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Aims and objectives for teaching/learning language(s) of Education (LE)
Laila AASE, Nordisk institutt, Universitetet i Bergen, Norway
The presentation will include three main perspectives on aims for language in schools: Aims for the individual learner, aims reflecting the needs in society, aims reflecting the needs of the European society. These three perspectives are interrelated; aims for the individual learner are inseparable from aims for society. However it might be useful to keep all aspects in mind to emphasise the specific role of education in language learning. Aims of LE can be understood in a practical and utilitarian sense as well as in terms of developing a basis for living a meaningful life in community with others. This presentation is based upon a broad perspective of aims for language teaching and learning. The underlying assumption is that language plays an important part in all areas of human lives and that school has an important role to play in developing language competences in a broad sense. The close connection between language and thought and between language and learning tells us that developing language is more than just learning to communicate with others, although this is an important aspect of language competences. Language development is a prerequisite for learning in all subjects as well as for thinking, understanding and interpreting different text forms and participating in a number of different situations within a society. Thus language development is closely connected to cultural competences as well as to personal growth. 

The aims of LE include knowledge, skills, abilities to learn and existential competence. We need however to discuss these concepts to examine our various understandings of what they mean and how they can be reached. Aims of LE are closely connected to values and traditions within a community on a local, national and European level. We need to explore possibilities for a common understanding in developing these aims. In that process we need to discuss what language competences are and how such competences might be enhanced.

Content considerations for a Framework of Reference for Language(s) of School Education

Florentina SAMIHAIAN, National Board for Curriculum, Bucharest, Romania
The presentation will have as a starting point a definition of ‘content’ in relation with the aims of education and with the categories of ‘knowledge’, ‘skills’, ‘values and attitudes’. Some common and specific contents of the three LE components will be illustrated, pointing out two ideas: the centrality of communication and the possibility to identify convergences and overlaps in order to gain a coherent curricular design for LE. 

A focus on LS (language as subject) will bring into discussion (a) the heterogeneity of the subject (LS is concerned with ‘language’ and ‘literature’ or ‘culture’ and there is a tension between the two), (b) the options of structuring contents, (c) an illustration of vertical progression in LS.

A review of the changes triggered by the integrative perspective of LE will also emphasize some of its advantages and limits. 

Finally, the way of approaching contents within a European framework will be interrogated.

Evaluation and Assessment
Michael FLEMING, University of Durham, United Kingdom
Assessment often causes tension and disagreement because of the diverse and demanding functions that it is expected to fulfil. These differences can be compounded in the context of language as school subject (LS) because the aims and range of outcomes are particularly complex. It is important that the values which underpin and inform a system of assessment are examined and made explicit, otherwise learners may unwittingly be affected in negative ways. One of the roles of a Framework for Language(s) of Education would be to make explicit the different functions of assessment and demonstrate ways in which these can be integrated in practice to raise standards.

Suisse – Une étude de cas
Olivier MARADAN, Conférence suisse des directeurs cantonaux de l’instruction publique, Berne, Suisse
En matière de politique d’enseignement des langues, la Suisse se présente souvent comme un laboratoire européen à échelle réduite. Elle recouvre quatre langues nationales, vingt-six cantons responsables de la scolarité obligatoire, une moyenne de 24 % d’élèves allophones, un débat contrarié sur l’anticipation de l’enseignement des L2/L3, des réformes importantes et d’ampleur nationale sur le plan de la formation des enseignants et, prioritairement, sur l’harmonisation de la scolarité obligatoire.

A la suite d’une récente révision, quasi plébiscitée par le peuple et les cantons suisses, des articles constitutionnels traitant de la formation, le projet HarmoS de la Conférence suisse des directeurs cantonaux de l’instruction publique (CDIP) joue désormais un rôle central. Un projet d’accord juridique entre les cantons porte sur diverses caractéristiques majeures et structurelles ainsi que sur quelques instruments qualitatifs, dans le but de lever tout obstacle scolaire à la mobilité, d’harmoniser les plans d’études et de renforcer la qualité générale de l’enseignement et le pilotage coordonné du système éducatif. Dans le cadre d’HarmoS, des consortiums scientifiques développent actuellement un cadre de référence dans quatre disciplines scolaires, dont la langue de scolarisation. Ayant pris en 2002 la décision de fixer des standards de formation communs, les vingt-six ministres cantonaux de l’éducation ont accepté par la suite l’idée de procéder au travers de l’élaboration préalable d’un modèle de compétences, construit sur quatre ou cinq niveaux de progression, qui seront validés de manière empirique (tout au moins partiellement) et à l’intérieur desquels pourront à terme être déterminés des standards minimaux de compétences valables sur l’ensemble du territoire national, illustrés et opérationnalisés par des tests de référence. Les travaux scientifiques ont débuté en 2005 et les standards devraient pouvoir être adoptés, dans leur première mouture, fin 2008.

C’est donc dire que l’hypothèse d’un cadre européen de référence pour les langues de scolarisation rejoint totalement les préoccupations helvétiques. L’exposé montrera très brièvement, au titre d’étude de cas, comment d’une part se construisent la stratégie et le processus sur le plan de l’enseignement des langues et comment d’autre part les consortiums procèdent, en s’inspirant de l’Expertise Klieme (2004) publiée en Allemagne, pour édifier leurs modèle et niveaux progressifs de compétence. L’exposé se conclura sur quelques questions cruciales et suggestions opérationnelles.

Car en effet, une telle conception devrait avoir des effets à la fois sur les curriculums et sur l’évaluation. Les différences culturelles et les choix historiques que l’on observe dans chaque région linguistique montrent que la construction d’un consensus sur les fondements du curriculum est une tâche délicate et utile, qui nécessite beaucoup de temps, de dialogue et d’approfondissement didactique. Le registre des compétences, compris comme une méta-définition des objectifs d’apprentissage, apparaît actuellement comme la seule voie possible pour y parvenir. Trois difficultés émergent principalement, au-delà des différences culturelles régionales : la construction homogène d’une verticalité et de critères de progression homogènes sur l’ensemble de la période préscolaire et de scolarité obligatoire ; la difficile élaboration d’un consensus quant aux attentes de résultats entre les degrés obligatoires et post-obligatoires ; la crainte profonde dans le corps enseignant des dérives dues à l’évaluation et au monitorage (teaching by the test, ranking, etc.). L’exploitation et les produits dérivés  du CECR pour les langues étrangères constituent toutefois l’exemple et la preuve que cette gageure peut être tenue. 

Norway – A case study

Jorunn BERNTZEN, Ministry of Education and Research, Norway
Norway is not the homogeneous society it may seem. 155 different languages are spoken as first languages by students who attend compulsory education in Norway.  The languages indigenous to Norway; the two official varieties of  written Norwegian, various Sami languages, Kven/Finnish, Roma and Romani are obviously included, but the most frequent used mother tongues of immigrants also deserve attention. English is compulsory from the first grade and throughout the first year of upper secondary education and training. At lower secondary level students can choose between a second foreign language or in-depth study of English or Norwegian.  Finnish and Sami, the latter also being the second official language with its own curriculum, are offered as second languages.

Norwegian citizens have strong statutory rights to language education, which acknowledges the multilingual nature of the country. The main goal of the latest reform in general education, implemented this year, is to develop basic skills that will enable students to actively participate in the knowledge society. The new national curricula for all subjects have  competence aims clearly indicating what pupils and apprentices are expected to learn. 

Language competence aims to develop oral, reading, writing and digital skills have been introduced across the curriculum, to develop and encourage the plurilingualism of the individual student. This acknowledges the fact that language education does not only take place in specific subjects explicitly defined and reserved for it, but also in each and every subject in school.  The approach is an integrated communicative approach to language and literature, which is also reflected in the other subject curricula for languages, both Languages of Schooling (LS) and Foreign Languages (FL).  Furthermore, the objectives and competence aims of the language subjects emphasize that language acquisition and learning cannot be separated from critical thinking and linguistic awareness and must include knowledge, skills, abilities to learn and existential competence.  

A comparison between the subject curricula for English and Norwegian will illustrate some points of convergence - and divergence - between FL and LS curricula. These are among the points we will need to further consider as we work towards a more comprehensive view of language education and of language policy.  
Languages Across the Curriculum

Helmut J. VOLLMER, Universität Osnabrück, Germany
Languages across the curriculum (LAC) relates to linking different forms and aspects of language education within the school, particularly emphasising the relationship between the language of the school (LS) as a subject and the role of language in all subject-matter learning, but also the relationship between the different language subjects. 

LAC has two meanings: in the narrow sense it is a concept suggesting the importance of language work and language training in all non-linguistic subjects. In the wider sense it is a concept demanding a comprehensive model of language education as the basis of a whole school language policy. The latter includes linking all languages as subjects (mother tongue education, foreign language education, second (or third) language education) and the language dimension in all other subjects. LAC in its narrow sense focuses on extending the knowledge and skills acquired through the language of school (LS) into subject-specific language varieties and discourse competencies, leading to a first (internal) or basic form of plurilingualism. A second form of (external) plurilingualism develops, when other languages than the LS and thus new language repertoires are acquired, mainly through foreign language education or CLIL. Both types of plurilingualism are indispensable for learners all over Europe in order to become linguistically and culturally sensitive and knowledgeable and to develop the means for participation and democratic citizenship. 

In my presentation I will outline both perspectives, but concentrate on the first meaning of LAC. Based on research findings and examples, the goals and the potential of LAC as well as some of the difficulties in realising it will be analysed and discussed. 

Socially disadvantaged learners in Flanders

Piet van AVERMAET, Centre for Diversity and Learning, Ghent University, Belgium
Differences in school success cannot just be seen as problems of the individual child, who has to follow a remedial programme before (re)entering the regular classroom, but as a difference in codes, a socially instead of an ethnically determined difference. The school has to organise its teaching in such a way that all children can benefit from it. The school has to answer the question of which goals should be central for all children. It needs to find an answer to how it will deal with this diversity of socio-cultural and socio-economic backgrounds. The challenge for the school, then, is to organise teaching in an integrated manner that allows all children to acquire the school language that is needed to be able to function at school and in society.

In this respect Flanders opts for a two-way approach. On the one hand a policy that strives for integration or inclusion instead of withdrawal pull-out classes for migrant children. When a difference in language skills can be observed between second or third generation immigrant children compared to so-called native-speakers, this first group participates in the mainstream school curriculum from kindergarten onwards. Extra funding is provided for those schools that have a lot of children coming from lower social background or from families where the home language is not the language of the dominant group. 

On the other hand newly arrived migrants (children), so-called ‘newcomers’ can follow a separate curriculum and teaching programme. They enter the country with no or hardly any knowledge of the target language. They cannot immediately participate in the regular school programme. An ‘adapted’ curriculum with specific developmental goals is provided for these children to give them maximum opportunities to participate at school. The time these children spend in the so-called ‘reception classes’ is limited to one year. After that one-year programme they go to the mainstream class where further extra’ scaffolding’ is provided for those classes or schools where these newcomers are then integrated. In this presentation the Flemish policy for socially disadvantaged children will be further explored. 

Central results of the DESI Study: Competences in German as L1 and L2 in the context of the German school system

Guenter NOLD, University of Dortmund, Germany
DESI (German English Student Assessment International) is a longitudinal study (N=11.000 in Germany) that investigated a range of language competences both in German (L1 and L2 for part of the population) and English (first foreign language) primarily in the German school system (ninth grade). Some central results of the German part of DESI will be the focus of this paper. There will be a special emphasis on a comparison of the language competence levels among German L1 and German L2 students and on empirical background investigations that try to explain some major differences in the ninth grade student population. The following German language competences will be reported on: on the one hand, reading, writing (letter writing), language awareness, and, on the other hand, orthography, vocabulary, and argumentation. 

A special research design was used to define competence scales for each of these competences. The procedure to develop these scales involved ratings of test task characteristics and the matching of these characteristics with the empirical data of the tests; multiple linear regression analysis was applied so as to select those test task characteristics that could be used to define cut-off points for the competence scales. 

The investigations into background variables take into account the differences between the sexes, the specific situation of students from families with a migration history, the social class background and family culture of the students, and the impact of the different types of schools and their specific school cultures in the German school system as a whole. The question will be raised if it is the school types that exert the greatest influence on the competence levels reached by the students. And an answer will be given if variables such as social class, migration and family background are responsible for the choice of school types. Ultimately, the question is if the findings from PISA 2003 International and National, which point to the fact that the German educational system in the field of maths and science is socially unjust, will be further corroborated by the findings in the field of language education or if they have to be modified. 

Projet HarmoS – Langue I : Développement d’un modèle de compétences relatives aux langues de la scolarisation – Avancement des travaux et perspectives

Anne-Marie BROI, Service de l’enseignement obligatoire, Neuchâtel, Suisse
La Conférence suisse des directeurs cantonaux de l'instruction publique (CDIP) a initié en juin 2002, un ambitieux projet d’harmonisation de la scolarité obligatoire dans le système fédéral suisse. Intitulé HarmoS, ce projet vise une harmonisation des structures scolaires (scolarité obligatoire en 11 avec début dès 4 ans) et des principaux objectifs d'enseignement. Il souhaite fonder ces derniers sur des modèles de compétences développés dans certaines disciplines (langue 1, langue 2, mathématiques et sciences naturelles), à partir desquels seront établis des standards de formation de base, contraignants et mesurables, au terme des 4e, 8e et 11 années (cycle CITE 1 et de la 3e année du cycle CITE 2A).

Des consortiums scientifiques plurilingues ont été mandatés pour développer ces modèles de compétences, en valider empiriquement les niveaux et proposer sur cette base des standards nationaux. Ceux-ci devraient pouvoir être adoptés à l'automne 2008. Ils produiront leurs effets sur le développement des plans d'études, des moyens d'enseignement et des épreuves de référence. Périodiquement, leur atteinte pourra être évaluée dans le cadre d'un monitorage national.

Le consortium Langue 1 réunit des chercheurs des trois régions linguistiques de la Suisse (romande, alémanique et tessinoise) . A l’instar des autres consortiums disciplinaires, le consortium Langue 1 est accompagné par un groupe méthodologie chargé de développer les aspects statistiques liés au processus d’élaboration de standards nationaux.

Notre présentation portera sur l’état d’avancement des travaux d’élaboration du modèle de compétences de la langue 1 – notre modèle inclut non seulement le système linguistique, mais aussi et de manière plus large, le modèle privilégie une approche pragmatique basée sur les activités langagières : lire, écrire, écouter et parler -. Nous esquisserons une mise en perspective entre notre modèle de compétences et l’approche privilégiée dans le Cadre Européen Commun de Référence pour les Langues de la Scolarisation.

Pour illustrer notre modèle, nous montrerons l’articulation entre les dimensions de la langue, les compétences et les sous–compétences qui les définissent. Nous nous attacherons plus particulièrement au domaine de la lecture en présentant les descripteurs qui fondent une base pour la conceptualisation des tâches. 

Dans le prolongement de cet exemple, nous commenterons quelques résultats d’un essai de terrain (fieldtrial) effectué dans deux régions linguistiques en juin 2006. Nous nous centrerons sur les aspects méthodologiques liés à la transposition du modèle de compétences en tâches à propos d’un test de compréhension de l’écrit.

Literature and “Bildung”

Irene PIEPER, Johann Wolfgang Goethe-Universität Frankfurt, Germany
The notion of “Bildung
” is especially important in the field of literary education. The concept has been broadened since the 1970s when developments in society, the sciences and the arts led to considerable change in the conception of language, literature and learning: since then, language and literature curricula have often come to include pragmatic texts and other media, and to focus on the learning reader and his/her development. Consequently, criteria of text selection have not been restricted to the literary canon any longer. A major aim of dealing with literature in LE is to encourage students to read and to experience the encounter with literature as personally enriching. Additionally, the teaching often shows traces of literary studies and functions as propaedeutic especially in upper-secondary education. Sometimes this orientation can contradict the focus on the learner. With regard to competences, a much discussed issue is whether a separate area of competences can be defined for reading literature. It is argued that an integrated approach which stresses the link between reading in a general sense and reading literature is especially helpful with learners. Education also needs to offer experiences with literature which allow for “literarische Bildung”. One of the current educational challenges is to initiate processes of “Bildung” which are not limited to specific social milieus. Within a European context cross-cultural experiences might be encouraged.

In the area of literary education in particular, the focus on competences and their assessment has to be put in the context of a broader conception of the purposes of education.
The OECD Programme for International Student Assessment (PISA) 

John DE JONG, Language Testing Services, The Netherlands 
The Organisation of Economic Co-operation and Development (OECD), as its name suggests, was set up to promote economic goals. Soon after its foundation recognition grew that the prosperity of a nation derives to a large extent from its human capital and the opportunities for its citizens to learn and acquire knowledge on a continuing basis. Subsequently, improving the quality of education became a major policy initiative in the Member countries of the OECD.

Since 1985, the OECD has gathered comparable data on a number of indicators including the human and financial resources invested in education, access to, progression in and completion of education, and the operation of education and learning systems. Since the early nineties the OECD has published these data in annual reports entitled Education at a Glance. To complement this information, PISA was set up to measure how well young adults, at age 15, who are at or near the end of compulsory schooling, are prepared to meet the challenges of today’s knowledge societies. 

The first PISA survey was conducted in the year 2000 in 32 countries (28 OECD and four non-OECD countries). In this initial year reading literacy was the major domain, with mathematics and science as minor domains. In 2003 mathematics became the major domain and in 2006 the study concentrated on science. Already preparations have started for 2009 when reading will again become the major domain. 

In my contribution I will discuss the PISA approach to the measurement of reading literacy as it was operationalized in the PISA reading literacy framework developed for the 2000 study and the extensions that are envisaged for 2009. Of particular relevance in the context of this meeting is the PISA concept of “language of instruction”: students are assessed on the degree to which they are able to deal with texts written in the language used in school, be it their first language, their second language or a language foreign to them.

I will review some of the major findings of the PISA study of reading literacy and their social relevance. I will then go on to discuss the relationship between the PISA construct of reading literacy and the descriptive system of in the Common European Framework of Reference for Languages (CEF).

Finally, I will show that in our multilingual society the application of the PISA and CEF constructs to assessing language skills of young adults reveal comparable shortcomings of our educational systems.

European Frameworks of Reference for Language Competences 

Waldemar MARTYNIUK, Language Policy Division, Council of Europe / Jagiellonian University, Poland
Over the last few years, describing language competences has been the subject of several projects, including three major European developments: the OECD Programme for International Student Assessment (PISA), the European Qualifications Framework (EQF) developed within the “Education and Training 2010” work programme of the European Commission, and the Council of Europe Common European Framework of Reference for Languages (CEFR). Descriptions of language proficiency have been produced within each of these projects:

· CEFR – descriptive scheme and scales for foreign language use/learning; 

· PISA – reading literacy (in “mother tongue”), in addition to literacy in mathematics and science;

· EQF – key competences for lifelong learning (communication in the mother tongue and communication in a foreign language, in addition to mathematical literacy and basic competences in science and technology, digital competence, learning-to-learn, interpersonal and civic competences, entrepreneurship, and cultural expression).

In my presentation, I summarise the results of a comparative study analysing the approaches and descriptive parameters used in these three frameworks. 

In conclusion, I indicate the relevance of the findings of these projects for the development of a European framework of reference for language(s) of school education.
� “Bildung”  (in  German)  means developing and bringing out the full potential of a human being, based on his/her nature, but stimulated and structured by education (nurture). This dynamic concept encompasses the product or relative state reached by a human being as well as the process of becoming educated/becoming one's own self. During this process the mental, cultural and practical capacities as much as the personal and social competencies are being developed and continuously widened in a holistic way.
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