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Executive Summary

A Language Education Profile consists of a Profile and a Regional Report. The Profile is the final stage of a three phase analysis of language education policy in Lombardy: the production of a Regional Report by the Lombardy authorities, the production of an Experts’ Report by an international team from the Council of Europe, and the production of a Profile jointly by the Council of Europe and the Lombardy authorities. This is the first regional report, all others having been national level reports.

The process of producing an Experts’ Report involved a group of experts appointed by the Council of Europe, who spent a week in visits to educational institutions and discussions with representatives of the Lombardy education system and of civil society. The experts collated the views they heard and presented an analysis based on the policies of the Council of Europe, with suggestions for possible future developments. This Experts’ Report became the basis for the Profile.

The Profile explains Council of Europe and Lombardy policies on language education, analyses the current situation, and discusses some directions for future developments. The development of the Profile took place at a time when changes in governmental structures may lead to an increase in regional autonomy and it may therefore have wider implications in Italy as a whole.

The Council of Europe perspective        

The value of a review informed by the Experts’ Report is to bring to existing planning and innovation a Council of Europe perspective. This can be summarised as follows: 

· that all language education must be analysed and planned holistically, to include mother tongue/first language(s) (the language(s) of education, used as media of instruction), minority languages (both well-established and recent) and foreign languages; and that the aims of education should include the promotion of the plurilingualism of the individual
·  that language education policy should promote the inclusion of all linguistic and cultural groups in a society, and that language education policy is thus an aspect of social policy; at national and regional level it promotes social inclusion and from an international perspective it promotes interaction with other societies and their members.
The regional and national context for the development of a Language Policy Profile

The devolution of responsibilities for education to regional and local authorities is one of the main reasons for carrying out this process of a Language Education Policy Profile, and the issues raised are of significance not only in Lombardy but also in other regions involved in the current changes and new opportunities. Lombardy follows directions centrally decided by the Ministry of Education in Rome, but has nonetheless an area of autonomy in which to develop its specific strengths and address its specific needs. Thus,  the Profile process, while regarding the specific regional context, may also offer some insight into the overall national language education policy picture.
It is important to note that the Language Policy Profile process was carried out  in the context of a major education reform, introduced by the former Minister of Education: the Reform has only been partially implemented to date and the recent change of government in Italy may also mean certain issues being re-addressed.

Analysis of the current situation

The overall impression is that language teaching and learning in Lombardy is thriving. There is much activity and innovation and many people are concerned to improve standards. The need to improve standards is based on the belief among many stakeholders in education that Lombardy, like the rest of Italy, lags behind in the type of language learning which leads to high oral competence. At the same time, there is a tendency not to value the existing focus on written competence and knowledge of literary and other texts, although this is also important. This emphasis on (lack of) oral competence comes from government and policies which link language competence in society to economic policy. 

Given this perception of language competence as crucial to economic success, and the widespread notion that the business world has and will continue to need a lingua franca, it is not surprising that the main focus in language teaching policy is on English, as government meets the demands of society. The only contradiction of this rationale comes from students in upper secondary education who, despite the message from the former government, parents and business people, and thanks to the extra-curricular courses of Arabic, Chinese and Japanese offered by Lombardy Regional Education Authority, have shown interest in adding to their language repertoire languages from outside Europe, without this being a matter of immediate instrumental, economic purposes. This group of stakeholders, who are surely the most important, are interested in plurilingualism. 

As yet, there is little value attributed to the concept and practice of plurilingual education and the development of plurilingualism but, as the education system promotes the learning of a second foreign language, in tune with European policies, there is space for a debate on plurilingualism, on autonomy and ‘learning to learn’ languages, on cross-curricular policy for languages including Italian, on planning time allocation for languages allowing use of self-study time according to self assessment of need by learners. In particular, there will be opportunity for the re-introduction of the concept of educazione linguistica. 

Against the background of emphasis on holistic policies represented by the Council of Europe perspective, the analysis of the current situation in Lombardy identifies the following factors as significant:

· the balance between school autonomy and centralised control  - and the existence of ‘discretionary time’ -  has led to important experimentation in language teaching but the findings have not yet been widely disseminated or generalised

· the teaching of Italian is given more emphasis in Italy than the teaching of national languages in many other countries but there is dissatisfaction with the results because there is a perception – which needs to be objectively evaluated – that there is a decline in competence; this is  perhaps due to methods of teaching which put emphasis on meta-linguistic knowledge and the teaching of literature rather than the development of a linguistic repertoire; the development of a practical repertoire might also include more attention to dialects

· with respect to the teaching of foreign languages, parents, university teachers and other adults believe that students have poor practical competence and that this is the consequence of teaching methods which emphasise grammar and translation and the teaching of literature; students report a more diverse picture and their practical competences can be very good 

· the widespread use of commercial examinations to demonstrate qualifications in foreign languages is a reflection of a lack of confidence in schools and school examinations, in particular the lack of comparability among school examinations

· generally the languages taught are European and above all English but the teaching, on a small scale, of non European languages (Arabic, Chinese and Japanese) to Italian children is a signal that the Region values these languages too

· parents often bring pressure to bear to have English taught; yet students recognise the importance of their learning other languages

· the debate about the teaching of English is crucial; the decision to generalise the teaching of English in the primary school to the exclusion of other languages leads to concern over the expertise of primary school teachers; 

· new curriculum specifications have made the outcomes expected of foreign language teaching, the competences students should reach at specific points in the education system, more transparent; however, there appear to be unrealistic expectations about the levels which can be reached in the time and conditions of language learning in schools

· at universities, there is much contemporary change from which positive results in terms of improved practical competences in language among graduates can be expected in the medium term; the question of use of commercial examinations betrays here as in the schools a lack of trust among universities, schools and employers and there is an urgent need for dialogue and cooperation

· the teaching of languages to the children of recent immigrants is an important issue; the teaching of Italian has involved numerous successful projects whose results need to be disseminated; the teaching of immigrant languages/mother tongues is difficult and there are problems of resources, qualified teachers and teaching methods

· assessment and examinations, already mentioned above, are seen as problematic, with too much emphasis on the skills of reading and writing in foreign languages and Italian, rather than oral interaction; there is insufficient differentiation in the ways results of examinations are reported; 

· with respect to the assurance of quality in teaching, there are few modes of evaluation and there needs to be more attention to evaluation both of the examination system and of teachers and their teaching methods

· the professional education of teachers is currently under reform and in the medium term positive results can be expected; the qualifications of teachers could also be enhanced by more future teachers taking a period of study abroad

· in-service teacher education is offered but appears not to be taken up as much by secondary school teachers as by primary school teachers, who are usually more eager; however, in this case, there needs to be consideration of future reactions to the fact that a large number of primary teachers will have to take up English language courses in order to train for their future role as English language teachers, the latter being mandated by the Reform

· consideration needs to be given to the levels of attainment expected in foreign languages through in-service training of primary teachers and whether these will be high enough for them to be able to teach English in the new situation where languages are to be part of the primary school curriculum

· other languages – sign languages and the languages of the Roma – are not given a high priority in the region and merit more consideration

· there is considerable activity in languages in adult learning, not least from the cultural institutes representing major European languages. Language learning for professional purposes is a concern for employers in the region. However, in contrast to the policy of plurilingualism, employers seem to be of the opinion that English is enough for business purposes, and in general, employers are not interested in employees’ language needs other than for work.

· initiatives which present languages as a locus of contact with otherness and as a locus of intercultural education and democratic citizenship are less evident; the positive acceptance of different linguistic repertoires which should be seen not as an obstacle but as an enrichment needs to be reinforced.

· the emphasis on English among many stakeholders in education undermines the policy of plurilingualism; the experience of educazione linguistica could be the basis for a more nuanced approach to languages in the Region; unless this and other measures are taken there will be a reductive effect on language learning because there is little public discussion of the importance of plurilingualism and its value.

In short, on the policy level for language learning in schools  there is a need for analysis of what can be achieved in schools and how this can be evaluated and universally recognized, what methods might be introduced, whether the unrealistic expectations of parents and people in the business community can be modified, whether the learning of intercultural competence can be universally provided for as a necessary complement to language skills, whether students should be striving for partial competences and a more systematic use of the Council of Europe instruments throughout the syllabuses might be made,  and whether the dominance of English is really desirable in a strategy of diversification and plurilingualism in an increasingly multi-ethnic and multi-cultural society. Appropriate teacher education at all stages and the assurance of quality in teaching stand out as crucial issues underpinning the current situation of language learning provision. 

Suggestions for future directions

There have been many significant and successful projects in language teaching in Lombardy and it is clear that there is a need to move from a period of innovation through experimental projects, to a coherent vision of an approach to language teaching and learning. There is also a need for more attention to the evaluation of experimentation and to consideration of how the results of specific experimental projects can be integrated into a holistic approach to language teaching and learning in Lombardy. This holistic approach will take into consideration the strong educational traditions at provincial and municipal level so that they become an integral part of a regional approach

In the light of this analysis, and bearing in mind recent developments with respect to regional autonomy, the Profile discusses the main proposals for possible future directions as follows:

· the possibility of promoting a regional approach to languages through a permanent Regional Council for Languages which would focus on promoting a holistic approach to the languages curriculum, including the dissemination of good practice and experimentation

· the possibility of establishing a Regional Language Centre to provide professional support in technical matters such as materials, development of teaching methods, learner autonomy etc

· a focus on the role of school principals in the development of school-based language education policies, in which each school, with contributions from parents, pupils, local businesses and other interested groups, would develop its own approach to all languages;  the possibility of specific training for principals in matters of language education policy might be foreseen

· the current changes in universities are an opportunity for analysis of students’ needs, and consideration might be given to the wider introduction of the European Language Portfolio to support learner autonomy, and analysis of the growing cooperation between universities and the business world; there is also much potential for universities to develop their own institutional language teaching policies so that a vision of the mission of the institution in language learning terms can guide the thinking of all involved and create coherence.  

· new developments in teacher education offer the opportunity to re-think the traditional divide between pre-service and in-service training and the need for lifelong education, secondly to plan assessment competences for the end of pre-service training and thirdly to encourage more study abroad

· in the short term there is a need to plan teacher education which supports the use of foreign languages as media of instruction (CLIL – Content and Language Integrated Learning) already planned for upper secondary schools

· in holistic horizontal planning of curricula for the languages of education, in which principals may play a leading role, more attention might be paid to blocks of curriculum time for integrated approaches to language teaching, cooperation among teachers on teaching methods, differentiated outcomes in terms of skills and competences and greater transparency of learning objectives

· as pupils need options of taking different languages to different levels and in different competences, the vertical planning of the curriculum to ensure coherence as students move through the school system needs careful attention – particularly in view of the introduction of language teaching into primary school and the potential for introducing languages from outside Europe into the curriculum at later stages

· to ensure quality in language teaching and learning requires attention to curriculum planning and outcomes expected from courses of different kinds at different levels in the education system, to a reliable assessment system with good face validity which ensures acceptance by parents and employers, and to the presence of some means – often in other countries it is the inspectorate – to ensure the dissemination of good practice and the assessment of teacher competence

· languages for the children of immigrants are an important issue which has received attention but has recently been given a lower priority and more resources are required; there is a need to consider how such children’s natural bilingualism can be the foundation for their plurilingualism

· the teaching of Italian and its varieties needs to be included within a holistic approach and in practice this would mean cooperation among teachers of Italian and teachers of other languages; discussion of the regional varieties or ‘dialects’ would also be part of a holistic approach to the language curriculum.

August 2006

1. Introduction

1.1. Language education as social policy

Language teaching and learning is not merely an educational matter. The view that language learning is for an educated, “cultured” elite, a means of access to the important literature, philosophy and art of civilised nations is no longer adequate, if it ever was. Language learning and plurilingualism is a fundamental condition of successful interaction with people of other cultural and linguistic groups within and beyond the boundaries of a society, although this does not exclude language study as a key to significant thought in other languages. The two purposes are part of a whole, and intercultural understanding involves both everyday interaction and knowledge of the traditions and thought which underpin the ways in which people think and act.

A second issue has become more important as societies have lost any cultural and linguistic homogeneity they ever had, a homogeneity which was seldom truth, often myth. The recognition that all linguistic and cultural groups in a society must be included, and not dominated as minorities by a majority, presupposes interaction among all members of society, whatever their language. Language education policy is therefore social policy. In Lombardy, this is recognised in the attention to the needs of children who might be disadvantaged by their place of residence – those living in isolated valleys may need special help to ensure they have the same educational opportunities as those in the large towns. It is recognised in the special help given to the children of immigrants who need to learn the language of their host country as well as maintain their own language and culture. It is recognised in the promotion of lifelong learning of languages and the considerable activity in adult education. All this is a matter of social policy and not just language education policy.

When social, economic and political interactions with linguistic groups beyond a society’s boundaries are taken into consideration, language education policy becomes part of the discussion of “national interest” and can be referred to in terms of “national language capacity”. In Lombardy, there is a strong sense of the importance of the region as a powerhouse for the country and of its links with other parallel regions in Europe. Similarly, there is an important relationship between language education and education for the kind of democratic citizenship which is oriented beyond the national boundaries. Lombardy and Italy as a whole play a significant role in Europe and the opportunities for citizens to develop a sense of European citizenship and be active in civil society at an international level are growing quickly. No contemporary society can ignore this and the importance of language education and its significance in education for democratic citizenship are crucial. 

It is in the light of these and similar views about the significance of language education policy that the Italian and Lombardy education authorities invited the Council of Europe to participate in a review of language education in the region, and to help with the production of this Profile as part of the discussion of language education and educational reform in general. 

1.2. The origins, context and purpose of the Profile

The Language Policy Division of the Council of Europe offers to Member states assistance in carrying out analyses of their language education policies. According to the Guidelines and Procedures
, “the aim is to offer member States (or regions or cities) the opportunity to undertake a ‘self-evaluation’ of their policy in a spirit of dialogue with Council of Europe experts, and with a view to focusing on possible future policy developments within the country. […] This does not mean ‘external evaluation’. It is a process of reflection by the authorities and members of civil society, and the Council of Europe experts have the function of acting as catalysts in this process”.

This activity is known as the Language Education Policy Profile, and the process leads to an agreed report, the Profile, on the current position and possible future developments in language education of all kinds. The profile is produced jointly by the Experts and the Italian and Lombardy education authorities and tries to represent the views of all stakeholders in Lombardy society, those in the education system and others in civil society. The impetus for the profile came from the ongoing discussions about language teaching and in particular the debate about languages in school education which was taking place at the time of the initiation and completion of this Profile.

The view of the Council of Europe is that analysis and evaluation of language education cannot be compartmentalised, and that language teaching and learning in any context needs to be understood holistically, to include teaching of the national language(s)/language(s) of education, of regional and minority languages, of the languages of recent immigrant groups, of foreign and second languages. 

The process of the Profile consists of three principal phases:

· the production of a Country (or Regional) Report
, describing the current position and raising issues which are under discussion or review; this report is presented by the authorities of the country in question – this current Report is the first Regional Report carried out by the Council of Europe

· the production of an Experts’ Report which takes into account the Country/Regional Report and discussions and observations during a week’s visit to the country by a small number of experts nominated by the Council of Europe from other Member states

· the production of a Language Education Policy Profile developed from the Experts’ Report and taking account of comments and feedback from those invited to a ‘roundtable’ discussion of the Experts’ Report; this Profile is a report which is agreed in its final form by the experts and the authorities, and published by the Council of Europe and the country/region in question.

In the production of the Profile attention is paid to both the priorities of the country in question and the policies and views of desirable practice presented in documents of the Council of Europe in particular in terms of plurilingualism. 

1.3. Council of Europe policies

The language education policy of the Council of Europe is founded on the key concept of the plurilingualism of the individual. This needs to be distinguished from the multilingualism of geographical regions.

According to Council of Europe principles

· ‘multilingualism’ refers to the presence in a geographical area, large or small, of more than one ‘variety of language’ i.e. the mode of speaking of a social group whether it is formally recognised as a language or not; in such an area individuals may be monolingual, speaking only their own variety.

· ‘plurilingualism’ refers to the repertoire of varieties of language which many individuals use, and is therefore the opposite of monolingualism; it includes the language variety referred to as ‘mother tongue’ or ‘first language’ and any number of other languages or varieties at whatever level of competence; in some multilingual areas some individuals are monolingual and some are plurilingual.

Europe as a geographic area is multilingual, as are most Member states.  The Council of Europe has developed an international consensus on principles to guide the development of language education policies which promotes plurilingualism for the individual as a principal aim of all language education policy.  This position is formulated in a number of documents listed in Appendix 1. 

Plurilingualism is defined in the Common European Framework of Reference for Languages
 in the following way:

(Plurilingualism is) the ability to use languages for the purposes of communication and to take part in intercultural interaction, where a person, viewed as a social agent, has proficiency of varying degrees, in several languages, and experience of several cultures. This is not seen as the superposition or juxtaposition of distinct competences, but rather as the existence of a complex or even composite competence on which the user may draw. (Council of Europe, 2001: 168).

Thus plurilingualism refers to the full linguistic repertoire of the individual, including their ‘mother tongue’ or ‘first language’, and in this document we are concerned with all language education in Lombardy, including education in Italian and in regional and minority languages as well as those languages which are labelled as ‘foreign’ languages. 

This perspective places not languages but those who speak them at the centre of language policies. The emphasis is upon valuing and developing the ability of all individuals to learn and use several languages, to broaden this competence through appropriate teaching and through plurilingual education the purpose of which is the creation of linguistic sensitivity and cultural understanding as a basis for democratic citizenship.

The Council of Europe position, contained in the Recommendations of the Committee of Ministers and the Parliamentary Assembly of the Council of Europe and in normative instruments such as the Common European Framework of Reference for Languages, and presented in detail in the Guide for the Development of Language Education Policies in Europe
. In this latter document it is made clear that plurilingualism is also a fundamental aspect of policies of social inclusion and education for democratic citizenship:

In the Declaration and Programme on Education for Democratic Citizenship of 7 May 1999, the Committee of Ministers stressed that the preservation of European linguistic diversity was not an end in itself, since it is placed on the same footing as the building of a more tolerant society based on solidarity: “a freer, more tolerant and just society based on solidarity, common values and a cultural heritage enriched by its diversity” (CM (99) 76).  By making education for democratic citizenship a priority for the Council of Europe and its member states in 1997, Heads of State and Government set out the central place of languages in the exercise of democratic citizenship in Europe: the need, in a democracy, for citizens to participate actively in political decision-making and the life of society presupposes that this should not be made impossible by lack of appropriate language skills.  The possibility of taking part in the political and public life of Europe, and not only that of one’s own country, involves plurilingual skills, in other words, the ability to interact effectively and appropriately with other European citizens.

The development of plurilingualism is not simply a functional necessity: it is also an essential component of democratic behaviour.  Recognition of the diversity of  speakers’ plurilingual repertoires should lead to linguistic tolerance and thus to respect for linguistic differences: respect for the linguistic rights of individuals and groups in their relations with the state and linguistic majorities, respect for freedom of expression, respect for linguistic minorities, respect for the least commonly spoken and taught national languages, respect for the diversity of languages for inter-regional and international communication. Language education policies are intimately connected with education in the values of democratic citizenship because their purposes are complementary: language teaching, the ideal locus for intercultural contact, is a sector in which education for democratic life in its intercultural dimensions can be included in education systems.  (Guide for Language Education Policies in Europe Main Version 2.3)

It should be noted that while the development of plurilingualism in education systems is a generally accepted aim of language education, its implementation is only just beginning in most education contexts. Measures may be more or less demanding, e.g. ministerial regulations concerning curriculum, or new forms of organisation, which may require special financial arrangements, or political decisions, implying extensive discussion at all levels.

Implementation of policies for the development of plurilingualism can be approached in different ways, and it is not necessarily a matter of “all or nothing”. The responses to the Country Profile in any particular country can thus be expected to vary according to their circumstances, history and priorities.

2. A description of the current situation and education priorities

This first Regional Profile was developed at a time when changes in governmental structures may lead to an increase in regional autonomy in educational and other matters. 

Since Lombardy is not an autonomous region, the Profile process needed to consider the ways in which national language education policies have been implemented on the regional and local levels in this specific region. The authorities in Lombardy see a need for a wider vision at policy level after a period of experimentation with many specific problems and projects.

One of the most fundamental issues is the integration of the children of recently arrived migrants into the education system, and the implication of this for language education.

A second major issue is the recent development which places the responsibility for teacher training in the universities, where human resources with appropriate expertise are not yet fully developed.

A third major issue is the autonomy of schools: DPR 275 of 1999 included 15%, increased to 20% by the ministerial decree n. 47 dated June 13, 2006, discretionary time in the school timetable and the freedom to decide how this time should be best used. 

All this is taking place in the context of a major education reform, introduced by Minister of Education Letizia Moratti: the Reform has only been partially implemented to date and the recent change of government may also mean the issues being re-addressed. 

The following issues were given particular attention in the development of the Profile: 

· that school reforms are having an impact on the organisation of school timetables leading to considerable variation in timetables and the ways in which time can be allocated to subjects, in particular through the discretionary 20% mentioned above

· that current political debate has not yet fully acknowledged the consequences of immigration and its growing significance in society for the education system; that the presence of many children of recent immigration is a factor which is likely to become even more important as they follow the first stage of immigration by parents; that there is some degree of fear of a loss of identity in the Region as immigration increases

· that there is a disparate local administration network with some 1500 local councils 

· that there is much concern about the perceived low level of competence in foreign languages nationally but that there is evidence of improvement in Lombardy

· that there needs to be discussion of differentiation in targets for language learning with respect to levels expected in first, second and third foreign languages

· that the new Reform has created in practice a position for English as an obligatory foreign language from primary school, and that there are issues to consider first with respect to continuity from one school level to the next, second with respect to the effect on the teaching and learning of other languages, and third with respect to training teachers, especially in primary schools.

It was then also part of the Profile process to reflect the views of other stakeholders – within and outside the education system – to provide a composite picture of the ways in which people in Lombardy wish to see the development of language education in the foreseeable future.

3. Analysis of the current situation in language education
This chapter is based on discussions with representatives of civil society and of different sectors of the education system, including teachers and pupils. The Profile process brings together the perspectives of different groups within Lombardy as well as providing an external view based on knowledge of other education systems and the policies of the Council of Europe. 

3.1.  The organisation of language education – national, regional and local responsibilities

The devolution of responsibilities for education to regional and local authorities is one of the main reasons for carrying out this process of a Language Education Policy Profile, and the issues raised are of significance not only in Lombardy but also in other regions involved in the current changes and new opportunities.

From its history and tradition as well as from its present needs in the heart of “Old Europe”, as a committed partner in the co-operation of four European regions – Baden Würtemberg, Rhône-Alpes, Catalonia and Lombardy – Lombardy regards language learning for all to be a key issue for the success of the society and expanding economy in this important industrial region of Italy. This view is shared by people in politics and in the economy.

Lombardy follows directions centrally decided by the Ministry of Education in Rome, but has nonetheless an increased autonomy in which to develop its specific strengths and address its specific needs. The decision taken by the Italian Government in 2003 (law 53: Moratti Reform) to introduce English as the obligatory first language already from the first grade of primary school and to make the learning of a second foreign language spoken in the European Union obligatory in the secondary school system (mainly French, German and Spanish) is intended to provide the basis for the realisation of plurilingual education. It prepares Italian schools for the demands of a unifying Europe in a globalised world and intends to realise the Lisbon strategy by 2010. 

The “Ufficio Scolastico Regionale per la Lombardia”, the Regional Education Authority, is thus facing new challenges in this phase of transition and devolution. It is developing a vision of a future situation where its purposes will include improving the relationship between all institutions in the educational field, and building up a network which includes the Ministry of Education in Rome, the universities of Lombardy, teacher and parents associations, regional and provincial governments, local authorities, publishing houses, the world of business etc. 

Since the Regional Government is responsible for VET, language learning opportunities are on offer in many regional vocational training settings. Moreover, through the initiatives organised within the ESF framework the Regional Government has funded several projects with large numbers of participants. 

Local administration is also already considerably engaged in supporting language learning. In Milan, for example,  schools for languages have a broad variety of languages on offer, even Asian ones. They are subsidised and their teachers are paid with local money. The local authorities of Milan also run a school for interpreters, support language learning in kindergartens and run a secondary school for languages, the “Liceo Linguistico Manzoni”, which has a long-standing tradition as a locally sustained school. Other local administrations, for example Brescia, Cremona, Mantova and Varese, also demonstrate such commitment and support language learning in their municipalities. This includes financial support for language projects, exchanges, summer projects, and for teachers’ in-service training. 

The Regional education authorities, from their level, have favoured the distribution of  European Language Portfolios
 for the pupils of their schools and have supported them financially when they take external language certificates.

One of the key issues is that of the balance between school autonomy and centralised control. Although policy and syllabus are decided at national level, schools have considerable autonomy and this is a major challenge for school principals. Central to the idea of school autonomy is the Piano Offerta Formativa (POF), which is the school’s plan, its response to the needs of its students. The POF offers enormous potential for change but it also involves risk-taking. There has been intense debate regarding autonomy, but many principals feel that much more has to be done to prepare school communities for this radical change in emphasis. School autonomy would be a failure if it translates into bureaucratic autonomy only, “scuola amministrata, non gestita” – administrated, not managed – and many schools have not yet fully grasped all the advantages and opportunities of autonomy. The principal should develop a clear “school vision” to be shared with all the key school stakeholders.  

Autonomy facilitates experimentation at local level. The 20% discretionary time, for example, gives schools scope to exercise autonomy. Autonomy could be exercised in participation in EU projects and exchanges – they can help schools to see how other countries do things. Participants return home prepared to experiment. Lombardy as a region has always been very open to exchanges and innovation.

There has moreover been quite a lot of experimentation in the context of autonomy and the flexibility which it allows, However, most of these experimental projects have not been externally evaluated. Neither has the good practice which they represent been diffused or generalised. These are two challenges which arise from the principle of autonomy.

Given this context, the priorities for future attention are:

· The development of tools and data for defining and piloting a regional language policy including sharing of experiences and experimentation, and coordination among institutions.

· Training for principals of schools to deal with the potential of autonomy.

· Consideration of methods for the dissemination of good practice.

3.2. Italian and regional varieties of Italian

Compared with most other European countries, the teaching of the national language in Italy, plus Latin as a marker of national heritage and identity, in most upper secondary schools or “Licei”, occupies a large percentage of the timetable. On the other hand, parents, teacher organisations and textbook publishers complain about a decrease in the mother tongue competence of Italian school leavers. This is however only a perception which needs to be verified against objective measures such as PISA results and the findings of INVALSI, the National Institute of Evaluation.

Teaching the Italian language is a key issue for excellence, and the teaching of Latin is an indispensable cultural heritage contributing to the identity of the educated members of Italian society. The same is also true for History and Philosophy which sometimes have as many periods per week (in the “Liceo Linguistico”) or even more (in the “Liceo Classico”) than all Modern Languages together. Comparisons with other European countries show that there is usually more emphasis on the learning of Modern Languages than in Italy, and time allocation and curriculum design are matters for further discussion.

There is concern too about the methodology of teaching Italian among parents and students who say there is with too much emphasis on literature, not enough emphasis on communication and functional use of the language. At the moment, the linguistic objectives in the syllabuses for Italian are focused in part on metalinguistic understanding, including grammatical analysis of the language, and in part on the development of oral competence and the development of an ability to read different types of text, including literary texts. New reforms are being planned which will consider the balance of the curriculum content and the views of parents and students.
Although Italian dialects in Lombardy have become the object of some concern by primary school teachers, and an object of research, there is in general little attention paid to dialects and regional varieties of Italian in the debate about language education. This contrasts with other parts of Italy, where the role of dialect in everyday life is significant; it has a strong sociolinguistic status and is a part of the linguistic repertoire. 

It may be that there is some residual sense of inferiority around the subject, or that dialects are not considered real languages and therefore are not worthy of any attention in education. There may also be some resignation to the fact that dialects will disappear in one or two generations. It is also possible that people see the dialects as associated more with history and folklore than with language education and more with the past than with the present or the future. On the other hand, there is support for local dialects in primary schools by devoting a part of the instruction time to local traditions and dialects. Yet within a plurilingual vision of languages and language education. It is important to recognise the significance of dialects and to consider the role of the education system in supporting their use, especially where they are the first language of children in schools. There are schools which do so and whose practice might be disseminated.

In summary, the following points have been identified as important in the teaching of Italian:

· Developing definitions of competences, in (spoken and written) Italian, which might be required and measured at different levels in the education system, as is being proposed in current reforms.
· Consideration of the time allocated to Italian and the possibilities of cross-curricular links with other languages, including providing for the continuation of educazione linguistica which created links in the teaching of all languages as will be discussed in the following section.
· Analysis of teaching methods and development of new approaches where necessary.
· Consideration of the role of dialect in the curriculum and the linguistic repertoire of young people.
3.3. Foreign language teaching and learning in schools

(a)  The need for change in the purposes of language teaching

The post-war generation experienced foreign languages at school as ‘scholastic instruments’, not for communicative purposes. Today this generation have come to the conclusion that ‘we must speak to the world – but we are not really prepared for it’. Since a majority of English language teachers taught Shakespeare’s plays and similar content through the medium of Italian to pupils of the post-war generations, the latter have not been prepared to communicate in English sufficiently. They are dissatisfied with the education they received: too much grammar and translation, too much literature, and little or no development of communicative competence, and there is now a general attitude that schools and universities must deliver an effective linguistic education which will equip learners for life. It is recognised that this change has already begun but many people think that it is not fast enough and schools are not yet delivering enough competence. This view is shared by the following generations of pupils in schools.  

Parents too consider language learning with communication purposes to be very important. Many are prepared to pay for their children to attend private classes outside school and to sit examinations offered by organisations such as Cambridge University, the Goethe Institute, the Cervantes Institute, the Centres et Instituts culturels français etc. While this says much about the value they attribute to foreign language learning, it also says something about their perception of the effectiveness of schools in teaching languages, and raises serious questions of equity and equality since not all parents may be able to pay for these extras. 

University teachers also report that students often arrive at university having studied language for five years, but with poor levels of competence. People in industry trust neither school certificates nor university diplomas, and employers complain that school leavers have a low level of language competence. They have a particular interest in English and there is an expectation that schools will ensure that graduates have perfect English, although education experts consider this impractical. University graduates have a better level but it is still not sufficient for the purposes of employers. 

Students themselves report a range of experiences of language learning. Some are very satisfied with their experiences – good teaching with benefit of exchanges, international debating, etc. Others are not so pleased and have experienced poor teaching, of English in particular. Students are often dissatisfied with the high literature content in the English syllabus in liceo, much of which is taught in Italian. They value external certification, because they feel that the value of school diplomas varies from school to school, and that in the teaching of languages, too much emphasis is placed on literature and not enough on oral competence. In short, many people – teachers, students and parents –  refer to the practice of teaching languages through Italian and the predominance of the grammar-translation approach. 

The teaching of some immigrant languages to Italian children (e.g. Chinese, Japanese, Arabic) is a signal to immigrants that the Region values their languages. However, this is only happening in the case of a few languages. There are some 2,000 students per year studying these languages in extra-curricular courses and 80% of students questioned in an annual survey by the Lombardy authorities said they were studying these languages in order to understand the cultures. This is again an indication that the broader purposes of language teaching need to be taken into consideration in policy-making.

(b)  Response to change

Change is already in hand, with the passing of the Moratti Reform. The reactions of various stakeholders to this are mixed. In general, parents are satisfied with the introduction of English in all classes of primary schools. Parents in general are pleased with the emphasis on English even though this is in effect a reduction of choice from French, German and other languages and runs contrary to the emphasis on plurilingualism which is so important in Europe. They are nonetheless concerned that not all teachers, especially at primary level, are competent in English. It is also important to note that environmental factors are more favourable and Italian families are now more open than they were in the past to their children going abroad and being involved in exchanges, which is very positive for language learning. 

On the other hand, stakeholders – parents, pupils and some politicians – consider the possible reduction of hours for learning a second foreign language from 3 periods to 2 periods per week, a problematic effect. However, school principals can use their new school autonomy which enables them to offer more periods per week for language learning if they wish to do so. Schools need to develop their internal structures, their language curricula, and in-service teacher education because before the Moratti Reform, professional subject teachers taught English in primary schools and  now it is expected to be done by every primary school teacher. 

The decision to generalise the teaching of English in primary school to the exclusion of other languages is much debated within the education system. The decision is justified on the grounds of seeking to ensure continuity between primary and secondary school and of offering the compulsory study of a second foreign language in lower secondary school. Under the new system, students will be learning English for 13 years. Serious concerns are also expressed at the inadequacy of primary teachers, even with the benefit of in-service training, to the task of teaching English. A further factor for consideration is the effect of study of English over 13 years. This could lead to problems with motivation and there is no guarantee at all that the time spent will translate into high levels of achievement.   

Yet, in some areas, parents put pressure on schools to concentrate on English only, because the other European languages are regarded as too difficult and possibly a burden too heavy to accept. This is important since research shows that the motivation of pupils to learn foreign languages very often mirrors their parents’ attitudes.

In contrast, there is agreement among many students that it is important to learn other languages besides English, and the idea that there should be a broader variety of languages on offer at the beginning of the lower secondary school (scuola secondaria di primo grado) and as well at the beginning of upper secondary (secondo ciclo) is attractive. There is also a definite interest among pupils in learning ‘exotic’ languages, a view which is not found among other groups such as parents and employers. Students wish to see more international exchanges, more communicative language in language classes, more native-speaker teachers, and greater use of target language by teachers.

(c) Syllabus and curriculum

Current syllabuses do not define learning objectives in differentiated terms with respect to different skills or competences, and the aims for language learning are not determined for each school year. On the whole there is still a tendency to conceptualise language teaching and learning in terms of the learners who will enter university, and there is a risk that other pupils’ needs are not sufficiently taken into consideration. A differentiated approach might be developed on the basis of the Common European Framework of Reference level descriptions for various languages. These include Waystage, Threshold and Vantage levels for English and others currently being produced for other languages. This would lead to greater flexibility in the determination of objectives and consequently in the promotion of plurilingualism.

The prioritisation of English in the primary school reduces the variety of offer in languages. This will lead to a loss in expertise in languages among those who could previously teach German and other languages, and the training of primary school teachers in English in a total of 400 hours and often over distance learning, may not suffice for them to reach an appropriate level for teaching, especially as far as oral interaction is concerned. The prioritisation of English is however accompanied by discussion about offering other languages and this will need to be promoted in accordance with the principles of plurilingualism and the ways in which language can be learnt in a holistic approach. The approach through educazione linguistica, an Italian invention which is lauded in the Guide for the Development of  Language Education Policies in Europe, but which has not been pursued in recent times, might be re-considered as a good basis for the development of a language repertoire and plurilingualism.

In October 2005, the national government passed a decree on language teaching (D.Lgs. 226/2005). The decree refers in detail to the Common European Framework of Reference for Languages and its levels and this is an important innovation which brings transparency to the definition of intended outcomes of teaching and learning.

However, one element of this decree, the option offered to parents and children to ask for the combination of time from First and Second Foreign Languages to be devoted entirely to the learning of English, is counter to the policy of the Council of Europe and the philosophy of plurilingualism set out at the beginning of this Profile. The effects of this element of the decree have since been deferred. Furthermore, the suggestion that this would lead to a level of English ‘analogous to that of Italian’ is unfortunate since it could be misunderstood as an expectation that the level of English expected is similar to balanced bilingualism. As we saw earlier, some people in industry and commerce expect schools to produce pupils with ‘perfect’ English, an ambition which is unrealistic, and this view is encouraged by the suggestion that students would reach a level analogous to that in Italian. In fact the level hoped for, as explained in Appendix D to the decree, is C1, i.e. one level below the highest defined in the CEFR.  In fact, neither C1 nor C2 can properly be compared with or described as being ‘analogous’ to native speaker competence. 

Thirdly, disregarding the question of analogy, doubts must be raised about the hope that level C1 can be achieved in the conditions of the ordinary language learning classroom, even though a large number of hours might be devoted to it. 

Finally, the ‘distance’ between levels should not be seen as equal. This means that the amount of time required for progression from one level to another increases exponentially, but this is not reflected in the proposed allocation of time set out in Appendix D. For example the proposal in Appendix D states that for progression to A1 396 hours will be allocated but the progression from A2 to B1 will be allowed only 297 hours  - a lower number where in fact a higher number would be required.

(It is also noted that the time allocated for progression from A1 to A2 in the First Foreign Language is twice as much as that allocated for the same progression in the Second Foreign Language. There would be some justification for this if there were cooperation among language teachers and a pedagogy which builds on the experience of language learning and learning to learn. However the Expert Group discerned little attention to such pedagogy in the documents or in discussion with its interlocutors.)

As a conclusion, it is necessary to highlight that the situation is very fluid and that some of the legislation needed to implement the Moratti Reform may neither be devised nor come into effect, especially in what regards secondary schooling. 

(d) Learning and teaching

According to the national Reform, Content and Language Integrated Learning (CLIL) would have been compulsory in the final year of all licei under the national Reform: one subject would have been taught through English. In the case of the liceo linguistico, this would have been for the final three years, and in addition another non-linguistic subject will be taught through a community language other than English. If CLIL is to work, it will need to be done well, by teachers who have a high degree of competence in the target language, as well as being competent in the subject being taught. This presents issues of teacher education and teacher supply, but Lombardy has made a good start in the area of CLIL with some 250 teachers involved in a project where the principle of using other languages than English – French, German and Spanish – is being respected. 

Learner autonomy is a principle for language learning which is fundamental to the Council of Europe perspective. The Italian school system until now has relied heavily on a style of teaching which involves teachers lecturing to students, and a pedagogy of the transmission of knowledge. Self-access learning is not widely fostered, and many schools make limited use of their school library. This is an area for future consideration as a pedagogy of the construction of knowledge by learners is developed. The European Language Portfolio has already offered (with developments in all regions including Lombardy) and could offer good opportunities in this regard.

There are the possibilities offered by the use of technology for the teaching and learning of languages, and good progress had been made in building up infrastructure, for example the installation of satellite dishes in schools. However, schools are not yet fully utilising the technology; supply is running ahead of demand in this respect. Schools need to develop strategies to ensure that the students benefit from what is on offer. Each school could develop a multimedia strategy and this idea will need to be communicated to schools and school principals convinced of the value of TV for education. The strategy will need to include a consideration of appropriate pedagogy as current plans by RAI for providing language learning material do not include the provision of a teaching method.

TV also has the potential to help pupils who are at a disadvantage because of living in isolated areas/ mountain communities mentioned earlier.

The following issues arise from this analysis of languages in the school system and might be further discussed by all stakeholders: 

· Time allocation: consideration of the implications of the fact that progression from one CEFR level to another presupposes an exponential increase rather than equal amount of time. For example a higher number of hours is required in progression from B1 to B2 than from A1 to A2.

· Defining outcomes: the possibility of defining outcomes in terms of expected levels of competence rather than in terms of what might be expected from a given number of years/hours of teaching/learning.

· Discussion of the potential of teaching for partial competences and a more systematic use of the Council of Europe instruments throughout the syllabuses

· Consideration of more emphasis on learner autonomy and in particular the use of new technologies to facilitate this

· Consideration of how schools might not simply accede to the wishes of parents who may not be aware of regional and national factors in language teaching and learning.  

· Consideration of the development of CLIL in other languages than English.

· Further public discussion of the dominance of English is needed to clarify whether the intention is to improve competence in English as part of a strategy of diversification and plurilingualism or whether it is in fact seen as an end in itself.

3.4.  Language learning in universities

Considerations on language learning in Italian universities come under three different headings:

a) language learning for university undergraduates in general; 

b) language learning for university undergraduates in foreign languages;

c) pre-service training for future teachers of foreign languages (see 3.7. below).

As to the first heading: universities are working to improve the language competence of graduates and the specialised language centres within universities are part of this drive. This is also manifested in the fact that university graduates must have a certified competence in a foreign language. A test of language at the point of entrance requires Level B1 of the CEFR. However, some 35% do not achieve this and take classes to upgrade their competence. Most students (at least 80%) take the English test, only some the French, Spanish or German test (usually depending on the foreign language studied in the high school). If a student goes to university already having a certified competence, they may be exempted. Some students now go to university already having Cambridge FCE (CEFR Level B2). They can then do professional English (ESP) courses. There is however as yet no discussion of alternatives to this, which could help students develop their plurilingual competence rather than spend more time on English. Universities are not yet places where students and teachers think in terms of the development of a plurilingual repertoire, even though this would be possible during their period of studies.

If students go on to attend a second-level (M.A. or five-year) study programme after getting their first-level (B.A. or three-year) degree, they may have to take another foreign language course, usually at level B2 and with a stronger professional bias, though the emphasis is still mainly on reading skills.

Universities thus invest a lot in language training to improve their students’ linguistic competence: level B1 for all, up to level B2 at the end of a five-year university study programme if possible. Language centres are therefore common and offer various services for students and faculties alike.

Some university courses are now taught wholly or in part through English. This is in the context of a growing number of international students, and is often seen as a way to attract them. 

Language learning for undergraduates in foreign languages has improved in recent years, since it has benefited from the 2000-2001 university reform and related innovations: 

a) the introduction of Chairs of foreign languages as distinct from the previous Chairs of foreign languages and literatures has led to a new emphasis on language study, both at a practical and a theoretical level; 

b) the new university course in  Linguistic and Cultural Mediation, as an alternative to the traditional course in Foreign Languages and Literatures, has also shifted the emphasis from the study of literature to the study of language, media and contemporary studies, thus indirectly urging the more traditional courses to pay more attention to language teaching; 

c) the establishment of the SSIS or Specialization School for Secondary School Teachers in 2001 introduced formal specific education and training periods in schools for would-be teachers, thus establishing a fruitful cooperation between the University and School systems; 

d) the wider and wider recourse to the CEFR in language teaching has helped both teachers and students to focus on clear-cut, feasible objectives in a ‘mass university system’ like the Italian one: for students specializing in languages, level B2 at the end of  a three-year programme and C1 or C2 (often depending on the languages studied) at the end of the five-year language programme.  

Positive results from the above innovations can only be expected in the medium, and not in the short term. Furthermore, some drawbacks that affect the learning and teaching of foreign languages are still present in the new university system: 

a) though most universities give their first-year students an entrance test in the foreign languages they want to study at university, no minimum entry qualification is usually required as a prerequisite to enrol in a foreign language course, not even for English (this would otherwise tend to disadvantage those who wish to study languages other than English which are taught as second foreign languages at school); 

b) each year large numbers of students enrol in foreign language courses, very often hundreds of them for English courses, though staff, rooms and facilities are usually inadequate and insufficient to meet the students’ requirements. 

One consequence of this is that there seems to be a higher level of competence among French graduates – perhaps because English is the default language, and French is a more deliberate choice on the part of students. 

There is a need for more dialogue and cooperation between university, school and workplace. Employers often do not accept a university degree in languages as a guarantee of real competence, and there is a certain tension in the universities between external certification and the universities’ own language courses and qualifications. There is also a fear among some university teachers that language departments will become simply places for the acquisition and certification of language skills and will lose their character as places of university study, where the advancement of knowledge and criticality are crucial characteristics. 

New university courses (e.g. mediazione linguistica e culturale) will doubtless make university language teaching more relevant to the world of work. On the other hand, this again raises the question of whether university course are becoming too instrumental in orientation and forgetting the purpose of university studies. 

In summary, the following points emerge for future consideration:

· The role of universities in the development of plurilingual competence in a second or third language as opposed to simply improving competence in the first foreign language.

· Consideration of the character of university study in languages in specialist departments and comparison with the role of language centres.

3.5. Language education for the children of (im)migrants

In 2003/04 there were about 71,000 foreign pupils in Lombardy schools coming from 165 countries of origin, of whom 30% were born in Italy. Children who do not have two parents of Italian nationality are considered foreign. (There are some 18,000 born of parents where one is Italian.) About 12% of pupils arrive during the school year, which poses a great challenge for schools whose responsibility it is to welcome the pupils and integrate them. They are immediately inserted into classes. 30% or more are placed into classes which are not age-appropriate – and this mean that they are up to 3 years behind their age -group. The percentage rises to 65% in secondary school (scuole medie-superiori). Thereafter, these pupils tend to attend vocational education and training in a much higher proportion than Italian pupils. 

Immigrant associations say that all immigrants are willing to learn Italian quickly in order to become an integral part of Italian society without forgetting their cultural heritage and linguistic roots. On the other hand, most Italian teachers have little knowledge of the difficulties the immigrants are facing when learning Italian. In fact, the teaching of Italian as a second language to (the children of) immigrants is not a major focus of attention in the education system. Teachers with the necessary L2-competence are often not available and the number of “learning facilitators” has fallen substantially in recent years (from approximately 500 in 2001 to some 130 a year later), but has increased again to 230 in 2005/06. These language facilitators have hitherto contributed enormously to a fast and smooth integration of newcomers into the Italian society.

In addition, there are offers of media-based courses in Italian for foreigners. For example, RAI-Educational offers a project for the Chinese community which wants to improve their Italian by TV. Immigrant organisations contribute to teaching the Italian language to immigrants by organising evening courses for immigrants, especially mothers, if possible in cooperation with local authorities (e.g. in Milan, Varese, Bergamo). Some local authorities would like to expand their help, but there are financial limitations.

The difficulty of integrating children is however not just a question of overcoming linguistic problems. There is a need for cultural mediators also. Cultural understanding and the valorisation of the mother tongue and the culture of immigrants are important issues for, in some cases, immigrants reject their own language in their eagerness to integrate, and there can be crises of identity. There is a need for schools to see bilingualism as a strength and to see the newcomers’ languages as a resource. 

Many women who stay at home find it very difficult to find a place in society. Immigrant associations can organise courses in Italian and in immigrants’ mother tongues. However, they feel that this responsibility should be shared by other bodies. One of the problems is the fact that there few forms of cooperation between the Italian authorities and the immigrant community associations and consulates (e.g. China, Egypt, Morocco, Peru).

Even more difficult is the organisation of language courses for immigrant children in their mother tongue. Teachers often do extra-work (not always recognized), and activities in Italian as a second language are sometimes difficult to organize. However, in a small number of schools, immigrants are taught their own languages (above all Arabic) and it is noted that students’ self-esteem and general academic progress benefit greatly when this is done. There is however a problem in sourcing teachers, although the universities have been a help in this regard. Teachers need not be qualified teachers, but must speak Italian. The methodology employed is important – it must be lively, active. However, foreign students cannot take school examinations in their own languages, as they can in other countries, for example Germany, where a student can replace one foreign language with their own mother tongue.

There are thus many projects focused on foreign pupils which have been brought together in a database, and these projects have had some impact on teaching and learning methods. Future developments could include more resources for the creation of a network to strengthen the impact of these projects, more attention to the evaluation and dissemination of results and consideration of the ways in which new technologies and television can be used to support the language needs of immigrants.

In summary, the following points merit specific attention:

· The need to systematise and make better known the successful experiences such as administrative responses to financial needs for new approaches to pedagogy.

· The need to ensure dissemination of good practice in school autonomy with respect to language teaching for newcomers which is currently lost in territorial disparities.

· Development of appropriate tools for diagnostic testing of knowledge of Italian which are not implicitly value-laden and presuppose specific views on language competence.

· Consideration of the introduction of immigrant languages into the curriculum for pupils with Italian as first language.

· The question of a lack of a national system for certifying competence in Italian as  a foreign language, currently managed by some universities.

3.6. Assessment, qualifications and quality in language learning

Assessment in the form of examinations is an important part of any education system and is crucial in the school system. Examinations in Lombardy particularly in upper secondary schools are text-based and encourage teachers and learners to focus on the written language and competences in reading and writing rather than oral interaction. It is this which is blamed by many for the poor oral competence of those graduating from upper secondary. This is however probably an over-generalisation and oral competence among some young people is good.

The examination results in upper secondary are given as a global evaluation which does not allow learners, teachers or employers to identify the specific competence in first and foreign/second languages. There is also a distrust of the reliability of examinations set by schools, since these can vary in the demands made and standards set. The absence of an external validating body for school examinations and the use of commercial bodies and their examinations to evaluate students’ progress in schools is unusual when compared to many other education systems.

In addition to the assessment of the competences of individuals, the evaluation of the quality and efficacy of teaching programmes – of the syllabus, the methods of teaching and learning, and the design of the curriculum – is important in any education system especially at a time of change and reform. As yet there has been little emphasis on evaluation despite the many experimental programmes for foreign language teaching, for the children of immigrants, for innovation in curriculum design.

In particular, the evaluation of teachers – which is common in some other countries – is absent and therefore there is no basis for designing a programme of in-service teacher education to meet teachers’ needs. 

Three points arise from these observations which merit further consideration:

· The development of more systematic evaluation of experiments in language teaching

· The introduction of standardised language tests in schools by regional authorities to remove the need for recourse to international tests

· The development of approaches to diagnosis and remediation of teachers’ training needs 

3.7. Teacher education

(a) Pre-service training

Teacher education is in a period of transition. The present system is very different from the previous one, and very probably the basis on which the new one will be based. The three stages may be summarized as follows.

Past situation: 

Until 2000 prospective secondary school teachers had to take a national examination (‘concorso’), and successful candidates received a teaching qualification certificate or ‘abilitazione’ and, if available, a teaching post. No formal specific education was required for teaching apart from a university degree in the subject/s one wanted to teach. Only occasionally could a university student with an interest in teaching as a career take a few pertinent courses during their university career, e.g. foreign language university students that took a course in “Foreign language teaching” or “Didactics of English / French / Spanish”. 

Present situation: 

The situation changed a few years ago, when post-graduation higher courses for prospective teachers started being run by universities in the academic year 1999/2000. Each region in Italy has one SSIS or Scuola di Specializzazione per l’Insegnamento Secondario (Specialization School for Secondary School Teaching), whereas Lombardy – given its large student population and number of universities – has two: a SSIS run by the Università Cattolica of Milan, and a SILSIS or Scuola Interuniversitaria Lombarda di Specializzazione per l’Insegnamento Secondario (Lombardy Interuniversity Specialization School for Secondary School Teaching), which gathers together different universities in Lombardy, and is divided into three sections, one in Milan, one in Pavia, and one in Bergamo and Brescia.  

What has been and is being carried out on the basis of the above regulations can be considered highly successful and positive, as it has enriched and innovated teaching theory and practice in secondary school education; in most cases, it has also stimulated a fruitful cooperation between university and school teachers. On the one hand, university professors are being led to adapt their critical and theoretical teaching of the past to real teaching situations in schools; this is not always easy but, generally speaking, only those professors that have a serious interest in teaching methodology are involved in SSIS. On the other hand, school teachers – both supervisors on 50% attachment to university and teachers taking in trainees in their own classrooms – have been led to think critically about their practical teaching, to establish teaching protocols and procedures etc. This has resulted in a more conscious and ‘hands-on’ approach to teaching. Furthermore, statistics show that only one in three or four applicants is admitted to SSIS in Lombardy, thus ensuring that only the best and most motivated would-be teachers are given the opportunity to become teachers. Compulsory attendance during the SSIS course is also an element to be stressed, since regular attendance at university is generally not compulsory in Italy.

The effects on the quality of teaching will have to be assessed at a later time, as only very few young teachers in the system have already benefited from the new structure in teacher education which is designed to meet the Barcelona demands for a restructuring of graduate courses into Bachelor and Master programmes.

Future situation:

Certain aspects  of  the Education Reform Law related to teacher education are to come into effect in 2006/07. As a consequence, courses of studies for prospective teachers will be extended to 5 years, as a 1st level (i.e. B.A. or three-year) course on a specific branch of knowledge (foreign languages, chemistry, philosophy etc) will have to be followed by a  2nd level (i.e. M.A. or two-year) course of teaching training. Thereafter, a further year of teaching practice will be necessary to complete the course. One disadvantage of this new system is that  teaching practice will be put off until after the 5-year university course has been completed, which will make it more difficult to keep the existing strong interrelation between theory and practice. 

 University Language Centres, whose role was described earlier, also see themselves in charge of promoting a new and fruitful dialogue between university and school teachers in the field of language learning. University representatives report that English is now more frequently used in seminars and lectures than before and one very common field for the use of English is said to be the methodology of language teaching. 

An increasing number of present and especially future teachers of Modern Languages have taken and will take the opportunity to spend at least half a year studying or teaching in a country of the target language. With the help of European support programmes they have many opportunities to take part in study programmes, and this has led to an impressive level of command of the target language and cultural competence especially among the younger teacher generation. However, unfortunately, the experience of a long-term stay in the country of the target language is not obligatory for future teachers of Modern Languages.

There is one significant issue in the light of new proposals to develop CLIL in schools. The present university/teacher education system does not prepare teachers for CLIL since no second, non-language subject is required. However, one university is organizing a pilot CLIL teacher education project, and another, commercial, university has a strong language emphasis with many courses taught in English, and this offers good possibilities for CLIL. 

(b) In-service training

At present, the education authorities are making a major effort to qualify the majority of primary school teachers who do not have a sufficient command of English. This involves enabling them to use English as the language of instruction. There are some concerns whether level B1, at present envisaged as a goal/ threshold for language teachers in primary schools, will be sufficient to prepare the pupils adequately for the necessary demands in the lower secondary school (scuola secondaria di primo grado). Many school principals would like to employ mother tongue teachers, but there are often problems in the recognition of foreign qualifications.

In addition to this current emphasis, other offers of in-service training are made by officially approved organisations. However, there have been recent financial cuts and in-service training for teachers is no longer compulsory. In these circumstances, there is little demand for in-service courses from secondary teachers. This may be an effect of the system of precariato which means teachers have no sense of permanence in a post and a particular school. Primary teachers are much more eager for in-service training, possibly because of the fact that they are not university graduates and they may feel that they have missed out. 

Issues which arise from this overview are the following:

· The staffing in pre-service training is problematic because universities do not often have qualified staff in teacher training since they traditionally have higher experience  and competence in research 

· The fact that in-service training is mandated but not compulsory and the lack of motivation of some teachers, may lead to future lack of quality in teaching

· Study abroad is recognised as an important experience for future language teachers and the question of whether it should be made obligatory for future language teachers needs some consideration

· The development of appropriate means of evaluating the results of distance training for primary school teachers of English is an issue for consideration in the near future.

3.8. Other languages

(a) Sign language

Important research has shown that Sign Language is a real language and there is a need to make this generally known. There are two institutions in Lombardy where Sign Language is taught to hearing children. As a real language, Sign Language is a minority language and members of the deaf community would like it to be recognised as such, as it is for example in France and elsewhere. 

In general, Sign Language is not taught but acquired like other mother tongues – in the home, from deaf friends etc. In the past, deaf people were often educated in special institutes, but they are now integrated in ordinary schools. They have assistants and there are courses for educators who are involved with deaf students. The deaf community favours this approach, but they prefer a truly mixed class, not one deaf student alone with hearing students.

However, there is a tension between two different attitudes in the deaf community: those who favour the use of Sign Language and those who favour oral language. This is a reflection of two views of deafness in the deaf community: some regard deafness as a handicap, while others are proud of Sign Language as a real language. Some parents therefore opt for their children to learn oral language rather than Sign Language, and many deaf people do not use Sign Language at all. In the view of those who consider Sign Language to be the language of the deaf, there is a need to convince parents of deaf children that the best approach is that of bilingualism: oral language and Sign Language. The deaf community is interested in talks with the authorities with a view to the setting up of bilingual courses. Deaf people may be taught foreign languages, but first of all they need to learn Italian.

(b) Languages of the Roma

The languages of the Roma have not yet been discussed in any substantial way in Lombardy. This is an issue which is significant for the agenda of the Council of Europe and may be followed up with the Council of Europe’s help.

There are thus two issues concerning other languages which may be considered in the future\:

· The development of discussions and policy for the languages of the Roma and how the education system might respond.

· The promotion of public discussion of Sign Language and Bilingualism for the deaf

3.9. Language learning in adult and lifelong learning

There is considerable activity in languages in adult learning, not least from the cultural institutes representing major European languages. Language courses for adults are very popular, but perhaps because adults are critical of the language teaching which they had received in their own schooling, and wish to make a fresh start. Example include, in Mantova, the city council working with schools on various projects, e.g. summer camps in foreign languages facilitated by mother tongue personnel, and also Italian classes for immigrants.

Language learning for professional purposes is a concern for employers in the region. Businesses often invest heavily in language learning for their employees. Formaper (the Milan Chamber of Commerce) has established that there is a real need for languages for commerce, and in particular for much higher standards of attainment, particularly for excellent communicative ability in English. Immersion programmes and internships have proved very useful in this regard. Formaper has been involved in internships in Russia, Canada etc. It also organises courses in Italian for immigrant workers. Employers sometimes ask for help in finding teachers for workers. A large number of firms (c. 7,000) registered with Chamber of Commerce are led by non-European immigrants: among these there is sometimes demand for courses in Italian.

However, in contrast to the policy of plurilingualism, employers seem to be of the opinion that English is enough for business purposes, and in general, employers are not interested in employees’ language needs other than for work.

The following issues arise from this analysis:

· There is a need for consideration to be given to the dominance of English in the thinking of commercial enterprises as new language markets are opening, not least in East Asia

· There is a need to draw attention to the importance of intercultural skills as a necessary complement to language skills as this does not often appear in the discourse of those in the world of business.  

· The existing cases of good practice need to be disseminated to the Region as a whole

3.10.  European education and education for citizenship

The question of regional identity and the possible sense of threat to that identity is a question which is sometimes raised in Lombardy but Lombardy has long been accustomed to immigration, traditionally internal, from the South. Religious diversity does not present any problem either. Religious education is not obligatory, and R.E. classes tend to be very open, with more discussion than dogma.  On the other hand, there is a political debate going on regarding language and identity for everybody living in Lombardy and the significance of language in maintaining a heritage identity and culture for immigrants. Part of this discussion could be the issue of European citizenship and identity.

With respect to education for citizenship including European citizenship, language teachers are considered to be among the most innovative in Italian schools and much progress in democratic participation within schools has been due to the work of language teachers. There is however much to be done here even though there are examples of successful school projects for European citizenship which raise inter alia the question of a Europe of regions.

One conclusion from this situation is as follows:

· There might be consideration whether issues of language, identity and citizenship should be introduced into pre-service and in-service training for language teachers

3.11. Conclusion: Linguistic  diversity and education for plurilingualism

There is much potential for linguistic diversity in Lombardy society (local languages, languages of neighbouring countries, languages of immigrants) and this is fully accepted. This is being developed by schools but not yet to the full potential.

The action taken by the Italian Government in the Moratti Reform to address the deficits of language learning, which have led to a comparatively low level of communicative competence in the past, is a major step. However the obligation to learn two foreign languages which was part of this policy and promoted a plurilingual vision for language learners in Lombardy, was weakened in October 2005 by the option of using Second Foreign Language time for English, as discussed earlier. Furthermore, the “English-only” policy in all primary schools from the first grade onwards and the elimination of other languages which were taught in primary schools in the past runs against the promotion of plurilingualism. 

It remains to be seen to what extent the ambitious goals of the Reform will be achieved under the new framework for language learning. Some stakeholders, particularly teacher organisations, regret the reduction of time for languages. The option provided by the new autonomy of schools may lead to schools in a wealthy catchment area being able to offer more periods for languages per week, while schools in disadvantaged catchment areas may not be able to offer an increase of hours due to the lack of local support. 

An approach to plurilingualism might be made through the old transversal educazione linguistica, based on the cooperation of teachers of Italian and teachers of Modern Languages, and teachers of other subjects as well. Learning strategies for languages in general would be given more emphasis in educazione linguistica and thus encourage the autonomy of the learner which is a fundamental characteristic of good language learning in the view of the Council of Europe.

All this means that parents who would wish for a plurilingual education for their children will find it difficult. Some parents will be able to pay for private tuition but this means that public education is failing those who cannot.

The decision to establish the teaching of English in the primary sector from the first grade onwards will lead to major consequences in secondary education:

· English will become more dominant than ever before.

· The variety of languages offered in secondary education will be reduced.

· The problem of motivating pupils in a long course of 13 years of English will have to be addressed.

This emphasis on English is part of, and perhaps the cause of, a lack of discourse on education for plurilingualism. There is therefore no prioritisation of the concept of plurilingualism in the education system or society at large. The reasons for this appear to be:

· that Italian society (including Lombardy) believes it has to catch up on other countries with respect to language learning, especially with respect to oral competence and interaction. This competence is the only one mentioned by most interlocutors.  The reason is said to be that oral competence is taught by teachers – perhaps belonging to the older rather than the younger generation – who do not have it themselves or only to a small degree, as a consequence of their professional training and of the focus of teaching, especially in upper secondary, on the written language and knowledge of texts

· the authorities respond to this situation by emphasising the knowledge of English especially in its communicative functions as a lingua franca for Europe (for travel, for the tourist industry and for international economic interactions).

On the other hand, local and regional initiatives, whether responding or not to national requirements, and projects produced by organisations in civil society, are focused on:

· young immigrants and the children of immigrants – to provide for their linguistic and educational integration in the school system

· languages less widely taught hitherto, to respond to national needs in the medium term.

Initiatives in education for European citizenship are less evident, in particular initiatives which present languages as a locus of contact with otherness and as a locus of intercultural education and democratic citizenship, and the positive acceptance of different linguistic repertoires which should be seen not as an obstacle but as an enrichment.

Local initiatives encouraged by the Regional Education Authority and local authorities at regional, provincial and communal level, are an important factor in the evolution of education but seem to lack the means to create and verify directly quality in the teaching of languages.

4. Suggestions for future directions  

4.1. Language teaching policy 

Language teaching and learning in Lombardy is thriving. There is much activity and innovation and many people are concerned to improve standards. The need to improve standards is based on the belief among many stakeholders in education that Lombardy, like the rest of Italy, lags behind in the type of language learning which leads to high oral competence. At the same time, there is a tendency not to value the existing focus on written competence and knowledge of literary and other texts, although this is also important. 

This emphasis on (lack of) oral competence comes from government and policies which link language competence in society to economic policy. It comes from parents who have a similar view for their own children. It comes from industry and commerce which has the same rationale. Given this perception of language competence as crucial to economic success, and the widespread notion that the business world has and will continue to need a lingua franca, it is not surprising that the main focus in language teaching policy is on English, as government meets the demands of society. The only contradiction of this rationale comes from students in upper secondary education who, despite the message from government, parents and business people, are interested in adding to their language repertoire languages other than English, including languages from outside Europe, without this being a matter of immediate instrumental, economic purposes. This group of stakeholders, who are surely the most important, are interested in plurilingualism. They thus bring into focus the impression that the perceived gap between language learning in Italy and some other countries can be best bridged by almost exclusive emphasis on English (especially after the end of compulsory schooling), a solution which might need to be re-considered. As yet, there is little value attributed to the concept and practice of plurilingual education and the development of plurilingualism, even though there is in practice much plurilingualism, in the form of competence in national and regional language varieties and in immigrant languages, among people living in Italy and in Lombardy in particular.

However, as the education system promotes the learning of a second foreign language, in tune with European policies, there is space for a debate on plurilingualism, on autonomy and ‘learning to learn’ languages, on cross-curricular policy for languages including Italian, on planning time allocation for languages allowing use of self-study time according to self assessment of need by learners. In particular, there will be opportunity for the re-introduction of concept of educazione linguistica which has been somewhat lost despite it being an innovative concept first developed in Italy. 

4.2. Regional policy 

There have been many significant and successful projects in language teaching in Lombardy and it is clear that there is a need to move from a period of innovation through experimental projects, to a coherent vision of an approach to language teaching and learning. There is also a need for more attention to the evaluation of experimentation and to consideration of how the results of specific experimental projects can be integrated into a holistic approach to language teaching and learning in Lombardy. This holistic approach will take into consideration the strong educational traditions at provincial and communal level so that they become an integral part of a regional approach. 

A regional approach to languages might take a number of forms and directions, including: 

· a permanent Regional Council for Languages which would focus on promoting a holistic and coherent approach to all languages (including Italian and its varieties, Italian as a second language, immigrant languages etc); 

· a Regional Language Centre which would provide professional support in technical matters such as teaching materials, learner autonomy and similar issues. 

Specific support, in financial and human resources, might be provided by province and municipality, to ensure that a regional initiative is in the ownership of all stakeholders. The Regional Centre would be inter alia a base for evaluation of experiments and the dissemination of good practice. 

One approach to this kind of body is to be found in Austria. Following this model a regional council could consist of a permanent advisory council for the development and implementation of a regional language policy, meeting 3 - 4 times a year with representatives of the media, the business community, (teacher) unions and associations, headteachers, universities, (local and central) school administrations etc.  There would be a coordinating liaison person in charge of the organisation of the meetings of this council who would report directly to the head of the Lombardy education authorities. 

Another model is offered by the regional bodies of the Centre for Information on Language Teaching and Research (e.g. Scottish CILT) in the UK.

The Regional Council could focus inter alia on: on-going development and (public) discussion of regional, local and school-based language policies, identification and dissemination of examples of good practise, facilitation of initiatives and projects in the field of language learning, establishing and improving networks of cooperation, supporting good practice with information on funding.
At the other end of the scale, it is evident that increased autonomy for schools makes the school principal/headteacher and staff crucial figures. At this level, too, consideration can be given to the development of School Languages Policies in which each school, with contributions from parents, pupils, local businesses and other interested groups, would develop its own approach to all languages. The policy would reflect local needs including geographic factors, which for example allow access to the languages of neighbouring countries. It would also respond to the needs in certain isolated areas for new approaches to language teaching. Experience from the Profile process in other countries suggests that the school principal/head teacher is a crucial figure in the success of language teaching and learning. However it is also important to ensure that principals/headteachers have adequate training and understanding of language learning as described in the Council of Europe’s Guide for the Development of Language Education Policies in Europe. A Regional Centre would be able to provide the necessary training and further consultation where required, in particular with reference to policy-making at school level. 

A Regional Centre would also be able to undertake an analysis of the needs of the region as part of the process of developing a holistic policy. Again, the Guide for the Development of Language Education Policies in Europe provides a basis for this, and reminds us that needs should not be seen only in terms of economic policy, but also in terms of regional and European identities and citizenship, a regional capacity in languages other than European, a concern for regional varieties of Italian, the potential for highly developed bilingualism in the children of immigrants and in the deaf, and so on.

4.3. Language learning in universities and teacher education 

(i)  Before considering the potential for languages at university level, we should note that there is a strong tendency for the discussion of language learning in schools to be dominated by the trajectory of pupils who will go into university studies. Yet this is only a minority and a regional policy which is holistic in its purposes will pay attention to languages for other pupils and for a continuity in language learning also for those who do not go to university. 

(ii)  Universities are important institutions for language learning and, secondly, for the training of language teachers for schools. An important reorientation is currently taking place with respect to the former and the creation of language centres in universities provides the basis for universities to meet the needs of all students, to use a foreign languages for study and their future needs in employment. Here too it is important to take a comprehensive review of needs and the opportunity for students to acquire a plurilingual repertoire and potential, including partial competences in some languages. Students can be encouraged to learn a third foreign language, including non-European languages; they can be helped to develop learner autonomy and the use of open access learning sources; and they can be helped to acquire an ability to assess their own needs and capabilities, for example by use of the European Language Portfolio. There is much potential for universities to develop their own institutional language teaching policies so that a vision of the mission of the institution in language learning terms can guide the thinking of all involved and create coherence.  

Departments of languages, which have a strong and honourable tradition of teaching literature and high culture, are also changing in response to social change. Such departments are co-operating with schools and with the business world. There is a risk that they become places where language skills are imparted and certified, losing their role in education as critical reflection on language and society. There is therefore a need for such departments to review their role and the definition of their academic discipline. Such debates are taking place in other countries too and universities might profit from cooperation and discussion with universities in other countries. 

(iii)  Universities have recently been invited to develop teacher education. In this period of innovation, there is considerable opportunity for forward planning. For example, it is possible to break the traditional distinction between pre-service and in-service training and to develop an approach where teachers, schools and universities work together to plan career-long training, in which pre-service training is only the first step. Such planning would be for the medium term but would have impact on current developments. 

In the short term, it is evident that Italian teachers of foreign languages have to meet the demands to teach for better oral competence and in order to do so they need to develop their own oral competence. This too will be part of a holistic vision of plurilingualism and intercultural competence as described in Council of Europe documents, and this means that language teachers would no longer be simply teachers of one language. The importance of a period of residence abroad of at least six consecutive months during the training of teachers, whether as part of pre-service or in-service training, may be put on the future agenda with the recognition that mere residence and exposure to live in another country is not enough, and can be counter-productive. There is always a need for appropriate preparatory and follow-up courses. 

A second issue of immediate importance is the preparation of teachers for CLIL, which is a promising innovation, but like other innovations, CLIL can easily founder on inadequate teacher preparation. There is a  need for discussion among all stakeholders about the provision of courses which qualify future teachers in languages and another school subject, so that teacher trainers in universities and elsewhere can introduce present and future teachers to CLIL methodology. 

Although it is recognised that in principle it is desirable for teacher education to take place before the introduction of new developments in schools - CLIL, early foreign language learning, cross-curricular cooperation among teachers of Italian and foreign languages – it is also clear that demands for immediate change work against this. It could be part of the role of a Regional Council on Languages to deal with short term innovation whilst also planning over a longer period. 

There are other issues in teacher education which might be considered for review and development, and these include: 

· assessment of teacher competences at the end of pre-service training which put more emphasis on classroom practice 

· the use of the new framework for teacher education developed at the University of Southampton for the European Commission and related work on a Portfolio model for initial teacher education at the ECML (www.ecml.at) in Graz 

· changes in regulations to allow schools to invite exchange teachers from other countries, and to send their own teachers abroad 

· introduction of a minimum number of training days per year for teachers in service 

· introduction of school based analysis of training needs as part of a school policy for languages, and the means to provide for the training needs and wants identified.

4.4. Languages in schools 

(i) At the moment, languages in the school curriculum and in the syllabuses are presented as separate subjects, which means that the diversification of the offer of languages and the increase in language learning for the individual are conceived in additive terms. Another language is added to the curriculum without regard to languages previously learnt, and the addition is based on the assumption that learners begin again, without transfer of their learning experience from other, foreign, second or first, languages. 

The impact of this on curriculum planning is that the addition of languages or the upgrading of expectations of learning outcomes require more time. Yet the justified demands for time by other subjects does not allow curriculum planners to simply add more time. 

Alternative visions of language learning and curriculum planning are available and thanks to school autonomy include: 

· an allocation of a block of time for all languages, within which the allocation for specific languages varies at different stages in the pupils’ learning career

· teaching and learning methods which take account of a holistic learning process: teachers of different languages cooperate on a methodology and syllabus; pupils who already speak languages other than Italian are seen as resources for raising language awareness among all pupils 

· curricula where the intended outcomes include differentiation in skills and levels of competence, and partial competences

· acceptance of levels makes learning targets transparent and would be a basis for experimenting with classes grouped by level rather than age.

Reflections on these and similar ideas might be part of future discussions, perhaps led by a regional centre for languages. 

(ii)  In present circumstances, there is a degree of inconsistency in the allocation of time to FL1 and FL2 when expected outcomes are taken into consideration. Some stakeholders, such as teachers and parents, are anxious about the effects of what is perceived as a reduction in time, even though there might well be innovative ways of extending the time available. The options for the increase and imaginative responses in timetabling which are available through new autonomy in schools might be part of future discussions and experimentation. It is recognised that there is a need for training for headteachers and others to ensure that their autonomy is well used. 

There is a general welcome for early foreign language learning, and some fears that teachers are inadequately prepared. There are further concerns about continuity from primary to secondary education, about numbers of teachers required to teach English and about the effect on teachers of other languages. Experience in other countries both of the debate on whether early language learning is indeed a proven advantage, and of methods needed to ensure some degree of success, and the Guide for the Development of Language Education Policies in Europe and its supporting papers provide a basis for ensuring that theory and practice on these matters are well informed in Lombardy. 

The introduction of CLIL is likely to be an effective innovation, given the experience in other countries. It is also accepted that there are preconditions for success and that this, like other innovations, needs to be carefully monitored and evaluated. CLIL methodology is a complex area on which there has been much research, and this should be included in teacher education. 

The liceo linguistico, in particular, has considerable potential for a minority of pupils who have the opportunity to develop their plurilingualism. This is not best envisaged from the perspective of an additive curriculum, simply adding more languages. It needs to be driven by a vision of plurilingualism and intercultural competence, and it needs to introduce possibilities of open access learning, using modern technologies, including the possibility of learning difficult languages such as Japanese, Arabic, Chinese and African languages. This is clearly a topic for further discussion among those involved.

4.5. Quality and qualifications 

(i)  Quality in language learning and high standards in outcomes are a function of numerous factors. 

Syllabuses and curricula are the instruments for ensuring that the different trajectories of different groups of pupils are given due recognition, particularly after an initial period of study in primary school. Pupils need options of taking different languages to different levels and in different competences. One option is to have courses with specified outcomes which can be attended by pupils of any age, rather than courses linked to specific classes and age groups. 

Syllabuses and curricula also identify and operationalise the levels of competence which can be realistically expected and these are linked to innovation in methods and materials, with the help of publishers and writers who have a very significant role in the Italian education system. 

The review of these matters is a possible topic for future discussions. When innovations are introduced, it is clear that there needs to be an evaluation of the outcomes using both quantitative and qualitative methods. Hitherto, only the latter have been widely used, in the form of inspection reports on observations. Future planning should where possible include evaluation as an integral part of innovation and change.

(ii)  Qualifications and certification are the most visible realisation of quality of teaching and learning, especially for parents, employers and others in society at large. 

The use of commercial examinations offered by international bodies is an important feature of language learning in Lombardy where there is no external evaluation system for assessment and certification. The use of the levels of the Common European Framework of Reference (CEFR) and the Manual for relating language examinations to the CEFR
  could be a first step to establishing a school and university based system for assessment. This would be a major but crucial undertaking and one which might be considered in future discussions with stakeholders as it will have impact on qualifications as well as on schools’ and universities’ teaching methods, curricula and syllabuses. 

(iii)  In some countries, quality is developed and assured by the presence of an inspectorate. In Italy, in the absence of an equivalent system, other options for ensuring systematic implementation of innovation and sharing of good practice could be discussed as part of future planning.

4.6. Languages for the children of immigration 

The main focus of discussion and educational activity for the children of immigration is dominated by the question of integration into the school system of newly arriving children. Facilitators have proved to be in the views of many stakeholders, as successful in helping children to make the transition to Italian education, and the acquisition of Italian language. On the other hand, it is important not to reduce or eliminate consciousness of children’s bilingualism, of their potential to become biliterate, and the significance of language for identity. 

Projects to facilitate integration have been a significant part of Lombardy policy for the children of immigration and it is clear that these need to be constantly under review. Many stakeholders also emphasize the importance of paying attention to the educational and linguistic needs of adults. Here too it is recognised that projects should be evaluated and their successes disseminated. 

The question of a maintenance and enrichment of children’s (and adults’) bilingualism as a basis for plurilingualism is an area for future discussions with all concerned. At school level, reliable statistics would provide a sound basis for planning a holistic approach to teaching both Italian as the second language and the language of origin, where feasible. There is again potential here for reviving educazione linguistica where the value of immigrant languages is made evident and where languages which cannot be part of the curriculum are none the less valued.

4.7. Italian and its varieties

The teaching of Italian is considered to be of high importance by all, not least parents and others in civil society, and there is concern among some people that the standards in Italian seem to be falling. The symbolic importance of Italian is reflected in the comparatively high number of lessons devoted to Italian in the timetable, particularly in the liceo linguistico and liceo classico. Students in upper secondary schools describe their classes in Italian as old-fashioned and concerned only with classical literature. It is not clear how widespread this perception is and how much it is grounded in reality.

There is however much potential for interaction between those teaching and learning Italian and those teaching and learning other languages. The learners are the same people but they are probably not helped to see their language learning holistically. Here again there is matter for discussion on how the best approach for learners might be developed in future. Current developments at the Council of Europe are exploring the ways in which the teaching of ‘languages of education’ or ‘national languages’  - in Lombardy this means Italian -  can be brought into closer relationship with the teaching of other languages and this is also an area for further exploration in Lombardy.

The question of the regional varieties of Italian – often called dialects – has not been prominent, except among specialists in these matters. The concept of plurilingualism emphasises however the importance of recognising and promoting all the language capabilities of individuals, and the place of other varieties in the curriculum is clearly a topic for a more in-depth discussion, and again the role of educazione linguistica can be part of this.

Appendix 1: Documents formulating the position of the Council of Europe on language education policy
Conventions:

· European Cultural Convention (1954) 

· European Charter for Regional or Minority Languages [www.coe.int/minlang]

· Framework Convention for the Protection of National Minorities, www.coe.int/minorities
Policy recommendations and Resolutions:

· Committee of Ministers of the Council of Europe   www.coe.int/T/CM  

· Recommendation R (82)18 based on the results of the CDCC Project N° 4 (‘Modern Languages 1971-1981’)

· Recommendation R (98) 6 based on the results of the CDCC Project ‘Language Learning for European Citizenship’ (1989 – 1996) 
· Parliamentary Assembly of the Council of Europe    www.assembly.coe.int  

· Recommendation 1383 (1998) on Linguistic Diversification and (CM(99)97 ) 
· Recommendation 1539 (2001) on the European Year of Languages 2001 

· Recommendation 1598 (2003) on the protection of Sign languages in the member states of the Council of Europe  

· Standing Conference of European Ministers of Education 

· Resolution on the European Language Portfolio adopted at the 20th Session of the Standing Conference (Krakow, Poland, October 2000)
Note: the electronic version of this Report includes hyperlinks leading to the relevant texts (www.coe.int/lang “Language Education Policy Profiles”)

These instruments and recommendations provide the legal and political basis for language education policies at all levels which not only facilitate the acquisition of a repertoire of language varieties - linguistic diversity for the plurilingual individual - but also ensure that attention is paid to diversification of the options for language learning. The latter refers to the need to encourage and enable the learning of a wide range of languages, not only those which have been dominant in language teaching traditions, and not only the contemporary demand for English. 

The documents in question focus primarily on languages which are defined as 'minority languages' or 'modern languages' /'langues vivantes'. These terms usually exclude the languages considered to be the national and/or official languages of a state and education policies dealing with the teaching of these. There is however a need to include such languages in language education policies because they are part of the linguistic repertoire of individuals. In the third part of the Guide for Language Education Policies in Europe, options for the implementation of policies include the teaching and learning of national/official languages, which for many, but not all individuals, are their mother tongue/first language. 

Appendix 2: Council of Europe instruments: Presentation

	1. Guide for the development of language education policies in Europe   

2. Common European Framework of Reference for Languages: Learning, Teaching,  Assessment (CEFR)

3. Manual for relating Language Examinations to the CEFR

4. European Language Portfolio (ELP)


1. Guide for the development of language education policies in Europe  www.coe.int/lang 
The aim of the Guide is to offer an analytical instrument which can serve as a reference document for the formulation or reorganisation of language teaching in member States. Its purpose is to provide a response to the need to formulate language policies to promote plurilingualism and diversification in a planned manner so that decisions are coherently linked. It deals, for example, with the specification of guiding principles and aims, analysis of the particular situation and resources, expectations, needs, implementation and evaluation. Accordingly, the Guide does not promote any particular language education policy but attempts to identify the challenges and possible responses in the light of common principles.

To this end the Guide is organised in three parts:

i. analysis of current language education policies in Europe (common characteristics of member states policies and presentation of Council of Europe principles)

ii. information required for the formulation of language education policies (methodologies for policy design, aspects/factors to be taken into account in decision making)

iii. implementation of language education policies (guiding principles and policy options for deciders in providing diversification in choice of languages learned and in promoting the development of plurilingual competence; inventory of technical means and description of each `solution' with indicators of cost, lead in time, means, teacher training implications, administration etc.)

In order for the proposals made here to be accessible to readers with different needs, the Guide for the Development of Language Education Policies in Europe is available in two versions to suit the needs of specific groups of readers:

· the Main Version (reference version), which discusses, argues and exemplifies all the principles, analyses and approaches for organising European language education policies, as they are conceived in the framework of the Council of Europe. This version is designed for readers interested in all aspects of these issues, including their technical dimensions. It provides the means of answering the question: how can language education policies geared towards plurilingualism actually be introduced?
This version is itself extended by a series of Reference studies (see web site) ]  which have been produced specifically for the Guide by specialists in the relevant fields. They provide a synthesis of or take up in more detail the issues dealt with in this version. They are published separately;

· an Executive Version which has been written for those who influence, formulate and implement language education policies at any level, e.g. individual institution, local government, national education system or international public or private institution. It is a document not for language specialists but for policy makers who may have no specific specialist knowledge of technical matters in language education.

The Guide and the Reference are available on the website.  

2. Common European Framework of Reference for Languages : Learning, Teaching, Assessment (CEFR) www.coe.int/lang
Developed through a process of scientific research and wide consultation, this document provides a practical tool for setting clear standards to be attained at successive stages of learning and for evaluating outcomes in an internationally comparable manner. The Framework provides a basis for the mutual recognition of language qualifications, thus facilitating educational and occupational mobility. It is increasingly used in the reform of national curricula and by international consortia for the comparison of language certificates. The Framework is a document which describes in a comprehensive manner

· the competences necessary for communication

· the related knowledge and skills

· the situations and domains of communication

The Framework facilitates a clear definition of teaching and learning objectives and methods. It provides the necessary tools for assessment of proficiency.

The CEFR is of particular interest to course designers, textbook writers, testers, teachers and teacher trainers - in fact to all who are directly involved in language teaching and testing.

It is the result of extensive research and ongoing work on communicative objectives, as exemplified by the popular 'Threshold level' concept 

The success of this standard-setting document has led to its widespread use at all levels and its translation into eighteen languages: Basque, Catalan, Czech, English, Finnish, French, Galician, Georgian, German, Hungarian, Italian, Japanese, Moldovan, Polish, Portuguese, Russian, Serbian and Spanish (see website).

Guides and Case Studies are available on the Council of Europe website.

English version: Common European Framework of Reference for Languages: Learning, Teaching, Assessment, 2001  - Cambridge University Press - ISBN: Hardback 0521803136 Paperback: 0521005310.

3. Manual for relating Language Examinations to CEFR
 www.coe.int/lang 
A pilot version of this Manual for relating language examinations to the Common European Framework of Reference for Languages (CEFR) has been produced by the Language Policy Division in order to assist member states, national and international providers of examinations in relating their certificates and diplomas to the CEFR.

The primary aim of this Manual is to help the providers of examinations to develop, apply and report transparent, practical procedures in a cumulative process of continuing improvement in order to situate their examination(s) in relation to the Common European Framework of Reference (CEFR).

The Manual aims to:

· contribute to competence building in the area of linking assessments to the CEFR;

· encourage increased transparency on the part of examination providers;

· encourage the development of both formal and informal national and international networks of institutions and experts.

The Manual is supported by illustrative material (video / DVD and CD-Rom) for the levels in a number of languages

In addition it is complemented by a Reference Supplement which provides the users of the Pilot Manual with additional information which will help them in their efforts to relate their certificates and diplomas to the CEFR. 

4. European Language Portfolio (ELP) www.coe.int/portfolio 

The European Language Portfolio was developed and piloted by the Language Policy Division of the Council of Europe, Strasbourg, from 1998 until 2000. It was launched on a pan-European level during the European Year of Languages as a tool to support the development of plurilingualism and pluriculturalism.

What is a European Language Portfolio?

It is a document in which those who are learning or have learned a language - whether at school or outside school - can record and reflect on their language learning and cultural experiences.

The Portfolio contains three parts:

· a Language Passport which its owner regularly updates. A grid is provided where his/her language competences can be described according to common criteria accepted throughout Europe and which can serve as a complement to customary certificates. 

· a detailed Language Biography describing the owner's experiences in each language and which is designed to guide the learner in planning and assessing progress. 
· a Dossier where examples of personal work can be kept to illustrate one's language competences.
Aims

The European Language Portfolio seeks to promote the aims of the Council of Europe. These include the development of democratic citizenship in Europe through

1. the deepening of mutual understanding and tolerance among citizens in Europe;

2. the protection and promotion of linguistic and cultural diversity;

3. the promotion of lifelong language and intercultural learning for plurilingualism through the development of learner responsibility and learner autonomy;

4. the clear and transparent description of competences and qualifications to facilitate coherence in language provision and mobility in Europe.

Principles

· All competence is valued, regardless whether gained inside or outside of formal education.

· The European Language Portfolio is the property of the learner.

· It is linked to the Common European Framework of reference for Languages.

A set of common Principles and Guidelines have been agreed for all Portfolios (see web site)

Accreditation of ELP models: see detailed information on the website.

Appendix 3: Programme of Visit 1, Milan, 26-29 April 2005
April 26, 2005

10,00 Dott. Mario Dutto – Ministry of Education, Director General of Regional Education Authority for Lombardy

11,00  Dott. Antonio Giunta La Spada  - Ministry of Education – Director General of International Relations General Directorate, Isp. Tec. Giulia Di Nicuolo,  Prof.ssa Francesca Brotto

12,00  Regional Education Authority responsibles for

· Minorities, migrants (incl recent communities): Dott.ssa Maria Teresa Tiana 

· Curriculum and examination bodies/institutes:   Dott.ssa Vittoria Cinquini 

· EU programmes (LEONARDO, SOCRATES): Dott.ssa Giovanna Barzanò 

                                                                                   Prof. Benedetto Di Rienzo 

                                                                                   Prof.ssa Nora Salvadori

15,00  School Trade Unions’ representatives (CGIL, CISL, UIL, SNALS, CONFSAL) 

Prof. Mirella Castagnoli

Prof. Alessandro Dutto 

16,00  Dott. Federico Montelli – Director Formaper – Chamber of Commerce of Milan 

16,30  Parents Associations’ representatives


Paola Tramezzani – CGD (Coordinamento Genitori Democratici)


Milena Saiani – AGE Lombardia (Associazione Genitori)

             Marcella Ruggeri – AGESC (Associazione Genitori Scuole Cattoliche)


17,00 Students Associations’ representatives 

             Prof.ssa Cristina Iovinella (USR Lombardy responsible for students’ relations)


Martino Crippa – Istituto Tecnico Statale.Leonardo da Vinci - Carate Brianza


Cristina Costa – Civico Liceo Linguistico Manzoni - Milano


Francesco Biglieri – Istituto Superiore Statale Bachelet - Abbiategrasso


Ilaria Vecchi – Istituto Paritario Leopardi - Milano 

April 27, 2005

9,30 University Departments for languages and Language centres + Initial Teacher Education.  

Prof.ssa M. Teresa Zanola – Centro di Servizi Linguistici d’Ateneo –    

                                              Catholic University of Milan

Prof. Federico Canobbio Codelli – Politecnico of Milan

Prof.ssa Patrizia Nerozzi – University IULM of Milan

Prof. Michele Puglisi – University of Castellanza 

Prof.ssa Maria Pavesi – University of Pavia

            Dott. Lucia Nuzzi – University Bocconi of Milan

11,30 Journalists                                                                
Dott. Paolo Migliavacca – Il Sole 24ore 

Prof. Enrico Reggiani – Il sole 24ore English

Prof. Luigi Carena – Il Sole 24ore French

Prof. Piergiulio Taino - Il Sole 24ore German

Dott.ssa Rosanna Cassano - Speak Up

15,00    Dott. Mario Orsini – RAI Educational (English and ICT TV programmes)

15.30 Dott.ssa Ethel Serravalle – Associazione Italiana Editori 

           (President of Publishers’ Association)

16,00 Language Teachers’ Associations


Prof. Gianfranco Porcelli  - ANILS (Associaz. Nazionale Insegnanti Lingue Straniere)


Prof.ssa Silvia  Minardi – LEND (Lingue e nuova didattica)


Prof. Mauro Verde – TESOL (Teachers of English as  Second Language)


Prof.ssa Beatrice Digani and Prof.ssa Luciana Brasca – GISCEL 

                           (Association for teachers of Italian)                                                                                                                    

17,00  Representatives of sign language community

            Dott. Francesco Bassani –  President Regional Council ENS

            Dott. Paolo Ghirardi – Coordinator Regional Department FALICS

            David Mininno – Secretary Regional Council ENS

April 28, 2005

9,30 Local administrations representatives:

Dott. Giulio Boscagli – Adviser to Mr. Formigoni -  President Region of Lombardy 

Dott. Marco Zelioli – General Directorate Training and Labour - Region of Lombardy 

Dott. Enrico Dall’Oglio - General Directorate Cultures, Identities, Autonomies – 

         Region of  Lombardy

Dott. Lassandro – Education Office Province of Milan

Prof.ssa. Adriana Festa -  Education Office City of Milan

Dott.ssa Irma Pagliari  – Education Office City of Mantova

Dott. Francesco Mazzoli – Education Training Building Administrator Province of Brescia

15,00   Dott.ssa Laura Mengoni - Assolombarda (Employers’ Association of Lombardy)

            Dott.ssa Federica Zanni (PIRELLI)

16,00   Publishing Houses  

            Dott. Roberto Carini – SEDES – Ghisetti&Corvi Editori

 
Dott.ssa Tiziana Segantini – SEDES – Gisetti&Corvi Editori

Dott. Danco Singer – Motta Publishing House

Dott.ssa Gianna Martinengo – DIDAEL

16, 45 Dott. Intiglietta – COGEFI (Education University Research Labour EXPO FAIR)

17,00  Immigrant associations’ representatives

           Anapaula Giolli – Formatrice Brasile

           Cinzia Hu – Vice presidente Associazione donne cinesi

           Console del Marocco

18,00  Dott. Giuseppe Boccioni – Director IRRE Lombardia

           Prof.ssa Lauretta D’Angelo – IRRE Lombardia

           Cristina Di Chirico - IRRE Lombardia

April 29, 2005

Morning:  - Liceo Volta – Milano (State school) – Milan

                 - Collegio San Carlo (Private school from Kindergarten to Secondary) - Milan
15,00      Majority Members of Parliament and political leaders:  

-  On. Valentina Aprea – Education Undersecretary of State

       Ministero dell’Istruzione, dell’Università e della Ricerca 

-  On. Mario Mantovani – Member of the European Parliament (FORZA ITALIA)

-  Dott. Aldo Fumagalli – Mayor of Varese – School Policy Responsible for LEGA Party
16,00   Minority Members of Parliament and political leaders:  

-  On. Giuliana Reduzzi – Member of Parliament (MARGHERITA)

-  Giuseppe Civati – Councillor of the Region of Lombardy  – Regional School Policy Responsible for DS (Democratici di Sinistra)

The programme of Visit 1 was coordinated by Gisella Langé, Inspector for Foreign Languages, Ministry of Education, Regional Education Authority for Lombardy.  

Appendix 4: Programme of Visit 2, Milan, 14 February 2006 

Roundtable for the discussion of the Expert’s Report

Tuesday 14 February 2006  h. 10 – 13.30

Sala Napoleonica dell’Università degli Studi di Milano, Via S. Antonio 12, Milano

Chairperson : Gisella Langé – Ispettore di Lingue Straniere - M.I.U.R. - USR per la Lombardia

Introduction
Prof. Vincenzo Ferrari, Preside della Facoltà di Giurisprudenza e Delegato del Magnifico Rettore per gli Affari Internazionali

Dott. Mario Giacomo Dutto, Direttore Generale, M.I.U.R, U.S.R. per la Lombardia

Dott. Antonio Giunta La Spada, Direttore Generale, M.I.U.R, Dipartimento dell’Educazione, Direzione Generale degli Affari Internazionali dell’Istruzione Scolastica  

Philia Thalgott, Administrator, Language Policy Division, Council of Europe, Strasbourg, France

The Council of Europe Language Education Policies
Michael Byram (Rapporteur), University of Durham, School of Education, Durham, U.K.

The Experts’ Report – Overview 

On. Valentina Aprea, Education Undersecretary of State

Discussion

Paul Caffrey, Senior Inspector, Department of Education and Science, Dublin, Ireland

Languages in schools and coherence in policy

Discussion

Hartmut Ebke, Direktor des Staatlichen Seminars für Didaktik und Leberbildung (Gym.), Tübingen, Germany

Languages in university and teacher training                                                                        

Discussion

Jean-Claude Beacco, Université de Paris III Sorbonne nouvelle – U.F.R. Didactique du français langue étrangère, Paris

Languages for immigrants and varieties of Italian 

Discussion

Michael Byram: Plurilingualism and the position of English in the curriculum 

Discussion

Concluding remarks: 

Giovanni Iamartino, Direttore del Dipartimento di Scienze del Linguaggio e Letterature Straniere Comparate, Università degli Studi di Milano
Appendix 5: Council of Europe Expert Group and Authorities

Authorities

Representative of the Ministry of Education, Rome

Dott. Antonio GIUNTA LA SPADA, Director General of International Relations, Ministry of Education, Viale Trastevere, 76/A – 0153 Roma

E-mail: dgcult.dir@istruzione.it  

Representative of the Regional Education Authority for Lombardy, Ministry of Education,  Milan

Dott. Mario Giacomo DUTTO, Director General of the Regional Education Authority for Lombardy, Ministry of Education, Piazza Diaz, 6  –  20123 Milano

Liaison Person for Lombardy

Dott. Gisella LANGÉ, Inspector for Foreign Languages, Ministry of Education, Regional Education Authority for Lombardy, Piazza Diaz, 6  –  20123 Milano

E-mail: glange@istruzione.lombardia.it 

Council of Europe

Rapporteur
Prof. Michael BYRAM, University of Durham, School of Education, Leazes Road, UK – DURHAM DH1 1TA 

E-mail: m.s.byram@durham.ac.uk
Expert Group

Prof. Jean-Claude BEACCO, Université de Paris III Sorbonne nouvelle – U.F.R. Didactique du français langue étrangère, Paris, France

E-mail : Jean-Claude.Beacco@univ-paris3.fr 

Mr Paul CAFFREY, Senior Inspector, Department of Education and Science, Dublin, Ireland

E-mail: Paul_Caffrey@education.gov.ie 

Prof. Hartmut EBKE, Direktor des Staatlichen Seminars für Schulpädagogik, Tübingen, Germany

E-mail: ebke@semgym.uni-tuebingen.de 
Language Policy Division - Council of Europe  www.coe.int/lang 
Mme Philia THALGOTT


Language Policy Division, DG IV, Council of Europe, F-67075 Strasbourg

Tel: +33 3 88 41 26 25 Fax +33 388 41 27 88 

E-mail: philia.thalgott@coe.int
Authoring Team for the Regional Report

Coordinator: Gisella Langé, Regional Education Authority for Lombardy

Contributors for the Regional Education Authority for Lombardy: 

Gisella Langé and Lorena Parretti

Contributors for the State University of Milan: 

Giovanni Iamartino and  Elena Bianchessi 

Contributor for the General Directorate of International Relations: 

Francesca Brotto 

�  Document DGIV/EDU/LANG (2002) 1 Rev. 3


� A ‘Country Report’  is the generic term. This activity may also be applied to a smaller entity such as a region, a local authority or a city.


� Common European Framework of Reference for Languages: Learning, teaching, assessment, Cambridge University Press / Council of Europe, 2001. Also online on � HYPERLINK "http://www.coe.int/lang" ��www.coe.int/lang� 


� Published in 2002 by the Language Policy Division, Council of Europe ; rev. 2003. Available online www.coe.int/lang


� See Council of Europe: www.coe.int/portfolio


� See www.coe.int/lang 
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