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A — General presentation

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

1. Pluralistic approaches
1.1. Short presentation

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

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

We have, provisionally until a more detailed analys made, identified basicalfgur pluralistic approaches.
The first one, théntercultural approachhas had some influence on language pedagogy aralide of this
seems to be relatively well-known, even if it ist mbways employed explicitly and genuinely in camfidy
with its fundamental principles. The other appra@s;hwhich have a more linguistic orientation, pidpa
require a short presentatigoﬁ'hey areawakening to languagethe inter-comprehension of related languages,
andintegrated didactic approaches to different langesgtudiedin and beyond the school curriculum).

Theintegration of didactic approacheshich is most probably the best known of the thieelirected towards
helping learners to establish links between a édchihumber of languages, those which are taughtimwitte
school curriculum (either aiming in a “traditionaliay to teach the same competences in all the fayegu
taught, or defining “partial competences” for soofethem). The goal is to use the first language tfar
language of education) as a springboard to ma&asier to acquire a first foreign language, thens® these
two languages as the basis for learning a secaoedyfolanguage (mutual support between languagegacan
both directions). This was an approach advocateéaaly as the beginning of the 1980s in the work of
E. Roulet. It is also the direction taken by nurnerprojects exploring the idea of “German afterlBhg when
they are learnt as foreign languages (cf. the etudilating tdertiary language learning And it is also present
in certain approaches to bilingual (or plurilinguatlucation, which seek to identify and optimisiatienships
among the languages used (and how to learn theirthas to create genuine plurilingual competence.

2 Since translation is an activity which implies dra than one” linguistic variety, it could be théwtighat we should include
“grammar — translation methods” as being a plutialspproach. We do not do this since the term tfaggh” that we have chosen
implies taking account more globally of two (or mptanguages (and cultures) than is the case itrab@ional translation exercise
of these methods. Nevertheless we consider thaslation can in certain phases of the teachingleaching process be a good
starting point for reflecting on the comparisorafguages and awareness of specific cultural metaitiens.
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In the approach ointer-comprehension between related languageegeral languages of the same linguistic
family are studied in parallel; these are eithegleages related to the learner's mother tonguéhéotanguage

of education) or related to a language alreadyntedn this approach there is systematic focus emeptive
skills, as the development of comprehension ismtiost tangible way of using the knowledge of a eslat
language to learn a new one. In the second halefl990s there was innovative work in this aret wdult
learners (including university students), in Fraand other countries speaking romance languagegelbas in
Germany. Many were supported at a European levidlarprogrammes of the European Union. Examples of
this approach are to be found in certain mateipatgluced forawakening to languagapproaches, but in
general there has been little developmentigr-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 itasthe mission of the school to teach.” This doesmean
that the approach is concerned just with such lages. The approach concerns the language of eolueatd
any other language which is in the process of biamt. But it is not limited to these “learnthiguages, and
integrates all sorts of other linguistic varietiefrom the environment, from their families... andrfr all over
the world, without exclusion of any kind... Becawsé¢he number of languages on which learners wovkry
often, several dozen — the awakening to languageg seem to be the most extreme form of pluralistic
approach. It was designed principally as a way @&fwming schoolchildren into the idea of linguidtiversity
(and the diversity of their own languages) at tegibning of school education, as a vector of fuldgrognition

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

It is important to note that “I'éveil aux languess it has been developed specifically in Bvtangand Jaling
programmes (cf. Candelier 2003a and 2003b in thfiography) is explicitly linked to thd.anguage
Awarenessnovement initiated by E. Hawkins in the 1980s ia thited Kingdom. We think, however, that the
“éveil aux langues” nowadays is to be seen as aatégory of thd.anguage Awarenesgpproach, which is
generating research which is more psycho-linguistan pedagogic and which does not necessarilyiavo
confronting the learner with a number of languades. this reason those promoting “I'éveil aux laesgju
prefer to use another term in EnglisAwakening 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 whtbe ALC project is a part proposed to make a
contribution to ‘a major paradigmatic changeo embody the development of a global view of language
education which would include the teaching and éag of ALL languages, in order to profit from thei
potential for synergy;‘.

This global view of learning and teaching of langeiand culture is a crucial contribution to theakkshment
of Plurilingualism,the Council of Europe’s response to the challemfeoping with linguistic diversity and
achieving social cohesion.

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



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

This is expressed in the Guide for the Developn@ntanguage Education Policies in Europe (p. 67):
“Managing the repertoire [which corresponds toifihgual competence] means that the varieties atit is
composed are not dealt with in isolation; instedthough distinct from each other, they are treaiea single
competence available to the social agent concerned”

One cannot emphasise too strongly that pluralegpigroaches, as they are defined above, have aoleyor
play in the construction of plurilingual and pluritural competence of each one of us. For how ewtierld
could one ensure that the “varieties” would not“@gproached in isolation” if one were to limit oeésto
“singular” approaches?

In other words, we think that if plurilingual conipace is really to be as it is described in CouatiEurope
instruments, and if we want genuinely to make megfni the principle of synergy it recommends, idearto
help learners to construct and continuously to deaaand deepen their own plurilingual competentcés i
essential to guide the learners to develop for Hedwves a battery of knowledge (savoirs), skills/¢gafaire)
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 gp&mifjuage or culture by using aptitudes acquired
relation to / in another language or culture (ataie aspects of them) — (battery in the categamyet”:

U

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

Knowledge, skills and attitudes of this nature cquojte clearly, only be developed when the language
classroom is a space where several languages aahlseultures — and the relationships among thesne-
encountered and explored. That is to say, in aegbof pluralistic approaches to languages andicest

1.3. Pluralistic approaches and educational goals

Even though it is our view that the link betweearplistic approaches and educational goals is site@spect
of any argument in favour of the need for our wavk, will restrict ourselves to a brief mention tfThis is
because we think that the goals at the heart ohlpitic approaches are exactly the same as thasehe core
instruments of the Council of Europe in the domafrlanguages -the Common European Framework of
Referencdor Languagesand Guide for the Development of Language Policidsurope — seek to attain.

If we allow ourselves to be so succinct (and tpldig such obvious lack of modesty) it is because@ms to us
difficult to contest the validity of the argumentepented in the previous section (cf. 1.2) whickines that
pluralistic approaches form the essential pointadfculation between all didactic attempts whicleks¢o



facilitate the continuous development and enrichtn@nindividual learners’ plurilingual and pluridutal
competence.

Plurilingual education, as it is advocated in th&d® for the Development of Language Policies imoBa is
inconceivable without recourse to pluralistic agmtees. If links between languages are not estailisimy
attempt to increase the number of languages ldgribe individual learner in formal schooling willn up
against limitations in terms both of learning capyaend space in the curriculum — limitations whicén be
attenuated by the synergies which pluralistic apgines make possible. If the approach is not phiiathere is
a reduction in the diversity of languages offered saught in schools, and a concomitant reductiothe
school’s ability to equip learners with the divéiesl linguistic and cultural competences (and thaitg to

broaden these); all of us need these competendie® tovork and take part in cultural and demoaréife in a
world in which encounters with linguistic and culildiversity form more and more part of everydég for an

increasing number of individuals.

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

When we use the last expression — unvalued — wé angeecond feature of the goals of pluralistic epphes,
which we had not initially encountered in the soratvtechnical view we had of our first statementhaf
problem (pluralistic approaches and plurilinguad @turicultural competences): pluralistic approagtarough

the way they place the learner in contact withdistic and cultural diversity, are a key instruméartcreating
what theGuide for the Development of Language Policiesunogecalls ‘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, vavatr their
status in the community.” (p. 30).

The importance which pluralistic approaches platehis perspective (though with different degreéfoous
according to the approaches) appears clearly ithelllists in the reference framework we have pcedy
especially in the section on Attitudes, where il Wwe seen that “positive acceptance of linguistiultural
diversity” which is based, certainly, on “readindgsssuspend...one’s prejudices”, but does not exclade
“critical questioning [...] with regard to languabeulture in general” (p. 93).
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2. Why we need a reference framework
2.1. Why is it necessary?

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

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

As there are a number of pluralistic approaches,iskue raises itself of how synergy among thembman
created. Since, as we have seen, they are basdbeomame principle (establishing relationships iwith
pedagogic activity of a number of different langesgnd cultures — cf. p. 7) with a view to achig\épecific
results, it would be unwise to apply them in anagndinated way. Even if, at the start, the initiatan their
concern to plough new furrows have been able ttsatsfied” by pursuing a particular path (one lo¢ 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 numlberuariculum designers who have developed, stanting

from a concept ointegrated didacticselating to some languages (cf. 1.1 above), adaosiew of language
education which includes a diversity of pluralistipproaches and approaches to language teachithggven

other subject areas. Present developments of edoahtpolicy in French-speaking Switzerlasndn the

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

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

On the basis of these points, one can therefona ¢heat a reference framework for pluralistic aparoes forms
an essential tool:

. for the development of curricula linking, and wihview to defining progression in acquiring difiere
areas of knowledge, skills and attitudes to whikhatistic approaches afford (exclusively / morsiba
access;

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

approaches and the learning of communicative laggu@mpetences within specific languages (links
which are both conceptual and practical, in cutécand in the classroom), as well as, more widely,
establishing links between the benefits of plutigiapproaches and other non-linguistic subjecisgre

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

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

5 Cf. PECARO in Switzerland (Plan d’Etudes Cadre Bodt on the site of the ClIBttp://www.ciip.ch/index.php
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. represents an essential complement to existingimsints, especially tfeuropean 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 teactmiaggrials (in both public and private sectors) \Whet
for materials specifically designed for puttingargractice pluralistic approaches or for more ‘itiadal”
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 teachéesady involved in the innovations and to encourage
others to do so.

In all three categories those involved can be gtlewel and both in and out of school (since CARAPelevant
to the whole of the cursus of language learningjs &also relevant — since we see in it a perspedf global
language and cultural education — to all languagésatever their status, not just “foreign” or “sadd
languages, but the languages of education andathdyflanguages of “allophone” learners [those Wiave
more than one first language]. It includes the lemggs of migrants and regional languages.

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

The development of any framework of competencealdhze based on a concept of competence whicleds,cl
sound, coherent, and above all operational. Howevés a notion — current nowadays in a greatetgrof
contexts - which is used in many different meanimadien very vaguely.

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

Because of this, our approach consisted of a tdfrandetween the analysis of our problems and lopkit the
literature dealing with the notion of “competenck’would be both tiresome and of little use toegev detailed
account of this. It is relevant, however, to expldie conceptual tools that we chose in the specifintext of
our work, with the proviso that this is not necedgalefinitive. In order to simplify this preseti@an of the
issues we have divided them into two sub-chapters:

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

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

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

For this reason we agree with the view of M. Cral2805, 15) when he say# ‘s urgent to undertake a
rigorous critical analysisof the concept of competence in order to go beybedconceptual reductionism
which has a tendency to develoCtahay follows the path broached by Bronckart @tz (1999) when they
write:

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

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

[...] il nous parait évident qu’'on ne peut raisoneatnt '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 ‘famsti
psychologiques supérieures' (...) et qui accueilleamhule tout a la fois I'ensemble des options

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

He goes on to say that “the notion of competenckkés Ali Baba's cave where one can find all poksib
theoretical strands of psychology juxtaposed on toethe other even when they are contradictopy”16).

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

Without going into details, we will indicate somé the milestones in the development of the differen
7
approaches.

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

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

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

Crahay refers to Gillet (1991 quoted by Allal, 1998 79), who describes competence as having three
constituents:

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

These three constituents correspond thereforeetdagpplicationof an organised set of knowledge, skills and
9

attitudes which enable one to accomplish a centaimber of tasks” Crahay (2005, 6) comments that this idea

is also to be found in the definition proposed egBers (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 ehpetence as innate, which seems of little intefresh a pedagogical point of
view.
8 A project for harmonising the education systemghefdifferent Swiss cantons, including a sectiefining the competences to be

attained and educational standards.
Cf. http://www.edk.ch/PDF_Downloads/Harmos/HarmoS-IN6DO4_f.pdf

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

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

Jonnaert (2002, p. 41) points out that this adtimats both a selection and a way of coordinatiegources,
while Rey, Carette & Kahn (2002) cite a number wthars who hold similar views, after Le Boterf (299
1999), “and insist on the fact that a competenas dwt require just cognitive resources in theemljut also
the activation of those best suited to cope witlit@ation which has not always been previously entered.”
(p. 3). Jonnaert (2002, p. 41) adds that “over ahdve dealing with issues efficiently [...] the natiof
competence supposes that the subject looks cljtiabathe results of what has been done, whichlghalso be
socially acceptable”.

Reyet al (2002) emphasise thah“most cases, in order to accomplish a task, onst 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 psyobglof work and of ergonomics, takes a rather dbffie view
from the definitions so far quoted; if, indeed cenpetence is:

“an ability to act, that is to say an ability tdegrate, activate and transfer a set of resoukcesvledge,
information, aptitudes, reasoning etc.) in a giwamtext to cope with different problems which are
encountered or to accomplish a task; the competenuet located in the resources themselves, btitein
activation of the resources. The nature of competénto be seen as “ability to activate” (19941 ).

This view puts special emphasis on the importari¢dbeprocessof accomplishing tasks in given situations as
being the competence itself. For hiootnpetences only exist as competence in action”.

Perrenoud (1999) continues this line of thoughdtisy that the ability to activate [...] suggests the idea of
orchestrating and coordinating multiple and hetezngous resourc€s(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 therefdia@s
resourcesis an open question (ibid. p. t%%)

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

. knowing how to carry out an operation (or a preedmined 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@anstruire des compétences dés I'éca@97. He says “Le Boterf (1994, 1997), who

has developed the basic idea of activation, riskddying the issue by defining competence as “alitald activate”. This is a
pretty picture which generates a risk of confusigince the activation of cognitive resources isthet expression of a particular
skill that one could call “ability to activate”. Naniversal “ability to activate” which would be wubén any situation and would be
applied to all possible cognitive resources existéess it is to be confused with individual inigince and the quest for meaning”
(p. 35).
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. possessing a range of such basic procedures amdnighn a situation not previously encountered, how
to choose the most appropriate one; in this casetarpretation of the situation (or a “framing” thfe
situation) is necessary; this is defined esmipetence at the second level”

. being capable of choosing and correctly combiniagesal 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 instments and content
3.2.1. Initial conclusions

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

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

L] that these are linked to “sets of similar situagiono complex tasks which have social relevarttat they
are in this way in a “social context” and have eialofunction;

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

attitudes) as much as of the resources themselves.

These “resources” are sometimes called abilitiets, af attitudes (Frendatisposition$, or things known (French
connaissancgsor constituents. We have kept the term resousst 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“burnal” (in order to contrast them with external resoursash as
dictionaries, grammars, competent speakers of dhgulage used as informers) and — adopting Rychen’s
definition — aspsycho-social(“constituents that are practical, motivational, etiomal and social; Rychen
2005, p. 15).

In other words the competences are viewed maintiiéndomain 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 engaijesavask. However, it is probably the resourtes bne
can — to a certain point — distinguish and listirdieg them in terms of mastery and working on tham
educational practice.

One can even wonder — and this speaks in favotlreofisefulness of producing a list of resourceshether a
“competence” as it has been defined above, linkedasely 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, providingdgredagogical tasks for learners — the teachirtiis
way contributingto the development of competene@sthe resources that are activated.
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3.2.2. Renunciation: from a hierarchy of competenceto a diptych

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

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

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

= useless; since the competences are only manifestadtion in situations which by their nature aeryw
varied, one can suppose that they can in fact r@veescribable in the form of a structured andedcset;

= oversized, since it would suggest that we were ldepaf creating a model of all the implicationslations
included in the multiple resources (which in itsetfuld be the equivalent of reconstructing the gnepart
of all the processes which are explored in researctinguistic and cultural behaviour and how thEs
acquired and learnt).

So we have replaced the initial aim of producirdgesiarchy in the form of a tree diagram with thiadiptych,
which in a way includes the two extremes of thepé&l hierarchy (the competences and resources) wed:

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

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

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

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

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

3.2.3. Between competences and resources: the lisniff the dichotomy

The presentation we have just made might createriw@ssion of a clear dichotomy between:

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

On the one hand, as will be seen when we presertdimpetences (part B), there are features ofsimriyor at
least of mutual support or implication among eletmemhich one would define as “competences” as we ha
defined them. For example, if we suppose that tiier@ competence described “@asmpetence to manage
linguistic and cultural communication in a contexktotherness (French - altérité)f is clear that'competence
in resolving conflicts, overcoming obstacles, dianig misunderstandingsdnd "competence in mediatiordre
competences on which the first one is based (orclwimclude the first one)Nevertheless they are also
competences in their own right in the meaning weetdefined.

In the section of CARAP which deals with global qmtences we will call this kind of competence “raicr
competence”, which competences even more globeh ag“‘competence to manage linguistic and cultural
communication in a context of otherness (Frenchtérigg)” call upon in the same way as they call on
“resources”.

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

— frequently without any definite answer — whetbertain elemen%é which seemed clearly to have their place
in our lists — because they are found in a meaningéy in the competences which are specific tagbistic
approaches, or because they can be constructbd totirse of learning activities — were really ‘siei (in the
sense of being “not made up of several elemeniis”jact, 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 neég&sinple” elements.

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

Two answers are possible:

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

. The micro-competences are in fact competences,hwimiean they include in “real life” activities the
ability to activate resources to cope with a speté#sk. This could be applied @an predict how people
of other cultures will conduct themselv&aut 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 easilydda a task in a school environment. But wherénes t
borderline between a school exercise of this kind ather tasks whose achievement requires the
application of a “competence” (cf. the beginning 22.1 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 thkd

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

concerns the school, which is in itself a sociatitntion?

It is clear that we have to recognise that we aalidg with a continuum where any borderlines argart
arbitrary and decisions on where they belong areeraajuestion of pedagogic relevance and coheteaoeof

the application of completely objectifiable criteri

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

Each member of the team had at the beginning optbgct a wealth of experience in various aspetts
pluralistic approaches, broad enough to have edaideto construct a framework simply by puttingetibgr
and comparing our own representations of the caacep

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#ross
have written on the subject would have brought ingtho add to what we already knew or what we Hezhdy
ourselves written.

For this reason we decided that our starting peimtild be a systematic analysis of the content ofird a

12
hundred publications from which we collated extracts describing the petences which interested us. This is
the feature which leads to speak of an inductiy@@gch.

Below is an account of how we carried out thist fatep 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 efréitical and reflective studies in the domain idfdtics
relating to pluralistic approaches (books preserttirese approaches, teaching materials, reportsowations,
articles about various aspects of these) to whiethawe added some curricula / school syllabi irctviaie knew
that certain features of pluralistic approachesevterbe found; we also included a limited numbewoifks with

a focus more on psycholinguistics or language attipn theory and which described plurilingual and
pluricultural functions in action. The majority @) of the publications were in French, but we aftstuded
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 seemedal enough
to claim to be genuinely representative.

In order to extract the competence descriptors kvhiere of interest to us from the publications,designed a
grid in the form of a tabilé in which each of the formulations was transcrifgthfully 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 acqdidey a learner. (cf. the first problem we mentioregd
point 4.2 below which began to become evidentiatdtage of our work).

12 The complete list is in the Appendiki§t of resource publicationslt contains 94 references, some of which thewesetefer 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 publicationge- have included both
versions in the list.
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Opposite each of the descriptors we collected -elwhie have called “entries” — we needed to marksee to
indicate their relevance to one or more of 13 aaieg, as shown in the following example:

Formulation of each

identified competence

exactly retranscribed |<:( %
a

Transferir o conhecimento d
lingua materna para a
aprendizagem das linguas
estrangeiras.

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

ATT/
DV
CONF
ANOBS
coM
APPU

X | LANG
cuT
LANG-CULT
SAV

X | savF
SAVE
SAV-
APP

The four categories on the right hand side repredhe broad traditional distinctions found in themmon
European Framework of Reference for Languad@dNG and CULT lets us show whether the entry @mns
languages or culture, while LANG-CULT refers tokinbetween the two. The other categories are more
specific to pluralistic approaches and refer irs thider to attitudes of curiosity, interest, reoegtess towards
languages and cultu(@TT/L&C) or towards diversity as sucATT/DIV), to confidence in one’s own learning
abilities CONP), to analysis-observatiolPAN-OBS, to plurilingual strategies within discourse tethto a
communicative situatiorGOM) or to relying on a competence from one languamdtiire to approach another
language APPUI) (there are further details in an appendix).

At this point these categories were wholly provisilp and they have little resemblance to what waallfy
decided on at the completion of our work on CARAReir only aim was to allow us to make initial autic
groupings of entries dealing with approximatelyifamdomains, 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’ courséseatniversité de Maine).

4.2. Stage two: allocation and processing of the &ies

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

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

15 In grouping them we have taken care to attrilbesource of the “entries”, citing the publicatidiey come from, the type of

pluralistic approach used and the type of leartiespublication is directed at.
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would require a gradual process of harmonisatiovglving 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 thatrees with the SORT function of Word (on the basighe
other categories which had been ticked), each afaertook 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 stepbthe problems raised by the way numerousemntri
were phrased. Without mentioning the formulatiortscly were either incoherent, meaningless or awkiyard
phrased... we will briefly take note of two frequesmdd in a way symmetrical “faults”. Some entries —
notwithstanding the fact that they were presengett@ampetences” by their authors, were in fact faated:

. on the one hand (“upstream” emphasising the fasttrich produce competence) drafted in terms of
what one aims to do during the teaching and legrrprocess (“develop attitudes ...”, “stimulate
curiosity...”, “give value to Ianguages%g)

. on the other hand (“downstream” emphasising whaprisluced by the competence (“coping with
differences...”, “acting positively...”).

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

The result of these new considerations was thaivihte of each of us was directed towards makingugirtgs
with less hierarchy, distinguishing what could dgde defined as “resources” and more or less &ihfrom
what we identified more as micro-competences omes@mpetences, 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 descriptsrof resources and competences

At the end of the second step, the team membems direided into pairs (one pair for knowledge, oaedkills,
one for attitudes). Those responsible for procestie sub-sets in stage two handed over the deswrifhey
proposed, with an attempt to distinguish “resourf@sn “micro-competences”.

This was the basis — comparing what had come oetofi sub-set (which often overlapped) — on whieh t
work of synthesising and choosing required to poedihe lists we have now was carried out. Then® iseed at
this point to give a full description of how we diiis as the principles we worked on are describathapter 5
about the organisation of CARAP. We would just rtbta the pairs frequently found themselves questipthe
decision to allocate some descriptors as “microfzetences” and decided to place them in the lisesdurces.
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 “objedtaasby teachers for a course.
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The features which we considered as definitely dpgiossible formulations of micro-competences (@newof
global competences) were analysed with a view talyce the table of competences (see in this regp&ct
below, and the comments on this table).

To conclude the chapter, we should return to thductive” aspect of the work in order to clarifyyeambiguity
about it. Throughout the process we were well avl@ethe result of each stage was not a faitlefpiaduction
in reduced size (by an objective process of syighes the corpus chosen from the publication reses (a
selection in itself influenced by our own viewsQur preconceived ideas should be considered asande
source for CARAP, which is the result — in a depehent to some degree deliberate — of interactibwd®n the
entries we collected and our pre-conceived notinrtkis domain. Indeed we did not hesitate to aescdptors
if a gap appeared in our overall view of the lists.

This is the reason which led us to decide to workairs in the third stage so that the ideas efals bad could
be confronted with those of another member of gaent This also allowed us to redistribute the raltés be
processed so that the same data was analysed afistdiyn by several people. This gave us extra wauk
enabled us to be less influenced by individual giémthe processing of the material.
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5. Organisation of the framework

5.1. A table and three lists

As we announced in 3.2.2 above, the framework garised around, on the one hand, a table of tHeablo
competences on which our ability to act and reflea pluralistic context is based and, on the oh@nd, the
resources which these competences call upon ~iedvand multiple combinations. This set is dividieib:

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

. threelists of descriptors of resourcesoncerning, respectively, knowledge, skills aniuates.

The table of competences is presented with a coameim the second part of CARA[SIobal competences)
The lists of descriptors are presented with comare in parts C, D and E.

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

5.2. The way the three lists of resources are ordeu

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

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

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

. the skills seem to us to be closer to the moreajldtbmpetences” we have placed in the table dbalo
competences.

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

languages, Positive attitude to languages which lass highly valorised, Can identify loan wordsan be
analysed as f0||OV\%

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

how the lists are organised. We are aware that étlagures 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 thét‘abject” (in different
languages, according to situation, advisedlyas)well as the descriptors where “the object” isexpressed.
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. a “predicate” (either a verb or a noun, see above) which is eitelated to knowledgekfows, is
familiar with), to attitudes fositive attitude towardsrespects, has a critical attitude towards, has
confidence ihor to skills €an identify, can compare, has mastery of, canaigeprofit);

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

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

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

There are more details on this in the commentéoiée found with each list.

5.3.2. Problems encountered with regard to crossadsification

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

Predicate Predicate Predicate
Object Object Object Object Object Object Object Object Object
A B c A B c A B c

This can be illustrated by a (simplified) exampated 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 organisaisos shown above.

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

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

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

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

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

the commentaries on each I]|'st)

This ideal of mutual exclusivity seems quite unaghble for the kinds of predicates we are dealiit,gince
the operations, modes of knowledge, ways of beitig/des which the predicates relate tbgerve, analyse,
know, know that, be disposed tetc.) have only a very limited autonomy from eatt’reég.

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

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

1) that one object and another object are the saneetpbj
2) that an object belongs to a class of objects whale a common characteristic.

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

There are several examples of this in the listscamdmentaries.

5.3.4. Concerning categories related to learning

In each list it seemed helpful to group certaincdetors in a specific category (the categbgnguage and
acquisitionin the knowledge sectiodttitudes to learningn the attitudes sectiohgarning skillsjunder skills.

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

To take a simple example, it is clear tKapwing that languages are governed by rulésch have been placed
in the categorjranguage as a semiotic systatso contributes to developing ability to learnséemed to be
superfluous to include it again in the categoapguage and acquisition/ learning

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

19

D’Hainaut (1977) who studies processes ldmalyse, synthesise, compaesaches the same conclusion; he describes these as
“intellectual approaches” and says in the introthrcto this part of his study (p.114): “the apprioas we are proposing are not [...]
mutually exclusive”.
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The categories related specifically to learningugréhe descriptors whose objects refer to learfliearning
strategies, language acquisitior).rather than to linguistic or cultural featuresiavhose predicates (especially
in the case of skills) refer directly to learningigties (can memorise, can reprodyce

Grouping descriptors which are particularly reldvam learning seemed a helpful way of stressing the
importance of this category. It has, however, adiiantage — albeit minor — of leading us sometitnesse
predicates which already appear in other categoiieghe skills framework, for example, the pretica
“desiring td which is one of the elements of category fofivation to learn languaggsappears, too, in
category 19 in the forr@esiring to improve mastery of the first languadanguage of educatiof19.1.2) and
Desiring to learn other languag€49.1.3).

5.3.5. The specific nature of the resources

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

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

Rather than attempt to create a dichotomy whichlgvba impossible to apply and which would have edet
resources which, while not exclusive to pluralistpproaches, are developed to a considerable degréwem,
we have established a three-point scale, whosegretincluded in the lists for each of the dedori

+++ | The contribution of pluralistig For resources whictone can probably not attain without
approaches igssential pluralistic approaches.
++ The contribution of pluralistic For resources which can be attained without nplstiali
approaches ignportant . approachesyut much less easily
+ The contribution of pluralistiq For resources which can be attained without plstiali
approaches igseful. approaches, but for which the contribution of sapiproaches
seems useful enough to be worth mentioning

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

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

We will treat this issue from two angles: one mdato “quantity”, comparing what the team announasdhe
products we aimed to produce for the ALC projed #re present achievements of CARAP; and a “quiality
aspect, which assesses the validity of what we peoduced.

6.1. Supplementary material and constituent parts fCARAP

In contrast to what was planned at the outset@BEBML second medium-term programme, the presestore
of CARAP:

. is not in a hypertext version (it was planned teehid 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 whigttralistic approach would best develop the relévan
resource;

. does not provide — for certain resources or calegaf 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 amhes;

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

notes on terminology.

It seems the team underestimated the amount oflafevwent work required to develop the central pdrt o
CARAP — the table of competences and the listsave lproduced.

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

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

6.2. The quality of CARAP

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

We think we have achieved a pretty satisfactorelle® “logical” coherence when one takes accounhefgreat
diversity of descriptors, which it seemed relevenkeep from a didactic point of view. But we hawech to
learn from the reactions of potential user-rea@érsut how far this coherence corresponds to thatapeous
expectations of someone who consults a work ofiinid 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 bieegotten”, given the importance of the resource
publications we started out from. We have questabwut the level of detail that we propose, whiclpérhaps
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unequal according to the lists or parts of qusﬁhis will only become clear when we have the tieas of
readers and users of the work. The same thind t®usse, 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 reflectiomdaeadings 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 betteusture, if needed, to the internal organisatibthe lists).

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

20 Cf. on this point the conclusion to point 8l¢bal competencgsvhere we attempt to illustrate the descriptivevpoof CARAP.
Two axes of evaluation are proposed: assessmettieofdescriptive” capacity of CARAP (as a model hbafw it works in a
situation), and assessment of its pedagogic capéast an instrument for action in education). Waldw®ainly with the second
aspect.

29



7. Notes on terminology

The major part of the work on Pluralistic Approagims been done in French, German and Spanistoatitef
English version it was necessary to take some idasi®n how the terms used should be translateck &fe a
few explanatory comments, relating to the way trenéh original has been put into English:

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

Savoir, savoir-faire, savoir étrehave been translated ksowledge, skills, attitudeghe Common European
Framework usesxistential competender the last of these, but we have preferatitudesas the three are seen
as constituent parts of competence, and therefaealdferent 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, condalctes, 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. Ndge
translated this bgtherness

Predicate, object- in the lists of knowledge, skills and attitudbe 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 objedegcribed as eesourcein French, and the term has
been kept in English.
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8. Graphic conventions

oX/yo

°x [y]°

x(lylzl)

{-}

XEL,LL>

..)

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

Can identify cultural specificities / featu%%es

Can °observe/ analyse® linguistic forms and fumﬂzizo

terminological variants considered to be (quasi) egvalent

Can identify [recognise] simple phonetic elemestaipds]

either x, or y, 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 obj2e3ct!)

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

Shows awareness of cultural diversity {table maspleighway codes...}.
explanation of a term

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

all other explanations / additional information (or note)

Make efforts to combat one’s own reservations towavhat 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 peofflespecially when these are linked to
the personal or family history of pupils in thessha

21

22

23

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

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

Can °observe / analyse® °linguistic forms / functd

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

interpretative schema.

24

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

It is important to point out here that we are pntisg) a set of global competences whose developmvent
consider to be especially favoured by using plstigiapproaches, without there being any exclusivitthis
respect.

The set will be presented as a table, precededobgszntation and comments designed to justifyeipthin our
choices, followed by an example intended to illatgt— and verify — the overall conception we haventilated
of the way in which “competences” and “resource®’r@lated.

1. Presentation and comments

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

absolute, objective criteria; our choice is basémlly on pragmatic criteria: the competences mesgéneral
enough to apply to numerous situations and tasksadt so general that they would be empty of atitent. As
we have seen (cf. chapter 3.2.3 of part A — gen@reentation of CARAP) resources and competemcésct

form a continuum, from the most elementary abditie the most general competences. In one wageins to
us that any arrangement of resources can potgnfiiattion, 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-structuréd.
particular we have not included any arrows linkargimplied relationship (or support) between thigedgnt
competences we have included, for that would suggesrongly — that we feel we have mastery of thace
way in which the complex links between them combM& have preferred to produce an open table, about
which our postulate is that the elements it is madeof (the competences) are applied in an origivef in
different situations; we think this can be presdrtiearly simply through the spatial relations fie table (the
proximity with other elements, where they are amltlerizontal and vertical axes) and this way osenging the
relationships graphically seems to provide an adexidegree of flexibility.

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

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

In accordance with what we said, above, any competewhich we phrased with repetition of the elemei
the title (“competence to activate ... in action aafiection”) would be too general to be operatiofdlis title
is the general expression of what is common taafatteristic of all the competences we wish toudelin the
table, and is a generic charactensatlon of all ecbepetences which pluralistic approaches are tapafb
developing in a specific way

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

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

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

C1 and C2 describe in a way two zones of competenore related to personal development, the other t
managing communication — under which can be growaeitbus competences of a lower order of generality
which we call “micro-competences”. However difficut is to establish a dividing line between micro-
competences and “compound” resources (cf. part2A3Bthe core of the issue is to understand thereaf the
fundamental link we want to establish in FRAPALGvieen these two aspects: on one haitdiatedglobal
competences (including micro-competences), linkeetal situations, on the other the lists of resesithey can
activate in these situations (cf. part A3.2.1).

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

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

25 According to the conclusions reached at the lméggnof chapter 3.2 of Part A of the General Prestion of CARAP, competences
consist of both activation of resources (here 'fimé#’ resources — cf. chapter 3.1 of the Presamtatand the possession of the
resources themselves. To simplify the formulatianhave kept to “activation” since one can only g what one has available
(“that one possesses”).

26

The first aspect can be described as “trans-stigl / “trans-cultural”, the second as “inter4juistic” / “inter-cultural” (see p. 9).

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

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

competences — resources. We will not systematigalpeat the fact that all the competences are tseke in “a context of
otherness”: it is on this that their relevance spelcificity in the framework of pluralistic apprdees is based.
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(cf. 4.1.1.1 Accepts that other languages can dmgarthe construction of meaning on different
phonological distinctions than one’s own Iangué%e)

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

a competence in mediationwhich is the foundation for establishing relasbips between languages,
between cultures and between people;

acompetence of adaptabilitf}o, which calls on all the resources one has to ‘@qughnt what is unfamiliar,
different”.

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

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

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

the competences we have chosen are not necesgadific to pluralistic approaches: the competasfce
negotiation, for example, in its general meanisgegually relevant in situations within one cultore
language and can perfectly well be developed in plaralistic approaches, even outside the field of
language learning (management training etc.), btdractive situations where linguistic and cultural
“differences” require special attention and plistti approaches preparing learners to cope with suc
situations need to pay special attention to them.

The zone of constructing and broadening a plurajuiistic 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-cultural / inter-language experiencesvhether they
are positive, problematic or frankly negative;

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

An intermediate zone

Finally there are (micro-)competences which fiadg into the two zones:

a competence of decentringwhich 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

30

31

As we pointed out, the fact that each of the (mjcompetences can — according to the task /tguan which it is activated —
require resources from skills, knowledge and atésulis really at the heart of our concept of a &afireference. However we will
illustrate this later with a more fully developexhenple.

The first three competences are close to whaegmwople 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 incladleétie cognitive competences which make up leariirgeneral.
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. a competence in making sense of unfamiliar linguisti@nd/or cultural features, refusing to accept
(communicative or learning) failure, using all tresources available, especially those based on inte
comprehensioncf. in the skills5.1 Can exploit similarities between languages atrategy for linguistic
understanding / productign

. acompetence of distancingvhich, based on a range of resources, allowgiaatrapproach to situations,
keeping control, and avoids being completely immeris the immediate interaction or learning acjivit

. acompetence in critical analysis of the (communicate and/or learning) activities one is involved in
(close to what is sometimes calleritical awarenesgwhich puts the focus on the resources applieat 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 nntéarminology) which can be applied to both skill
(recognise) and attitudes (accézpt)

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

The table does not necessarily, however, make lany to comprehensiveness, because, among ottsn®a
there are issues of hierarchy and because of thinaam mentioned above. In fact, as we carriedtbat
analysis we found other features which could akseeHaid a claim to the status of competence! Ehike case
of the descriptors (competence in) communicatixghanging ideas, questioning about language, @ukmd
communication and (competence in) seeing thingsnelative way or (competence) of empathy, etspite of
this we did not include them as competences, ksitgs resources (cf. the respective lists) eiteenlse they
seemed to be relevant to only one of our fieldsp@hy, for example, comes under attitudes) or bexduey
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 tareguage (French), is allowable here, since thesepetences have as a feature to

use resources coming from several different lists.
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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 ahetween cultures.

C1: Competence in managing linguistic and culturacommunication in a

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. Competemeeplying
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. Competeneelaptability

‘ C3. Competence of decentring

C4. Competence in making sense of unfamiliamdisigc 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" ahérotess
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2. An illustration

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

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

This means that the shape of a competence is egaetly the same but varies according to the coirex
which it is activated. It is only when the task f@me) and the situation (who is involved, the eatjt
are defined that the competence can reach itsfmeafs. Or, to put it more precisely, that a subject can
activate one or more of the competences availalién at different levels. The subject will therigate

the competence(s) in a form, which, in additioth® kind of task and context, is going to dependhen
manner (in nature and quantity) he possesses itims fof the competence - never totally definable.

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

So illustrating our concept is a challenge; it tuastion of — by means of the simplification menéd in
the precedent note — imagining the kind of situmtib tasks for which a given competence is relevant
then describing more fully some examples of thes&st 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 thempetence of adaptability which consists, as we have seen, in approaching
what is other, strange, different. We have stredlsatia competence of this kind is especially nesrgs

in a “context of otherness”, when differences anmediately evident: differences of language, imfzéa

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

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

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 deliberatelteractive, even ethno-methodological, things becewen more complex

since situations and tasks are also the objechtefactive construction and therefore likely to roedified during the

achievement of the task! The definition of “compete for language” as defined recently by M. Matthiaya view similar

to that of Bulea & Bronckart (2005), expresses itiesa well: “Competence for language is shown amlgelation to a task
in a specific situation. It is intelligent energyhieh enables an individual to combine resourcesgdistic and non-

linguistic) with those available in the situationdathose of other people to complete a task (cersé\parallel tasks). The
actions they carry out to complete the task countelto how the task is defined and to the situatiowhich they act.”

(forthcoming). It is therefore out of a concern mplification that we continue as if the defipits of situation and task
were clear and stable.

34 This is particularly striking when the notiontised for assessment and / or recruitment in a gsiafeal 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 xemics (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 amdict, influence each other:
a) show can we describe the adaptation we havernetagn terms of resources?
b) is competence an adequate word to use for #oiaptation”?

The third question concerns the context of our &areference:
c) are there features in our list of resources Wwhimrrespond to the description in a)?

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

. in the interactive situation described “adapting8qupposes being able to recognise problematic
behaviour (the position of the interlocutor in thechange) and to identify / interpret this as a
cultural difference (and not as anything ill-infened or anything of that kind) (a skill);

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

" the adaptation also supposes certain attitudeshwdliow 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 replfsez meta-communication about the
“problem”, asking the interlocutor to change hikdeaour, adapting one’s own, etc.

b) As it needs to use such a set of resourcespiatihbly others, too) adaptability lookerefore as if it
is indeed a competencécf. Part A, 3.2.1) characterised by a degree aiptexity (including the ability
to choose resources which correspond to the sinjatby a social function (ensuring that the intgéom

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

36

This raises another feature of competences whigkes it impossible to develop a closed, complédbte: when one is
faced with a problem, there are usually severalswafyreacting to what is happening: for examples oan adapt one ‘s
own behaviour, or explain the problem etc. Thedtedinces in the response themselves act to reddiim situation in a
process of co-construction which only ends wheretkehange is closed!
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takes places as harmoniously as possible “in gfité¢he differences of norms and behaviour, which
“threaten” this harmony). It is a competence whishmanifested in the category of situations “in
interaction between participants from differentgaages / cultures”.

c¢) Here we will verify whether the lists of resoesccontain the ones we have seen in a) as beingedq

to activate the competence of adaptability in theation we have described. First comes a liselg#fvant
resources we have included and comments on anyiight be missing.
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Skill

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

This resource is necessary to recognise that tisege problem (we have phrased thisidsntify
problematic behaviogr The analysis / interpretation is based on:

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

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

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

3.1 Is familiar with and can apply processes of compasion.

++

3.1.1. Can establish links with different degrees of agpration.

+H+

3.0 Can compare different cultures of communication.

+++

3.92.1. Can compare one’s own linguistic behaviour witt tifespeakers of other languages.
+H+

39292 Can compare the non-verbal communication of otivéisone’s own.
+H+

1.3.1.1. Can identify one’s own cultural characteristics.

To identify the problem:

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

2.6.3 Can °identify [recognise]® communicative g#idns engendered by cultural differences.

But there are also “skills™related resources emgtbin the part of the competence which seeks
“solutions” to the problem:

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

Knowledge

The three parts of our framework show the placdradwledge in skills: the operations of analysis,
comparison etc. are based on general cognitiveabpes on the one hand and on skills on the other
hand. Here are some examples:

111 Knows that cultural differences exist.

+++

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

+++ language related /, cultural).

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

++ communication / interaction®.

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

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

+++

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

++ references.

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

++ generally implicit.

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

++ non-verbal communication

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

+++

9.4.2 Knows that the way other people interpret our cehduay differ from one’s own

+++ interpretation.

Some areas of knowledge are also activated to pobl#tems.

6.12
++

Is familiar with strategies to solve intercultural problems.
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Attitudes
Numerous attitudes also have to come into playy Toen a kind of attitudinal background which makes
it possible to act in a context of otherness amdagplication of the knowledge and skills. It isch&o

establish a precise list, but here are some example

... to be able to start:

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

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

+

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

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

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

7.34 Being ready to feel threats to one’s identity felfone’s individuality removed].

+

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

++

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

+

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

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

1.11 Paying attention to verbal / non-verbal signalsammunication.
+
1.2 Paying attention to manifestations of culture.
+
2211 Being receptive to the diversity of different phboesystems {accented forms,
++ graphic forms, syntactic organisation).
<idem for cultures: table manners, highway code§7et

12.2 Readiness to suspend judgment about one’s own anther cultures®.
+++

37 Proxemic behaviour is of course part of “etc.”.
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41.1.3 Accept different kinds of cultural behaviour (/talshanners / rites / ...).

+

12.5 Being ready to oppose / go beyond one’s own pregsdi

++

4.1 Conquer the resistance / reservations one hasdewarat is different <valid for langua
+ and culture>.

6.1 Respect for differences and diversity (in a muitiric environment) < valid for langua
+ and culture >.

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

9.6.2 Determination to try to understand differences amduct / values / attitudes
++ members of a culture which receives you.

10.4 Having a critical attitude towards the values /msiof others.

+

13.1 Willingness to distance oneself from one’s own wnalk perspective and watchful of t
+ effects that it can have on one’s perception ofifearations of cultures / being prepare

ge

je

of

he
to

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

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

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

14.1 Willingness to adapt / to be flexible in one’s obehaviour in interaction with people w

+ are linguistically / culturally different.

14.2.2 Willingness to adapt one’s own behaviour on thdasbaswhat one knows / lear

+ about communication in the host culture.

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

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

NS

it

N/
ct /
nd

13.2 Accepting to suspend (perhaps temporarily) or testjon one’s habits (verbal and othe

++ conduct / values... and to adopt (even provisioretig in a reversible way) other condu
attitudes / values than those which up to that tpbad constituted one’s linguistic a
cultural “identity”.

9.4.2 Willingness to put into words / discuss the way ompresents certain linguist

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

Cc
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Note, in passing, that once it has been appliedlctimpetence of adaptability can lead one further —
new learning, to increased curiosity:

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

What conclusions can be drawn from this presentatfo

We can conclude that:

1. Overall the model of “competences” and “resosifage 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 di@ituthe 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 situationsndwad 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, botheaketvel of generic descriptors and more specific
ones. Even if one sometimes has an impressiorittatescriptors are in some cases too broad, in
others to narrow.

So, overall, we think we are on the right trackereif there is still a lot of work to be done tmg@uce a
fully operational framework.

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

1. List

A. Lang

of descriptors of resources

ue and communication

Al Language as semiological system

1. Knows some of the principles of how languages work

++

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

+++

1.2. Understands some basic semiological concepts

++

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

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

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

shared conventions).

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

++

1.2.3.1. Knows that “grammatical gender” and “sexual gen@deg not the same things.

++

1.3. Knows that languages are based on rules

++

1.3.1. ++ Knows that these rules can be intentipitmbken

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

++ variations of its linguistic system

1.5. Is familiar with the concepts and the techniques wikch, at different levels of analysis, permit

+ understanding of the way languages work

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

++

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

++

1.6. Understands that there are differences betwedhe ways in which written and spoken language
work

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

education)
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A.2 Language and society

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

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

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

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

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

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

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

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

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

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

++

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

2.5.3. Is aware of one’s own linguistic identity

++

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

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

n

v

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

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

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

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

++ two dimensions.

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

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

3.3. Has knowledge of one’s own communicative repertoire

++

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

++

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

++ cultural context of communication

3.4. Knows that interaction is conditioned by culture am identity

+++

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

++ cultural aspects

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

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

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

++

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

++

3.6.1. Is aware of some of the aspects of formal and drim&l linguistic knowledge < acquired

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

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

++ available and that others have the same kindsa¥letdge

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

+++ plurilingual and pluricultural competence

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

++ language and culture and that of the other persos / her interlocutor and for this reason

has potential / a position of power at least etmué#hat of a native speaker interlocutor

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

+

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

++

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

++
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A.4 Development of languages

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

+++

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

+++

4.2 Knows the names and the composition of some groupérelated languages

+++

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

++

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

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

++

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

s,

=3
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A.5 Multiplicity, diversity, Multilingualism and pl urilingualism

5, Possesses knowledge about linguistic diversity /ntilihgualism and plurilingualism

+++

5.1 Knows that there are very many different language# the world

+++

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

5.3. Knows that there are many different kinds of script

+++

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

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

+++

5.6. Knows that sociolinguistic situations can be compie

+++

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

5.6.1.1. Knows that language borders and national bordersatrthe same thing

+++

5.6.1.2. Knows that a language and a country should nobb&used

+++

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

n

6. Knows that there are similarities and differences btween languages

+++

6.1. Knows that each language has its own system

++

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

+++

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

+++

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

++ determined

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

++ different way of dividing up reality

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

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

+++ one

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

++

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

+++

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

+++

6.4.2 Knows that different languages have different repers of phonemes

+++

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

+++ which distinguish words from each other

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

+++ accentuation / intonation)

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

++

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

++

6.5.2. Knows that a word from the lexis of one language e@respond to two or more words

++ another one

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

++ others

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

++

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

+++

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

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

+++

6.8. Knows that different systems of script function indifferent ways

+++

6.8.1. Knows that there different kinds of writing

++

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

++

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

++ another language

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

+++ language

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

++ systems from one language to another

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

++ expressed in different languages

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

++

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

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

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

+++ related / cultural)

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

++ communication /interaction

6.11.1. Knows that problems in communication dueuitural differences can manifest themsel
as culture shock / culture fatigue

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

++

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

++ language of education and other languages

re

D

ves

~
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A.7 Language and °acquisition / learning®

t

7. Knows how one acquires / learns a language

7.1. Knows how one learns to speak

++

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

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

7.4. Knows that cultural aspects influence how one leama language

++

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

+++

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

++

7.6.1. Knows that one can use learning strategies

++

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

++
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B. Culture

B.1 Culture and social practices

8. Knows the role of culture in social practices

++

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

++

8.1.1. Is familiar with some social practices / customslifferent cultures

+++

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

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

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

+++

8.2.1. Knows that certain of these norms are taboos

+++

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

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

8.2.4. Knows that norms (taboos) specific to cultures mpdesonal decision taking difficult in
+++ contexts of cultural diversity
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B.2 Culture and social representations

9. Knows that one’s perception / world view / thoughtsare structured by culture ©

+++

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

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

9.2.1. Is familiar with some interpretative schemata ietatto certain cultures with regard [to
+++ knowledge of the world {numbering, measurementsyswa telling the time etc.)

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

+++

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

+++

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

++

9.3.1.2. Is aware of misunderstandings caused by cultuffardnces

++

9.3.1.3. Knows that cultural prejudices exist

++

9.4. Knows that one perceives one’s own culture differdly from the way one perceives othe
+ cultures

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

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

9.4.3. Is aware that one’s own cultural customs can lerpnéted as stereotypes by other people
+++
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B.3 Cultural references

10. Has knowledge concerning different cultures

++

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

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

10.1.1. Possesses knowledge related to cultures whictharsutbject of school courses / other learhers

+++ in the class / the immediate environment °

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

+

10.1.1.2. Is aware of characteristic aspects of some otHausres

+++

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

++ practices...}

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

++ other cultures
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B.4. Cultural diversity

11. Is aware of different aspects of cultural diversity

+++

11.1. Knows that cultural differences exist

+++

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

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

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

11.2. Knows that cultures are not closed universes, butam exchange / share aspects with other
+++ cultures

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

+++

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

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

11.2.2. Knows that cultures can influence each other

+++

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

+++

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

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

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

++

11.4.1. Understands the role of institutions and politicgultural development

++

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

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

+++
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B.5 Culture and identity

O

12. Knows that a person’s identity is formed, in part,by references to the culture(s) s/he belongs t¢
+++

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

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

+++

12.2.1. Knows that European identity is formed by the samiiles and differences among different
+++ European cultures

12.3. Knows that one can have multiple identities

+++

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

+++

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

1. Organisation

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

1.1. Language and culture - a justifiable dichotomy

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

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

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

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

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

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

section of general competences for “declarativenkedge” which is to be understood as “knowledgeiogting in social
experience (empirical knowledge) or from more forfearning (academic knowledge)” (page 16 — cf.-108 for more
details).
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1.2. Predicate and objects

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

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

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

a) knows that (knows that something existf{nows that communicative interaction is conditioned
by culture and identity

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

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

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

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

object .

In contrast to the lists of skills and of attitudé®e knowledge lists have not been organised diowpto
predicates at the first level. This is partly dodhe absence of variety, but also because an isegem
whose main principle would have been the triptybbve@ would have led to artificial separation of the
“knows that”, the “knows how” and the “is familiawith examples” relating to the same fields of
knowledge.

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

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

knowledge on processes and relationships (b).

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

1) we have not found the entries from the resoprd#ications indicating the three kinds of predica) we have not felt a
need — given the pedagogic aims of the framewdikaed descriptors in order to complete the triptyc
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1.3. Concerning “objects”: problems of cross-clasfcation

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

: : . .| .
which we considered an essential feature of thejamsation, posed unavoidable problems of cross-

classification. The two axes, which each led udet@rmine categories, are the following:

categorisation regarding thievels of linguistic analysis (for the section language and
communication)including semiology, pragmatics etc. which requinesl — even though we
restricted ourselves to a small nhumber of major-setb — to distinguish categories such as:
Language as a semiological system, Language andiet$ocVerbal and non-verbal
communicatiopor with regard taultural domains, like social practices or cultural references;
categorisation through relevant features which aaredescribe agransversal’, to the degre¢o
which they can be applied to all the levels of gsial which result from the preceding axis:
Evolution of languagesPlurality and diversity Similarities and differencesand in a slightly
different registerAcquisition and learningin the sectionLanguage and Communicaticend
Culture and identityn the Culture section.

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

41

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 acitie to: it is forced upon us by the specificsiwe seek to achieve; the
development of an organised list of descriptorgramluce a Framework.
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2. The list of descriptors
2.1. The section “Language and communication”
2.1.1. The meta-linguistic nature of the descripsancluded

The elements of knowledge presented as resourcié®ilist correspond in the main to explicit meta-
linguistic knowledge. They are declarative, thabisay, they relate to facts, to data, to phenamenif
they relate to language, languages or communigagtimeedural. They aithe result of observationand

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

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

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

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

2.1.2. Linguistic and non-linguistic objects

Some descriptors describe objects that are onlyaphgrlinguistic, for example the knowledge reldte
mainly to history and geography mentioned in p@r@Is aware of historical and geographical facts
which have influenced / influence the appearancdemelopment of certain languagd@sey have been
included to illustrate the fact that the impactpbiralistic approaches is especially significanthese
domains because of the transversal nature of thati@s linked to observation of languages.

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

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

A.7 Languages and acquisition / learning

In order to avoid repetition due to cross-clasatfin we did not place descriptors too closelydithko
the transversal categories A.4 to A.7 in sectioristd A.4. W hen it was necessary to take accauttie
transversal categories of descriptors which coldd bave been included in categories A.1 and A, w
regrouped them in sub-sets corresponding to A& 3pand in the same order.

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

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

Language as a semiological system

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

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

it easier to learn basic linguistic concepts.

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

42 Our major categoritanguage and Society made tenable — apart from considerations ta&ougpunt of language use in a

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

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

Plurality, diversity, multilingualism and plurilingialism

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

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

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

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

2.2. The section “Culture”

2.2.1. Characteristics of the objects included

In the section on culture we have proposed twoskfdknowledge:

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

b) culture as mental attitudes (ways of thinkiofgfeeling, etc.) which are acceptable in a comityni
when these are social attitudes not strictly irdlial. As theCommon European Framework of
Reference for Languagesays clearly, one’s world view and language deveto@ mutual
relationship and efficient communication dependshencongruence between these two aspkxts:
familiar with some interpretative schemata relattogcertain cultures with regard to knowledge of
the world {numbering, measurements, ways of tetlimgtime etc.)
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2.2.2. The names of the categories

As we explained in relation to cross-classificatfofi 1.3) our “culture” categories are also ddseuli on
two axes. We decided to distribute the categotEmiming from the two axes in two successive suki-set
first cultural domains (B.1 to B.3), then the tregrsal categories (B.4 and B.5):

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

Culture and social practices

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

The categoryulture and social representatior@esents resourceghich are directly related to different
ways of thinking and to interpretative schematafdct, our view of the world and language (as the
Common European Framework of Referepomts out) develop in a way which is closely ihténed,
beginning in infancy and enriched by education argderience in adolescence and during adult life.
Communication depends on congruence between the waywhich interlocutors categorise their
experience of reality and the language they usxpoess this. This difficulty is compounded whersit
guestion of everyday schemata and stereotypes,hwiiien cause misunderstandings and a large
proportion of communication problems in plurilingéaluricultural situations.

Cultural references

This next category on the field of culture explaarsd illustrates aspects of the previous category i
practice, also referred to in t@®mmon European Framework of Refererites knowledge or image of
the real world includes knowledge of places, infitihs and organisations, of people, objects, fdits,

for example, daily life, living conditions, inteepsonal relations, values, social beliefs and cost@nd
ritual behaviour); it also includes the classifioatof things (concrete, abstract, animate, inatenesc.),
properties of things and how they are related (spece, associated, analytical, logical, casual etn

all these, as in other forms of culture-relatedvidedge, language has a very important role. Knogéed
of the world includes knowledge of society and théture(s) of language communities and it is
frequently distorted by stereotypes.
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It is also true that some items of knowledge, likese in 2.8s aware of historical and geographical
facts which have influenced / influence the appeegaor development of certain languageaye their
source in the transversal element of pluralistipragches, especially with regard to observation of
languages. Pluralistic approaches enable one 1o @aiess to features of the development and the
dynamism of languages, and to the knowledge obtdstl and geographical factors linked to different
cultures. This justifies their presence among itguistic descriptors in spite of their culturapast.

Cultural diversity

This transversatategory is closely linked t8imilarities and differenceshich we included ianguage

it is organised from the point of view of the resmas which are the basis of the three previougoatss.

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

Culture and identity

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

is a reality with a basically social dimension kkd to culture and to the way one views oneselbas
where one belongs in society and within a cult@men that identity is constructed in interactidn,
includes aspects which are directly related toith@ge an individual has of the language or langsiage
s/lhe speaks, and for this reason we have incluééetences to identity underanguage and
communication
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3. Terminology

In contrast to the two other lists, we have ndtdely need — in the section on knowledge — to delany
special notes on terminology. This is due in pathe limited variety of predicates and to the faet our
terminology corresponds closely to that of the CEER for linguistic resources5.2 Communicative
language competencesghd in relation to cultur$.1.1 Knowledge).
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D — The attitudes

1. List of descriptors of resources

Key to signs

C: real “object”
G: general “object”

A: abstract “object”

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

1 Attention

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

to the linguistic / cultural / human diversity af@s environment <G>,
to language in general <G>,

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

1.1. Attention to language (to semiotic features) inggah<valid for cultures and people, tog>
+

1.1.1. Attention to verbal and non-verbal signals in comioation

+

1.1.2. Attention to [paying attention to] formal aspects language and languages /
+ viewing language as an object for reflection

1.2. Attention to manifestations of culture

+
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2 Sensitivity °°to the existence of other languages, people® Q) to the diversity of languages,
cultures, people (A)°°.

2.1. Sensitivity to one’s own language and other langaagyalid for language and culture>.

+

2.2. Sensitivity to linguistic / cultural differences®.

++

2.2.1. Being sensitive to different aspects of languagéclwhvary from language to

+ language < valid for language and culture >.

2.2.1.1. Being sensitive to the diversity of sound systemdainguages {accented

—+ forms, graphic forms, syntactic organisation etc.}
<idem for culture: table manners, highway codes>et

2.2.2. Being sensitive to (local / regional / social / agkted) variants of the same

+ language (dialect), < valid for language and celter

2.2.3. Being sensitive to the features of otherness ianguage (for example words |in

++ French borrowed from other languages) < valid dmguage and culture >.

2.3. Sensitivity to linguistic / cultural similarities®.

+

2.4, Being sensitive to <both> differences and similesitmong different languages <valid ffor

+ language and culture>

2.4.1.1. Being sensitive to (both) the great diversity of thays used to greet people

++ and to initiate communication, and to the similastin the universal need {to
greet others and to communicate with them

2.5. Sensitivity to plurilingualism and to pluricultuiigl of near and far-away environments

+

2.5.1. Being sensitive [aware 4031 the linguistic diversity of society

+

2.5.2. Being sensitive to [aware of] the linguistic / cutl diversity of school classes

++

2.5.2.1. Being sensitive to the diversity of languages pregea school class (when

++ these are related to one’s own linguistic knowlgédgelid for language and
culture >

2.6. Sensitivity to the relativity of linguistic / cultal usage®

++
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3 Curiosity / Interest

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

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

about linguistic / cultural / human diversity °dgeneral [as such] (A)
3.1. Curiosity about multilingual / multicultural envinments®
+
3.2 Curiosity about discovering how languages work ie’s own / others) <valid fg
+ languages and cultures>
3.2.1. Being curious about (and wanting to understand)sihglarities and difference
++ between one’s own culture and the target cultuadigor languages and cultures
3.3. Interest in discovering other perspectives on prttation of familiar and unfamiligr
+ phenomena both in one’s own and in other cultunescaltural practices
3.4. Interest in why things are happening in the wayytbe in cross-cultural interactio
+ <valid for languages and cultures>

NS

71



4 Positive acceptancef °°linguistic / cultural diversity °° (C + G) /f@thers (C + G) / of what is
different (A)°°

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

+ languages and cultures>

41.1.1. To accept that other languages may organise th&treation of meaning by

++ using phonological distinctions / syntactic struetudifferent from those of
one’s own language

4.1.1.2. To accept the fact that signs and typographicalvewotions {inverted

+ commas, accents, “f3” in German} differ from thosed in the language of
education

4.1.1.3. To accept different kinds of cultural behaviouakle manners,/ rituals etc|. /

+ ...)

4.1.2. To tolerate and accept other modes of interpretirants etc.

+

4.1.3. To have a positive attitude to the institutions aradlitions of other cultures and

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

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

++ position each one has in daily life

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

++ cultures in a school

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

++ <valid for language and culture>

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

+

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

+ because of this, one cannot grasp everything)

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

+ identities as a positive feature of groups andetims
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5 Receptiveness to diversityifi the languages / people / cultures® of the w(@y/ to diversity as
such [to difference in oneself] [to otherness] (A)°

5.1. Empathy [receptiveness] towards otherness (empathards otherness / willingness (..)
+ to extend a sense of empathy)

5.2. Receptiveness towards people with other languagestheir languages)

+

5.3. Receptiveness to languages / cultures®

+

5.3.1. Receptiveness towards undervalued languages /resilfminority languages |/

+ cultures, languages / cultures of migrants

5.3.2. Receptiveness toward foreign languages / cultargght at school

+

5.3.3. Receptiveness to what is unfamiliar

+ <valid for language and culture>

5.3.3.1. To be open to (and anticipate resistance) to wéeins incomprehensible and
++ different <valid for language and culture>

5.3.3.2. To be ready to listen to and to use sequencesunidseven if the meaning fis
+ not understood
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6 °Respect / Esteem®
for “foreign” / “different” languages / culturegpkople (C)
for the linguistic / cultural human diversity aralione (C)
for linguistic / cultural / human diversity in ité§in general] (A)
6.1. To respect differences and diversity (in a mulirét environment) <valid for language and
+ culture>
6.2. To have esteem for language / varieties of language
+
6.3. To give value to [appreciate] linguistic / cultucalntacts®
+
6.3.1. To consider that words borrowed from other langeag@ich a language <valid for
+ language and culture>
6.4. To have esteem for [give value to] bilingualism
+
6.5. To consider that all languages have equal worth
+
6.6. To respect human dignity and equality of humantsdhs the democratic basis for sogial
+ interaction)
6.6.1. To have esteem for [give value to] each individeidhguage and culture
+
6.6.2. To consider each language / culture to be a mehhsrman development, social
+ inclusion and a basis for exercising citizenship
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A.2. Readiness / Motivation / Willingness / Desire be involved in action related to languages and
linguistic and cultural diversity

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

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

+

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

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

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

+

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

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

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

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

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

+

7.4. Readiness to share linguistic / cultural knowledié others

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

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

8.2.1. Motivation to observe and analyse unfamiliar feegusf languages

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

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

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

++ out deliberately to develop plurilingual / pluritwdal socialisation®

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

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

9.4. Willingness to build a language-related culturersthy based on living knowledge pf

+ languages and language

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

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

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

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

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

++

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

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

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

+ make contact with others

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

+ them, not seeking the company of compatriots>

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

++ members of the host culture

9.6.3. Willingness to establish relationships of equality plurilingual / pluricultura

++ interaction

9.6.3.1. Having positive attitudes toward assisting indidtiu from a different

+ language / culture

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

+ culture / language

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

+ and conduct <ethically, in terms of responsibility>

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

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

Attitudes / conduct looking to question — perhaps @ beyond — preconceived ideas, to develop

soundly based knowledge, to assess opinions anduglsystems from a relative point of view by
activating psycho-social processes such as suspah@l@lgment, distancing and decentring.

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

r

=

in

10.1. Being willing to ask questions about languagedtuoes

+

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

++ usefulness as objects “open to question”

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

++ sentences / texts} as objects of analysis andctéfte

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

++ as open to question

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

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

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

+

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

++ one’s own environment

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

++ one’s own community / about their community

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

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

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

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

11.2. Willingness to take account of complexity/ avoidhgelisations

++

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

++ plurilingualism

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

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

11.4. Willingness to gain awareness of global problems

++

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

+ be

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

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

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

+++ perspective < valid for language and culture>

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

+++

12.3. Willingness to combat [/deconstruct] prejudice todgaother languages and those V

++ speak them

12.4.1. Being ready to get rid of prejudices concerningariily languages

+++

12.5. Being ready to confront one’s own prejudices

++

12.5.1. Being aware of own negative reactions to differeneeross languages and culty

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

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

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

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

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

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

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

+++ culture of the school®

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

+

13.3. Readiness to go beyond the schemata formed inorel&t one’s mother tongue to be ab

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

13.4. Readiness to reflect on the differences among kgegiand on the relative nature of or

++ own linguistic system <valid for language and cdtu

13.4.1. Readiness to distance oneself when interpretingdbsimilarities

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

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

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

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

+

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

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

14.3. Flexibility in the approach (behaviour / attitudésYoreign languages

++

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

14.5. Having tolerance for ambiguity

++
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15 Having confidence in oneself / feeling comfortablés)

15.1. Feeling capable of coping with the complexity / tHiwersity of different contexts/
++ interlocutors®

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

+

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

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

15.3.2. Having confidence in one’s own linguistic abilitiemined through study ar
+ learning
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16 Feelings of familiarity (C)

16.1. Having feelings of familiarity linked to similardgs / proximity between language
++ cultures®

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

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

+++
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A.5. Identity

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

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

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

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

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

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

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

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

+ linguistic community (which may be plural)

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

+

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

++

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

++ identities

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

+ undervalued languages) <valid for languages artdre

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

+ culture(s) can lead to cultural alienation and ingrshment
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A.6. Attitudes towards learning

18 | Sensitivity to experiencgC)

18.1. Being sensitive to the range / value / interestma’'s own linguistic / cultural competence
+

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

18.3. Being ready to learn from mistakes

+

18.4. Having confidence in one’s ability to learn langesid in one’s ability to extend the ran
+ of one’s linguistic competence
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19 Moativation for learning languages (language of eduwation, foreign languages etc.{C, G)
19.1. Positive attitude to language learning (and to epessof these languages)

++

19.1.1. Interest in learning the language / languages @fstthool <for pupils with othg
+ languages>

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

+

19.1.3. Desire to learn other languages

++

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

+++

19.1.5. Interest in learning languages little taught incsth

+++

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

++

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

19.4. Readiness for lifelong language learning

+
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20 |Attitudes directed towards forming informed and relevant approaches to learning

languages(A, C)

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

20.2. Interest in identifying one’s own preferred leagstyle / techniques of effective learning
+

20.2.1. Finding out about suitable / specific comprehensitrategies to cope with an
++ unfamiliar linguistic code T
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2. Commentary
2.0. Introduction

As the Common European Framework of Reference &orglages points out: “The communicative
activity of users / learners is affected not onjytheir knowledge, understanding and skills, bebdy
selfhood factors connected with their individuatgumalities, characterised by the attitudes, mtiting,
values, beliefs, cognitive styles and personalifjes which contribute to their personal identitgut,
above all, as the CEFR goes on to say, theseu@tt and personal factors greatly affect not dméy t
language users’/learners’ roles in communicatiye, dwt also their ability to learn”; as a conseteeof
this, “the development of an ‘inter-cultural perality’ involving both attitudes and awareness isrsby
many as an important educational goal in its owhtfi(Common European Framework of Reference for
Languages: learning, teaching, assessmen1,05-106).

The set of descriptors of competences that we pes@uced — and thus this list of resources — needs
therefore to take account of what nowadays is deduunder the term “savoir-étre” / “existential
competence” in the CEFR, “attitudes” in our li&iee the notes on terminology). However, when vee us
this term, we do not include exactly the same thimgthe CEFR does. The CEFR does, as we do, enclud
attitudes,aspects ofotivation, valueandpersonality trait{for example: silent / talkative, enterprising /
shy, optimistic / pessimistic, introvert / extrayeself-assured / lacking self-assurance, opennessow-
mindedness, but also things which we place in #tegory of competencesognitive styles, intelligence

as a pers4£9na|ity trait, insofar as this can be idensd as distinct) of the category of knowledge
(beliefs...) .

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

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

acquisition”, etc.

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

45
These, therefore, are resourcedescribing different features — public, rationaldeachable — of the
attitudes we have collected in our part of the frework.

44 There can be discussion of the nature and stdtbsliefs within the huge domain of “knowledgetytht seemed to us to

belong here rather than in that of attitudes.

45 The resources may be simple or compound, as xpaired in the general presentation of CARAP (tbap.2.3).
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2.1. Organisation

2.1.1. Predicates and objects
As in the other domains (Cf. General presentatiBnl}the set of resources in this part of the &aork

are based on predicates, which describe here “ofapeing” of subjects — and which can be applied to
objects of different kinds.

2.1.1.1. Categories and sub-categories

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

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

We will use the term organisation of categoriestli@r predicates, and organisation in sub-categéoies
the objects. However, it must be admitted that evitile organisation of predicate categories has been
done as methodically and rigorously as possibles, iy much less the case for the sub-categories —
especially because (a) systematic reference thealbbjects to which the predicates could applyld/te

both tiresome and redund4a7Mnd (b) the diversity of the objects to which edicate could apply is large
and could seem a little random. We will returnhis subject ¢f. infra, 2.1.3).

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

46 See also the chapter presenting the skills.

47 Because of, among other things, the number afsectassificationsCf. General Presentation, 5.2.
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already included as predicates in a category offraumework ¢f. General presentation, 5.4: concerning
categories related to learning).

2.1.2. Concerning categories (the “predicates”)

The predicates of this section of the frameworkmréd “ways of being” of subjects. They are expedss
either as nouns / nominal groupelsitivity to, readiness to engagg an as verb groupbé sensitive to,
respect, be ready Yawith the selected form according to how we carstnpwecisely and unequivocally
express the meaning we want... In most cases thenab expressions could be paraphrased — more
awkwardly — as verb groups using “being able tol\Ap{sensitivity to — being able to apply sensitivity
to).

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

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

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

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

In fact, the relationship between the predicatemotbe described in a rigorously logical way, tiep
reasons: the nature of the objects they are apphiaédfiuences the nature of the predicatemnéitivity
towards one’s own languagx. descriptor 2.1.) and describes a feeling wichot necessarily implied

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

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

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

So in our framework we have identified categoriesof predicates, which are divided into 6 major sets
(A1 to A6). In the following commentary we pres¢he 6 sets and when it seems relevant make more
specific comments on the order of the predicatdb@predicates themselves.

-A.L

The resources of the first “domain” are based ditudtnal predicates which describe how subjects ar
“directed towards the world”, the world of otheraesf diversity. In other words they are composéd o
attitudes to linguistic and cultural diversity atwlthe ways this can be grasped, at different teeél
abstraction. The predicates of this group are a@sgdnaccording to a progression of attitudes oxig a
from “less involved” fargeted attentionto “more involved” §iving value tJ.

This set groups 6 predicates:

1. Awareness / attentiveness

towards languages / cultures / “foreign” peoplér’oeéc

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

towards linguistic / cultural / human diversitygeneral.

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

2. Sensitivity towards the existence of other languages (C,a&3ekling for the diversity of other
languages (A)°°

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

49 See also note 2 of Section A.

50 C = concrete, G = general, A = abstract. See b2ldv for an explanation of these indications.
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3. Curiosity / interest for/ in languages / cultures / “foreign” peoplepinrilingual contexts (C)°° /
for / in linguistic / cultural / human diversity tiie environment (G) / for / in linguistic / culadr/
human diversity in general [as such] (A)
This is an attitude for which the focus on langyagéture and the person is more obviously
marked. It does not presume at this stage an “@®¥in(there can be “unhealthy”
curiosity...).

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

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

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

-A2.

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

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

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

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

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

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

-A3.

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

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

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

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

-AA4.

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

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

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

16. Feeling of familiarity (C)

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

(even if there is always content!): it is the fagliof familiarity as such, intuitive,
experienced, as a constituent part of confidenogtioh we place the focus.

- AL,

This resource focuses on the individual’s relatifm$o language / culture and, as such, it is Htude
which is probably essential for coping with pluealvironments.

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

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

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

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

20. Attitudes directed towards forming informed and relevant approaches to learning
languages(A, C)

2.1.3. Concerning sub-categories (the objects)

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

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

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

At the level of the 20 categories of predicatetidelé’z, we have also tried to distinguish the predicates
according to the'types” of objects to which they can be particularly appli¢dl:concrete objects
(language x, for examplegpstractobjects, which can be themselves distinct accortbnghether they
can have a material form (linguistic diversity, fxample) or whether they evoke a genuinely alstrac
notion or feeling (for example, difference, OthGS’SSl@tC.Ejs. In this context, we divide objects into

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

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

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

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

2.2. Notes on terminology

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

Appreciate, esteem, value

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

In the case of esteem, the second meaning candiedwby using the noun (have esteem far) —
an attitude — which is clearly differentiated fraestimation — a skill tfanslator's note — in
English this difficulty is avoided by the distiretibetween to esteem and to estimafhis (have
esteem for) is the term we have used for one otatagories of predicate (6. Respect / esteem).
However,have esteem fatoes not work in all contexts (* “Have esteem Ifoguistic / cultural
contacts”); here we have used “Give value to [agpte] linguistic / cultural contacts”.

Attention ‘

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

Readiness / being disposed to... ‘

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

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

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

French “valoriser”, giving value to ‘

An ambiguous expression which can mean either:

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

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

“enriching” (which is frequently used in enginegyjmnd also a skill).
The French version (but not the English one) hasegdly avoided valoriser, preferring less
equivocal words such abkaving esteem for, giving value to, (esteeming)pigciating).. cf.
above

97






E — The skills

1. Lists of resource descriptors

1. Can observe / can analyse

1 Can observe and analyse linguistic features / mami$tations of culture in languages and cultures
+ both familiar and unknown — at different levels offamiliarity

1.1. Can apply analytic processes and procedures

+

1.1.1. Can use inductive approaches to the observatiomaalysis of linguistic and cultural featurgs
+

1.1.2. Can formulate hypotheses on how languages work

++

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

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

1.15. Can make generalisations based on the identifitati@nalogies with other languages

+

1.2. Can observe and analyse linguistic form and how layjuages work

+

1.2.1. Can listen (actively) to spoken production in difet languages

++

1.2.2. Can divide words into syllables and analyse these

+

1.2.3. Can analyse the working of a phonological system

++

1.24 Can observe different writing systems

++

1.2.5. Where these exist, can establish correspondentesdrescript and sound in a language

++

1.25.1. Can decipher a text written in an unfamiliar script

+++

1.2.6. Can observe and analyse morphological systems

+

1.2.6.1. Can analyse the morphemes of (complex) words

+
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1.2.7. Can divide compound words into their constituentdso

+

1.2.8. Can observe and analyse syntactic structures

+

1.2.8.1. Can analyse a syntactic structure in an unfamibaguage, basing the analysis |on

++ consistent structural features in spite of lexialations

1.2.9. Can apply analytical procedures to interpret theanitg, or part of the meaning, of an

++ utterance

1.2.10. Can analyse pragmatic functions

+

1.2.11. Can analyse plurilingual communicative repertoirgsplurilingual situations

++

1.3. Can analyse manifestations of different cultures

+

1.3.1. Can see what are the characteristic features woitare

+

1.3.1.1. Can see what are the characteristic features Mfdniswn culture

++

1.3.2. Can analyse the cultural origin of variations imeounicative practice

++

1.3.2.1. Can analyse misunderstandings due to culturalrdiffees

++

1.3.2.2. Can analyse the schemata (stereotypes) used tpréttbehaviours

++

1.3.3. Can interpret authentic documents (newspaper heslinews broadcasts, televisjon

+ programmes, rap music, cartoons ...) in the lighthef media culture in which they gre
produced

1.3.4. Can analyse the cultural basis of some specificamad behaviour

++

1.3.5. Can analyse some specific features of society msecences of cultural differences

++

1.3.5.1. Can analyse social behaviour linking it to its orad context

+

1.3.5.2. Can analyse social structures in the light of caltdifferences

+

1.4. Can develop a system for interpreting the speddatures of a culture (meanings, beli¢fs,

++ cultural customs...)




2. Can recognise / identify

r

2 Can recognise / identify linguistic features / expgssions of culture in languages and cultures whig
+ are fairly familiar

2.1. Can recognise linguistic forms

+

2.1.1. °Can recognise [identify] sound forms [has aurabgmition skills]

++

2.1.1.1. Can recognise [identify] simple phonetic featurssunds]

++

2.1.1.2. Can recognise [identify] features of prosody

++

2.1.1.3. Can recognise [identify] aurally a morpheme of ardvef familiar and unfamilial
++ languages

2.1.2. Can recognise [identify] written forms

++

2.1.2.1. Can recognise [identify] basic graphic signs {lettédeograms, punctuation marks...}
++

2.1.2.2. Can recognise [identify] written morphemes / wardéamiliar and unfamiliar languages
++

2.1.3. Can use different kinds of linguistic evidencedoagnise [identify] words of different origin
+++

2.1.3.1. Can recognise [identify] loan words from other laages

++

2.2. Can recognise [identify] linguistic categories / gammar markers

++

2.3. Can identify languages on the basis of identificatn of linguistic forms

++

2.3.1 Can identify languages on the basis of phonologiwalence

++

2.3.2. Can identify languages on the basis of graphicalemce

++

2.3.3. Can identify languages on the basis of known wbedgressions

++

2.34 Can identify languages on the basis of grammatizakers

++

2.4, Can identify pragmatic functions

++




me

2.5. Can identify discourse types

++

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

++

2.6.1. Can recognise / identify specifically cultural feats or expressions of a culture

++

2.6.2. Can recognise [identify] cultural references / lmmokinds

++

2.6.2.1. Can recognise [identify] cultural references / lgaokinds of other pupils in the sa
+ class

2.6.3. Can °identify [recognise]®° communicative variati@rsgendered by cultural differences
++

2.6.3.1. Can identify the risks of misunderstanding dueiff@nces in communicative culture
++

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

++

2.6.5. Can recognise [identify] prejudices related to ppton of different cultures

++




3. Can compare

3 Can compare linguistic and cultural features of diferent languages / cultures [can perceive how
+++ | languages and cultures can be close to or distambfn each other]

3.1. Is familiar with and can apply procedures for making comparisons

+++

3.1.1. Can establish relationships (between languagesatutes) by applying different degrees| of
+++ similarity

3.1.2. Can use a range of different criteria to recoghisguistic and cultural closeness or distance
+++

3.2 Can perceive closeness or distance between compassdinds (can discriminate aurally).

+++

3.2.1. Can perceive closeness or distance between sithpleepic features (sounds).

+++

3.2.2. Can perceive closeness or distance between comfeatenes of prosody.

+++

3.2.3. Can perceive closeness or distance between phdeatices at word or morpheme level.
+++

3.2.4. Can compare languages aurally

+++

3.3. Can perceive closeness or distance between writttorms

+++

3.3.1 Can perceive similarities and differences betwegtiem signs

+++

3.3.2. Can perceive closeness or distance between grigattiices at word or morpheme level

+++

3.3.3. Can compare the scripts used by two or more larggpuag

+++

3.4. Can perceive lexical similarities between differentanguages

+++

3.4.1 Can perceive direct lexical similarities

+++

3.4.2. Can perceive indirect lexical similarities [by idiéying similarities with terms used in the
+++ same word family].

3.4.3. Can compare the form of loan words with their fonnthe language of origin

+++




3.5 Can perceive global similarities between two or ma languages

+++

3.5.1 Can make hypotheses about whether languages ated@n the basis of similarities between

+++ them

3.6. Can compare the relationships between phonology argtript in different languages

+++

3.7. Can compare the structures of different languages

+++

3.7.1. Can compare the sentence structures of differagukges

+++

3.8. Can compare the grammatical functions of differenfanguages

+++

3.9. Can compare the cultures of communication in diffeent languages / societies

+++

3.9.1. Can compare the types of discourse in differerguages.

+++

3.9.1.1. Can compare the discourse types available in omels language with those used|in

+++ another language

3.9.2. Can compare the communicative repertoires usefereht languages

+++

3.9.2.1. Can compare his / her own language behaviour Wwihdf speakers of other languages

+++

3.9.2.2. Can compare the differences between his / her @mmrverbal communication procedures

+++ and those of other language users

3.10 Can compare different expressions of a culture [carrecognise linguistic and cultural

+++ closeness or distance].

3.10.1. Can use a range of different criteria to recogoigtural closeness or distance.

+++

3.10.2. Can recognise differences and similarities withardgo different domains of life in society

+++ {living conditions, working life, participation incivic activities, respect for the
environment...}.

3.10.3 Can compare °meanings / connotations® connectdu eultural features {for example, the

+++ concept of time...}.

3.10.4. Can compare different cultural customs and prastice

+++

3.10.5. Can recognise links between documents / eventaather culture with those of his / her oyn

+++ culture.




4. Can talk about languages and cultures

4 Can talk about / explain aspects of his / her langge / culture / other languages / other cultures

+

4.1. Can construct a system for explaining a feature ohis/her own culture appropriate to a

++ foreign interlocutor / for explaining a feature of another culture to an interlocutor of his / her
own culture

4.1.1. Can talk about cultural prejudices

++

4.2 Can identify and explain cultural misunderstandings

++

4.3. Can express what he / she knows about languages

+

4.4, Can produce arguments in favour of cultural diversty

++




5. Can use what one knows in one language to undgsd or communicate in

another one

5 Can use the knowledge and skills available in onariguage for understanding another one and

+++ | expressing oneself in it

5.1. Can use the similarities between languages as stegiies for understanding and producing

+++ language

5.1.1. Can construct a grammar of hypotheses <a set obpthgpes about the ways in which

+++ languages correspond or do not correspond>

5.1.2. Can recognise the bases on which transfer of krimelés possible <“transfer” = an element

++ which enables a transfer of knowledge can be matdeden languages [inter-language] or
within the same language [intra-language]>

5.1.2.1 Can compare the bases for transfer between a temggtage and knowledge of other

++ languages available to the learner

5.1.3. Can make inter-language transfers between a knawguhge and an unfamiliar language

+++ (transfers of recognition <which establish a lirdkévieen an identified feature of a known
language and a feature one seeks to identify inufamiliar language> / transfers |of
production <a language producing activity in anammifiar language>)

5.1.3.1. Can apply transfers of linguistic form / set in roottransfer processes based on perceived

++ regularity or irregularity between different phoogical and graphical systems and taking

account of phonetic and phonological charactesstic

5.1.3.2. Can apply *transfers of content (semantic)* <cawogmise core meanings within

++ identified correspondences of meaning>

5.1.3.3. Can establish regularities of grammar in an unfamilanguage on the basis of both

++ semantic and functional markers or relationships iknown language / can carry gut

transfers of function

5.1.3.4. Can carry out “pragmatic” transfers* <can make dinketween communicatiye

++ conventions of one’s own language and another kel

5.1.4. Can carry out intra-language transfers which raigareness of and extend the range of inter-

++ language transfers

5.1.5. Can check the validity of transfers which have beade

++

5.2. Can identify first language (L1) reading strategiesand apply them in learning other

+++ languages (L2...)




6. Can interact

6 Can interact in situations where different language and cultures are in contact with each other
++

6.1. Can take account of the linguistic repertoire of tle different participants to communicate in
+++ bi- and plurilingual groups

6.1.1. Can reformulate what one wants to say

++

6.1.2. Can present an argument

++

6.1.3. Can discuss strategies for interaction

++

6.2. Can ask for help when communicating in bi- or plurlingual groups

++

6.2.1. Can express problems in speaking or in understgndin

+

6.2.2. Can ask an interlocutor to reformulate what has lsaéd

++

6.2.3. Can ask an interlocutor to repeat what has beenirsa simpler way

++

6.2.4. Can ask an interlocutor to change to another laggua

++

6.3. Can take account of sociolinguistic and socio-cultal differences in order to communicate|
+++ better

6.3.1. Can use politeness formulae appropriately

++

6.3.2. Can use appropriate polite forms of address

++

6.3.3. Can use different speech registers according teithation

++

6.3.4. Can express himself / herself with nuances appatsprio the cultural background of the
++ interlocutor

6.4. Can communicate “between languages”

+++

6.4.1. Can give an account in one language concerningnration encountered in one or more other
++ languages

6.4.1.1. Can present a commentary or an exposé in one lgagoased on a plurilingual set|of
+++ documents




6.5. Can activate bilingual / plurilingual modes of comnunication

+++

6.5.1. Can vary / alternate languages / linguistic codesvmunicative modes

+++

6.5.2. Can produce a text in which there is a mix of |aygs

+++

6.5.3 Can exploit a third language common to the interfocs in order to communicate




7. Ability to learn

en

7 Can assimilate [learn] linguistic features or usagé cultural references or behaviour which belong
+ to fairly familiar languages and cultures

7.1 Can memorise unfamiliar features

+

7.1.1. Can memorise unfamiliar sounds {simple phonetituiess, prosodic features, words...}

++

7.1.2. Can memorise features of unfamiliar scripts {lettédeograms, words ....}

++

7.2. Can reproduce unfamiliar features of a language

+

7.2.1. Can reproduce unfamiliar sounds {simple phonetatuees, prosodic features, words...}
++

7.2.2. Can reproduce features of unfamiliar scripts {Isttédeograms, words ...}

++

7.3. Can exploit previous learning related to languageand cultures to facilitate learning

+++

7.3.1. Can profit from previous intercultural experiente€nhance learning

+++

7.3.2. Can use the knowledge and skills acquired in omguage to learn another language

+++

7.4 Can exploit transfers made — whether successful ansuccessful — between a known lang uafe
+++ and an unknown language in order to assimilate feates of the new language

7.5. Can construct a system for identifying correspondeces and non-correspondences betwe
+++ the languages known

7.6. Can learn autonomously

+

7.6.1. Can organise learning in an autonomous way

+

7.6.2 Can use resources to facilitate language learmddearning about cultures

+

7.6.2.1. Can use information sources concerning the cowfextforeign language or culture

+

7.6.2.2. Can use linguistic reference tools {bilingual diciaries, grammar summaries...}

++

7.6.2.3. Can use the help of others in order to learn (&sdnan interlocutor to correct mistake
+ can ask for information or explanation/).




7.6.2.4. Can use experience of the life in society for on@ learning {institutions, rituals,
+ constraints of space and time}

7.7. Can reflect on learning processes in order to makidhem more effective.

++

7.7.1. Can define his /her own learning needs / learnbjgatives.

+

7.7.2. Can deliberately apply learning strategies.

+

7.7.3. Can exploit the experience gained in previous legractivities to make new learning mare
++ effective [can apply transfers of learning].

7.7.3.1. Can profit in learning from previous experiencesusing a language and of competehce
+++ and knowledge in another language.

7.7.4. Can observe and check his / her own approachestoiihg.

+

7.7.4.1. Can identify progress / lack of progress in leagnin

+

7.7.4.2. Can compare different learning pathways taking aetof whether they are successful or
+ not.




2. Commentary
1. Organisation
1.1. Predicates and objects

In the same way as for knowledge and skills, trsedetors have a predicate and an object. The qatli
describes what kind of skill is referred taf observe, can listen, can identify, can compeag,use, can
interact, can make one’s own, can memorisand the object expresses the object to whichkitiecan
be applied: writing systems (can observe), misunderstandingan (@entify), the repertoire of
interlocutors (can take account of), contact sitolas (can interact irir’jl.

1.2. Categories and sub-categories

The list of descriptors is organised like this:

. at the first level according to predicates; /"Predmate 1

. within each category according to sub-categoriesbcts. ___| 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.

1.3. Concerning the categories (the “predicates”)

We have identified 7 categories:

1. can observe / can analyse;

2. Can recognise / can identify;

3. can compare;

4. can talk about language and culture;

5. can use what one knows in one language to uaderand communicate in another one;
6.can interact;

7. ability to learn.

54 It is not our aim to present a precise, comprsiveniogical and semantic analysis of the desariptout to provide a rough

basis for explaining the way the lists are orgathi$eor further details, see Part A of CARAP, chapt8.1.



55
a) About how we chose them
The issue of mutual exclusivity:

This issue has been explained in Part A of CARARGp exemplified with a category from the list of
skills.

We showed thaidentify and comparewhich we found relevant to differentiate from easther are not
mutually exclusive since in all comparison therarisunderlying operation of identification.

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

A second example — that of the connections betwammpare and analyse — shows us that the
relationships between these two operations aremsimple and straightforward.

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

In order to compare sentence structure we havetldsslio analyse them (structures are not observed
directly as they are the product of an abstractraijm: on the utterance we perceive directly). This
structural analysis (for which we have included esatiptor can analyse,cf. 1.2.8) itself requires
operations of the categooan identify to analyse the structure of a sentence one musextomple, be
able to identify negatives (already encounteredniother sentence, for examf)?e) And we know from

the previous example thigentifyincludescompare..

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

57
Can compare— can analyse—can identify«—can compare.
In other words — and we will use this point latencerning the order of the predicates in the pstl(5)

— according to the nature (more exactly the conifylegf the object being compared, to compare eithe
does or does not presuppose an analysis. In tkeotdéise lastan compareof the schematic diagram we

55 Les remarques qui suivent portent sur I'exempts ttois premieres catégories de prédicatvdir observer / savoir
analyser; savoir identifier / savoir repérer; savaompare). Elles permettent de dégager des observationmaous
semblent — sous réserve d'une étude spécifiqueenoore entreprise — également valables pour lessaoatégories de
prédicats.

56 Instead of negation, we could have taken verlith (wgard to their endings) as an example. Bt would have meant, in
turn, analysing the verb, which would have comgbidahe example. But this shows how the intertvgrofi processes is a
constant reality, and we have limited our commeéntan illustration of the principle.

57 We have taken care not to present a circularnsahi@ which we would have mixed up the tean comparén a single

example. It is obvious that while each processiesafcomparisorit is not applied to the same objects.



could have pushed the reflection further and shihahit also presupposean observe {we will return
to this last point).

The issue of the operational complexity (and therefe of the predicates)

In the previous paragraph we suggested an anafysibich identify “included” compareand madean
identify a compound resource.

Another example, taken from the second exampldénprevious paragraph, will show how uncertain
such decisions are. Can it be said tteat compare (sentence structure between diffeamguages)
“includes” can analyse (syntactic structures)® the illustrative schema we took care to use
“presupposes‘?’s’i alongside “includes”. The first analysis whichiegs to mind is thatompare syntactic
structuresis a different operation fromnalyse syntactic structureshich supposes that the analysis has
already been carried out, and is in addition toojberation of analysis.

In this case, then, nothing forces us — at least veigard to the relationship betwesan compareand
can analyse- to considecan compare sentence structugsa compound resource which includas
analyse sentence structures.

One can wonder whether the same kind of analysigdaBy impossible for the relationship between
identifyandcomparels it not, here too, a case of two successiveatipeis? There is first an operation of

comparison, then, separately from the first, anraip@ of identification, presupposing the previous
process, but without including it. In this analys#n identifyis no longer to be classified as a compound
resource, but as a simple one.

We are convinced, therefore — unless a deepersisdhan we have been able to carry out changes our
view — that:

. in the reality of cognitive processes, integratoomon-integration of the two operations depends
on the nature (its difficulty, for example) of thesk and the context (in a broad view, including
previous learning and its availability) in whichakes place;

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

(These comments concord with those in chapter 2Rs&ction A (p. 17) about whether a resource is
simple or compound.)

58 We use “presuppose” here as an extra-linguisfereace, not as a category of semantic analysis.



Can observe / can analyse: how they vary accordirig the complexity of the objects

The alternation betweenbserve / analyseeems to a great degree to depend on the conypltexihe
objects concerneddnalysiscannot be applied to objects which are simple i takes a letter of the
alphabet as an object which cannot be decomposedcan only observe it, not analyse it) and appears
therefore to be a variant observationThis justifies grouping the two in a single catsgor

If the objects which appear to be “by their natuge’ reality) more complex (aauthentic document
1.3.3;syntactic structures 1.2.8; efcseem rather to require the predicea@ analysehancan observe
this variation is not an automatic one. It depeoris

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

choice betweenbserveandanalyse the other factor is the way in which the objectimved by
the person speaking about it, either as an oljeoe tseen globally, and therefore not complex, or
as a compound object, whose parts (and how thegkated) are to be examined.

So it will be no surprise that both terms can bedusr the same object (cf. 1.2@an observe / analyse
59

syntactic structures).

Can identify / can recognise: a variant due to thebject’s environment60

We will take the two following tasks and try to kege xxxxx and yyyyy bydentify or recognise

1) a task where the object to be identified is alpthe wordutti written on a single label which one
has before one); one can say the subject must xkexwordtutti (saying, for example: "this is the
word | met with yesterday, | remember this word”);

2) a task where the object to be identified (shié wordtutti) is in a text or a list of words which the
subject is looking at; one can say that the subjacit yyyyy the wordutti (saying, for example
“I have found the word you asked me to find. It'ward | saw yesterday. | remember it.”).

One can use:

. identify for xxxxx or yyyyy (task 1 or 2);
. recogniseonly for yyyyy (task 2).

It seems therefore tenable to consid®ogniseas a variant aflentify,usable only when the object to be
identified is located in a large set of objectsméd as being of the same kind.

59
60

For choosing between these two predicates we beee guided by the expressions used in the resputdeations.
Translator’s note: the distinction between Freidemtifierandrepérermay not hold for Englisidentifyandrecognise



b) Concerning how they are ordered

From metalinguistic to communicative use

It is easy to see that the list begins with catiegatonnected to metalinguistic observation ani@cgbn
and ends — apart from the categorwbility to learn- with categories related to communication in@tcti

Here too, however, it is more of a continuum thao tistinct domains. Most of the skills in the firs
categories can also be applied in communicativetans as well as reflective ones (typically: eeflon
about language in a language class) as an aiddmenunicative act.

About the categoryability to learn

In chapter 5.4 of section A we said that the deniso group some skills in a particular categoi ridt
imply that the resources to be found there wereadthly ones that contribute to the competence of
building and broadening a plural linguistic andtardl repertoire.

Thus, numerous descriptors which are not in #dity to learn category — whether they are
metalinguistic (likeCan analyse pragmatic functions, Can perceive &xtoseness.). or refer to action
in a communicative situation (likean activate bi- / plurilingual modes of communicat Can ask an
interlocutor to rephrase.. 3lso make a large contribution to building / broddg one’s own repertoire.

The categoryability to learn groups descriptors whose predicates refer to aitegroperation ¢an
memorise, can reproducer whose objects do not refer to linguistic oltatal features, but to aspects of
the learning domairapproaches to learning, experience, ngeds

A complementary axis which is somewhat illusory +ém simple to complex

As far as possible, we have tried to add a secgisdshowing progress from simple (in the senseoofn
compound) to complex (to the most compound) to finst axis (from the metalinguistic to
communication).

The comments we made above concerning the complekithe relationships of inclusion (p. 112) or
presupposition (p. 113) (cf. the meanings allottetinclude” and “presuppose”) between the operatio
which our predicates are applied to show the liiites of this attempt. If it is true — as we sawtlie
case ofomparebut also in the variation betweebserve / analyse that the degree of complexity of an
operation depends also — perhaps principally -hencbmplexity of the object to which it appliese th
idea of an order based on the predicates’ own oaxitplis to a great extent illusory.

Nevertheless, intuitively, an order such @an observe / analyse — Can identify / recognis€an
compare seems tenable. This is perhaps because of ansfhextaf complexity which is the number of



objects to which the operation is applietiserveand analysecan be applied simply to a single object
(one can observe / analyse a syllable — even thdugtay imply that one refers to other syllables)
whereascompare(as well asdentify or recognise since they include or presuppazenparg have to be
applied to more than one object.

The existence of an order from simple to completwben the first three categories and those which
follow is clearer. They are basically metalinguistategories which can be components of more comple
activities related to communication.

1.4. Concerning sub-categories (the “objects”)
a) How they were chosen

If we except some constraints of the kind we exydiabove foCan analysdthe object is necessarily

complex) most of the linguistic or cultural objeatsthe descriptors of the list look as if they kkbbe
61

combined with most of the predicatedVe will just take two examples to illustrate this

. the politeness formulaeincluded in 6.3.1 in the descriptaan use politeness formulae
appropriatelycould also be used as the object of the predicases observe / analyse — Can
identify / recognise - Can compare / can talk ablocdin use ... of one language to understand of
communicate in another one

. the systems of writingnentioned in 1.2.4 in the descriptoan observe writing systemsuld also
be used as the objects of predicates su€@rasobserve / analyse — Can identify / recogniSan
compare / can talk about / can use ... of one languagunderstand of communicate in another
one/ Can use appropriately

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

The solution adopted for the skills list has been fallows: we have not included all possible

combinations, but only those which — in conformitith the pedagogic aim of our work — can be

considered as constituent parts of the competemeasan aim to acquire — at different levels of héaag

— through using pluralistic approaches to languaaes$ culture. In order to apply this principle of

pedagogic reference, we have relied — as is eng@#then the General presentation of the framework
(p. 23) — both on what has already been descrigantier authors and our own experience and expertis
in the field.

61 For the time being we have resisted the temptatiodo a detailed analysis which might have beeepi$temological

interest.



b) How the objects were ordered

Within each category of predicate, we have combg®aral ordering principles:

the general descriptors (for example, those whiehcancerned with methodology likgan use /
masters analytic processek1) are placed before those applied to specifjeatd (such a€an
analyse pragmatic function.2.10);

those dealing with language before the ones ahdtutre;

the less complex objects before the more comples;on

within the sections on language, the signifier (@tic, then graphical) before what is signified
(what is referred to, then pragmatic, where relgvan

2. Notes on terminology

Reminder: see also the terminological comments tabitel whole of the framework, especially for
UnderstandandRecognise

Identify

This word can have the basic meaningg‘z:of
" an operation which leads one to decide that onecbkiand another object (or mare
precisely: two occurrences of the same objectjl@esame object. For example: identify a
word as being the same as one already encountered;
. an operation which leads one to decide that arcobglongs to a class of objects with a
common characteristic. For example: identify a wasdone of the loan words used| in
several languages from the Arabarafa

In both cases, “identify” poses the question of‘identity” of the object. But there are examples
of “identify” which are not about questions of idign For example, “can identify th
characteristics of a culture® in the meaning “beafide to take note of these characteristics /yao sa
what they are”.

D

We useidentify (like recognise cf. 1.3 below) only in meanings a et b above. therother usels
we prefer other verbs (likepecify, decide an).

‘ Recognise ‘

Seeldentify, above. ‘

‘ Transfer / make a transfer ‘

We use this expression to indicate any processaabivity (reflective or communicative)
concerning languages and cultures which profitsftbe knowledge, skills or attitudes which one
has available in another language.

62

Cf. D'Hainaut 1977, p. 205.
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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 / receptivenessanguages (and their speakers) and cultures.

CONF Confidence of the learner in his / her abilityéarn
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APPUI (Eng: support) Ability to use the understandingadieature from one language or culture to supadretter understanding — by means
similarities or contrast — of a feature of anotla@guage 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
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The prospects for CARAP
(dissemination workshop, June 2007)

Results of group work

1. How would you like to see FREPA utilised? /
Quels usages pouvez-vous envisager pour le CARAP?

The participants confirmed agreement with the fisi@reas for using CARAP which had been identified
by the ALC project team (curricula, teaching materi teacher training, complementing the CEFR).
CARAP is a tool which can be proposed for naticemadl regional curriculum changes. It provides a
source for setting learning objectives which cantdbute to developing language education policies,
especially those in which there is a global integgtaapproach to languages. It can provide a framewo
for innovation, for revising national teaching miats and for the design of new approaches to &ach
training.

Some participants expressed a wish that it coslal laé used as an evaluation tool, for both forraatind
summative evaluation. In particular it could beatsg point for complementing existing Portfolios

2. Which amendments / additional material would benecessary in order to make it more
suitable to these applications? /
Quelles modifications / compléments seraient nécég®s afin que le CARAP soit mieux
adapté a ces usages?

Many of the contributions focused on the issue akimg the document more readable and accessible to
different target groups. Some thought that a “dlolarsion of CARAP, comparable to the present
version, but with considerable modification, woblel justified, alongside documents emanating fras th
and designed for specific purposes and target acee Others considered that a “compact” version of
this kind would be without interest and should baradoned in order to leave a set of specific doatsne

In any case, even in the context of a “compact’sieer it would be advisable to grade the contents
according to their importance. For example, thiomale for decisions taken about the framework khou
be relegated to a second level (possibly preseagrigohically). A clear statement of the “added valfe
CARAP should appear in the introduct??énThe description of the four pluralistic approaxiseould be
expanded and certain resources more clearly defiib@& distinction between “distancing” and
“decentring” requires rethinking. Some exampleseagfetition should be avoided and the whole of the
numbering — chapters, micro-competences, resowroegds rethinking (replacing, for example, C, D, E
within a section C by |, Il, Ill) A revision of thEnglish translation is requested by some partitgpa

63 Here we have tried to make improvements in vargiof CARAP.
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There were also some observations concerning aalamte in CARAP which seems to put more
emphasis on the necessary receptivity to othetfseatxpense of the equally important ability toleate
critically other people’s ideologies and conduetitie context of higher human values.

Some patrticipants would like us to develop furtther list of skills and to reduce the knowledge list

A “simplified” version for decision makers is codsred to be essential (short version / long vejsion

Booklets to accompany CARAP explaining how it cardpplied to the different key areas defined in the
previous point are unanimously recommended as posuip disseminating it.

Whatever the type of document provided, people ditiké them in the future to include:

. indications of the levels / ages / type of educafformal / informal sector) corresponding to the
descriptors — or even different version correspogdo the different types;
. indicators related to attainment (to the level whiament) of the knowledge, skills or attitudes

defined by each descriptor;
. indications of didactic progression through thecdetors;
. examples of didactic activities corresponding ®ibsources;
. some participants would like the descriptors todbated to the levels (A1 — C2) of the CEFR.

The request for systematic links to be establisbetiveen descriptors and (micro-)competences
expressed by a small number of participants istejeby the authors of CARAP, who consider theyehav
demonstrated that such a task is not feasible.

One should note that requests like this are vanjlai to ones made to facilitate the disseminatiod
use of theCEFRand theGuide for the development of language educatioitigslin Europe.

In general, certain participants would like CARA® lie accompanied by a “roadmap” explaining the

steps to be followed to put it into practice.

3. Which benefits (educational, social ...) do you fesee from these applications? /
Quels bénéfices (éducatifs, sociaux...) attendez-vaies ces usages?

. The promotion of a “supra-national” educational taté common to all language teachers,
whatever the language they teach;

. easier cooperation between language teachers acttbts of other languages;

. support for developing values like citizenship,egiveness to others...

. a contribution to a paradigm change in the priesiset for language education;

. a help to improved consideration of some basic a&titartal concepts;

. social recognition for the usefulness of pluratistpproaches;
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better approaches to educating pupils who speakiéages other than the language of education;
more efficiency in “singular” approaches (= teachidearning of individual languages);
better motivation of learners.

What other comments would you like to make withieference to the application of CARAP? /
D’autres commentaires sur cette question des usagesvisageables?

CARAP should be used to complement present cuaiicudt to replace them;
it should be implemented from a very early age;
it should have the active support of European asgdions (including the European Union).

Which hurdles could stall these applications? /
Quelles sont les difficultés qui pourraient contraier la mise en ceuvre de ces usages?

CARAP seems to be based on a utopian view of edacat

a lack of interest on the part of decision maka ether educational stakeholders, since CARAP
requires a profound change of mentality;

even hostility from some political milieux, sincARAP is based on an open vision of society;

the lack of resources (of all kinds) in certain rties;

cost and time, as for all major reform projects.

How could these difficulties be overcome? /
Par quelles voies pourrait-on chercher a dépassees difficultés?

Work in parallel to influence collective ways obldng at these matters;

CARAP would need to go beyond the classroom andeaddthe media, communicate with
families...;

involve stakeholders at national level in its inmpintation;

perhaps by introducing CARAP through giving it &erm evaluation;

making CARAP adaptable to national requirements;

publish materials, organise lots of conferencesn tieachers...;

develop further references to the psycho-/neurolsig bases of CARAP;

work on networked projects at different levels fffr&uropean to local).
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