemed to us to belong here

rather than in that of attitudes.

43 The resources may be simple or compound, as xpaired 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 presentati@nl} the set of resources in this part of the &éaork are based
on predicates, which describe here “ways of bewnfgsubjects — and which can be applied to objettifferent
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;
44
. within each category of predicates according tecatbgories of objects

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 categories tfog predicates, and organisation in sub-categdoieshe
objects. However, it must be admitted that while thrganisation of predicate categories has beere dan
methodically and rigorously as possible, this iscimless the case for the sub-categories — espebiedhuse (a)
systematic reference to all the objects to whiehgtedicates could apply would be both tiresomereddndar?t5
and (b) the diversity of the objects to which adfrate could apply is large and could seem a littie@dom. We
will return to this subjectcf. infra, 2.1.3).

Note, too, that — as is the case for knowledgesilts, the descriptors which are linked — espégiahrrowly — to
learning are dealt with in a separate section, avkan they repeat predicates which are alreadyided as
predicates in a category of our framewark General presentation, 5.4: concerning categorlatereto learning).

44 See also the chapter presenting the skills.

45 Because of, among other things, the number afsectassifications<Cf. General Presentation, 5.2.
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2.1.2. Concerning categories (the “predicates”)

The predicates of this section of the frameworleréd “ways of being” of subjects. They are expedssither as
nouns / nominal groupsénsitivity to, readiness to engagé an as verb group$é sensitive to, respect, be ready
to) with the selected form according to how we carstnwecisely and unequivocally express the meaniag
want... In most cases the nominal expressions coelgaraphrased — more awkwardly — as verb grosiog u
“being able to apply’gensitivity to — being able to apply sensitivity to

It should also be noted that we have included edsnerhich at first sight could be considered asrrfg to the
“object” within our concept of predicates. In thigy we consider that in expressions hk#lingness to question
our own viewsor willingness to be involved in plurilingual sociaison the predicates asgillingness to question
or willingness to engagand not just “willingness”. The “internal dispdeit” is not simply the willingness bt
willingness to engager awillingness to questionin the same way we make a distinction between tedigate
accept to view critically(in accept to view one’s own representation of divgrdiom the predicataccept(in
accept diversity

The predicates we have included raise a numbeepmstemological” issues relating to the ways theyrelated to
each other; here are two examples:

. when should two expressions which are close in ingao each other be grouped in a single predicate?
did this for “curiosity” and “interest” because vielt that the two terms both express an attitude of
orientation towards an object of a comparable sitgn(stronger than “sensitivity” but not so stroag
“positive acceptancel’l’g;

" conversely, when does it become necessary to giissh two predicates? We decided to distinguish
“receptiveness to” from “positive acceptance” irder to show that receptiveness is a disposition and
“positive acceptance” is basically intellectual.

In fact, the relationship between the predicatemotbe described in a rigorously logical way,tf@o reasons: the
nature of the objects they are applied to influende nature of the predicateseifsitivity towards one’s own
languagecf. descriptor A-2.1Sensitivity towards one’s own °language / cultuae8 other °languages / culturgs®
and describes a feeling which is not necessaripfiéd bysensitivity to indicators of otherness in a langeétdf.
descriptor A-2.2.38eing aware of traces of otherness in °a langu@ige example in loan words) / a cultuje®
also, mutual exclusivity among predicates cannebygd be guaranteed (positive acceptance presuppasesain
degree of sensitivity, but, as we have just seensivity can, in turn, presuppose acceptamteSection 1,
paragraph 5.3).

We accept these limits to our project, since wioaints most is a practical result which is its c#gdo map the
. . .. 47
little explored terrain of pluralistic approaches

46 It is the same for respect, esteem for examplevitiingness / determination to act”.

47 See also note 2 of Sectign
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It should finally be noted that although this distion is not systematically applied, the predisaté our
framework can be separated into those which a@n@way or anothedirected towards the real world (from
oneself towards the world: for example receptivertesdiversity) orself-directed (from oneself towards oneself
via the real world: confidence, feelings of idengtc.).

So in our framework we have identifi@é® categoriesof predicates, which are divided into 6 major $8&ction |
to section VI). In the following commentary we prasthe 6 sets and when it seems relevant make specfic
comments on the order of the predicates or thdqates themselves.

- Section |

The resources of the first “domain” are based ditudinal predicates which describe how subjeces“directed
towards the world”, the world of otherness, of dsig. In other words they are composed of attituibelinguistic
and cultural diversity and to the ways this cargtasped, at different levels of abstraction. Tredjmates of this
group are organised according to a progressiorttitfiges on a axis from “less involvedtageted attentionto

“more involved” @giving value tg.

This set groups 6 predicates:

A-1 Awareness / attentiveness
towards languages / cultures / “foreign” peoplé8§c
towards the linguistic / cultural / human diversifythe world around us <G>;
towards language in general <G>;
towards linguistic / cultural / human diversityganeral.

This is the basic attitude encouraged by pluraligfiproaches; in contrast to the subsequent ptedica
such as sensitivity or curiosity, it is “neutrafich“acknowledges the fact of diversity” and canstie
applied to any manifestation of language or cultitralescribes a sort of zero level of commitment
towards diversity and for that reason we havetilaisd it only with descriptors with regard to laage

in general

A-2 Sensitivity towards the existence of other languages <C, @>fdeling for the diversity of other
languages <A>°°

This is also a basic attitude, but in this caggésupposes an “affective” approach to manifestatif
language and culture, although it is still reldiiveeutral.

A-3 Curiosity / interest for/ in languages / cultures / “foreign” peoplepiurilingual contexts <C>°° / for /
in linguistic / cultural / human diversity of thengronment <G> / for / in linguistic / cultural /uman
diversity in general [as such] <A>

48 C = concrete, G = general, A = abstract. See b2ldwB for an explanation of these indications.
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This is an attitude for which the focus on langyaggture and the person is more obviously marked.
It does not presume at this stage an “opennesse(itan be “unhealthy” curiosity...).

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

A-5 Receptiveness to the diversitpf the world’s languages, people and cultures <@ ta diversity in
general [to one’s own differences] [to otherneds}¥

A-6 Respect, Esteenfor “foreign” and different languages, cultures apeople <C> for the linguistic,
cultural and human diversity of the environment <A>

- Section 11

The resources described in the second “domain”based on attitudinal predicates directed toward®radn
relationship to otherness and diversity. They &ingi attitudes which express readiness, desiné tavact with
regard to linguistic and cultural diversity and hwvitvays in which it can be grasped at different eegrof
abstraction.

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

A-7 (Psychological) readinessiith regard to linguistic / cultural diversity /ushlity °

A-8 Moativation with regard to linguistic / cultural diversity <C>

- Section I

This set includes 4 predicates which focus a “whyang” in relation to language and to culturestie,
determined, enabling one to go beyond the evideaograved concepts coming from one’s first langudige
progresses from questioning to decentring.
A-9 Critical questioning attitude / approaching language / culture in general iritecal way <G>.
A-10 Desire to build up “informed” knowledge / opirions <C, G>
This attitude is made up simply of the desire teetlip this knowledge; the knowledge itself belongs
to the knowledge category and the ability to dgwekem is a skill.

A-11 °°Readiness to / willingness to suspend judgmite’ abandon acquired viewpoints / prejudicexC>

A-12 Readiness to set in motion a process of lingtic / cultural decentring / relativising <C>

-Section IV

79



There are 3 categories of attitude which focus sythm-sociological processes in an individual's whieing in
the world (in a context of linguistic and culturplurality). In some way they are directed towardeself.
Adaptability is primarily a skill, but one which i@n large attitudinal component. We make a distindetween
desire to adapt / readiness for adaptation whielatiitudes and adaptability itself, which is dlski

A-13 Willingness / being ready to adapt / flexibity <C, G>

A-14 Having confidence in oneself / feeling comfable <G>

A-15 Feeling of familiarity <C>

Here, (in contrast with the resources linked tcsiaiity) the content is in a way secondary (even i

there is always content!): it is the feeling of fanity as such, intuitive, experienced, as a tibnent
part of confidence on which we place the focus.

-Section V

This resource focuses on the individual’s relatigmgo language / culture and, as such, it is #tude which is
probably essential for coping with plural enviromise

A-16 Assuming one’s own (linguistic / cultural) idetity <A, C>
- Section VI
The sixth group contains attitudes related to learnit is different from the others as it is netated to the other
predicates with regard to attitudes towards ditggrdiut to a set of attitudinal resources linkedoime way or
another to the ability to learn.
A-17 Sensitivity to experience <C>
This aspect is not just central to learning bub atsore 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 a poterttidor mobility.
A-18 Moativation for learning languages (language oéducation, foreign languages etc3C, G>
A-19 Attitudes directed towards forming informed ard relevant approaches to learning languagesA,
C>

2.1.3 About the sub-categories (the objects)

The second level in the organisation of the framikveoncerns the objects to which the attitudin@dprates are
applied.
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As is the case for knowledge and skills, ATTITUDESnot exist independently of objects to which tbay be
applied, and which have the effect of giving pratés a form which is in part specific, in each csigh a slightly
different nuanc‘g. At a second level, that of the sub-categories, AMTITUDES are therefore ordered according
to “domains” of objects (language, then at a more detailed level of daison: words, sounds, usage etc.; culture;
people; etc.).

But it must be stressed that — for the reasonsnginethe General presentatiorand in point 2.1.1.1 of this
commentary, especially the fact that the majoritylgjects could be linked to several predicatese-have not
tried to be as systematic in the ordering of olsjest we were with the predicates. As far as pessii# have taken
care to give preference for each predicate to ebemmpr illustrations which seemed to be both thestmo
characteristic of what we found in the works whitlade up our research corpus and, above all, thbsghw
seemed to have a special pedagogic reference gottiext of pluralistic approaches to languagescaittdires.

At the level of the 20 categories of predicateLideldr’O, we have also tried to distinguish the predicatzording
to the“types” of objects to which they can be particularly appliediconcreteobjects (language x, for example),
abstractobjects, which can be themselves distinct accortinghether they can have a material form (lingaist
diversity, for example) or whether they evoke aujeely abstract notion or feeling (for example,feliénce,
otherness etcS.J) In this context, we divide objects into concré@, global G) et abstractA). This way of
distinguishing objects is only used at the levebrefdicate categories, but not for entry includethe categories.

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

Languages and cultures are in this way to be seédaaains” of objects. But a study of the literatenabled us
to explore whether the predicates which apply tih lod these are the same, or whether, with a stoaegtation to
a particular kind of object, they are specific fecor other of the domains. In other words, thehowtlogical
organisation we included for practical organisalaeasons showed itself beneficial as it gave atufisights into
the two domains of object. For this reason, intéides of the framework, we have kept this distamcand shown
(in the comments) parallelisms between the two (wiie discovered the same features for both domahms)yaps
in one or the other domain and even “obsessiom&edt to one or other of the domains and any coiatrads
between them.

2.2. Notes on terminology

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

Thus, for example, there could be languages XZ,Yhe language diversity in the class — in otherds a number of actual languages,
viewed globally — and diversity as such, as a vasoeto say (cf. bio-diversity). We think the thtgpes should be distinguished when
one speaks of attitudes: rather in the way thatesom racist might criticise certain races ... whiwing a friend belonging to one of
them. These distinctions also have pedagogic coesegs: one can wonder whether it is necessaryatd with exploring real
languages before one can be ready to construat@pboof linguistic diversity, then of diversity sisch.
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Reminder: see also the notes on terminology coigrthe whole framework, especially with regard to
understandandrecognise.

Appreciate, esteem, value

All these verbs can express the predicate “givaev#n” and could allow us to avoid “valoriser” |in
Frenchcf. belovw. However, the first two can also be used to nfeasess” which is more of a skill, so
we have also avoided them.

In the case of esteem, the second meaning candedvby using the noun (have esteem for) -
attitude — which is clearly differentiated fromigsition — a skill franslator's note — in English this
difficulty is avoided by the distinction betweeresteem and to estimatdlhis (have esteem for) is the

an

term we have used for one of our categories ofigaéel (6. Respect / esteem). Howeverye esteem f¢

=

does not work in all contexts (* “Have esteem forguistic / cultural contacts”); here we have used
“Give value to [appreciate] linguistic / culturadrtacts”.

Attention ‘

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

‘ Readiness / being disposed to...

These expressions are to be understood not dadhef having certain capacities for action avaéa
(which would make them skills), but as existentd,attitude of the subject towards the world.

‘ 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).

in

The expressions can be linked to concrete objécked in a general way to diversity (as
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 enginegyirand also a skill).
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The French version (but not the English one) ha®mgdly avoided valoriser, preferring less equitoca
words such asaving esteem for, giving value to, (esteeming)pieciating).. cf. above
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E-Skills

1.Lists of descriptors of resources

Section |.

Can observe / can analyse

S-1' | Can °observe / analyse°linguistic elements / cultural phenomenain °languages

—

+ cultures® which are more or less familiar

S-1.1 Can°make use of / masteprocesses ofobservation / analysis (/breaking do
+ into elements / classifying / establishing relasioips between theni/)

S-1.1.1 Can use inductive approaches in the analysis°lioiguistic / culturat
++ phenomena

S-1.1.2 Can formulate hypotheses in view of an analysis®lmfguistic / culturat
++ phenomena

S-1.1.3 Can resort to a knowflanguage / cultufewith a view to development ¢
+++ analysis of anothéllanguage / culture

S-1.1.4 Can observe differenflanguages / culturéssimultaneously in order t
4+ formulate hypotheses analysing phenomena in acp&tPlanguage / cultufe
S-1.2 Can®observe / analySesounds (in languages little known or not at all)

++

S-1.2.1 Can listen°attentively / in a selective manfieto productions in differen
4 languages

S-1.2.2 Can isolate sounds [phonemes]

++

S-1.2.3 Can’isolate / segmentsyllables

++

S-1.2.4 Can analyse a phonological system (/ isolate &ifjasnits / ...)

++

S-1.3 Cancobserve / analySenriting systems (in languages little known or kobwn at
++ all

S-1.31 Can isolate units of script (/ sentences / wonaknimal units /)

++

Note 1: Resorting to pluralistic approaches is: g#seful; ++ = important; +++
necessary in order to develop this resource.
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S-1.3.2 Where these exist, can establish correspondentesdrescript and sound

++

S-1.3.2.1 Can decipher a text written in an unfamiliar scrgeice the units have bes

St isolated and the grapho-phonetic correspondenaestieen established

S-1.4 Can®observe / analySesyntactic and / or morphological structures

+

S-141 Can divide compound words into their constituentdgo

+

S-14.2 Can analyse a syntactic structure in an unfamlgiaguage once it is repeat

+ using different lexical units

S-143 Can accede, at least partially, to the meaninghafteerance in a little known ¢

++ unknown language by identifying words and by anadyshe ° syntactic /
morphosyntacti€¢ structure of that utterance

S-15 Can analyse pragmatic functions (in a language twisidittle °’known / familiaf or

+ not °’known / familiaf at all)

S-151 Can analyse the links between pragmatic forms anctibns [speech acts]

+

S-1.5.2 Can analyse the relationship between form ‘mhtext / situatioh

+

S-15.3 Can analyse the relationship between form andaotem

+

S-1.6 Can analyse communicative repertoires which atarilingual / in a plurilingual

++ situatior?

S-1.7 Can analyse the cultural origin of different aspedtcommunication

++

S-1.71 Can analyse misunderstandings due to culturalrdiffges

++

S-1.7.2 Can analyse schemata used for interpreting beha{/stereotypes/)

++

S-1.8 Can analyse the cultural origins of certain behargo

++

S-1.9 Can analyse specific social phenomena as beingcotimsequence of cultur

-+ difference

S-1.10 | Can develop a system of interpretation which ersabiee to perceive the particu

-+ characteristics of a culture {meanings, beliefdtural practices ...}

ar
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Section Il.

Can recognise / identify

S-2 | Can °identify [recogniseP °linguistic elements / cultural phenomena in

+ °languages / culture$ which are more or less familiar

S-2.1 °Cancidentify [recognis€] sound forms [has aural recognition skills]

++

S-21.1 Cancidentify [recognise]® °simple phonetic elementsusds]®

++

S-21.2 Cancidentify [recognis€] prosodic units

++

S-21.3 Cancidentify [recognis&] a morpheme or a word while listening

++

S-2.2 Cancidentify [recognise]® written forms

++

S-2.2.1 Can °identify [recognis€] elementary graphic forms ({letters, ideograr
4 punctuation marks ...}

S-2.2.2 Can °identify [recognis€] °a morpheme / a wofdin the written form of
++ familiar or unfamiliar languages

S-2.3 Can make use of linguistic evidence %dentify [recognis€] words of different
Tt origin

S-2.3.1 Can’identify [recognisé€] °loans / words of international origin / regionalsm

++

S-2.4 Can°identify [recognis€] grammaticalcategories / functions / markergarticle,

++ possessive, gender, time, plural ...}

S-2.5 Can identify languages on the basis of identifarabf linguistic forms

++

S-25.1 Can identify languages on the basis of phonologiealence

++

S-25.2 Can identify languages on the basis of graphicengd

++

S-25.3 Can identify languages on the basis of knéwords / expressiofis

++
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S-254
++

Can identify languages on the basis of known graticalanarkers

S-2.6 Can identify pragmatic functions

++

S-2.7 Can identify discourse types

++

S-2.8 Cancidentify [recognis€] cultural°specificities / references / affinities

ural

++
S-28.1 Can °identify [recognis€] °specificities / references / affinitesn cultural
++ features manifested by other pupils in the clabér members of a grotip
S-2.8.2 Can°identify [recognis€] °specificities of / references to / affinities obfe’s
++ own culture

S-2.9 Can °identify [recognis€] communicative variations engendered by cult
++ differences

S-29.1 Can identify the risks of misunderstanding due tiffexences betwee

++

communicative cultures

S-2.10 | Cancidentify [recognise]® specific forms of behavioinked to cultural differences

++

]

S-2.11 | Cancidentify [recognis€] cultural prejudice

++

Section lll.

Can compare

S-3 | Can compare °linguistic / cultural® features of different °languages / culture?
+++ | [Can °perceive / establish °linguistic / cultural © proximity and distance

S-3.1 Can apply procedures for making comparisons

+++

S-3.11 Can establish similarity and difference betweénguages / culturésfrom

4+ °observation / analysis / identification / recogniti of some of their
components

S-3.1.2 Can formulate hypotheses about linguistic or calttproximity / distance

+++
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S-3.1.3

Can use a range of different criteria to estabiigjuistic or culturaPproximity
/ distancé

+++
S-3.2 °Can perceive proximity and distance between so{oaisdiscriminate aurally]
+++

S-3.2.1 Can perceive proximity and distance betwetimple phonetic features
+++ [sounds]

S-3.2.2 Can perceive proximity and distance between prasieditures

+++

S-3.2.3 Can perceive proximity and distance between soadmorpheme / word
F++ level

S-3.24 Can compare languages aurally

+++

S-3.3 Can perceive proximity or distance between grafunms

+++

S-3.3.1 Can perceive similarities and differences betweaplgc forms

+++

S-3.3.2 Can perceive proximity and distance between grafesitures atmorpheme
F++ word level

S-3.3.3 Can compare scripts used two / severdl languages

+++

S-3.4 Can perceive lexical proximity

+++

S-34.1 Can perceive direct lexical proximity

+++

S-3.4.2 Can perceive *indirect* lexical proximity <using gdimity between terms af
St the same family of words in one of the languageslied>

S-3.4.3 Can compare the form of loan words with their famtheir original language
+++

S-3.5 Can perceive global similarities betwe@wo / severdl languages

+++

S-35.1 Can formulate hypotheses about whether languagesetted on the basis pf
St similarities between them
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S-3.6 Can compare the relationships between sounds aipd iscdifferent languages

+++

S-3.7 Can compare the grammatical functioning of diffélanguages

+++

S-3.7.1 Can compare sentence structures in different lagegia

+++

S-3.8 Can compare grammatical functions of different leages

+++

S-3.9 Can compare communicative cultures

+++

S-3.9.1 Can compare discourse types in different languages

+++

S-3.9.1.1 Can compare discourse types in one’s own languéfediscourse types i

et another language

S-3.9.2 Can compare the communicative repertoires usedffiareht languages an

I cultures

S-3.9.2.1 Can compare one’s own languaepertoires / behaviolrswith those of

Tt speakers of other languages

S-3.9.2.2 Can compare one’s own non verbal communicationtigecwith those o

St others

S-3.10 | Can°compare features of a culture [perceive the culppraximity / distanceq

+++

S-3.10.1 Can use a range of criteria to recognise culfipadximity / distance

+++

S-3.10.2 Can perceive differences or similarities in diffgraspects of social life {living

St conditions, working life, participation in civic &adties, respect of th
environment ...}

S-3.10.3 Can comparémeanings / connotatiohgorresponding to cultural features

F++ comparison of the concept of time ...}

S-3.10.4 Can compare different cultural practices

+++

S-3.10.5 Can relatedocuments / everitsrom another culture tddocuments / everitsn

Tt one’s own culture
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Section IV. Can talk about languages and cultures

S-4 | Can °talk about / explain® certain aspects ofone’s own language / one’s culture |/

+ other languages / other culture%

S-4.1 Can construct explanatiorisneant for a foreign interlocutor about a feature of

++ one’s own culture / meant for an interlocutor frame’s own culture about (a
feature of another cultute

S-41.1 Can talk about cultural prejudices

++

S-4.2 Can explain misunderstandings

++

S-4.3 Can explain one’s own knowledge of languages

+

S-4.4 Can argue about cultural diversity {advantagesadiiantages, difficulties ...} and

-+ construct °his / her® own opinion about it

Section V.  Can use what one knows of a language ander to understand another

language or to produce in another language

S-5 | Can use knowledge and skills already mastered in enlanguage in activities ¢

+++ | °comprehension / productiort in another language

S-5.1 Can constructa set of hypotheses / a « hypothetical grammaretiaaffinities or

I differences between languages

S-5.2 Can identify « transfer bases » <features of a language whichl@al a transfer

++ of knowledge °between languages [interlingual] / within a languag
[intralingual] °>

S-5.21 Can compare transfer points in the target languaitfe those in languages

-+ which are mentally *activated* <whose featureadiyy come to mind faced

with a task>

S-5.3 Can make interlingual transfers (/transfers of gattion <which establish a link

St between an identified feature of a known language a feature one seeks |to
identify in an unfamiliar language> / transfers pifoduction <an activity of
language production in an unfamiliar language>éyrfra known language to an

unfamiliar one
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S-53.1

Can °carry out transfers of form [set in motion transfgpcesses]® based (

| =N

gs

of

++ interphonological and intergraphemic °charactessti/ regularities an
irregularities

S-5.3.2 Can carry out *transfers of (semantic) contentarcecognise core meanin

-+ within correspondences of meaning>

S-5.3.3 °Can establish grammatical regularities in an unfamianguage on the basis

++ grammatical regularities in a familiar language anccarry out transfers
grammatical level (/transfers of functiofi /)

S-5.34 Can establish *pragmatic transfers* <can estalaithk between communicativ

+t conventions in one’s own language and those inh@ndanguage>

e

S-54 Can carry out intralingual transferp(eceding / following® interlingual transfers)

++

S-55 Can check the validity of transfers which have beaade

++
S-5.6 Can identify one’s own reading strategies in thet fanguage (L1) and apply them
St the second language (L2)

Section VI. Can interact

S-6 | Can interact in situations of contact betweerlanguages / culture®

'S

e

++
S-6.1 Can communicate in bi/plurilingual groups takintpi@ccount the repertoire of one
e+ interlocutors

S-6.1.1 Can reformulate (/ by simplifying the structuretbé utterance / by varying th
-+ vocabulary / by making an effort to pronounce mdearly/)

S-6.1.2 Can discuss strategies for interaction

++

S-6.2 Can ask for help when communicating in bi/pluritiaggroups

++
S-6.2.1 Can ask an interlocutor to reformulate what has saed

++

S-6.2.2 Can ask an interlocutor to repeat what has beeénrsai simpler way
++
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S-6.2.3 Can ask an interlocutor to switch to another laggua

++

S-6.3 Can communicate while takingsociolinguistic / sociocultural differences intg
o+ account

S-6.3.1 Can use formulae of politeness appropriately

++

S-6.3.2 Can use forms of address appropriately

++

S-6.3.3 Can resort to different speech registers accoriirige situation

++

S-6.3.4 Can useémetaphoric / idiomatit°expressions / formulé&en accordance with th
++ cultural background of one’s interlocutor

S-6.4 Can communicate « between languages »

+++

S-64.1 Can give an account in one language of informatm@t in °another language
-+ other languages®

S-6.4.1.1 Can present &commentary / exposé® in one language based ouréingual set
Tt of documents

S-6.5 Can activate bilingual or plurilingual communicatim relevant situations

+++

S-6.5.1 Can °vary/ alternate°languages / linguistic codes / modes of commurmoati
+++

S-6.5.2 Can produce a text in whichregisters / varieties / languageslternate
F++ functionally (when the situation allows it)

92



Section VII.

Knows how to learn

S-7 | Can°assume ownership of [learrf] °linguistic features or usage / cultural reference
+ or behaviours®> which belong to more or less familiarlanguages and culture%

S-7.1 Can memorise unfamiliar features

+

S-71.1 Can memorise unfamiliar aural features {simple m@t@nunits, prosodic units
+ words ...}

S-7.1.2 Can memorise features of unfamiliar graphic eles@tters, ideograms, word
4 ..}

S-7.2 Can reproduce unfamiliar features of a language

5

S

1Y

S

|

+

S-7.21 Can reproduce unfamiliar aural features {simplergiic units, prosodic feature
+ words ...}

S-7.2.2 Can reproduce features of unfamiliar graphic elémfatters, ideograms, word
4 ..}

S-7.3 Can gain from previously acquired knowledge abamgliages and cultures duri
e+ learning

S-7.3.1 Can gain from previous intercultural experiencesriach °his / her® intercultura
4t competence

S-7.3.2 Can use knowledge and skills acquired in one laggt@ learn another

+++

S-7.3.3 Can use knowledge and skills acquired in one laggua develop °his / hel
4+ knowledge and skills in that same language (throungtalingual comparison

induction, deduction ...)

o

S-7.4 Can gain from from transfers made (/successfulsuocessful/) between a knoy
language and another language in order to acqeaterfes of that other language

+++

vin

S-7.5 Can get ownership of a system for identifying csp@ndences and no
St correspondences between languages known to vaigimges

S-7.6 Can learn autonomously

+
S-7.6.1 Can make use of resources which facilitate learmngatters of languages af
+ cultures

nd
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S-7.6.1.1 Can make use of linguistic tools of reference {igial dictionaries, grammar
+ manuals ...}

S-7.6.1.2 Can resort to other persons in order to learn (f@sk an interlocutor to

-+ correct mistakes / can ask for information or engtans/)

S-7.7 Can manage °his / her® learning in a reflective mean

++

S-7.7.1 Can identify °his / her® own learniigeeds / objectivés

++

S-7.7.2 Can deliberately apply learning strategies

++

S-7.7.3 °Can benefit from previous learning experiencesaw iituations [Can transfer
++ learning?

S-7.7.3.1 Can benefit from previous use of skills and knowkedéh °his / her / another|/
St other® language(s) in learning a new language

S-7.7.4 Cancobserve / checkhis / her® own learning process

++

S-7.7.4.1 Can observéprogress / lack of progresi °his / her® own learning

++

S-7.7.4.2 Can compare different methods of learning takirgrteuccesses or failures
+ into account
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2. Commentary
1. Organisation
1.1 Predicates and objects
In the same way as for knowledge and skills, theedgtors have a predicate and an object. The gaetldescribes
what kind of skill is referred tac@n observe, can listen, can identify, can compean,use, can interact, can make
one’s own, can memorise.ahd the object expresses the object to which kitlecan be appliedwriting systems
(can observe), misunderstandings (can identifyg, rbpertoire of interlocutors (can take account, afpntact

5
situations (can interact inﬁ.

1.2 Categories and sub-categories

The list of descriptors is organised like this:

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

. within each category according to sub-categoriesbjafcts.

. at the first level according to predicates:

etc.

1.3. Concerning the categories (the “predicates”)

We have identified 7 sections:

Section I. Can observe / can analyse;

Section II. Can recognise / can identify;

Section lll. Can compare;

Section IV. Can talk about language and culture;

Section V. Can use what one knows in one languageaderstand and communicate in another one;
Section VI. Can interact;

Section VII. Ability to learn.

52 It is not our aim to present a precise, comprsiveniogical and semantic analysis of the desarsptiout to provide a rough basis for

explaining the way the lists are organised. Fathirdetails, see Paft of CARAP, chapter 5.3.1.
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a) About how we chose thefrﬁ
The issue of mutual exclusivity:
This issue has been explained in Padf CARAP, p. 24, exemplified with a category frohne list of skills.

We showed thaidentify and comparewhich we found relevant to differentiate from eather are not mutually
exclusive since in all comparison there is an uyifey operation of identification.

If we limited ourselves to this example the problemuld seem fairly simple and it would be solved by
considering that identify includesompare (which would be the equivalent of saying than identifyis a
“compound” resource — cf. ibid.).

A second example — that of the connections betvoeenpareand analyse— shows us that the relationships
between these two operations are not so simplstaaightforward.

In can comparewe have included a descriptor (S-3.7.1) calkah compare the sentence structures of different
languages.

In order to compare sentence structure we havetidsslio analyse them (structures are not obselivedtly as
they are the product of an abstract operation enutterance we perceive directly). This structanslysis (for
which we have included a descriptan analysecf. S-1.4) itself requires operations of the catggan identify
to analyse the structure of a sentence one muséxéonple, be able to identify negatives (alreauyoantered in
another sentence, for examf)ile) And we know from the previous example thdEntifyincludescompare..

The content of the previous paragraph could beesemted by the following schema, in which<ab” reads “a
presupposes / includes b”:

. . 55
Can compare— can analyse—can identify«—can compare.

In other words — and we will use this point latencerning the order of the predicates in the hs©@) — according

to the nature (more exactly the complexity) of thiBect being compared, to compare either does es dmt
presuppose an analysis. In the case of theclastcompareof the schematic diagram we could have pushed the
reflection further and shown that it also presuppoan observe {we will return to this last point).

53 Les remarques qui suivent portent sur I'exemgs tlois premiéres catégories de prédicsasdir observer / savoir analyser; savoir
identifier / savoir repérer; savoir companerElles permettent de dégager des observationsaus semblent — sous réserve d’une
étude spécifique non encore entreprise — égalevadéables pour les autres catégories de prédicats.

54 Instead of negation, we could have taken verbth (vegard to their endings) as an example. Bus tiould have meant, in turn,
analysing the verb, which would have complicatesl élkample. But this shows how the intertwining ifgesses is a constant reality,
and we have limited our comments to an illustratibthe principle.

55 We have taken care not to present a circularnsatia which we would have mixed up the tean comparen a single example. It is
obvious that while each process is oneamhparisonit is not applied to the same objects.
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The issue of the operational complexity (and therefe of the predicates)

In the previous paragraph we suggested an anahysibich identify “included” compareand madecan identifya
compound resource.

Another example, taken from the second examplehin grevious paragraph, will show how uncertain such
decisions are. Can it be said tltain compare (sentence structure between diffeserguages)includes” can
analyse (syntactic structuresh? the illustrative schema we took care to uses‘wnt;a)osess’§3 alongside “includes”.
The first analysis which springs to mind is tikampare syntactic structureés a different operation fromnalyse
syntactic structureswhich supposes that the analysis has already baeied out, and is in addition to the
operation of analysis.

In this case, then, nothing forces us — at leattt veigard to the relationship betwemn comparendcan analyse
— to considercan compare sentence structuras a compound resource which includes analyse sentence
structures.

One can wonder whether the same kind of analysieally impossible for the relationship betwedeantify and
compare.ls it not, here too, a case of two successiveabipeis? There is first an operation of comparisban,
separately from the first, an operation of idenéfion, presupposing the previous process, butowitmcluding it.
In this analysi€an identifyis no longer to be classified as a compound resgtlout as a simple one.

We are convinced, therefore — unless a deepersasdihyan we have been able to carry out changegewr that:

. in the reality of cognitive processes, integratmnnon-integration of the two operations dependshan
nature (its difficulty, for example) of the taskdathe context (in a broad view, including previdesrning
and its availability) in which it takes place;

. here we reach the limits, inherent to any attempletvelop descriptors of competences out of context

(These comments concord with those in chapter 2Rs&ctionq (p. 15) about whether a resource is simple or
compound.)

56 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 betweeabserve / analysseems to a great degree to depend on the comptexithe objects
concernedAnalysiscannot be applied to objects which are simpler{# takes a letter of the alphabet as an object
which cannot be decomposed, one can only observettanalyse it) and appears therefore to be iantaof
observation This justifies grouping the two in a single catggor

If the objects which appear to be “by their natufie”reality) more complexa( communicative repertoires-1.6;
syntactic structures S-1.4; etseem rather to require the prediceae analysehancan observethis variation is
not an automatic one. It depends on:

. the absence of a “borderline” beyond which an ahgdn itself complex: from this point of view, jelats
are in a continuum;
. the fact that — as we have said — complexity “@itg is only one of the factors which decide ttiwice

betweenobserveand analyse the other factor is the way in which the objectviswed by the person
speaking about it, either as an object to be séavally, and therefore not complex, or as a comgdoun
object, whose parts (and how they are relatedjcebe examined.

So it will be no surprise that both terms can bedufor the same object (cf. S-1G&n ° observe / analys€
57
syntactic and / or morphological structures)

Can identify / can recognise: a variant due to thebject’s environment5 ?

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 xxxxx the wottil (saying, for example: "this is the word | met with
yesterday, | remember this word”);

2) a task where the object to be identified ($fti# wordtutti) is in a text or a list of words which the subjisct
looking at; one can say that the subject must yyiagy wordtutti (saying, for example “I have found the
word you asked me to find. It's a word | saw yesagr | 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 oidentify, usable only when the abject to be identified
is located in a large set of objects viewed asghefrthe same kind.

57
58

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 categatonnected to metalinguistic observation aniéctdn and ends
— apart from the category ability to learn- with categories related to communication inacti

Here too, however, it is more of a continuum thaa distinct domains. Most of the skills in the ficategories can
also be applied in communicative situations as wsllreflective ones (typically: reflection aboutdaage in a
language class) as an aid to a communicative act.

About the categoryability to learn

In Chapter 5.4 of Sectiod we said that the decision to group some skilla particular category did not imply that
the resources to be found there were the only trascontribute to the competence of building armhtbening a
plural linguistic and cultural repertoire.

Thus, numerous descriptors which are not inahiity to learncategory — whether they are metalinguistic (like
Can analyse pragmatic functions, Can perceive #xtoseness.). or refer to action in a communicative situation
(like Can activate bi- / plurilingual modes of communicat Can ask an interlocutor to rephrase al3o make a
large contribution to building / broadeninge’s own repertoire.

The categonability to learngroups descriptors whose predicates refer to aileaoperationdan memorise, can
reproducg or whose objects do not refer to linguistic ottural features, but to aspects of the learning alom
(approaches to learning, experience, ngeds

A complementary axis which is somewhat illusory -rém simple to complex

As far as possible, we have tried to add a secoisl showing progress from simple (in the sense @i-n
compound) to complex (to the most compound) tditeeaxis (from the metalinguistic to communicatjo

The comments we made above concerning the complehihe relationships of inclusion (p. 96) or pregosition
(p. 97) (cf. the meanings allotted to “include” dipdesuppose”) between the operations which oudipates are
applied to show the limitations of this attemptitlis true — as we saw in the casecofmparebut also in the
variation betweerpbserve / analyse- that the degree of complexity of an operationedegs also — perhaps
principally — on the complexity of the object to iath it applies, the idea of an order based on thedipates’ own
complexity is to a great extent illusory.

Nevertheless, intuitively, an order suchGan observe / analyse — Can identify / recogni€ar compare seems

tenable. This is perhaps because of another aspamimplexity which is the number of objects to ahithe
operation is appliedobserveand analysecan be applied simply to a single object (one dasexve / analyse a
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syllable — even though it may imply that one refersother syllables) whereaompare(as well asidentify or
recognise since they include or presuppasenparg have to be applied to more than one object.

The existence of an order from simple to completxvben the first three categories and those whidbwois
clearer. They are basically metalinguistic categorhich can be components of more complex aevitelated 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 objects in thesdriptors of the list look as if they could be bamed with most of
the predicatesg We will just take two examples to illustrate this

" the politeness formula@ncluded in S-6.3.1 in the descript@an use formulae of politeness appropriately
could also be used as the object of the predicadesobserve / analyse — Can identify / recogni€an
compare / can talk about / can use ... of one languaginderstand of communicate in another;one

. the systems of writingnentioned in S-1.Zan ®bserve / analysewriting systems (in languages little
known or not known at abuld also be used as the objects of predicatds a€an observe / analyse —
Can identify / recognise - Can compare / can tablowt / can use ... of one language to understand of
communicate in another ori€an use appropriately

Here there is a problem of cross-classification gction 4, point 5, where the example used comes from the
skills).

The solution adopted for the skills list has besrfalows: we have not included all possible coralioms, but
only those which — in conformity with the pedagogim of our work — can be considered as constitparts of
the competences we can aim to acquire — at difféesels of learning — through using pluralistiqgoemaches to
languages and culture. In order to apply this @mpiecof pedagogic reference, we have relied — &sighasised in
the General presentation of the framework (p. 2bpth on what has already been described by othbo=s and
our own experience and expertise in the field.

59 For the time being we have resisted the temptatialo a detailed analysis which might have beegpigtemological 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 whighcencerned with methodology likéan use / masters
analytic processesl.1) are placed before those applied to specifieatd (such a€an analyse pragmatic
functions 1.2.10);

those dealing with language before the ones ahdtutre;

the less complex objects before the more complez;on

within the sections on language, the signifier (@i, then graphical) before what is signified éivtis
referred to, then pragmatic, where relevant).

2. Notes on terminology

Reminder: see also the terminological comments tattmiwhole of the framework, especially fonderstandand

Recognise

Identify

60
This word can have the basic meanings:of

. an operation which leads one to decide that onecblind another object (or more precisely: two et
of the same object) are the same object. For exanméntify a word as being the same as one
encountered;

. an operation which leis one to decide that an object belongs to a abhssbjects with a com

characteristic. For example: identify a word as ofiehe loan words used in several languages f
Arabic zarafa

In both cases, “identify” poses the question of‘ilentity” of the object. But there are examples of “idifitwhi
are not about questions of identity. For examptan“identify the characteristics of a culturelire tmeaning “b

able to take note of these characteristics / tondeat they are”.

We useidentify (like recognise cf. 1.3 below) only in meanings a et b above.therother uses we prefer othe

(like specify, decide an).

‘ Recognise ‘

‘ Seeldentify, above.

‘ Transfer / make a transfer

We use this expression to indicate @ngcess or activity (reflective or communicativencerning languages
cultures which profits from the knowledge, skillsattitudes which one has available in anotherdang.

60

Cf. D'Hainaut 1977, p. 205.
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Appendix

List of the resource publications used in the devepment of CARAP

[Sans auteur] (2004). Les animaux prennent la parddtlaptation du support développé dans le cadrprojet
Evlang, a lintention d'enfants non lecteurs.

Andrade, A.l. & Sa,C.M. (2003). A intercomprenso eontextos de formacao de professores de linglgismas
reflexdes didacticas. Aveiro, Universidade de Aveir

Armand, F. (2004). Favoriser I'entrée dans l'éatriveiller a la diversité linguistique au présielaScientifica
Pedagogica ExperimentaliXLlI, 2, 285-300.

Armand, F., Maraillet, E.& Beck, A.-l. (2003). EVeiu langage et ouverture a la diversité linguistigle projet
ELODIL. [Présentation effectuée au Colloque "Dessimoi une école” — Québec].

Araujo Carreira, M.H. (1996). Indices linguistiquetsconstructions du sens: une étude explorateidadivité de
lecture des sujets francophones en portugisies de Linguistique Appliqué4, 411-420.

Audin, L. (2004). "Apprentissage dune langue &éma et francgais: pour une dialectique métalingyist
pertinente des le cycle 3". In Ducancel, éb.al. (eds.). Francais et langues étrangéres et régmr@al'école.
Quelles interaction®RReperes® 29. Paris, INRP.

Bailly, D. & Luc,C. (1992).Approche d'une langue étrangére a I'école. Etudgchpslinguistique et aspects
didactiquesParis, INRP.

Bailly, S. & Ciekanski, M. (2003). Enseigner et eppdre deux langues étrangéres en un seul deacherches et
applications juillet, 136-142.

Bailly, S., Castillo, D. & Ciekanski, M. (3 A.D.JYNouvelles perspectives pour I'enseignement/apissage du
plurilinguisme en contexte scolaire”. In Sabati€r, et al. (eds.). "Le plurilinguisme en construction dans le
systeme éducatif".

Bar, M., Gerdes, B., Meissner, F.-J. & Ring, J.0&0 Spanischunterricht einmal anders beginnemhErhgen mit
einem vorgeschalteten Interkomprehensionsmddispanorama 110, 84-93.

Beacco, J.-C. & Byram, M. (2003). Guide pour I'é@edtion des politiques linguistiques éducativeg&erope — de
la diversité linguistique a I'éducation plurilingugtrasbourg, Conseil de I'Européttp://www.coe.int

Beacco, J.-C., Bouquet, S. & Porquier, R. (200lyeau B2 pour le francais (utilisateur / apprenamtiépendant)
— Un référentiel Paris, Didier & Conseil de I'Europe.
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Blanche-Benveniste, C. & ,V.A. (1997). Une grammagdour lire en quatre langues.Recherches et applicatians
Lintercompréhension: le cas des langues romarashdtte, pp. 33-37.

Babylonia, n°2/1995, Comano: Fondazione Lingue ku@u

Numéro consacré aux rapports entre la langue nadlieret les langues secondes. Contient diversdsilmations
consacrées a la pédagogie intégrée et a I'éveillamgues (Roulet, Moore, Van Lier, Perregaux & Magn
Hottelier).

Byram, M. & Tost Planet, M. (20005ocial identity and the European dimension: intdtoal competence
through foreign language learnin@trasbourg & Graz, ECML, Council of Europe.

Babylonia, n°2/1999, Comano: Fondazione Lingue ku@u

Numéro consacré a l'éveil aux langues, avec umageeticulier sur le théme des emprunts. Contidnst de de
Pietro, de Goumdens, Kerschbaumer, Buletti, BilkeZSabatier, Jaquet, Macaire, Candelier, MatthegigeN|
Jeannot, Perregaux.

Byram, M. (1997). Teaching and Assessing IntercaltCommunicative Competenddultilingual Matters

Babylonia, n°4/2005, Comano: Fondazione Lingue ku@u
Numéro consacré a la didactique intégrée. Contabsitde S. Wokusch et V. Béguelin-Argimon.

Byram, M., Gribkova, B. & Starkey, H. (200Zpévelopper la dimension interculturelle dans I'egeement des
langues — Une introduction pratique a l'usage deseegnantsStrasbourg, Conseil de I'Europe.

Byram, M., Zarate, G. & Neuner, G. (199Za compétence socioculturelle dans I'apprentissstgienseignement
des languesStrasbourg, Conseil de I'Europe.

Castellotti, V. & Moore, D. (2002Représentations sociales des langues et enseigter@&asbourg, Conseil de
'Europe.

Castellotti, V. (2001).La langue maternelle en classe de langue étrandéreisiéme partie). Paris, CLE-
International.

Cavallli, M. (2005).Education bilingue et plurilinguisme. Le cas du daoste Didier CREDIF.

CDIP — Conférence suisse des directeurs cantonausindtruction publique (2005)Apprendre par et pour la
diversité linguistique. Lernen durch die Sprachetgit. Etudes et Rapports 22. Bern: Ediprim AG.
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Charmeux,E. (1992). Maitrise du francais et famgation avec d'autres langu&eperes(6), 155-172.

Conseil de I'Europe / Conseil de la coopératiotucelle (ed.) (2001)Cadre européen commun de référence pour
les langues: apprendre, enseigner, évalBtrasbourg & Paris.

Coste, D., Moore, D. & Zarate, G. (1998). Compétepicrrilingue et pluriculturelle. IApprentissage et usage des
langues dans le cadre européen — Les langues esam@pprendre, enseigner, évaluer. Un cadre eunopée
commun de référence. Etudes préparatoiRewis, EDICEF, pp. 8-67.

Curriculo Nacional do Ensino Basico — CompeténEssenciais (pas d'autres références). (2001).

Cushner, K. & Brislin, R.W. (1996)ntercultural Interactions. A Practical Guid€hapter 2. London, Sage.
Dabeéne, L. & Masperi, M. (1999t si vous suiviez Galatea ...? Présupposés théesigt choix pédagogiques
d'un outil multimédia d'entrainement a la comprétien des langues romanesrenoble, LIDILEM — Université
Stendhal Grenoble IIl.

Dabeéne, L. (1996). Pour une contrastivité "revisitEtudes de Linguistique Appliquék4.

Degache, C. & Masperi, M. (1998). La communicatignrilingue en toile de fond de l'entrainement a la
compréhension des langues romanes. In Billiez,ed.).(De la didactique des langues a la didactique du

plurilinguisme — Hommage a Louise Dabe@eenoble, CDL-LIDILEM, pp. 361-375.

Degache, C. (1996). La réflexion méta de lectenanscbphones confrontés a l'asynchronie narrativefdit divers
espagnolEtudes de Linguistique Appliqué4, 479-490.

Donmall, G. (1992). Old problems and new solutido&:work in GCSE foreign language classrooms. Imés
C. et al. (eds.).Language awareness in the classrocwwmndon & New York, Longman, pp. 107-122.

Donmall, G. (ed.) (1985).anguage Awareneskondon, CILT.

Duverger J. (2005).'enseignement en classe bilingtiachette FLE.

Perregaux, Ch., de Goumoéns, C., Jeannot, D. &iad®PJ.-F. [Dirs] (2003). Education et ouvertarex langues
a I'école. Volume 1 (1re enfantine — 2e primaif@pnférence intercantonale de I'lnstruction publigieela Suisse

romande et du Tessin, Secrétariat général (SG/QNE)chatel.

Perregaux, Ch., C. de Goumoéns, D. Jeannot, E-Pialro [Dirs] (2003)Education et ouverture aux langues a
I'école. EOLE vol. 2 (3P-6P; 8-11 ans). Neuchétel: SG/CIIP.

Esch, E. (2003)'acquisition trilingue: recherches actuelles etgtions pour 'avenirin pp. 18-31.

Evlang (Ensemble de supports didactiques).
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Fantini, A.E. (2000). "A Central Concern: Develagpimtercultural Competence”. (Adapted in part frartReport
by the Intercultural Communicative Competence Teaice", World Learning, Brattleboro, VT, USA, 1994)

Fenner, A.-B. & Newby, D. (2000)Approaches to Materials Design in European Textsodkiplementing
Principles of Authenticity, Learner Autonomy, CrdfuAwarenessGraz / Strasbourg, European Centre for Modern

Languages / Council of Europewyw.ecml.a}

Fremdsprache Deutsch — Goethe-Institut (Hrsg.)a@mnvielfalt im Klassenzimmer. Fremdsprache Déutsc
Zeitschrift fur die Praxis des Deutschunterrich&l/2004. En particulier: Oomen-Welke, 1.& Krumid,-J.;
Candelier, M.; Hufeisen,B.; Reif-Breitwieser, Sst&ve, O.

Gajo, L. (1996). Le bilingue romanophone face & noevelle langue romane: un atout bilingue douhlé dtout
roman?Etudes de Linguistique Appliquékd4, 431-440.

Garrett, P. & James, C. (1992). Language Awarenesway ahead. In James,af al (eds.).Language awareness
in the classroomLondon & New York, Longman, pp. 306-318.

Gonod, A., Fleury, H. & Lehours, C. (2004). Jouansc les jours de la semaine. [Adaptation du stigpdang
"Les langues, jour aprés jour"].

Gorin-Pin, G. & Lamy-Dumond, M.-P. (2004). Ecritareée nos origines & nos jours. Présentation detpedj
Livret de I'éléve.

Hawkins, E. (1984)Awareness of Language: an IntroductioBambridge. Cambridge, Cambridge University
Press.

Hawkins, E. (1999). Foreign Language Study and uagg Awarenestanguage Awarenes8, 3 & 4, 124-142.

Horak, A., Matzer, E., Seidlhofer, B., Spenger&Btefan, F. (2002)Rohentwurf zu Orientierungsstandards fur
die 8. Schulstufe im Fachbereich FremdsprachenBeispiel des Englischen)

Huber, J., M. Huber-Kriegler, D. Heindler (edSprachen und kulturelle Bildung. Beitrdge zum Mo8ekach- &
Kulturerziehung Bundesministerium fiir Unterricht und kulturelledelegenheiten, Zentrum fur Schulentwicklung
Graz. Reihe Ill, 1995. Textes de: W. Delanoy; WnWisteiner; H. Penz; Ch.Meixner; A.Camilleri; Rebser;
M.Pihler.
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Hufeisen, B. & Neuner, G. (eds.) (2008g concept de plurilinguisme: Apprentissage d'usegle tertiaire —
L'allemand aprés l'anglais(Version Francaise delehrsprachigkeitskonzept — Tertidrsprachen — Déutsach
Englisch. Graz / Strasbourg, Centre européen pour lesitngvantes / Conseil de I'Europettp://www.ecml.aft

James, C. & Garrett, P. (1992). The scope of Laggydavareness. In James, €.al (eds.).Language awareness
in the classroomLondon & New York, Longman, pp. 3-20.

Kervran, M., Delaume, L.& Langlois, G. (2004 voyage de Plume

"The Language Investigator" — [Site interntgtp://www.language-investigator.coJuk

Landesinstitut fur Schule und Weiterbildung (Hr4d.997), Lernen fur Europa 1991-1994, Abschlussheéines
Modellversuchs. 2-1997.

Luchtenberg, S. (2003). Mehrsprachigkeit und Déwaterricht: Widerspruch oder Chance? Zu den
Méglichkeiten von Language Awareness in interkwtier Deutschdidaktik. In Rastner, E.-M. (ed.).
Sprachaufmerksamkeinnsbruck, Wien, Miinchen, Bozen, StudienVerlamy,3Y-46.

Lutjeharms, M. (2002). Lesestrategien und Interk@hension in Sprachfamilien. In Kischel,G. (ed.jr&&om —
Mehrsprachiges Europa durch Interkomprehension prackfamilien. Tagungsband des internationalen
Fachkongresses zum Européischen Jahr der Spratdn Hagen, 9.-10. November 2001. Aachen, Shaker, p
119-135.

Manco, A.A. (2002).Les compétences psycho-sociales. Compétences uitiiezties des jeunes issus de
l'immigration. In Paris, L'Harmattan,

Masperi, M. (2005). Quelques réflexions autour dle rde la parenté linguistique dans une approchéade
compréhension écrite de litalien par des francophaébutants. In pp. 491-502.

Matzer, E. Kinder entdecken Sprachen, Erprobung-ebmmaterialen: KIESEL. (sans date)

McGurn, J. (1991).Comparing languages — English and its Europeantiata In Cambridge, Cambridge
University Press.

Meissner, F.-J. & Burk,H. (2001). Horverstehenimee unbekannten romanischen Fremdsprache und disthe
Implikationen fur den Tertidrsprachenerwezkitschrift fir FremdsprachenforschuntR, 63-102.

Meissner, F.-J. (2005).Mehrsprachigkeitsdidaktik revisited: {ber Interkaetpensionsunterricht zum
Gesamtsprachencurriculunn Mei3ner,F.-J. (ed.). Tubingen, Narr, pp. 125-1

Meissner, F.-J. (2005). Vorlaufige Erfahrungen anitonomem Lernen qua Mehrsprachenunterricht. Ireisie,

B. et al. (eds.).Gesamtsprachencurriculum, Integrierte Sprachendi#aiCommon CurriculumTubingen, Narr,
pp. 129-135.
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Mei3ner, F.-J., Meissner, C., Klein Horst. G. &d@tmann, T.D. Klein Horst. G., Mei3ner, F.-J., Stegmarl. &
Zybatov, L.N. (eds.) (2004EuroComRom — les sept tamis. Lire les langues resiales le départ. Avec une
introduction a la didactique de I'eurocompréhensiéachen, Shaker.

Morkoétter, S. (2005).Language Awareness und Mehrsprachigkeit. Eine 8tadir Sprachbewusstheit und
Mehrsprachigkeit aus der Sicht von Fremdsprachemar und -lehrernFrankfurt, Peter Lang.

Murphy-Lejeune, E. & Zarate, G. (2003). L'acteuciabpluriculturel: évolution politique, positiordidactiques.
Recherches et applicationsillet, Vers une compétence plurilingue, 32-46.

Murphy-Lejeune, E. (2003).'étudiant européen voyageur, un nouvel étrangaris, Didier.

Neuner, G. (1998). Le rble de la compétence solticelie dans l'enseignement et l'apprentissagelategues
vivantes. InApprentissage et usage des langues dans le cadopéan — Les langues vivantes: apprendre,
enseigner, évaluer. Un cadre européen commun éeeréfe. Etudes préparatoireRaris, EDICEF, pp. 97-154.

Nony, R., Louat, A., Lecacheux, N., Delaume, Lcgieet, P., Hamel, A.& Kervran, M. (2004)intin polyglotte

Oomen-Welke, I. Entwicklung sprachlichen Wissend @Bewusstseins im mehrsprachigen Kontext,Imgelore
Handbuch 2001.

Paige, R.M. (1993). "Trainer competencies for imional and intercultural programs". In Paige, R(&d.).
Education for the Intercultural Experiendglaine, Intercultural Press, Inc., pp. 169-199.

PECARO - Plan cadre romand (2004), Chapitre 8: Lesg

PECARO - Plan cadre romand (2004), Chapitre 8: LesigOPA (objectifs prioritaires d’apprentissage).
Perregaux, Ch. (1994DDYSSEA. Accueils et approches interculturelN=uchatel: Corome.

Perregaux, Ch. (2002). Approches intercultureltedigactiques des langues: vers des intéréts gareg sciences
de l'éducation? In Dasen, P.&. al (eds.).Pourquoi des approches interculturelles en sciert®$éducation?
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[Sans auteur] (2004). Polytesse — Niveau 1: Satusit

Programme LEA du CELV.

Les programmes scolaires en France (programme808).2

Praxis Deutsch — Erhard Friedrich Verlag (Hrsgprashen in der Klasse . Praxis Deutsghitschrift fur den

Deutschunterricht 157/1999. Contributions de Oomen-Welke, |.; Bel&e; Brill, T.; Néth, D.& Steinig, W.;
Knapp, W.; Hacker, S.; Vief-Schmidt G.; & Bermansedst.; Riehl,C.
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et applications Hachette, pp. 38-45.
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Seelye, H.N. (1994)Teaching Culture. Strategies for Intercultural Coomitation lllinois, National Textbook
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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 th 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
WHAT IS TO BE FOUND IN THE WORK:
I:I Descriptors of competence(sfput a cross if so):
Formulation exactly transcribed/ exact transcription of each @ _ . L "
competence selected + page (also: chapter, item) =o |l B Z o) s 2 & 5125 s < L | 2a

EFs | E2 Q Z Q o 2 5 3 X X < <o
<< 4 <0 O < O < - O 40 n n n 0 <
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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
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