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The Framework of Reference for Pluralistic Apprasho Languages and Cultures (FREPA) was originally
designed by a team largely composed of French smpakperts. Although this reference document wasns
translated into English, its initial spread coneermostly French speaking researchers, teacheertsand teachers.
This explains why it is more known by its Frencloeaym CARAP(which stands foCadre de Référence pour les
Approches Plurielles des Langues et des Culjurasd it is with this perspective in mind that welude the
acronymCARAPafter the English acronyREPAIN the title of this reference document.
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A — General presentation

1. Pluralistic approaches
1.1. Short presentation

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

This is to be contrasted with approaches whichatbal called Singular” in which the didactic approach
takes account of only one language or a particuéture, considered in isolation. Singular appreach
of this kind were particularly valued when strueluand later “communicative” methods were
developed and all translatforalnd all resort to the first language were banisfieth the teaching
process.

We have, provisionally until a more detailed anialyis made, identified basicalffpur pluralistic
approaches. The first one, timercultural approacthas had some influence on language pedagogy and
because of this seems to be relatively well-knoawen if it is not always employed explicitly and
genuinely in conformity with its fundamental priples. The other approaches, which have a more
linguistic orientation, probably require a shomasmntatio% They areawakening to languagetyeinter-
comprehension of related languagasdintegrated didactic approaches to different langesgtudied

(in and beyond the school curriculum).

Theintegration of didactic approachesghich is most probably the best known of the thiealirected
towards helping learners to establish links betwadimited number of languages, those which are
taught within the school curriculum (either aiminga “traditional” way to teach the same competence
in all the languages taught, or defining “partiahpetences” for some of them). The goal is to bee t
first language (or the language of education) sgringboard to make it easier to acquire a firgtigm
language, then to use these two languages as s$iefbalearning a second foreign language (mutual
support between languages can go in both diregtidiss was an approach advocated as early as the
beginning of the 1980s in the work of E. Rouletisltalso the direction taken by numerous projects
exploring the idea of “German after English” whéey are learnt as foreign languages (cf. the ssudie
relating totertiary language learning And it is also present in certain approachesitmgual (or

2 Since translation is an activity which impliesdra than one” linguistic variety, it could be thdwghat we should include
“grammar — translation methods” as being a plutiglpproach. We do not do this since the term fapgh” that we have
chosen implies taking account more globally of f@o more) languages (and cultures) than is the cadlee traditional
translation exercise of these methods. Neverthelessonsider that translation can in certain phagebe teaching and
learning process be a good starting point for otiitg on the comparison of languages and awaresfesgecific cultural
manifestations.

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



plurilingual) education, which seek to identify ampotimise relationships among the languages usstl (a
how to learn them) and thus to create genuineljpigual competence.

In the approach ofnter-comprehension between related languageseral languages of the same
linguistic family are studied in parallel; these &ither languages related to the learner’'s matmgue

(or the language of education) or related to alagg already learnt. In this approach there igyatic
focus on receptive skills, as the development ehmr@hension is the most tangible way of using the
knowledge of a related language to learn a new lortbe second half of the 1990s there was innoeati
work in this area with adult learners (includingivensity students), in France and other countries
speaking romance languages, as well as in Gernhdaryy were supported at a European level in the
programmes of the European Union. Examples of dpj@oach are to be found in certain materials
produced forawakening to languagapproaches, but in general there has been littheldement of
inter-comprehensiofor children.

Recent European projects have enaldedkening to languagelovements to develop on a broader
scale, defining it as follows:atvakening to languagis used to describe approaches in which some of
the learning activities are concerned with langsaghich it is not the mission of the school to teac
This does not mean that the approach is conceustavjth such languages. The approach concerns the
language of education and any other language whiichthe process of being learnt. But it is notited

to these “learnt” languages, and integrates atssafrother linguistic varieties — from the envinoent,
from their families... and from all over the world,thout exclusion of any kind... Because of the
number of languages on which learners work — véigno several dozen — the awakening to languages
may seem to be the most extreme form of pluralegbigroach. It was designed principally as a way of
welcoming schoolchildren into the idea of linguidtiiversity (and the diversity of their own langeay

at the beginning of school education, as a vectdulter recognition of the languages “brought” by
children with more than one language availablén&t and, in this way, as a kind of preparatory seur
developed for primary schools, but it can also tmmwted as a support to language learning throughou
the learners’ school career.

It is important to note that “I'éveil aux languess it has been developed specifically in Bwtangand
Jaling programmes (cf. Candelier 2003a and 2003b in th&ography) is explicitly linked to the
Language Awarenesaovement initiated by E. Hawkins in the 1980s ia thnited Kingdom. We think,
however, that the “éveil aux langues” nowadaysoishé seen as a sub-category of Hamguage
Awarenesspproach, which is generating research which iserpsycho-linguistic than pedagogic and
which does not necessarily involve confronting leerner with a number of languages. For this reason
those promoting “I'éveil aux langues” prefer to ws®ther term in English Awakening to languages

to describe their approach.

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

The second medium term project of the ECML, of \uhilse ALC project is a part proposed to make a
contribution to ‘a major paradigmatic changeto embody the development of a global view of



language education which would include the teaclsingd learning of ALL languages, in order to profit
from their potential for synergfl.

This global view of learning and teaching of langeiaand culture is a crucial contribution to the
establishment oPlurilingualism, the Council of Europe’s response to the challerafesoping with
linguistic diversity and achieving social cohesion.

What is at stake is the abandoning of a “compartatised” view of an individual’s linguistic and
cultural competence(s), an abandon which is a &gionsequence of the way in whithlurilingual
and pluricultural competencels represented by tHeéommon European Framework of Referertbes
competence is nota“ collection of distinct and separate competendast in a“a plurilingual and
pluricultural competence encompassing the full @o§the languages available to him/hép. 129).

This is expressed in the Guide for the Developneéntanguage Education Policies in Europe (p. 67):
“Managing the repertoire [which corresponds to iphgual competence] means that the varieties of
which it is composed are not dealt with in isolafimstead, although distinct from each other, they
treated as a single competence available to thal sment concerned”.

One cannot emphasise too strongly that pluralggijwoaches, as they are defined above, have aley r
to play in the construction of plurilingual and pauwltural competence of each one of us. For hothé
world could one ensure that the “varieties” woutit he “approached in isolation” if one were to kimi
oneself to “singular” approaches?

In other words, we think that if plurilingual contpace is really to be as it is described in Couatil
Europe instruments, and if we want genuinely to enakeaningful the principle of synergy it
recommends, in order to help learners to constndt continuously to broaden and deepen their own
plurilingual competence, it is essential to guitie tearners to develop for themselves a battery of
knowledge (savoirs), skills (savoir-faire) andtaties (savoir-étre):

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

= enabling learners to have easier access to a isplecifjuage or culture by using aptitudes acquired
in relation to / in another language or culturedertain aspects of them) — (battery in the categor

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

Knowledge, skills and attitudes of this nature agunte clearly, only be developed when the language
classroom is a space where several languages aaidhiseultures — and the relationships among them —
are encountered and explored. That is to say, ¢onéext of pluralistic approaches to languages and
cultures.

Cf. the text of the€all for Proposalsof the second medium-term programme.



1.3. Pluralistic approaches and educational goals

Even though it is our view that the link betweenralistic approaches and educational goals is a
decisive aspect of any argument in favour of thedrfer our work, we will restrict ourselves to aelfr
mention of it. This is because we think that thelgat the heart of pluralistic approaches aretbxtte
same as those that the core instruments of the dioofnEurope in the domain of languageghe
Common European Framework of Refererioe Languagesand Guide for the Development of
Language Policies in Europe — seek to attain.

If we allow ourselves to be so succinct (and teldig such obvious lack of modesty) it is because it
seems to us difficult to contest the validity oé targument presented in the previous section (2). 1
which claims that pluralistic approaches form tlssemtial point of articulation between all didactic
attempts which seek to facilitate the continuougetipment and enrichment of individual learners’
plurilingual and pluricultural competence.

Plurilingual education, as it is advocated in theid® for the Development of Language Policies in
Europe is inconceivable without recourse to plstaliapproaches. If links between languages are not
established any attempt to increase the numbeangulages learnt by the individual learner in formal
schooling will run up against limitations in tertosth of learning capacity and space in the cunicu-
limitations which can be attenuated by the synergibich pluralistic approaches make possible. df th
approach is not pluralistic there is a reductiothie diversity of languages offered and taughtchosls,

and a concomitant reduction in the school’s abtiityequip learners with the diversified linguistiod
cultural competences (and the ability to broadersdly all of us need these competences to livek wor
and take part in cultural and democratic life iwarld in which encounters with linguistic and culil
diversity form more and more part of everyday fifean increasing number of individuals.

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

When we use the last expression — unvalued — wé ensecond feature of the goals of pluralistic
approaches, which we had not initially encounterethe somewhat technical view we had of our first
statement of the problem (pluralistic approached phurilingual and pluricultural competences):
pluralistic approaches, through the way they pltoee learner in contact with linguistic and cultural
diversity, are a key instrument for creating whet Guide for the Development of Language Policies in
Europe calls ‘plurilingual educatiori (p. 39). It is this plurilingual education — reda explicitly to
“education for demaocratic citizenshigp. 45) - which theGuide advocates - “to organise educational
activities as part of language teaching and beywanidh lead to equal dignity being accorded to fadl t
linguistic varieties in individual and group reperés, whatever their status in the community."3@).

The importance which pluralistic approaches plate¢his perspective (though with different degreks o
focus according to the approaches) appears clgadil the lists in the reference framework we have
produced, especially in the section on Attitudebeme it will be seen that “positive acceptance of
linguistic / cultural diversity” which is based,rtanly, on “readiness to suspend...one’s prejudicbst
does not exclude a “critical questioning [...] wilgard to language / culture in general” (p. 84).



2. Why we need a reference framework
2.1. Why is it necessary?

Although there is now a good range of theoretical practical work available on each of the différen
pluralistic approaches to languages and culturesetis not yet (except in our project) any refeeen

framework of the knowledge, skills and attitudesicwhcould be developed by such pluralistic
approaches.

The lack of a set of descriptors is a serious haapdito the teaching and learning of languages and
cultures in a domain which is a key aspect of adaatic approach to the achievement of the goals an
objectives set by the Council of Europe.

As there are a number of pluralistic approachesjssue raises itself of how synergy among thembean
created. Since, as we have seen, they are basem @ame principle (establishing relationships with
pedagogic activity of a number of different langes@nd cultures — cf. p. 8) with a view to achigvin
specific results, it would be unwise to apply theman uncoordinated way. Even if, at the start, the
initiators, in their concern to plough new furroheve been able to be “satisfied” by pursuing ai@aer
path (one of the four approaches mentioned) itsgemltial now to consider the whole of the domain,
including linking it to the teaching of specifimiguages and to other educational disciplines.

This point has now been fully grasped by a numibeuriculum designers who have developed, starting
out from a concept dhtegrated didacticselating to some languages (cf. 1.1 above), adaiogiew of
language education which includes a diversity afrgdistic approaches and approaches to language
teaching, and even other subject areas. Presentogesvents of educational policy in French-speaking
Switzerlané, in the Val d’Aosta (cf. Cavalli 2005), in Andoreand Catalonia are good examples of this
development (for the last two of these, see thertet links in the bibliography).

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

= for the development of curricula linking, and wihview to defining progression in acquiring
different areas of knowledge, skills and attitudes which pluralistic approaches afford
(exclusively / more easily) access;

= for creating links between the different pluralistipproaches themselves and links between these
approaches and the learning of communicative lagguampetences within specific languages
(links which are both conceptual and practicalgtnricula and in the classroom), as well as, more
widely, establishing links between the benefitphiralistic approaches and other non-linguistic
subject areas;

5 Cf. PECARO in Switzerland (Plan d'Etudes Cadre Rodh — on the site of the CIIP:
http://www.ciip.ch/index.php




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

= can contribute to gaining recognition for the vahfethese approaches, whose potential is not
always fully acknowledged (with the consequence tiva of them — awakening to language and
inter-comprehension of related languages are ofterceived as no more than “awareness-
raising”);

= represents an essential complement to existinguimsints, especially thEuropean Common
Frameworkof Reference for Languages theEuropean Language Portfolios

2.2. Who is it for?

Like all sets of descriptors, the framework produtethe ALC project is intended principally for:

= anyone involved in curriculum development or “sdhpmgrammes” in all institutions who have
responsibility for this (Ministries, Agencies, litations etc.);

= anyone responsible for the development of teachiatgrials (in both public and private sectors)
whether for materials specifically designed fortimgf into practice pluralistic approaches or for
more “traditional” teaching materials, since wenththat all language teaching should be linked to
these approaches;

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

In all three categories those involved can be gtlewel and both in and out of school (since CARAP
relevant to the whole of the cursus of languagenlag). It is also relevant — since we see in it a
perspective of global language and cultural edanati to all languages, whatever their status, nstt |
“foreign” or “second” languages, but the languagksducation and the family languages of “alloptione
learners [those who have more than one first laggjudt includes the languages of migrants andoregi
languages.

And of course, both beyond and through the worth@f “direct” target group, teachers in schools and
language trainers are concerned by CARAP in tragly teaching practice.



3. Competences, resources ... and micro-competences

The development of any framework of competencesilghime based on a concept of competence which
is clear, sound, coherent, and above all operdtibltavever, it is a notion — current nowadays igreat
variety of contexts - which is used in many diffgreneanings, often very vaguely.

We were already aware of some of the conceptudblgmess when we started the ALC project. This
awareness increased and became more profound asotheprogressed and we asked ourselves what
were the sources which made us hesitate and soaselimdered our attempts to structure and estadlish
hierarchy in the conceptual materials we were gymorganisee.

Because of this, our approach consisted of a tdranoetween the analysis of our problems and logki
at the literature dealing with the notion of “cortgece”. It would be both tiresome and of little tee

give a detailed account of this. It is relevantwhwer, to explain the conceptual tools that we ehas

the specific context of our work, with the provifftat this is not necessarily definitive. In order t
simplify this presentation of the issues we hawédeéd them into two sub-chapters:

= a survey of the different accepted meanings andegis at present used to define the notion of
competence, together with other complementary daghbeuring notions which we also found
helpful;

= a presentation of the decisions we finally arriaed

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

The notion of “competence” is central to tReropean Common Framewodnd our questions with
regard to it stem from the fact that it is ofteediso mean different things at very different Isyethich
leads to a multiplication of competences (withsk of “drowning” the concept) and making the whole
idea confused.

For this reason we agree with the view of M. Crat2d05, 15) when he say# is urgent to undertake a
rigorous critical analysis of the concept of competence in order to go beytred conceptual
reductionism which has a tendency to develdprahay follows the path broached by Bronckart and
Dolz (1999) when they write:

[...] it seems clear that it is not reasonable tartkhthrough” the problematic of education if we

use a term which in the end covers all the aspEcighat we used to call “higher psychological

functions” (...) and which at the same time accepts @ncels out all the epistemological options
related to these functions (knowledge, skills, eha etc.) and to the sociological and bio-

psychological features by which they are determied35)

In point 4 it will be seen that we have an indretapproach to this, based on formulations of “petence”
taken from several dozen resource publications.



[...]il nous parait évident qu’on ne peut raisoneattnt 'penser’ la problématique de la formation
en usant d’'un terme qui finit par désigner tousdspects de ce que I'on appelait autrefois les
‘fonctions psychologiques supérieures’ (...) et gauaille et annule tout & la fois I'ensemble des
options épistémologiques relatives au statut defaregtions (savoir, savoir-faire, comportement,
etc.) et a celui de leurs déterminismes (sociologggpu bio-psychologiques). (p. 35)

He goes on to say that “the notion of competendi&asAli Baba’'s cave where one can find all poksib
theoretical strands of psychology juxtaposed ond t®the other even when they are contradictory”

(p. 15).

A survey of the literature shows that the concdptampetence has a complex history, with sources in
linguistics (cf. Chomskyan competence, revised ey $ocio-linguist Hymes, for example) as well as
from theories related to professional training (tfe evaluation of individual competences) and to
ergonomics.

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

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

[...] the aptitudes and cognitive skills which aniindual possesses or can acquire in order to
solve specific problems as well as the dispositind the motivational, volitional and social
aptitudes which are linked to these factors in otdeapply the solutions to problems with
success and in a fully responsible way in a vaiiétituations.

Competences in this definition are considered agghelated to a set of states of readiness. Bhadsio

the view taken by Kliemet al. (2003, 72) who add that such sets of states dlimeas‘enable people
who possess them to solve successfully certairs kifidoroblems, that is to say to master concrete
situational requirements of a particular kind'ln the same perspective, Crahay (2005, 6) defines
competences asaf integrated network of items of knowledge whiah be activated to accomplish
tasks”

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

constituents:

= “A competence is composed of a number of relatdstof knowledge.
= It can be applied to a set of related situations.

= It is directed towards a result.”

We have excluded from the outset the notion ohpetence as innate, which seems of little intefresh a pedagogical
point of view.

A project for harmonising the education systemghefdifferent Swiss cantons, including a sectiefining the
competences to be attained and educational stasmdard
Cf. http://www.edk.ch/PDF _Downloads/Harmos/HarmoS-INEDO4 f.pdf




These three constituents correspond thereforesttagplicationof an organised set of knowledge, skills
and attitudes which enable one to accomplish aagemumber of tasks?’.’ Crahay (2005, 6) comments
that this idea is also to be found in the defimitpmoposed by Beckers (2002, 57), who adds an itaumior
further dimension:

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

Allal (1999, p. 81) definesompetencas:

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

Jonnaert (2002, p. 41) points out that this adtwmais both a selection and a way of coordinating
resources, while Rey, Carette & Kahn (2002) citeuenber of authors who hold similar views, after Le
Boterf (1994, 1999), “and insist on the fact thabanpetence does not require just cognitive regsuirc
the subject but also the activation of those beiseéd to cope with a situation which has not alwbgsn
previously encountered.” (p. 3). Jonnaert (200241).adds that “over and above dealing with issues
efficiently [...] the notion of competence suppodeat tthe subject looks critically at the resultsadfat

has been done, which should also be socially aabkit

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

Le Boterf, whose work is in the area of the psyobwl of work and of ergonomics, takes a rather
different view from the definitions so far quotef]jndeed, a competence is:

“an ability to act, that is to say an ability totegrate, activate and transfer a set of resources
(knowledge, information, aptitudes, reasoning eig.)a given context to cope with different
problems which are encountered or to accomplishsk; tthe competence is not located in the
resources themselves, but in the activation oféseurces. The nature of competence is to be seen
as “ability to activate” (1994, p. 16).

This view puts special emphasis on the importarfcth® process of accomplishing tasks in given
situations as being the competence itself. Forftiompetences only exist as competence in action”.

Perrenoud (1999) continues this line of thouglatirsg that the ability to activate [...] suggests the idea
of orchestrating and coordinating multiple and hietgeneous resourcéqp. 56). For him, the question
of whether these activation schemata are part ohmetence itself or whether they are a “meta-

This is cited from a decree of the French-speakommunity of Wallonia-Brussels.



competence” or an “activation ability”, itself aactated each time one expresses a specific competence
. . . . 10
and therefore activates resourtés an open question (ibid. p. 57)

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

= knowing how to carry out an operation (or a prestatned sequence of operations) in response to
a signal (which, in school, could be a questioninatruction, or a known and identifiable situation
in which there is neither difficulty or ambiguitythis is a basic procedure” or “competence at
the first level”;

= possessing a range of such basic procedures amdrigim a situation not previously encountered,
how to choose the most appropriate one; in thi® @as interpretation of the situation (or a
“framing” of the situation) is necessary; this &fided as tompetence at the second level”

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

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

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

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

. that these are linked to “sets of similar situadiorio complex tasks which have social relevance,
that they are in this way in a “social context” drale a social function;

= that they consist of a (class of) given situatipn¢$ the activation of varied resources (skills,

knowledge, attitudes) as much as of the resouhegadgelves.

These “resources” are sometimes called abilitiets of attitudes (Frendlisposition, or things known
(Frenchconnaissancgsor constituents. We have kept the term resouaiseis is the one which has the
fewest connotations and presupposes the leastwehate going to include under the term.

We have described these resources as ‘tiérnal” (in order to contrast them with external resources,
such as dictionaries, grammars, competent speakdhe language used as informers) and — adopting
Rychen’s definition — apsycho-social“constituents that are practical, motivational, etiomal and
social”, Rychen 2005, p. 15).

10 Perrenoud’s position is much more nuance@€amstruire des compétences deés I'écdl@97. He says “Le Boterf (1994,

1997), who has developed the basic idea of actiwatisks muddying the issue by defining competemeéan ability to

activate”. This is a pretty picture which generaassk of confusion, since the activation of cdiy@ resources is not the
expression of a particular skill that one could tability to activate”. No universal “ability toaivate” which would be

used in any situation and would be applied to asible cognitive resources exists, unless it ibaoconfused with

individual intelligence and the quest for meanigg’35).



In other words the competences are viewed maintlfierdomain of social usage / needs, while ressurce
seem rather to belong to the domain of cognitived (developmental psychology). In this view it is
indeed competences which come into play when ogagas with a task. However, it is probably the
resources that one can — to a certain point —ndisish and list, defining them in terms of mastangl
working on them in educational practice.

One can even wonder — and this speaks in favotiheofisefulness of producing a list of resources —
whether a “competence” as it has been defined abimd@d so closely with the diversity of situatson
where it is used, can really be “taught”. Or, wieethin fact, it is not the resources which can loeked

on practically in the classroom by, among otherrapghes, providing varied pedagogical tasks for
learners — the teaching in this wagntributingto the development of competene@sthe resources that
are activated.

3.2.2. Renunciation; from a hierarchy of competenczto a diptych

The objective we formulated at the start of the Ai@ject (in the proposal presented to the ECML for
the second medium-term programme, then in thedistriptions we placed on the ECML website) was
to develop'a structured and hierarchical set of descriptorfsammpetences”.

The combined effect of 1) the numerous practicablgms we encountered in our early attempts to
construct global hierarchies, even in a one-dinmeraiframe (for example, in the domain of knowledge
and 2) what we read about the need to distinguesivden “competences” and “resources” led us to the
conviction that this objective was:

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

= useless; since the competences are only manifgstction in situations which by their nature are
very varied, one can suppose that they can imiaatr be describable in the form of a structuredl an
closed set;

= oversized, since it would suggest that we were ldlapaf creating a model of all the implications /
relations included in the multiple resources (whitlitself would be the equivalent of reconstrugtin
the greater part of all the processes which ardoeegh in research on linguistic and cultural
behaviour and how this is acquired and learnt).

So we have replaced the initial aim of producirtgeaarchy in the form of a tree diagram with thio
diptych, which in a way includes the two extremdsth® planned hierarchy (the competences and
resources). This was:

1) to describe the global competences which seemed to be recurrent and specific in the context
of the pluralistic approaches which we wanted tmote;



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

Nevertheless, we have not renounced the idea, hsheviseen, of indicating a certain number of
fragmentary hierarchies in our lists; they are Base relationships of what is included (generigraats

as opposed to specific elements). We have also fiora to time described in comments certain
relationships between different resources whichmegleof special interest (in particular, of what is

included in a category).

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

3.2.3. Between competences and resources: the lisnilf the dichotomy

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

= on the one hand, a set of complex elements (thgpetmnces) consisting not just of a set of
resources, but also in the ability to activate tHena specific task;

= on the other hand simple elements (the resourcébpuwt taking account of how they are
activated.

This simplistic view does not take account of taot$:

On the one hand, as will be seen when we presentdmpetences (paf8), there are features of
inclusion, or at least of mutual support or imdica among elements which one would define as
“competences” as we have defined them. For exaniple suppose that there is a competence described
as “competence to manage linguistic and cultural comioation in a context of otherness (French -
altérité)”, it is clear that“competence in resolving conflicts, overcoming tabkes, clarifying
misunderstandingsand 'tompetence in mediatiordre competences on which the first one is based (or
which include the first oneNevertheless they are also competences in theiriglihin the meaning we
have defined.

In the section of CARAP which deals with global getences we will call this kind of competence
“micro-competence”, which competences are evenengbobal, such ascompetence to manage
linguistic and cultural communication in a contextotherness (French - altéritégall upon in the same
way as they call on “resources”.

It is also true that when we came to select andhfitate these “resources” for our lists, we often
guestioned

— frequently without any definite answer — whetbertain elemen%éwhich seemed clearly to have their
place in our lists — because they are found in aningful way in the competences which are spetific

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

links betweercompareandanalyzein point 1.3 of the comments on the list of Skills.



pluralistic approaches, or because they can berooted in the course of learning activities — werally
“simple” (in the sense of being “not made up ofezalelements”). In fact, we were convinced thatéf
restricted the lists to elements whose “simplicity® could demonstrate clearly, some of our listsildio
look very meagre.

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

These decisions led directly to a further problesimce resources can be compound, how do you
distinguish between them and “micro-competences’a@ they really “micro-competences™?). Both
cases concern elements which are 1) themselves atomdp 2) which are constituent parts of
competences.

Two answers are possible:

= The “compound” resources we have included arelicages at quite a low level of formulation.
We have not, for example, included descriptors sassBan predict how people of other cultures
will conduct themselvess these seemed too complex to be considered@srces in the way the
authors quoted in 3.1 have defined them. But hawaree decide on a precise limit to complexity,
beyond which a constituent of a competence is ngdoa “resource” but a “micro-competence”?

= The micro-competences are in fact competenceswhaans they include in “real life” activities
the ability to activate resources to cope with ecdfic task. This could be applied @an predict
how people of other cultures will conduct themselBut here, too, the limits are difficult to
define.Can compare the relationship of sound and scriptesys among languageshich is one
of the resources which we have included in thedistkills, can easily lead to a task in a school
environment. But where is the borderline betweestleool exercise of this kind and other tasks
whose achievement requires the application of anfiience” (cf. the beginning of 3.2.1 above).
Surely, there too, activation of resources is tasben. Should we think that there is no “social
function” (ibid.) on the grounds that it concerhe school, which is in itself a social institution?

It is clear that we have to recognise that we &aidg with a continuum where any borderlines are i
part arbitrary and decisions on where they beloreg raore a question of pedagogic relevance and
coherence than of the application of completeledifjable criteria.

But nevertheless we will continue in CARAP to digtiish resources, competences and micro-
competences.



4. The methodology of developing the framework
Our approach can be described as systematicalligiive.

Each member of the team had at the beginning gfrthject a wealth of experience in various aspetts
pluralistic approaches, broad enough to have edalseto construct a framework simply by putting
together and comparing our own representationseo€bncepts.

We rejected this approach because we considetedé@ dangerous (with a risk of being encloseduin o
own knowledge) and lacking in modesty as it woulkieghe impression that we considered that what
other authors have written on the subject woulceHaought nothing to add to what we already knew or
what we had already ourselves written.

For this reason we decided that our starting psmnild be a systematic analysis of the content adirad

12
a hundred publicationsfrom which we collated extracts describing the petences which interested
us. This is the feature which leads to speak ahdnctive approach.

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

4.1. Stage one: collating the entries

The resource publications are composed mainly edrittical and reflective studies in the domain of
didactics relating to pluralistic approaches (boptesenting these approaches, teaching mateegisrts

on innovations, articles about various aspecthes$d) to which we have added some curricula / $choo
syllabi in which we knew that certain features difralistic approaches were to be found; we also
included a limited number of works with a focus man psycholinguistics or language acquisition
theory and which described plurilingual and plultigral functions in action. The majority (60%) dfet
publications were in French, but we also includextks in English (21 publications), German (15) and
Portuguese (2).

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

In order to extract the competence descriptors lwkiere of interest to us from the publications, we
designed a grid in the form of a ta]bsltn which each of the formulations was transcrifathfully in the
language it was originally written in, sometimeshairanslation into French or Englféhogether with
some first attempts at reformulating them, whendiecription we found was not clearly formulatecas

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

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

14

For works which exist in both French and Englishspecially some Council of Europe publicationse-have included
both versions in the list.



can do statement of knowledge, skill or attituddciWwhcould be acquired by a learner. (cf. the first
problem we mentioned at point 4.2 below which beganecome evident at this stage of our work).

Opposite each of the descriptors we collected <chviaie have called “entries” — we needed to mark
crosses to indicate their relevance to one or mbi& categories, as shown in the following example

Formulation of each H
identified competence Q -

i =0 l=a 2 2 5 g S S = S
exactly retranscribed E % E 2 18 2 5 g—t % g 2 1z 1z |35 g—t
Transferir o conhecimento da X X X X X

lingua materna para a
aprendizagem das linguas
estrangeiras.

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

The four categories on the right hand side repredie broad traditional distinctions found in the
Common European Framework of Reference for LanguageNG and CULT lets us show whether the
entry concerns languages or culture, while LANG-QUiefers to links between the two. The other
categories are more specific to pluralistic appneacand refer in this order to attitudes of cutjgsi
interest, receptiveness towards languages and reu(ATT/L&C) or towards diversity as such
(ATT/DIV), to confidence in one’s own learning abiliti€@&QNHF, to analysis-observatiodN-OBS, to
plurilingual strategies within discourse relatedat@ommunicative situatiorCOM) or to relying on a
competence from one language / culture to appraacther languag®PPUI) (there are further details
in an appendix).

At this point these categories were wholly provisi) and they have little resemblance to what waillfy
decided on at the completion of our work on CARAReir only aim was to allow us to make initial
automatic groupings of entries dealing with appmately similar domains, which was done at the next
stage.

This work was carried out mainly by the memberthefALC team, with some outside help from time to
time (some of it done by students on Masters’ asigt the Université du Maine).
4.2. Stage two: allocation and processing of the &ies

All the different grids were then grouped in a i}ingablelS, which was huge (nearly 120 pages and
around 1800 entries) and on which we applied @&sef sorting processes (using the “sort” functén

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

of pluralistic approach used and the type of leartige publication is directed at.



Word) which enabled us to produce automaticallyoaed specific sub-sets (for example, “APPUI” or
(LANG and AN-OBS) which were shared among the déffe members of the team for processing.

For each sub-set a team member had the task oftomy an unordered list into an ordered — and
hierarchical — system of “descriptors”, these “digtors being designed” as our “standardised” why o
formulating the elements that the different authbesl drafted in their own way in the entries we
collected. It was clearly understood that theseevpeeliminary attempts, carried out by each of nsao
particular sub-set, and that it would require adged process of harmonisation, involving many
discussions and exchanges of opinions, as we eell during the third stage of our work (producihg t
definitive CARAP lists).

After doing some further internal grouping of therees with the SORT function of Word (on the basfis
the other categories which had been ticked), edals aindertook a more finely tuned grouping of the
entries, with revision and rephrasing, based carefal and critical analysis of the meaning of ¢in¢ries.

At this stage we met with a number of difficulties:

1) We became even more acutely aware than in stepbthe problems raised by the way numerous
entries were phrased. Without mentioning the foatiohs which were either incoherent, meaningless or
awkwardly phrased... we will briefly take note of tirequent and in a way symmetrical “faults”. Some
entries — notwithstanding the fact that they waresented as “competences” by their authors, were in
fact formulated:

= on the one hand (“upstream” emphasising the faetbish produce competence) drafted in terms
of what one aims to do during the teaching andnlegr process (“develop attitudes ...",
“stimulate curiosity...”, “give value to Ianguagegs‘,’)

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

2) It was at this stage of our work that the protdevhich arose when we tried to order the descspto
led us to undertake the theoretical reflection tred(re-)reading which we have described in chahter

The result of these new considerations was thatvbridk of each of us was directed towards making
groupings with less hierarchy, distinguishing whatild clearly be defined as “resources” and more or
less “simple” from what we identified more as miommpetences or even competences, in the
interpretation we adopted in chapter 3.

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

16 The confusion is compounded by the fact thatscéaivities are sometimes presented as “objeétisetsby teachers for a

course.



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

At the end of the second step, the team membess digded into pairs (one pair for knowledge, oae f
skills, one for attitudes). Those responsible forcpssing the sub-sets in stage two handed over the
descriptors they proposed, with an attempt torfjstish “resources” from “micro-competences”.

This was the basis — comparing what had come oeadf sub-set (which often overlapped) — on which
the work of synthesising and choosing requiredréalpce the lists we have now was carried out. Tisere

no need at this point to give a full descriptionhafv we did this as the principles we worked on are
described in chapter 5 about the organisation oRER. We would just note that the pairs frequently
found themselves questioning the decision to aléoc@me descriptors as “micro-competences” and
decided to place them in the list of resources. @fitee team members had the task of harmonisiag th
way these decisions were taken, which was doneighréfequent exchanges of views among the team.

The features which we considered as definitely dogiassible formulations of micro-competences (or
even of global competences) were analysed witlew t produce the table of competences (see in this
respect 5.1 below, and the comments on this table).

To conclude the chapter, we should return to thedctive” aspect of the work in order to clarifyyan
ambiguity about it. Throughout the process we wee aware that the result of each stage was not a
faithful reproduction in reduced size (by an ohjexprocess of synthesis) of the corpus chosen fram
publication resources (a selection in itself infloed by our own views!). Our preconceived ideasikho

be considered as a second source for CARAP, whki¢he result — in a development to some degree
deliberate — of interaction between the entriecuoliected and our pre-conceived notions in this @om
Indeed we did not hesitate to add descriptorggdmappeared in our overall view of the lists.

This is the reason which led us to decide to worgdirs in the third stage so that the ideas efiok bad
could be confronted with those of another membehefteam. This also allowed us to redistribute the
material to be processed so that the same datanedgsed systematically by several people. Thiggav
us extra work but enabled us to be less influehgeiddividual views in the processing of the matkri



5. Organisation of the framework

5.1. A table and three lists

As we announced in 3.2.2 above, the framework garised around, on the one hand, a table of the
global competences on which our ability to act egftect in a pluralistic context is based and, loa t
other hand, the resources which these competenttegpon — in varied and multiple combinations. sThi
set is divided into:

= a Table of global competences and micro-competenicesvhich pluralistic approaches have a
key role to play and for which it will be evidentwhich does not surprise us — that their use is
closely linked to “plurality” whether this is thrgh communication in a situation where linguistic
and cultural differences are significant, or thrioufe establishment of a diversified linguistic
repertoire;

= threelists of descriptors of resourcesoncerning, respectively, knowledge, skills anduates.

The table of competences is presented with a cortamern the second part of CARARIobal
competences)he lists of descriptors are presented with comarees in partg, © andE.

The next section explains some organisational jpliex for the three parts, treating first the wagyt
are ordered (5.2), then various issues commorettitiee lists and their internal organisation.

5.2. The way the three lists of resources are ordeu

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

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

= in this way we hope to go from what seems easiestake explicit to what is the most difficult to
pin down;
= the skills seem to us to be closer to the moreajlttbmpetences” we have placed in the table of

global competences.



5.3. Internal organisation of the lists
5.3.1. Predicates and objects

We think that the descriptors we have produceddgfampleKnows the composition of some families of

languages, Positive attitude to languages whichlass highly valorised, Can identify loan wordsin

be analysed as foIIov1v75

= a “predicate” (either a verb or a noun, see above) which is ertlated to knowledgekiows, is
familiar with), to attitudesfositive attitude towardsespects, has a critical attitude towards, has
confidence ipor to skills €an identify, can compare, has mastery of, canaideprofit);

= an “object” onto which the content of the predicate is appligs@ composition of families of
related languages, languages which are less highllprised, loan words, diversity, a word
similar to one in a language which is familiar, égn reality, prejudices, the relations between
sound and script)..

With respect to the attitudes and skills, the ahitivision into categories has been done on tlsés bt
the predicates, with a further sub-division — witleach group of predicates — on the basis of {pegt
of) objects.

In the list relating to knowledge, the very redtt variety of predicates led us to use a groupitated

to the thematic domains of the different objectgtesfirst principle for grouping them. For example
Languages as semiotic systems / similarities afiftrdnces between language, cultures and social
representations, cultural diversity.

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

5.3.2. Problems encountered with regard to crossadsification

By making this distinction between “predicates” ditjects” we could not avoid the problem — a
frequent one when making a typology — of “crosssification”: potentially, all the descriptors cdlle
classed 1) according to their predicate; 2) acogrdid their object. If the same object can be kihi@
more than one predicate, the only classificatiogsiide is of this kind:

Predicate Predicate Predicate

Object Object Object Object Object Object Object Object Object
A B C A B Cc A B Cc
17 It is not our aim to produce a comprehensive laggemantic analysis of the descriptors, but to/igl® a rough basis for

explaining how the lists are organised. We are awlat other features exist such as those whictifgghe ways in which
skills are described where it is necessary to éxma discuss whether they belong to the categprgdicate “ or that of
“object” (in different languages, according to situation, eedly...)as well as the descriptors where “the object” is no
expressed.



This can be illustrated by a (simplified) exampated to skills:
If you can relate three objects (objectaAphonemgobject B:a word object C:a misunderstanding due
to cultural differencesto the predicate€an observePredicate 1)Can identify (Predicate 2)Can

compare(Predicate 3), you get exactly the same organisats is shown above.

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

In the commentaries on each list we have explalm®d this issue of cross-classification (which can
mean different axis of classification than divisiato predicate / object) is resolved.
5.3.3. The issue of mutually exclusive elements

It is expected that the constituent parts in adistategories should be mutually exclusive: thathe
category should be clearly distinct from the ottrees.

This is the issue at this point. The issue of #lection of the terms themselves in a given languay
this case French) is dealt with in the section emminology (cf. point 7, below, and the notes on
terminology contained in the commentaries on e'ml:ﬁ |

This ideal of mutual exclusivity seems quite unaghble for the kinds of predicates we are dealiitly,w
since the operations, modes of knowledge, way=ioigattitudes which the predicates relateotusérve,
analyse, know, know that, be disposedetc.) have only a very limited autonomy from eatt’reég.

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

At first sight the two operations look quite distin However, if one considers (cf. partNbtes on
Terminologyin the commentary of the lists of skills) that itiing an object involves establishing:

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

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

18 We are aware of the link between the two questiohe reality we are trying to pin down with segiarcategories is
expressed through the words of one language. Haweeehink we can gather the difficulties relatedhe complexity of
the phenomena we are presenting in this first sedimments.

19

D'Hainaut (1977) who studies processes hkalyse, synthesise, compaeaches the same conclusion; he describes these
as “intellectual approaches” and says in the intedidn to this part of his study (p.114): “the apgeches we are proposing
are not [...] mutually exclusive”.



There are several examples of this in the listscmimentaries.

5.3.4. Concerning categories related to learning

In each list it seemed helpful to group certaincdesors in a specific category (the categbanguage
and acquisitionin the knowledge sectiomttitudes to learningn the attitudes sectioearning skills)
under skills.

This does not mean, though, that these resouregf@ronly ones which contribute to the competarice
constructing and developing one’s plural repertadfelanguages and cultures (cBompetence of
constructing and developing a plural repertoirelafiguages and culturebat we included in the lists of
competences in pafB of CARAP). Numerous other resources / micro-coempets contribute to this,
too.

To take a simple example, it is clear tKabwing that languages are governed by ruidsch have been
placed in the categoyanguage as a semiotic systatso contributes to developing ability to leam. |
seemed to be superfluous to include it again ircttegoryLanguage and acquisition/ learning

The categories related specifically to learningugrdhe descriptors whose objects refer to learning
(learning strategies, language acquisitioh.tather than to linguistic or cultural featuresdawhose
predicates (especially in the case of skills) rafeectly to learning activitiescan memorise, can
reproducg.

Grouping descriptors which are particularly relevemlearning seemed a helpful way of stressing the
importance of this category. It has, however, adliantage — albeit minor — of leading us sometitoes
use predicates which already appear in other caesgoln the skills framework, for example, the
predicate tlesiring td which is one of the elements of categoryfofivation to learn languaggs
appears, too, in category 18 in the fdbmsiring to improve mastery of the first languadanguage of
education(A-18.1.2) andDesiring to learn other languagé€s-18.1.3).

5.3.5. The specific nature of the resources

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

While certain resources which bring several langsagto play Can compare languages, can carry out
transfers between language¥.ar which are related to diversity as sudtngwing that there are
similarities and differences between languagesgpiieness to the plurilingualism and pluricultutal
of near and distant environment3 seem impossible to develop outside approachédshwinclude
activities related to several linguistic and cudluvarieties at the same time (cf. the very dabnitof



pluralistic approaches), numerous other resourae$e developed by both pluralistic and non-plstili
approaches.

Rather than attempt to create a dichotomy whichldvbe impossible to apply and which would have
excluded resources which, while not exclusive toglistic approaches, are developed to a consilterab
degree by them, we have established a three-pmat®,svhose rating is included in the lists forlea€
the descriptors:

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

N.B. These values are to be considered as avenabed) can be modulated according to the languages
cultures concerned. For example, if one takes #sergptorCan identify soundwhich we have rated at
“++”, it is clear that this is overvalued for fregptly taught languages, but probably undervaluedefs
common languages, which the learner will almostaieily not have encountered except in approaches
dealing specifically with linguistic and culturaldrsity.



6. Limits and perspectives

We will treat this issue from two angles: one mdato “quantity”, comparing what the team announced
as the products we aimed to produce for the ALGept@nd the present achievements of CARAP; and a
“guality” aspect, which assesses the validity oatwye have produced.

6.1. Supplementary material and constituent parts fCARAP

In contrast to what was planned at the outset®@BGML second medium-term programme, the present
version of CARAP:

= is not in a hypertext version (it was planned teehi& online and on CD);

= does not include in the descriptors any indicafmrwhat level of learners they especially might
be addressed to, nor any indication a priori ofoltpluralistic approach would best develop the
relevant resource;

= does not provide — for certain resources or categaf resources — any examples of pedagogic
activities designed to develop them;

= does not provide any references to work which wdlddtrate — in the case of certain resources —
how they could be attained by applying pluralisghproaches;

= does not include a glossary in four languages @fessions used frequently in the field, but

simply some notes on terminology.

It seems the team underestimated the amount ofapeaent work required to develop the central pért o
CARAP — the table of competences and the listsave produced.

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

The new project proposes support for implementiAREP in the fields referred to in chapter 2.1 above
This will lead to the production of User Guides @ARAP.

6.2. The quality of CARAP

Criteria for quality of the project would includerwsideration of the coherence, comprehensivenass an
readability of CARAP.

We think we have achieved a pretty satisfactorglle¥ “logical” coherence when one takes account of
the great diversity of descriptors, which it seemgldvant to keep from a didactic point of view.tBee
have much to learn from the reactions of potents&r-readers about how far this coherence correspon
to the spontaneous expectations of someone whalt®maswork of this kind with specific aims.



As to the question of how far it is representatoregven comprehensive, we are quite confident tatheu
absence of categories of resources which have ‘femgotten”, given the importance of the resource
publications we started out from. We have questaimaut the level of detail that we propose, whih i
perhaps unequal according to the lists or parlliasmgo. This will only become clear when we have the
reactions of readers and users of the work. The ghing is, of course, true for readability.

All the comments collected will inform the re-wrig which we have foreseen in the first phase of the
new project. This will be supported by new refleatiand readings in the theory of the notion of
“competence” (with the aim of reinforcing or modifg the overall organisation of our product) and in
the field of psycho-cognition and psycho-affeciiviin order to find a better structure, if needetthe
internal organisation of the lists).

20 Cf. on this point the conclusion to poi@# (Global competencgsvhere we attempt to illustrate the descriptiveveo of

CARAP. Two axes of evaluation are proposed: assestsof the “descriptive” capacity of CARAP (as adabof how it
works in a situation), and assessment of its pegiagmpacity (as an instrument for action in ediscgt We deal mainly
with the second aspect.



7. Notes on terminology

The major part of the work on Pluralistic Approastmas been done in French, German and Spanish and
for the English version it was necessary to takemesaecisions on how the terms used should be
translated. Here are a few explanatory commeritgjimg to the way the French original has beenimtot
English:

Approches plurielleshas been translated gisiralistic approaches- “plural” did not seem adequate as in
English it would refer simply to a multiplicity approaches.

Savoir, savoir-faire, savoir étre have been translated &sowledge, skills, attitude@he Common
European Framework usegistential competender the last of these, but we have prefem#dudesas

the three are seen as constituent parts of congegtand therefore at a different lev@hvoiris countable

in French, uncountable in English and sometimetave usedtems of knowledge, aspects of knowledge
to express plurality).

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

Altérité — is distinguished in French frodifference — as the fact or the nature of being different. We
have translated this therness

Predicate, object- in the lists of knowledge, skills and attitudbe headword of each list is described as
the predicate(either a verb phrase likéan compareor a noun likereceptivenegs The list then includes
objectsto which the heading can be applied. These terenased in the English version.

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



8. Graphic conventions

°xly°

°X [yl°

x(lylzl

{.}

) <.>

(.)

either x, or y (y is not a sub-set of x)
21
Can identify cultural specificities / features
Can °observe/ analyse® linguistic forms and fumﬂ2|20

terminological variants considered to be (quasi) egvalent
Can identify [recognise] simple phonetic elemestaihds]

either x, or y, or z (y and z being sub-sets of x)
Can analyse interpretation schemas (/stereotypes /)

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

Can identify [recognise] basic graphic signs {letfeideograms, punctuation
m:’:lrks...}24

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

explanation of a term
Can perceive the *indirect* lexical closeness bemvéeatures of two languages
<on the basis of closeness between the terms ofamities of words>

all other explanations / additional information (or note)
Make efforts to combat one’'s own reservations towawhat is different
<applies to both languages and culture>

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

Be receptive to the enrichment which can be engeddey confronting different
languages / different cultures / different peoplespecially when these are
linked to the personal or family history of pupitsthe class)

21
22

23

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

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

Can °observe / analyse® °linguistic forms / funesi®

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

interpretative schema.

24

... means that the list is not closed.



B — Global competences

It is important to point out here that we are pnéisgy a set of global competences whose development
consider to be especially favoured by using plstialiapproaches, without there being any exclusivit
this respect.

The set will be presented as a table, preceded fimgsentation and comments designed to justify and
explain our choices, followed by an example intehtieillustrate — and verify — the overall concepti
we have formulated of the way in which “competefieesl “resources” are related.

1. Presentation and comments

It is not easy to define at what level of geneyalit should place competences of this kind. Thezena
absolute, objective criteria; our choice is basdwblly on pragmatic criteria: the competences mugst b
general enough to apply to numerous situationstasias, but not so general that they would be erpty
all content. As we have seen (cf. chapter 3.23adf 4 — General Presentation of CARAP) resources and
competences in fact form a continuum, from the melgmentary abilities to the most general
competences. In one way, it seems to us that amggement of resources can potentially functiora in
particular situation, as a (micro-) competence, tiieor not it is so called explicitly.

The competences are presented here in the forntatfi@which we do not intend to “over-structurke’.
particular we have not included any arrows linking implied relationship (or support) between the
different competences we have included, for thatldisuggest — wrongly — that we feel we have mgster
of the exact way in which the complex links betwéleem combine. We have preferred to produce an
open table, about which our postulate is that tements it is made up of (the competences) ardeppl

in an original way in different situations; we tkithis can be presented clearly simply throughsihetial
relations in the table (the proximity with otheerlents, where they are on the horizontal and abrtic
axes) and this way of presenting the relationshgiaphically seems to provide an adequate degree of
flexibility.

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

= valid for all languages and cultures;
26
= concerning the relationships between language®etwken cultures

In accordance with what we said, above, any competewhich we phrased with repetition of the
elements of the title (“competence to activate ..a@tion and reflection”) would be too general to be
operational. This title is the general expressidnwhat is common to / characteristic of all the
competences we wish to include in the table, ana generic characterisation of all the competences
which pluralistic approaches are capable of devetpm a specific Waz)z.

The next part of the table is composed of two ovearching competences (which we could have
called macro-competences) explaining what we considto be the two global competences which
share, at the highest level, the whole of the fielcbvered by the title of our work:

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

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

C1 and C2 describe in a way two zones of competeraree related to personal development, the other t
managing communication — under which can be growmtbus competences of a lower order of
generality, which we call “micro-competences”. Hawe difficult it is to establish a dividing line
between micro-competences and “compound” resouicfesart 4, 3.2.3) the core of the issue is to
understand the nature of the fundamental link watwa establish in FRAPALC between these two
aspects: on one handjtuated global competences (including micro-competenceiskket to real
situations, on the other the lists of resourceg tam activate in these situations (cf. p&t3.2.1).

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

= a competence in resolving conflict, overcoming obsthes, clarifying misunderstandingsis
obviously important in contexts where differencesstantly threaten to become problems. It is

25 According to the conclusions reached at the eggnof chapter 3.2 of Payfl of the General Presentation of CARAP,
competences consist of both activation of resouflcese “internal” resources — cf. chapter 3.1 & Bresentation) and the
possession of the resources themselves. To simgildyformulation we have kept to “activation” sinoee can only
activate what one has available (‘that one poss&sse

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

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

28

We will just use the term competence while imgtihe reader to keep in mind the idea of a continfrom competences
— micro-competences — resources. We will not syateally repeat the fact that all the competenaesta be seen in “a
context of otherness”: it is on this that theileseince and specificity in the framework of pluratigpproaches is based.



clear that this — like all those listed here — mompetence which call for Skillsf( S-6.2: Can ask
for help in communicating in bi-/plurilinguagroups), for Knowledgecf. K-6.3 Knows that
categories used to describe the workings of a laggu(/ the mother tongue / the language of
education/) may not necessarily exist in othgnsmber, gender, the article ..gnd to attitudes
(cf.A-4.2.1 Accepting the fact that another langriagn organise the construction of meaning on
°phonological and semantic distinctions / syntactiastructions® which differ from those of one’s
own Ianguagezf;

a competence in negotiationwhich is the foundation for establishing contaatsl relationships

in a context of otherness;

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

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

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

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

putting these competences in one zone does not tinatathey have no relevance in another one;
the competences we have chosen are not necesspsbific to pluralistic approaches: the
competence of negotiation, for example, in its ganmeaning, is equally relevant in situations
within one culture or language and can perfectlil v developed in non pluralistic approaches,
even outside the field of language learning (mamesye training etc.), but interactive situations
where linguistic and cultural “differences” requispecial attention and pluralistic approaches
preparing learners to cope with such situationsl negay special attention to them.

The zone of constructing and broadening a pluraduiistic and cultural repertoire

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

acompetence in profiting from one’s own inter-cultural / inter-language experiencesvhether
they are positive, problematic or frankly negative;

a competence in applying systematic and controlled dening approaches in a context of
otherness in either an institutional or school contextgimups or individually.

29

30

31

As we pointed out, the fact that each of the fo)competences can — according to the task /tgituan which it is
activated — require resources from skills, knowidgd attitudes is really at the heart of our cphee# a frame of
reference. However we will illustrate this latethva more fully developed example.

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

We should stress again that we have not incladldtie cognitive competences which make up legrimingeneral.



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

= acompetence of decentringwhich describes a key feature of the aims ofgbistic approaches,
involving a change of vantage point, seeing thimgs relative way, thanks to a number of
resources stemming from attitudes, skills and kedgé;

= a competence in making sense of unfamiliar linguisti@nd/or cultural features, refusing to
accept (communicative or learning) failure, usidgthe resources available, especially those
based on inter-comprehensiat. {n the skills S5 Can use knowledge and skills already mastered
in one language in activities dEomprehension / productiérin another language / S-5.1 Can
construct © an set of hypotheses / a « hypothetical grammaixSut affinities or differences
between languages);

= a competence of distancingvhich, based on a range of resources, allowst@airapproach to
situations, keeping control, and avoids being cetehy immersed in the immediate interaction or
learning activity;

= a competence in critical analysis of the (communicate and/or learning) activities one is
involved in (close to what is sometimes calledtical awareness which puts the focus on the
resources applied after the distancing has beeredant;

= acompetence for recognising the “Other”, and othernss in what is different and similar. Here
we have deliberately used an expression (see ttes mo terminology) which can be applied to
both skills (recognise) and attitudes (accsépt)

These are the features that we finally decidedplas competences or micro-competences; theyderovi
a kind of map of competences which are specifigltioalistic approaches and which need to be aetivat
in the different situations / tasks we face.

The table does not necessarily, however, make kaiy ¢o comprehensiveness, because, among other
reasons, there are issues of hierarchy and beddube continuum mentioned above. In fact, as we
carried out the analysis we found other featuregchvicould also have laid a claim to the status of
competence! This is the case of the descriptorsngetence in) communicating, exchanging ideas,
questioning about language, culture and communitaind (competence in) seeing things in a relative
way or (competence) of empathy, etc. In spite @ we did not include them as competences, butgsist
resources (cf. the respective lists) either bec#usg seemed to be relevant to only one of oudsiel
(empathy, for example, comes under attitudes) calme they are at a slightly lower level of comiplex
(communicating, exchanging ideas, questioning alamguage, culture and communication).

32 This use, based on a lexical particularity of ¢ameguage (French), is allowable here, since tbesepetences have as a

feature to use resources coming from several @iffiglists.



Table of global competences

Competences which activate knowledge, skills andtatides through reflection and action

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

C1: Competence in managing linguistic and culturacommunication in a

context of “otherness”

C2: Competence in the construction and broadening foa plural

linguistic and cultural repertoire

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

C1.2. Competence in negotiation

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

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

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

‘ C3. Competence of decentring

C4. Competence in making sense of unfamiliamdistic and/or cultural features

C5. Competence of distancing

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

‘ C7. Competence in recognising the "Other" ahéroiess
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2. An illustration

In Part4, 3.2.1 and 3.2.2, it is not possible to envisagegegrated table of competences and resources
which would be structured and ranked (as a netwoektree diagram, for example). The competences, i
the concept we have adopted, are characterisduehfatt that they are “situated”, that is to sagythan
only be defined / configured exactly when they acgvated in a situation — different each time d &or

a specific task — also different each time.

This means that the shape of a competence is egaetly the same but varies according to the coittex
which it is activated. It is only when the task f@me) and the situation (who is involved, the eatjt
are defined that the competence can reach itsf(mafs. Or, to put it more precisely, that a subject can
activate one or more of the competences availalién at different levels. The subject will therigate
the competence(s) in a form, which, in additiothe kind of task and context, is going to dependhen
manner (in nature and quantity) he possesses itims fof the competence - never totally definable.

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

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

An example: the competence of “adaptability”

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

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

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

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

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

33 Note that in this concept, which is deliberatelteractive, even ethno-methodological, things becewen more complex

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

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

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

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

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

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

This calls for responses to three questions:

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

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

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

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

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

= the adaptation also supposes certain attitudeshwdiiow the subject to draw conclusions from
what has happened to adopt appropriate behaviouadapting to that of the interlocutor:
openness, flexibility, being prepared to modify ‘'sravn norms and behaviour (attitudes);

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

b) As it needs to use such a set of resourcespiatihbly others, too) adaptability lookerefore as if it
is indeed a competencécf. Part 4, 3.2.1) characterised by a degree of complexitgl{ding the ability
to choose resources which correspond to the sinjatby a social function (ensuring that the intéom

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

36

This raises another feature of competences winigkes it impossible to develop a closed, compleabte: when one is
faced with a problem, there are usually severalswafyreacting to what is happening: for examples oan adapt one ‘s
own behaviour, or explain the problem etc. Thedtedinces in the response themselves act to reddiim situation in a
process of co-construction which only ends wheretkehange is closed!
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takes places as harmoniously as possible “in gfité¢he differences of norms and behaviour, which

[T

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

interaction between participants from differentgaages / cultures”.
c¢) Here we will verify whether the lists of resoesccontain the ones we have seen in a) as beingedq
to activate the competence of adaptability in theation we have described. First comes a liselg#fvant

resources we have included and comments on anyiight be missing.

Skills

S-2.10 Can °identify [recognise]° specific forms of behaviourihked to cultural
++ differences

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

S-1.7 Can analyse the cultural origin of different aspea of communication
++
S-1.8 o . _
Can analyse the cultural origins of certain behaviors.
++

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

S-3.1. Can apply procedures for making comparisons

+++

S-3.1.1. Can establish similarity and difference betwedenguages / culturé$rom

i+ °observation / analysis / identification / recogmiti of some of their components
S-3.9. Can compare communicative cultures

+++

S-3.9.2.1. Can compare one’s own linguisfiepertoires / behavioursvith those of speakers of
. other languages

S-3.9.2.2. Can compare own non verbal communication practi¢dgsothers

+++

S-2.8.2 Can °identify [recognis€] °specificities of / references to / affinities ofohe’s
ot own culture
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To identify the problem:

S-2.8 Can °identify [recognise] cultural °specificities / references / affinities

++

S-2.9 Can °identify [recogniseP communicative variations engendered by culturd
ot differences

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

S-6.3. Can communicate while taking °sociolinguistic / sociocultura? differences into
+++ account

S-4.2. Can explain misunderstandings.

++

Knowledge

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

comparison etc. are based on general cognitiveabpes on the one hand and on skills on the other
hand. Here are some examples:

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

+++

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

K-10.3 Knows that cultural differences may underly °verbal/ non verbal® °communication /
++ interaction®

K-10.3.1 Knows that difficulties in communication caused dytural differences may result in
++ °cultural shock / cultural fatigue®

K-10.2 | Knows that culture and identity influence communicdive interactions

++

K-10.2.1 Knows that °behaviours / words® and the ways inctvhthey are °interpreted|/
++ evaluated® are linked to cultural references

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

— knowledge of a linguistic, cultural and social natte.
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K-6.10 Knows that there are similarities and differences btween® verbal / non-verbal®

++ communication systems from one language to another

K-8.4 Knows that the members of each culture define (paidlly) specific °rules / norms |/
St values® about °social practices / behaviours®

K-10.5 | Knows that the interpretation that others give to me’s behaviour may be different from
St that which that same person gives to that same beliaur

Some areas of knowledge are also activated to goblgtems.

K-10.9 Has knowledge of some strategies which help to mge intercultural conflict

++

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

establish a precise list, but here are some example

... to be able to start:

A-7.2 Readiness to engage in pluralistic (verbal / non vieal) communication while
— following the rituals and conventions appropriate b the context

A-7.3 Readiness to face difficulties linked to °plurilingial / pluricultural® situations and
" interactions

A-7.3.1 Ability to face (with confidence) that which is imée strange® °°in the °linguistic|/
— cultural® behaviour in the cultural values®°® ofath

A-7.3.2 Readiness to assume the anxiety which is inhecertplurilingual / pluriculturalf
— situations and interactions

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

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

++

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

++

A-14.2 Being self-confident in a situation of communicatin (°expression / reception

" interaction / mediation®)

A-13.2.1 A will to (try to) manage the °frustrations / enwts® created by one’s participation|in
" another culture

... adopting a suitable attitude towards what islyike happen in an exchange:
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A-1.1.1 Attention to verbal and non verbal signs of comroation

+

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

+

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

— organisations, etc.} / cultural universes {tablenmers, traffic laws, etc.}

A-12.2 Accepting to suspend (even provisionally) or to q@ion one’s °(verbal or other)

" practices / behaviours / values ...° and adopt (eveprovisionally in a reversible
manner) °behaviours / attitudes / values® other tha those which have so fal
constituted one’s linguistic and cultural “identity”

A-4.2.2 Accepting the fact that another culture may male afsdifferent cultural behavioufs

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

A-11.3 A will to combat (/deconstruct / overcome /) one’sprejudices towards other

++ °languages / cultures® and their °speakers / memb&t

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

" different

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

" environment)

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

A-8.6.2 A will to try to understand the differences °in bgtour / in values / in attitudes® of

— members of the receiving culture

A-10.3 A will to take a critical distance from conventiond attitudes about / concerning

" cultural differences

A-11.1 °°Being disposed to distance oneself from one’s owtanguage / culture® // look af

+++ one’s own language from the outside®°®

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

++

A-11.3 A will to combat (/deconstruct / overcome /) one’sprejudices towards other

++ °languages / cultures® and their °speakers / memb&t

A-11.3.1 Being attentive to one’s own negative reactionsatols °cultural / linguistic

— differences® {fears, contempt, disgust, superiority

... and being ready to try to resolve problems:
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A-13.1 A will °to adapt / to be flexible in° one’s own behviour when interacting with persons

" who are °linguistically / culturally® different fro m oneself

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

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

A-12.2 Accepting to suspend (even provisionally) or to qution one’s °(verbal or other)
++ practices / behaviours / values ...° and adopt (eveprovisionally in a reversible
manner) °behaviours / attitudes / values® other tha those which have so fa
constituted one’s linguistic and cultural “identity”

A-10.1 A will to possess a °more considered / less normatP view of °linguistic / cultural °
+ phenomena {loans / linguistic or cultural mixes / .}

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

A-3.4 Interest in understanding what happens in intercultiral / plurilingual interactions
+

What conclusions can be drawn from this presentatfo
We can conclude that:

1. Overall the model of “competences” and “resosifage have chosen from the literature and
through the theoretical reflections of the GenBralsentation is relevant. When they are applied to
a concrete case of competence to be used in dia@ituthe concepts are useful in generating a
description which “makes sense” in that it corregf®to what our (personal and collective)
experience has taught us about such situationsndwad can happen in them. The description
provided seems to be a rich one.

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

So, overall, we think we are on the right trackereif there is still a lot of work to be done tmg@uce a
fully operational framework.
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We are, of course, aware of the limitations of ppraach based on a single example which shouldenot
confused with an attempt to validate the model thiedinstrument. The purpose of such a validatidn (o

CARAP as a descriptive model? as a tool to guiddagegic action?) and, for this reason, its
methodology, remain to be decided.
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C-KNOWLEDGE

1. Lists of descriptors of resources
Language (Sections | — VII)

Section I. Language as a semiological system

K-1 Knows some of the principles of how languages work

++37

K-1.1 Knows that language is / languages are composedsigins which form a (semiological)

++ system

K-1.2 Knows that the relationship °between words and theireferent, <the reality which

++ they designate> / between the *signifier* <the wat, the structure, the intonation ...>
and the meaning® isa priori an arbitrary one

K-1.2.1 Knows that even cases of onomatopeia, where altiek exist between word and

++ referent, retain a degree of arbitrariness and fvarg one language to another

K-1.2.2 Knows that two words which may °have the same folook alike® in different

++ languages do not automatically mean the same

K-1.2.3 Knows that grammatical categories are not “thelicapf reality but one way of

4+ organising this in language

K-1.2.3.1 Knows that grammatical gender and sexual gendenairthe same thing

++

K-1.3 Knows that the arbitrary link °between the word and the referent / between the

++ signifier and the meaning® is established, most @ implicitly, as a convention within
the linguistic community

K-1.3.1 Knows that within the same linguistic communitydividuals give approximately the

++ same meaning to the same signifiers

K-1.4 Knows that languages work in accordance with °rule$ norms®

+

K-1.4.1 Knows that these °rules / norms® may vary in thectaess / flexibility° of their

++ application and that they may sometimes be inteatip broken because the speaker

wishes to transmit an implicit content

K-1.4.2 Knows that these °rules / norms® may evolve in tamé across physical distances

+

K-1.5 Knows that there are always variations within whatone may consider to be the same

++ language

7 Resorting to pluralistic approaches is: + = usefdi;= important; +++ necessary in order to develop
this resource
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K-1.6 Knows that a language functions differently in itsspoken and written forms

+

K-1.7 Possesses knowledge of a linguistic nature abouparticular language (/the mother
+ tongue / the language of schooling / foreign langgas/...)

Section Il Language and society

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

++ society works®

K-2.1 Has knowledge about synchronic variations in languges {regional, social,

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

K-2.1.1 Knows that each one of these variations can bérege in certain contexts and unde

++ certain conditions

K-2.1.2 Knows that one must keep in mind the sociocultdnalracteristics of speakers using

++ these variations in order to interpret them

K-2.1.3 Knows some categories of languages with regarldio status in society (/official

++ language / regional language / slang / ...)

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

++ many persons belong to more than one linguistic camunity

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

++ the process of communication

K-2.4 Knows that the language one uses contributes, alomgth other phenomena, to one’s

++ identity

K-2.5 Knows some of the characteristics of one’s own lingstic °situation / environment®

++

K-2.5.1 Has knowledge about the sociolinguistic diversitpwn environment

++

K-2.5.2 Knows the role played by different languages in®eavironment (/everydadgnguage

4+ / language of schooling / familiar language / ...)

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

++ national history ...)

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

++

K-2.6 Has knowledge about historical facts (linked to reltions between °nations / people®,

++ migrations ...) which °have influenced / influencethe origins or the evolution of some
languages

K-2.7 Knows that in mastering knowledge about languagesne also acquires °historical /

++ geographic® knowledge
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Section Ill. Verbal and non-verbal communication

K-3 | Knows some of the principles of how communicatioruhctions

++

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

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

K-3.1.1 Knows some examples of animal communication

++

K-3.1.2 Knows some examples of human non-linguistic comgation (sign language, braille

++ gestures ...)

K-3.2 Possesses knowledge about one’s own communicatiepertoire {languages and varieties,

++ discursive genres, forms of communication ...}

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

+ cultural context within which communication is taking place

K-3.4 Knows that culture and identity influence communicaive interactions

++

K-3.4.1 Knows that both actions / behaviours and the way #re °interpreted / evaluated® are

++ linked to cultural references

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

++ knowledge of a linguistic, cultural and social natte

K-3.5.1 Knows that in order to communicate, one has at hés disposal implicit and explicit

++ information / knowledge and knows that others hiaf@mation / knowledge of the same

order

K-3.5.2 Is aware of some of the aspects of the implicitiedge upon which one’s own ability ta

++ communicate depends

K-3.6 Knows that in view of his / her plurilingual and pluricultural competence, a person who

++ speaks a foreign language possesses a particulatss in communication (a special statug
in communication)

K-3.6.1 Knows that a person who possesses partial knowlefigéoreign language may have

++ difficulty in communication and that he °may need should® be helped to ensure bette

communication
K-3.6.2 Knows that a person possessing knowledge aboaasitt &nother °language / culture®, m
+ play the role of mediation towards that other °lzange / culture®

r
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Section IV. Evolution of languages

K-4 Knows that languages are continuously evolving

D

+++

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

4+ relationships / knows that languages belong to faties

K-4.1.1 Knows about some families of languages and of danguages which make up these

4+ families

K-4.2 Knows about the phenomenon of “loaning” from onednguage to another

++

K-4.2.1 Knows about the conditions which bring about lisgigi “loans” {situations of contact,

++ °lexical / terminological® needs linked to new °guats / technologies®, swings of styl
..}

K-4.2.2 Knows what differentiates a linguistic “loan” fraimguistic “kinship”

++

K-4.2.3 Knows that certain “loans” have spread across aoeurof languages (taxi, computer,

+4++ hOteI, )

K-4.3 Possesses knowledge about the history of languag#ise origin of some languages /

++ some lexical and phonological evolutions / ...)

Section V. Multiplicity, diversity, multilingualism and plurilingualism

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

+++
K-5.1 Knows that there are very many languages in the wigt

+++

K-5.2 Knows that there are many different kinds of soundsised in languages {phonemes,
4+ rhythmic patterns ...}

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

+++

K-5.4 Knows that °multilingual / plurlingual® situations vary according to °countries /

4+ regions® {°number / status® of languages, attitudemwards languages ...}

K-5.5 Knows that °multilingual / plurlingual® situations are likely / liable to evolve

+++

K-5.6 Knows that sociolinguistic situations can be compie

+++

K-5.6.1 Knows that one must not confuse country with laggua

++

K-5.6.1.1 Knows that there are often °several languages insede country / one same
++ language used in several countries®
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K-5.6.1.2 Knows that often the borders between languageseaunttries do not coincide
++ precisely
K-5.7 Is aware of the existence of situations of °multiigualism / plurilingualism® in one’s
F++ own environment and in other places, near or far

Section VI. Similarities and differences between teyuages

— . S . 38
K-6 | Knows that there are similarities and differences btween languages / linguistic variations

+++

K-6.1 Knows that each language has its own system

++

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

F++ among others

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

4+ reality

K-6.2.1 Knows that the particular way in which each langu&gxpresses / “organises™ the

++ world is influenced by culture

K-6.2.2 Knows therefore that in translating from one larggito another there is rarely a word

++ for word solution, a simple exchange of labels,that one should see the process wit
the context of a different °perception / organizatf reality®

K-6.3 Knows that categories used to describe the workingsf a language (/the mother tongue /

+++ the language of education/) may not necessarily exiin others {number, gender, the

article ...}

K-6.4 Knows that even when these categories can be foumdanother language, they are not

+++ necessarily organised in the same way

K-6.4.1 Knows that the number of elements which make ugtegory may vary from one

++ language to another { masculine and feminine / oase, feminine, neuter ...}

K-6.4.2 Knows that the gender of the same word may vamy foae language to another

++

K-6.5 Knows that each language has its own phonetic / phological system

+++

K-6.5.1 Knows that the °sounds / sound system® of othguages may be different to varying

++ degrees from one’s own language(s)

K-6.5.2 Knows that other languages may possess sounds th@eintrained ear may not even

++ perceive, but which permit the users of those laggs to distinguish one word from
another / words from others

K-6.5.3 Knows that different languages °may resemble etiedr d may vary® in their prosody

++ (/rhythm / accentuation / intonation/)

38
The word “language” refers to all linguistic vdiims, irrespective of their social status.
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K-6.6 Knows that there is no word for word equivalence fom one language to another

++
K-6.6.1 Knows that languages may use a different numbwioods to express the same thing
++

K-6.6.2 Knows that what one language may express with ard may be expressed by two of
++ more words in another language

K-6.6.3 Knows that certain aspects of reality may be exga@s$n words in one language, but n
++ in others

K-6.7 Knows that words may be constructed differently indifferent languages

++
K-6.7.1 Knows that languages may use different ways tccatdi°categories / relations®

4+ {agreement / plural / possession ...}

K-6.7.2 Knows that the order in which elements making smgle word are placed may differ
++ from one language to another

K-6.7.3 Knows that what one language expresses throughstnef a compound word may
++ correspond to the use of a group of words in amdémguage

K-6.8 Knows that the organisation of an utterance may var from one language to another

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

++

K-6.8.2 Knows that the relationships between the elemeras aitterance (/ groups of words /
o+ words /) may be expressed differently from one legg to another {through the word

order, through endings, through prepositions /gastions ...)

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

+++
K-6.9.1 Is aware of the existence of different forms ofgdiphonograms, ideograms,

++ pictograms}

K-6.9.2 Knows that the number of units used in writing rbayery different from one languag
++ to another

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

K-6.9.4 Knows that the correspondence established betwag@hgmes and phonemes in

++ alphabetic systems is specific to each language

K-6.10 | Knows that there are similarities and differences btween °verbal / non-verbal®

++ communication systems from one language to another

K-6.10.1 Knows that there are differences in the °verbalr-werbal® ways in which feelings are
++ expressed in different languages

K-6.10.1.1 Is familiar with some differences in the way fegbrare expressed in some

++ languages

K-6.10.2 Knows that some language functions (/the ritualgreéting / formulae of politeness /..
++ which may seem to be the same may not necessanityién the same way from one

~

language to another

52



K-6.10.3
++

Knows that the rules of conversation [relatingie tvay one addresses others] may vi
from one language to another {Who may take théainie? Who may speak to whom?

ary

Who is addressed in formal manner or in familiamsas in fu / vous ?}

Section VII. Language and acquisition / learning

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

++
K-7.1 Knows some of the basic principles which underly th process of learning to speak a
+ language

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

+

K-7.1.2 Knows that it is normal to commit errors when o@s hot yet mastered a language
+

K-7.1.3 Knows that certain behaviours can help the leaimérthat incessant correction or

+ ridicule can in the same way “block” the process

K-7.1.4 Knows °that one never completely knows a langudbat/there are always things one
+ does not know / that there is always room for improent®

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

+++ between languages in order to learn languages

K-7.3 Knows that one can learn better if one has a posii attitude towards linguistic

4+ differences

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

K-7.5 Knows that there are different strategies for learimng languages and that the different
++ strategies are not equally relevant in view of théearning objectives of the learner
K-7.5.1 Knows about different strategies and their releesftistening and repeating, copying
++ out several times, translating, attempting to aostutterances ...}

K-7.6 Knows that it is useful to be well aware of learnig strategies one uses in order to be
++ able to adapt them to one’s specific objectives
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Culture (sections VIII — XV)

Section VIII. Cultures: general characteristics

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

+++

K-8.1 Knows that a culture is a grouping of °practices fepresentations / values® of all kind$

+ shared (at least partially) by its members

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

+

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

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

K-8.4 Knows that the members of each culture define (paidlly) specific °rules / norms

4+ values® about °social practices / behaviours®

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

++ other cultures {greetings, everyday needs, sexyaéath, etc.}

K-8.4.2 Knows that some of these norms may constitute &aboo

+++

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

++

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

++

K-8.5 Knows that certain social practices in each culturenay be arbitrary {rites, languagé,

++ table manners, etc.}

K-8.6 Knows that each culture °determines / organises® &ast partly the °perception / view o

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

K-8.6.1 Knows that °facts / behaviours / speech® may bec&peed / understood® differently by

+++ members of different cultures

K-8.6.2 Is familiar with some schemes of interpretation cHie to certain cultures as far as

++ knowledge of the world is concerned {numbering, hoels of measurement, ways|of

telling time, etc.}

K-8.7 Knows that cultures influence °behaviours / socigpractices / personal evaluations

++ (°of oneself / of others®)

K-8.7.1 Is familiar with some °social practices / custorinet different cultures

++
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K-8.7.1.1 Is familiar with some °social practices / custoriniet neighbouring cultures

+++

K-8.7.2 Is familiar with some specificities of one’s ownltowe in relation to certain °socigl
+++ practices / customs® from other cultures

Section IX. Cultural and saocial diversity

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

++

K-9.1 Knows that a culture is always complex and is itsemade up of (more or less) differen
+++ and °conflictual / convergent® subcultures

K-9.2 Knows that within a culture there exist subcultures corresponding to °regional

+++ generational® groupings

K-9.2.1 Knows some examples of the variation of culturakfices according to °social / regional /
o+ generational ° groupings

K-9.2.2 Knows (in one’s own culture or in other cultures)re norms related to social practices
4 and which are specific to certain °social / regidrgenerational® groupings

K-9.3 Knows that every person forms part of at least oneultural community and that many

++ persons form part of more than one cultural commurty

K-9.4 Knows some characteristics of °one’s own situatiohcultural environment®

++

K-9.4.1 Knows (at least to some extent) which culture(® lores in

+++
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Section X. Cultures and intercultural relations

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

++

K-10.1 |Knows that °customs / norms / values® specific taeh culture make °behaviour / persona|

T+ decisions® complex within a context of cultural diersity

K-10.2 |Knows that culture and identity influence communicaive interactions

++

K-10.2.1 Knows that °behaviours / words® and the ways incvlthey are °interpreted / evaluated®

++ are linked to cultural references

K-10.2.2 Is aware of how cultures structure roles in sdci@ractions

+++

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

++ interaction®

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

++ °cultural shock / cultural fatigue®

K-10.4 |Knows that intercultural relations and communication are influenced by °knowledge

4+ representations® one has of other cultures and theshat others have of one’s own culture

K-10.4.1  |Knows that knowledge one has of cultures oftenuites stereotypes <a simplified and

++ sometimes useful way of grasping one aspect otyehable to lead to oversimplification
and generalisation>

K-10.4.2 Knows some stereotypes of cultural origin which nadfect intercultural relations and

4+ communication

K-10.4.3 Is aware of the existence of cultural prejudice

++

K-10.4.3.1 | Knows some examples of °prejudice / misunderstagdif cultural origin (especially in

++ the case of the cultures of those communities wtemggiage one is learning)

K-10.5 |Knows that the interpretation that others give to me’s behaviour may be different from

+++ that which that same person himself / herself give® that same behaviour

K-10.5.1 Knows that one’s own cultural practices may be rpreted by others through the

o+ application of stereotypes

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

++

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

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

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

+++
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K-10.8 |Has cultural references which structure one’s knowddge and perception of °the world

++ other cultures® as well as one’s intercultural, saal and communicative practices

K-10.8.1 Has knowledge about cultures °which are the oljédbrmal learning / which belong to

+4+ other learners in the class / which one finds aithmediate environment®

K-10.8.2 Knows certain elements which are characteristioraf’s own culture in comparison |to

++ other cultures ° which are the object of formatméag / which belong to other learners
the class / which one finds in the immediate emvinent®

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

+++

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

++

Section XI. The evolution of cultures

~

—

(0]

K-11 |Knows that cultures are continuously evolving

++

K-11.1 Knows that cultural °practices / values® are creaté by and evolve under the influence of

++ different factors (/ history / the environment / tre actions of members of the community
)

K-11.1.1 Knows that the members of a cultural community ypglanay play® an important part |in

++ the evolution of their culture

K-11.1.2 Knows that the environment often offers the opputjufor one °to understand / fo

+ explain® certain cultural °practices / values®

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

++

K-11.1.3 Knows that °history / geography® often offer one thpportunity °to understand / |to

+4+ explain® certain cultural °practices / values®

K-11.1.3.1 Knows certain °historical facts (linked to relatsorbetween °races / nations®,

++ migrations ...) / geographical facts® which °haveuaificed / influence® the creation|or

evolution of certain cultures

K-11.2 Knows that certain cultures are linked by particular historical relationships (common

+ origin, old contacts, etc.)

K-11.2.1 Knows some major cultural areas (linked to histeogligion, language, etc.)

+

K-11.3 Knows that cultures continuously exchange elementetween themselves

++

K-11.3.1 Knows that cultures can influence each other

+++

K-11.3.2 Knows some cultural elements which one’s own celtuss borrowed from others, as well

++ as the history of these elements

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

++
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K-11.4
++

Knows that cultural differences tend to dwindle uncbr the influence of globalization

Section XII. The diversity of cultures

K-12 | Knows several phenomena relative to the diversityfa@ultures

of

€S

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

++

K-12.1.1 Knows that in connection with the diversity of eults, there exists a great plurality
+ °practices / customs / habits®

K-12.1.2 Knows that in connection wWitthe diversity of cultures, there exists a grdatdlity of
+ °values / norms®

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

++

K-12.2.1 Knows that the borders between cultures are oftkrrred / indeterminate / shifting®

++

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

+

K-12.3 Knows that one can find an extensive variety of sifitions of contacts between cultures
+++

K-12.3.1 Knows that one must not confuse °culture and cguntulture and language®

++

K-12.4 Knows that different cultures are continuously in ©ntact in our immediate environment
+++

K-12.5 Knows that the diversity of cultures does not imply’superiority / inferiority® of any one
T+ in relation to the others

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

++

K-12.5.2 Knows that hierarchies established arbitrarily lestw cultures change with time

++

K-12.5.3 Knows that hierarchies established arbitrarily leetw cultures change according to °or
+++ point of view / the point of reference®

K-12.5.3.1 Knows that the graphical representation of the dvigldifferent according to the mal
+ one is using

PS
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Section Xlll. Resemblances and differences betweeanltures

Section XIV. Culture, language and identity

~

in

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

+++

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

+++

K-13.1.1 Knows that the same act may have a different °ingdnvalue / function® according to

+4+ different cultures

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

+++

K-13.2.1 Knows some °resemblances / differences® betwees oma culture and other cultures

++

K-13.2.2 Knows some °resemblances / differences® betweanatsmractices / customs / values /

++ means of expression® between different cultures

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

++ generational / regional® groups

K-13.2.3.1 Knows some °resemblances / differences® betweentlares of different (°social

++ generational / regional®) groups in one’s immeaiivironment

K-13.2.4 Knows some differences in °verbal / non verbal°regpion of feelings (/ of emotions
39

++ /...) in different cultures

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

++ different cultures

K-14 | Knows that identity is constructed, amongst other hings, in relation to one or more|
+++ | °linguistic / cultural® affiliations

K-14.1 Knows that identity is constructed on different lewels {social, national, supranational
+++ )

K-14.1.1 Knows that the similarities and the differencesweein European cultures are
+ constitutive element of European identity

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

++

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

+++

K-14.3.1 Knows that such an identity may be difficult toSasne / live® but that it may be lived|in
++ a perfectly harmonious way

* See K-6.10.1.1 above.
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K-14.4 Knows that °bi/pluricultural / bi/plurilingual® ide ntities exist

++

K-14.5 Knows of the existence of °°dangers of cultural °vedening / alienation® // possibilities

++ of cultural enrichment®® which may come about as aesult of contact with other
(dominant) °languages / cultures®

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

++ national history ...)

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

++

Section XV. Culture and cultural °acquisition / learning

ts

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

+++

K-15.1 Knows that °belonging to a culture / acculturation®is the result of a long (largely

++ implicit and subconscious) process of learning

K-15.2 Knows that one can apprehend a new culture as lorgs one wants to and one accep

++ the values linked to that culture

K-15.3 Knows that one is never obliged to adopt the °behawurs / values® of another culture

+++

K-15.4 Knows that it is normal to commit “errors” of °behaviour / interpretation of

++ behaviours® when one does not sufficiently know autture and that being aware of this
opens the way to learning
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2. Commentary

1. Organisation

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

1.1. Language and culture - a justifiable dichotmy

In our lists we have separated the descriptordectléo language and communication from the ones
related to culture. This does not mean that wektthiat language and culture work in a separate iway
language use and discourse in situation, or thatlevaot recognise the key role of the link between
language and culture in the development of comnativie competence. If we separate language and
culture it is to make it easier to draw boundasesind the key concepts and make them more exg@it
well as to facilitate the nature of the knowledgastructed by pluralistic approaches: if we digtish
them in this way the lists become clearer and emianderstan4§. And, finally, the separation of the
contexts has a pedagogic objective; to make ieessianalyse and assess what is done in educatien,
though they are certainly global, with language emltlire intermingled in actual practice.

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

in the section devoted to language and communita@scriptors like Knows that it is necessary keta
account of the cultural specificity of one’s intenlitor to interpret these variants (with referebae
linguistic variants) or Knows that communicativégiraction is conditioned by culture and identityend
the reference is to language and culture at the $ame. In other cases — for example, for desaispbd
the type Knows that identity is constructed ... wef@ared to place a descriptor in each section.&K-2.
Knows that the language one uses contributes, aldtty other phenomena, to one’s identity is in
Language while K-14.1: Knows that identity is consted on different levels {social, national,
suprantional ...} comes under Culture. These decssidm not mean a real separation, but simply an
alternative focus on one or another of the two etspe

40 This decision follows the one taken by the CEFRcW refers to “linguistic knowledge” (p. 13) anishds room in the
section of general competences for “declarativenkedge” which is to be understood as “knowledgeiogting in social
experience (empirical knowledge) or from more fortearning (academic knowledge)” (page 16 — cf0p-106 for more
details).
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1.2. Predicate and objects

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

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

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

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

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

C) knows exampleswhich belongto a category of knowledgeknows (is familiar with) some
. A . .41
discourse genres of one’s own communicative referto

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

resources we decided to include did not indicateeed for systematic use of a triptych for the same
42

object .

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

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

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

knowledge on processes and relationships (b).

42 Which means — to put it in another way (cf. tipraach explained in Chapter 4 of Secti#n— that for any single object

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

When we developed the list, we soon remarked thattwo axes of differentiation of the descriptors,
43

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

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

= categorisation regarding tHevels of linguistic analysis(for the sectionLanguage)including
semiology, pragmatics etc. which required us — @m@nigh we restricted ourselves to a small
number of major sub-sets — to distinguish categamieh astanguage as a semiological system,
Language and Society, Verbal and non-verbal comeatiory or with regard tocultural
domains like social practices or cultural references;

= categorisation through relevant features which aaredescribe agransversal’, to the degre¢o
which they can be applied to all the levels of gsial which result from the preceding axis:
Evolution of languagesPlurality and diversity Similarities and differencesand in a slightly
different registeAcquisition and learningn the sectiorLanguageandCulture and identityn the
Culture section.

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

43 As for the distinction between language and caltit is important to stress that this categorisats not for us a real and

immanent structure that we are trying to give acitie to: it is forced upon us by the specificaiwe seek to achieve; the
development of an organised list of descriptorgramluce a Framework.
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2. The list of descriptors
2.1. The section “Language”
2.1.1. The meta-linguistic nature of the descript@ included

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

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

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

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

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

2.1.2. Linguistic and non-linguistic objects

Some descriptors describe objects that are onlyapgrlinguistic, for example the knowledge reldte
mainly to history and geography mentioned in p&if.6: Is aware of historical and geographical facts
which have influenced / influence the appearancdemelopment of certain languagd@sey have been
included to illustrate the fact that the impactpbiralistic approaches is especially significanthese
domains because of the transversal nature of thati@s linked to observation of languages.
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2.1.3. The names of the categories

As we said in 1.3 concerning cross-classificatair, categories belong to the two axes at the sanee t
We decided to divide the categories emanating fifeentwo axes into two successive sub-sets: fist th
analytical levels (Sections | to Ill), then thersaersal ones (Sections IV to VII):

Language
Section | Language as a semiological system
Section Il Language and society
Section Il Verbal and non-verbal communicaf[‘iélon
Section IV Evolution of languages
Section V Multiplicity, diversity, multilingualisemd plurilingualism
Section VI Similarities and differences betweenylages

Section VIl Languages and acquisition / learning

In order to avoid repetition due to cross-clasatfn we did not place descriptors too closelydithko

the transversal Sections IV to VII in Sections Illo When it was necessary to take account in the
transversal categories of descriptors which cousb dave been included in Sections | to Ill, we
regrouped them in sub-sets corresponding to Sectitinlll, and in the same order.

This is why there are descriptors in Section Sinfilarities and differences between languagekich
relate to language as a semiological system (thierefo Section I). They are placed in the first ph
this category, followed by all the descriptors @ming communication (Section Ill).

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

Language as a semiological system (section 1)

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

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

it easier to learn basic linguistic concepts.

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

situation, by the wish to include non-verbal aspeftlanguage among the knowledge resources.
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Language and Society (section Il)

The classLanguage and Societys also concerned with language study, but in thise in its social
context. Language in this view is considered ast @fsoptions people have to choose among if thaytw
to communicate successfully; whilst Section Werbal and non-verbal communicatiorroadens this
field of study beyond the concept of language.aict Section Il treats language use as a multioblan
system (following ideas derived from the schodPefo Alto, or those of interactionist approachekjciv
see communication from a pragmatic and culturasgetive. Communication is here viewed as the
behaviour of interlocutors. That is why one cartesthat in order to react in an interactive sitormti
especially if it is multilingual, it is not enouglst to have a knowledge of verbal and non-verbal
linguistic codes, but one should also know abouatwdnd to whom one is speaking, how and in what
situation one is doing this, and also when to segething or to stay silent. Communication involies,

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

Multiplicity, diversity, multilingualism and plurlingualism (section V)

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

Languages and acquisition / learning (section VII)

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

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

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

2.2. The second part: “Culture”

2.2.1. Characteristics of the objects included

In the section on culture we have proposed twoskimicknowledge — which can be seen as forming two
axes as follows (the domains of culture and traiss¥eategories:

a) culture as a system (models) of learnt and dhpractices, typical of a particular community,
which allows us to predict and interpret aspecttefbehaviours of people from that community:
K-13.2.1Knows some °resemblances / differences® betweés awa culture and other cultures
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and K-13.2.2Knows some °resemblances / differences® betweasiaPgwactices / customs /
values / means of expression® between differenires!

b) culture as a combination of mental attitudesyevof thinking, of feeling, etc.) which are
acceptable in a community, when these are sodiflidgs not strictly individual. Knowledge
descriptors such as K-8.6.2 refer to precisely suehtal attitudes, interpretative schemata which
are culturally defined and sharelnows certain schemata of interpretations spedifichow
certain cultures perceive the world monde °{enurtiera measures, the measure of time, etc}.

2.2.2 Categories

As we explained in relation to cross-classificatfofi 1.3) our “culture” categories are also ddseuli on
two axes. The categories stemming from the two areslivided into several sections which are aseclo
as possible to the considerations taken into a¢douthe section Language.

Culture (Sections VIl to XV)

Section VIII: Cultures: general characteristics

Section IX: Cultural and social diversity

Section X: Cultures and intercultural relations

Section XI: The evolution of cultures

Section XlI: The diversity of cultures

Section XlII: Resemblances and differences betwelkunres
Section XIV: Culture, language and identity

SectionXV: Culture and cultural °acquisition / learning®

In this way, Section VIII(Cultures: general characteristicsjorresponds to Section | of Language
(Language as a semiological syste®gction Xl to Section IV, etc.

Two remarks:

- This parallelism could not be maintained forth# sections: one does not find an equivalent éatiGn
Il Verbal and NonVerbal Communication in Cultubecause this simply would not make sense.

- On the other hand, Sections(®ultures and intercultural relationgdnd XIV (Culture, language and
identity) in this second part cannot be associated withrr@smonding section ibanguage. In this case,

for a different reason: it is precisely becausesehisvo sections already deal with an associatiothef
two domains that a choice had to be made as toawhey would be placed. So, Section X was plaged i
Culture because we wished to emphasize the influence loadfreuon intercultural relations (verbal or
nonverbal); Section XIV (Culture, language and tdg)) which in fact embraces the other two domains
would have necessitated a third domain in itseffé Tieed to keep the framework as simple as possible
led us to keep to two domains and to place thisasem Culture.

Before concluding this commentary, just a few wablsut each section tRulture.
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Section VIII (Cultures: general characteristicgpcludes, as the title implies, the general knogked
descriptors for Culture (the complexity and divisrsif cultures, the elements which make up cultures
...), the fact that cultures underlie rules/normsbehaviour and thought, their link with a view otth
world and how individuals are influenced by culturelonging, very often to more than one culture.
Section X (Cultural and social diversityprings together culture and society. It includescriptors
which underline the partially heterogeneous charaof cultures, composed as they are of subcultures
which may in turn be based not only on social gatbut also on sexual, generational or other facto

As we said above, Section (Cultures and intercultural relationdpcuses on how cultural belonging
influences intercultural relations, whether theyJeebal (intercultural communication / interactioor)
other (stereotypes, interpretation schemes fob#f@viour of persons coming from other cultures,) et
In this section, as in all the others, the emphiasis one’s knowledge of oneself and one’s reastio
cultural differences as well as to knowledge (aaltueferences) and strategies which aim to improve
intercultural relations.

Sections XI(The evolution of cultures)XIl (The diversity of culturesaind Xlll (Resemblances and
differences between culturesdrrespond largely to Sections IV, V and VIlainguageand there is no
need for them of any particular comment.

As already stated, Section XI{Culture, language and identity®flects both the domains banguage
andCulture. This section deals with identity as well as thei@o cultural and linguistic elements which
compose it. Identity, the construction of selfinis certain way at the very heart of pluralistgproaches
and the whole of education.

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

Finally, Section XV(Culture and cultural °acquisition / learning®orresponds partly to Section VIl of
Language although various characteristics distinguish Bacation from linguistic acquisition/learning,
especially when one is talking of a second (ordthiourth, etc) language or culture. For examipie¢he
linguistic domain, it is always considered betterftirther one’s knowledge of the other language
(achieving a better mastery), but this is not nesgly the case for acculturation (cf. K-1%8ows that
one is never obliged to adopt the °behaviours desi of another culturg

3. Terminology

In contrast to the two other lists, we have ndtdely need — in the section on knowledge — to delany
special notes on terminology. This is due in pathe limited variety of predicates and to the faet our
terminology corresponds closely to that of the CEER for linguistic resources5.2 Communicative

language competencesghd in relation to cultur$.1.1 Knowledge).

Certain terms dealt with iNotes on Terminolog{see 4,7) are especially relevant for the Knowledge
resources.

68



D - ATTITUDES

1. Lists of descriptors of resources

Abbreviations

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

<A>; abstract « object »

Section |. Attention / Sensitivity / Curiosity [interest] / Positive acceptance / Openness /
Respect / Valorisation® with respect to languagesultures and the diversity of languages
and cultures (A-1 to A-6)

A-1" | Attention

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

to °linguistic / cultural / human® diversity in tle@vironment <G>
to language in general <G>

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

A-1.1 Attention °to language (to semiotic manifestations) to cultures / to persons® in genera
++

A-1.1.1 Attention to verbal and nonverbal signs of commation

+

A-1.1.2 °Considering / apprehending® °linguistic / cultdrgdhenomena as an object off °
+ observation / reflexion®

A-1.1.3 Attention to [paying attention to] the formal asfseof ° language in general / particular
++ languages / cultures®

A-2 | Sensitivity °°to the existence of other °languages / culturesggns® <C, G> // to the existence
oS of °linguistic / cultural / human® diversity®® <A>

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

++

A-2.2 Sensitivity to °linguistic / cultural® differences

++

A-2.2.1 Being aware of different aspects of °language tucet which may vary °fro
++ language to language / from culture to culture® rr‘\

* Resorting to pluralistic approaches is: + = usefftil= important; +++ necessary in order to develog resource
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A-2.2.1.1 Being aware of the diversity of °linguistic univess{sounds, graphisms, syntactic

++ organisations, etc.} / cultural universes {tablenmers, traffic laws, etc.}

A-2.2.2 Being aware of the (local / regional / social / getional) variants of a same °language

++ (dialects ...) / culture®

A-2.2.3 Being aware of traces of otherness in °a languémeekample in loan words) / ja

++ culture®

A-2.3. Sensitivity to °linguistic / cultural® similarities

++

A-2.4 Being sensitive both to differences and to similaiies between different °languages

++ cultures®

A-2.4.1 Being aware of the great diversity of manners ekgng, of initiating communication,

++ of expressing temporality, of eating, of playing;.eand being at the same time aware

of the similarity of universal needs to which thesenners answer

A-2.5 Sensitivity to plurilingualism and to pluricultural ism in the immediate or remote

++ environment

A-25.1 Being aware of the °linguistic / cultural® diveysif society

+

A-2.5.2 Being aware of the °linguistic / cultural® diveysiif the classroom

++

A-2521 Being aware of the diversity of °languages / ca@&irpresent in the classroom (when

++ these are set side by side with one’s own °linguistultural® °practices / knowledge®

A-2.6 Sensitivity to the relativity of °linguistic / cultural® customs

++

A-3 | Curiosity about / Interest in

+++ | °° “foreign” °languages / cultures / persons® <C>//pluricultural contexts <C> // the
°linguistic / cultural / human® diversity of the environment <G> // °linguistic / cultural /
human® diversity in general [as such] <A>°°

A-3.1 Curiosity about a °multilingual / multicultural® en vironment

++

A-3.2 Curiosity about discovering how (one’s own / otherylanguage(s) / culture(s)° work(s)

+++

A-3.2.1 Being curious about (and wishing) to understand s$hmilarities and differences

+++ between one’s own °language / culture® and thetdtgnguage / culture®
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A-3.3

Interest in discovering other perspectives of intgsretation of °familiar / unfamiliar®

++ phenomena both in one’s own culture (language) aniah other °cultures (languages)
cultural (linguistic) practices®

A-3.4 Interest in understanding what happens in intercultiral / plurilingual interactions

+

A-4 | Positive acceptance °°of °linguistic / cultural® diersity <C,,G> / of others <C, G> / of what
+++ | is different <A>°°

=

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

++ different

A-4.2 Accepting the fact that another °language / culture may function differently from

++ one’s °language / culture®

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

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

A-4.2.2 Accepting the fact that another culture may make afsdifferent cultural behaviours

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

A-4.3 Accepting the fact that another °language / culture may include elements which differ

++ from those of one’s own language

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

++ differ from those of one’s own language

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

++ own language {inverted commas, accents, “R” in Gernetc.}

A-4.3.3 Accepting the existence of cultural features {ingibns (educational, judiciary ...

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

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

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

A-4.5 Acceptance [Recognition] of the importance of all languages / cultures® and the

++ different places they occupy

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

++ cultures® in the classroom

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

++

A-4.6 Reacting without an a priori negative slant to (the functioning of) *bilingual talk*

++ <ways of speaking which resort to two (or more) laguages used alternately

essentially between speakers sharing the same plimgual repertoire>
A-4.7 Reacting without ana priori negative slant to “mixed” cultural practices (integgrating
++ elements from several cultures: musical, culinaryreligious, etc.)
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A-4.8 Accepting the spread and the complexity of °lingutic / cultural® differences (and,
o+ consequently, the fact that one cannot know everyitg)

A-4.8.1 Acceptance [Recognition] of the °linguistic / culli complexity of °individual
++ collective® identities as a legitimate charactérisf groups and societies

A-5 | Openness °°to the diversityof languages / people / cultures® of the world 4Ge diversity as
++ | such [to difference itself] [to alterity] <A>°°

A-5.1 Empathy [Openness] to alterity
++
A-5.2 Openness to allophonic speakers (and their languagje
++
A-5.3 Openness to °languages / cultures®
++
A-5.3.1 Openness towards °languages / cultures® whichiameed with less regard {minority
++ °languages / cultures®, °languages / culturesnigghg to migrants ...}
A-5.3.2 Openness towards foreign °languages / culturegttaat school
+
A-5.3.3 Openness towards the unfamiliar (linguistic or unat)
++
A-5.3.3.1 Being open (and mastering one’s own eventual eesiss) to what seems
++ incomprehensible and different
A-6 °Respect / Regard®
++ for ° “foreign” / “different” °languages / culture s / persons°® <C>
for the °linguistic / cultural / human® diversity of the environment <C>
for °linguistic / cultural / human® diversity as sich [in general] <A>
A-6.1 Respect for differences and diversity (in a plurilngual and pluricultural
++ environment)
A-6.2 Valuing [appreciating] °linguistic / cultural® contacts
+
A-6.2.1 Considering that loans from other °languages Mucett® become part of the reality jof
++ a °language / culture® and may contribute to emght
A-6.3 Having regard for [valuing] bilingualism
+
A-6.4 Considering all languages as equal in dignity
++
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A-6.5

Having respect for human dignity and universal huma rights

+

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

++

A-6.5.2 Considering each °language / culture® as a meamsimfan development, of social
+ inclusion and as an indispensable condition irettercise of citizenship

Section Il. °Disposition / Motivation / Will / Desre® to engage in activity related to
°languages / cultures® and to the diversity of langages and cultures (A-7/A-8)

A-7 | Disposition / motivation with respect to °linguistt / cultural® °diversity / plurality® <C, G,

++ A>

A-7.1 Disposition to °plurilingual / pluricultural® socia lisation

++

A-7.2 Readiness to engage in pluralistic (verbal / non veal) communication while
++ following the rituals and conventions appropriate b the context

A-7.2.1 Readiness to try to communicate in the languagettadrs and to behave in a manner
++ considered appropriate by others

A-7.3 Readiness to face difficulties linked to °plurilingial / pluricultural® situations and
++ interactions

A-7.3.1 Ability to deal (confidently) that which is °new strange® °°in the °linguistic |/
++ cultural® behaviour / in the cultural values°®® dfi@rs

A-7.3.2 Readiness to accept the anxiety which is inherentpturilingual / pluricultural®
++ situations and interactions

A-7.3.3 Readiness to live °linguistic / cultural® experieaavhich do not conform to onefs
+ expectations

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

++

A-7.3.5 Readiness to be considered as an outsider

+

A-7.4 Disposition to share one’s °linguistic / cultural°knowledge with others

+

A-7.5 Moativation to °study / compare® the functioning ofdifferent °languages {structures,
++ vocabulary, systems of writing ...} / cultures®

A-75.1 Motivation for the observation and analysis of moreless unfamiliar °linguistic
++ cultural®° phenomena

A-8 °A wish / will° °to be involved / to act® °°in comection with linguistic or cultural diversity
+++ | / plurality // in a plurilingual or pluriculural en vironment®°® <C, G, A>

A-8.1
++

A will to take up the challenge of °linguistic / citural® diversity (going beyond simple
tolerance, towards deeper levels of understandingnd respect, towards acceptance)
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A-8.2

Participating consciously in the construction of om’s own °plurilingual /
pluricultural® competence / Volontary involvement in the development of the proces

oy

=

[g)

ne

++
of °plurilingual / pluricultural® socialisation
A-8.3 A will to °build / to participate in° a shared language culture (built on knowledge,
+ values and attitudes to language, shared in generay a community)
A-8.4 A will to construct a language culture solidly basé on “tested” knowledge of
+ languages and language
A-8.4.1 A commitment to have at one’s disposal a linguistitture which helps to bette
+ understand languages {where languages come from,they evolve, what makes
them similar or different, ...}
A-8.4.2 A will to °verbalise / discuss® representations enay have of certain linguisti
++ phenomena (/loans / “mixing” of languages/...)
A-8.5 A wish to discover °other languages / other culture/ other peoples®
++
A-85.1 A wish to encounter °other languages / other cetturother peoples® linked to tk
+ personal or familiar history of persons one knows
A-8.6. °A will / A wish® °to be involved in communication with persons from different
+ cultures / to come into contact with others® <C>
A-8.6.1 A will to interact with members of the receivingutwre / language® <not avoidin
+ members of this °culture / language® / not seekinky the company of members
one’s own culture>
A-8.6.2 A will to try to understand the differences °in betour / in values / in attitudes®
+ members of the receiving culture
A-8.6.3 A will to establish a relationship of equality irpl@rilingual / pluricultural®
+++ interactions
A-8.6.3.1 A commitment to helping persons from another °aelfuanguage”®
++
A-8.6.3.2 Accepting help from persons of another °cultumnguage®
+
A-8.7 A will [A commitment] to assume the °implications /consequences® of one’s decisions
+ and behaviours <ethical dimension, responsibility>
A-8.8 A will to learn from others (°their language / ther culture®)
+

9.«
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Section 1ll. Attitudes / stances of: questioning —distanciation — decentration —
relativisation (A-9 to A-12)

A-9 | °An attitude of critical questioning / a critical position® towards language / culture in
++ general <G>

>

<

A-9.1 A will to ask questions relative to °languages / tures®

++

A-9.2 Considering °° °languages / cultures® // °linguisti / cultural® diversity // °linguistic /

++ cultural® “mixes” // the learning of languages // heir importance // their utility ...°° as
issues about which questions and discussions maysar

A-9.2.1 Considering the way languages and their differaitsy{phonemes / words / sentendes

++ / texts} function as an object of analysis andeeifbn

A-9.2.2 Considering the way cultures and their domainstiimons / rituals / uses} as &

++ object of analysis and reflection

A-9.2.3 Considering one’s own representations and attituttesards °bilingualism

++ plurilingualism / cultural mixing® as an objectarialysis and reflection

A-9.2.4 Having a critical attitude in respect of °the raélanguage in social relations {of

+ power, inequality, the attribution of identity ...}the socio-political aspects linked fo

the functions and statuses of languages®

A-9.24.1 Having a critical attitude to the use of languagem instrument of manipulation

+

A-9.3 A will to question the values and presuppositions fothe cultural products and

++ practices °of one’s own environment / of other cultral contexts®

A-9.3.1 Ability to assume a critical distance from informeat and opinions produced K

++ °media / common sense / one’s interlocutors® °alom&’s own community / aboy

other communities®
A-9.4 A critical attitude to °one’s own values [norms] fthe values [norms] of others®
+

A-10 | A will to construct « informed » °knowledge / repreentations® <C, G>

+

A-10.1 A will to possess a °more considered / less normat® view of °linguistic / cultural®
++ phenomena {loans / linguistic or cultural mixes /te.}

A-10.2 A will °to take complexity into account / to avoidgeneralisations® about every objec
+ concerned in the field of languages and cultures

A-10.2.1 A will to possess a differentiated view of diffetdarms and types of plurilingualism
++

A-10.3 A will to take a critical distance from conventionad attitudes about / concerning
++ cultural differences
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A-10.4

A will to °overcome barriers / to be open°® in relaion to °languages / cultures
communication® in general

A-11 | °A disposition / A will° to suspend °one’s judgemen/ one’s acquired representations

DN

++ one’s prejudices® <C>

A-11.1 °°Being disposed to distance oneself from one’s owianguage / culture® // look at
T+ one’s own language from the outside®°®

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

++

A-11.3 A will to combat (/deconstruct / overcome /) one’sprejudices towards other
++ °languages / cultures® and their °speakers / memb&t

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

A-11.3.2 Being ready to adopt attitudes to diversity whigdnform to knowledge one °mgy
++ acquire / may have acquired® from it

A-11.3.3 Taking a view of languages as °dynamic / evolutikigbrid® (as opposed to the noti
++ of the “purity of language”)

A-11.34 Being ready to discard one’s prejudices about laggs which have been marginalized
++ (/regional languages / the languages of migramhéza / sign languages / ... /)

A-12 | Disposition to starting a process of °linguistic fcultural® °decentration / relativisation®

ne

1%

+++ | <C>

A-12.1 Being ready to distance oneself from one’'s own cuital perspective and to be

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

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

++ practices / behaviours / values ...° and adopt (eveprovisionally in a reversible
manner) °behaviours / attitudes / values® other tha those which have so far
constituted one’s linguistic and cultural “identity”

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

+++ language and culture of the school®

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

+

A-12.3 Disposition to go beyond evidence developed in rélen with the mother °language /

T+ culture® in order to comprehend °languages / cultues®, whichever these may b
{better understanding the way they function}

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

T+ the relative nature of one’s own °linguistic / culiral® system

A-12.4.1 Readiness to distance oneself from formal simitait

++
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Section IV. Readiness to adapt / Self-confidencé&gense of familiarity (A-13 to A-15)

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

++
A-13.1 A will °to adapt / to be flexible in° one’s own behviour when interacting with persons
++ who are °linguistically / culturally® different fro m oneself

A-13.2 Being ready to go through the different stages ot process of adaptation to anothef
+ culture

A-13.2.1 A will to (try to) manage the °frustrations / enmts°® created by one’s participation|in
+ another culture

A-13.2.2 A will to adapt one’'s own behaviour to what one Gks / learns® about
++ communication in the host culture

A-13.4 A will to face different manners of °perception / &pression / behaviour®

++

A-13.5 Tolerating ambiguity

+

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

+

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

++

A-14.2 Being self-confident in a situation of communicatin (°expression / reception

+ interaction / mediation®)

A-14.3 Having confidence in one’s own abilities in relatio to languages (/their study / their
++ use/)

A-14.3.1 Confidence in one’s capacities °of observation /aoflysis® of little known o
F++ unknown languages

A-15 | A feeling of familiarity <C>

++

A-15.1 A feeling of familiarity linked to °similarities / proximities® °between languages
++ between cultures®

A-15.2 Considering every °language / culture® as “somethgi accessible (some aspects of
T+ which are already known)

A-15.2.1 A (progressive) feeling of familiarity with new °alacteristics / practices® of |a
++ linguistic or cultural order {new sound systemswngays of writing, new behaviouis

!
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Section V. Identity (A-16)

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

of

D

++
A-16.1 Being sensitive °to the complexity / to the diversi® of the rapport which every
+ person has with °language(s) / culture(s)®

A-16.1.1 Readiness to consider one’s own relation to diffeflanguages / cultures® in view
++ °its history / its actual situation in the world®

A-16.2 Accepting a social identity in which °the language)) one speaks / the culture(s) on
++ ascribes to° occupy an (important) position

A-16.2.1 Assuming oneself [seeing oneself] as a member Woaial / cultural / linguistic
+ community (eventually communities)

A-16.2.2 Accepting a °bi/plurilingual / bi/pluricultural® &htity

++

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

++

A-16.3 Considering one’s own historical identity with °coridence / pride® but also while
++ respecting other identities

A-16.3.1 Respect of oneself, irrespective of which °lammgfs) / culture(s)° {minority
++ denigrated® °language(s) / culture(s)°} one betoingy

A-16.4 Being attentive [vigilant] to the dangers of cultual °impoverishment / alienation® that
+ contact with another / other (dominant) °language(s/ culture(s)° may bring about
A-16.5 Being attentive [vigilant] to the possibilities ofcultural °openness / enrichment® that
+ contact with another / other °language(s) / culturés)® may bring about

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

A-17 | Sensitivity to experience <C>

++
A-17.1 Being sensitive to °the extent / the value / the terest® of one’s own °linguistic /
++ cultural® competences

A-17.2 According value to °linguistic knowledge / skills® jrrespective of the context in which
++ they have been acquired {°within school / outsidechool°}

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

+

A-17.4 Having confidence °in one’s own abilities at languge learning / in one’s abilities to
+ extend one’s own linguistic competences®
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A-18 | A motivation to learn languages (/of schooling / faily / foreign / regional ... ) <C, G>

++

A-18.1 A positive attitude towards the learning of languags (and the speakers who spedk
++ them)

A-18.1.1 Interest in the learning of °language / languaget°schooling <especially for
+ allophone learners>

A-18.1.2 A wish to perfect one’s mastery of °the maternableage / the language of schooling®
+

A-18.1.3 A desire to learn other languages

++

A-18.1.4 An interest in the learning of languages other tterse for which teaching is actually
++ available

A-18.1.5 An interest in the learning of languages lesstte ltaught in formal schooling

++

A-18.2 An interest for °more conscious / more programmedfinguistic learning

++

A-18.3 Being disposed to follow up the linguistic learningstarted within a formal teaching

+ context in an autonomous fashion

A-18.4 Disposition to learn languages throughout one’s I

+

A-19 Attitudes aiming to construct pertinent and informed representations for learning <A,
++ Cc>

A-19.1 Disposition to modify one’s own °knowledge / repremtations® of the learning of
+++ languages when these appear to be unfavourable &alning (negative prejudice)
A-19.2 Interest °in learning techniques / in one’s own leaing style®

+

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

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

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

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

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

acquisition”, etc.

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

47
These, therefore, are resourcedescribing different features — public, rationaldeachable — of the
attitudes we have collected in our part of the frework.

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

belong here rather than in that of attitudes.

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

2.1.1. Predicates and objects

As in the other domains (Cf. General presentatiBnl}the set of resources in this part of the &aork
are based on predicates, which describe here “ofapeing” of subjects — and which can be applied to
objects of different kinds.

2.1.1.1. Categories and sub-categories

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

= on a first level according to the predicates;
= within each category of predicates according tecatbgories of objec4tss
Predicate 1
Object 1.1
Object 1.2
Object 1.3
Predicate 2
Object 2.1
Object 2.2
Object 2.3
Predicate 3
Object 3.1
Etc...

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

both tiresome and redund4aQMnd (b) the diversity of the objects to which edicate could apply is large
and could seem a little random. We will returnhis subject ¢f. infra, 2.1.3).

Note, too, that — as is the case for knowledge skilth, the descriptors which are linked — espégial
narrowly — to learning are dealt with in a sepassetion, even when they repeat predicates whieh ar
already included as predicates in a category offraumework ¢f. General presentation, 5.4: concerning
categories related to learning).

48 See also the chapter presenting the skills.

49 Because of, among other things, the number afsectassificationsCf. General Presentation, 5.2.
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2.1.2. Concerning categories (the “predicates”)

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

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

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

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

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

In fact, the relationship between the predicatemotbe described in a rigorously logical way, tiep
reasons: the nature of the objects they are apphiaédfiuences the nature of the predicatemnéitivity
towards one’s own languagé. descriptor A-2.1Sensitivity towards one’s own °language / cultuaadl
other °languages / culturesand describes a feeling which is not necessariplied by sensitivity to
indicators of otherness in a langua@ef. descriptor A-2.2.8Being aware of traces of otherness in °a
language (for example in loan words) / a cultyredlso, mutual exclusivity among predicates cannot
always be guaranteed (positive acceptance preseppasertain degree of sensitivity, but, as we haste
seen, sensitivity can, in turn, presuppose acceptah Section4, paragraph 5.3).

We accept these limits to our project, since wizaints most is a practical result which is its cégao
. . .. 51
map the little explored terrain of pluralistic apaches.

50 It is the same for respect, esteem for examplevidiingness / determination to act”.

51 See also note 2 of Sectign
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It should finally be noted that although this distion is not systematically applied, the predisaieour
framework can be separated into those which aoméway or anothatirected towards the real world
(from oneself towards the world: for example receptess to diversity) oself-directed (from oneself
towards oneself via the real world: confidencelifigis of identity etc.).

So in our framework we have identifi@® categoriesof predicates, which are divided into 6 major sets
(Section | to section VI). In the following commany we present the 6 sets and when it seems ré¢levan
make more specific comments on the order of théigates or the predicates themselves.

- Section |

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

This set groups 6 predicates:

A-1 Awareness / attentiveness

towards languages / cultures / “foreign” people52§C

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

towards linguistic / cultural / human diversitygeneral.

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

in general

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

This is also a basic attitude, but in this cagarésupposes an “affective” approach to manifestatiof
language and culture, although it is still reldveeutral.

A-3 Curiosity / interest for/ in languages / cultures / “foreign” people phurilingual contexts
<C>°° [ for / in linguistic / cultural / human dirséty of the environment <G> / for / in linguistic
cultural / human diversity in general [as such] <A>

52 C = concrete, G = general, A = abstract. See b2ldvB for an explanation of these indications.
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This is an attitude for which the focus on langyagéture and the person is more obviously

marked. It does not presume at this stage an “@@¥in(there can be “unhealthy”
53

curiosity...).

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

A-5 Receptiveness to the diversitpf the world’'s languages, people and cultures <@d¢ @
diversity in general [to one’s own differences] fiiherness] <A>°°

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

- Section Il

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

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

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

A-7 (Psychological) readineswith regard to linguistic / cultural diversity /ushlity ©

A-8 Moativation with regard to linguistic / cultural diversity <C>
- Section 11l

This set includes 4 predicates which focus a “walyeing” in relation to language and to culturedtive,
determined, enabling one to go beyond the eviderograved concepts coming from one’s first
language. It progresses from questioning to deicentr

A-9 °Critical questioning attitude® / approaching language / culture in general imitical way
<G>.

A-10 Desire to build up “informed” °knowledge / ophions® <C, G>
This attitude is made up simply of the desire toettep this knowledge; the knowledge
itself belongs to the knowledge category and thityato develop them is a skill.

* We will not enter into the nuancing of « curiosityand « interest » at this point. For more infoiorabn this
matter, Cf. section 2.1.2. Concerning categories, p.80).
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A-11 °°Readiness to / willingness °to suspend® judgent / abandon acquired viewpoints /
prejudices<C>

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

-Section IV

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

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

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

A-15 Feeling of familiarity <C>

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

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

-Section V

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

A-16 Assuming one’s own (linguistic / cultural) idetity <A, C>
- Section VI
The sixth group contains attitudes related to liearnt is different from the others as it is netated to
the other predicates with regard to attitudes tdealiversity, but to a set of attitudinal resourtielsed
in one way or another to the ability to learn.
A-17 Sensitivity to experience <C>
This aspect is not just central to learning bub al®re generally to an overall relationship to

languages and cultures, as an attitude which ppeses a relationship to everyday reality
(taking account of experience), which it gives geptality for mobility.
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A-18 Mativation for learning languages (language ofducation, foreign languages etc3C,
G>

A-19 Attitudes directed towards forming informed and relevant approaches to learning
languages<A, C>

2.1.3 About the sub-categories (the objects)

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

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

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

At the level of the 20 categories of predicatetideld%, we have also tried to distinguish the predicates
according to the'types” of objects to which they can be particularly appli¢dl:concrete objects
(language x, for examplegpstractobjects, which can be themselves distinct accortbnghether they
can have a material form (linguistic diversity, fxample) or whether they evoke a genuinely alstrac
notion or feeling (for example, difference, OthGS’SSl@thG. In this context, we divide objects into
concrete C), global G) et abstractA). This way of distinguishing objects is only ussdthe level of
predicate categories, but not for entry includethancategories.

Concerning the sub-categories “language” and “culte

54 Cf.2.1.2. concerning the predicate “sensitivity”. Big will not take explanation of these nuances anthér.
55 But not at the level of each entry we have kehiwthe predicate categories.
56

Thus, for example, there could be languages X,Xhe language diversity in the class — in otherds a number of actual
languages, viewed globally — and diversity as sasha value, so to say (cf. bio-diversity). We khilme three types should
be distinguished when one speaks of attitudeseraththe way that someone racist might criticisetain races ... while
having a friend belonging to one of them. Thesént&ons also have pedagogic consequences: onecader whether it
is necessary to start with exploring real languagsfere one can be ready to construct a concepihgidistic diversity,
then of diversity as such.
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Languages and cultures are in this way to be seédamains” of objects. But a study of the literatu
enabled us to explore whether the predicates wapghy to both of these are the same, or whethéh, avi
strong orientation to a particular kind of objetiey are specific to one or other of the domainsther
words, the methodological organisation we includ@dpractical organisational reasons showed itself
beneficial as it gave mutual insights into the @anains of object. For this reason, in the tabfethe
framework, we have kept this distinction and shdimnthe comments) parallelisms between the two
(when we discovered the same features for both ohapahe gaps in one or the other domain and even
“obsessions” linked to one or other of the domaind any contradictions between them.

2.2. Notes on terminology

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

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

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

Attention ‘
The expression has a number of nuances which eatoker to skillsgay attention to... focus
on..) or to attitudeske receptive to.).

We use it here in the second meaning

Readiness / being disposed to... ‘
These expressions are to be understood not afathef having certain capacities for actijon

available (which would make them skills), but astential, an attitude of the subject towards|the
world.

Sensitivity [being sensitive to], receptiveness... ‘

We have used these two expressions to illustrateething we have mentioned in our
introduction (p. 64): the fact that an object whisttonnected to a predicate has an influence on
its meaning (in linguistic terms we could describis either as a collocation or attribute it tp a
pragmatic effect of the context).
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The expressions can be linked to concrete objétked in a general way to diversity (as
category 5.5.Receptiveness to languages / cultyres be applied in a more abstract way
individual characteristic&8. Receptiveness to experience

French “valoriser”, giving value to ‘

An ambiguous expression which can mean either:

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

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

“enriching” (which is frequently used in enginegyjmnd also a skill).

The French version (but not the English one) hasegdly avoided valoriser, preferring le
equivocal words such abkaving esteem for, giving value to, (esteeming)pigciating).. cf.
above

88

in

to



E-SKILLS

1. Lists of descriptors of resources

Section I. Can observe / can analyse

S-1 Can °observe / analys® °linguistic elements / cultural phenomen& in °languages /
+ cultures® which are more or less familiar

S-1.1 Can °make use of / mastet processes oPobservation / analysis (/breaking down|
+ into elements / classifying / establishing relati®hips between themp)

S-1.11 Can use inductive approaches in the analysitrafuistic / culturat phenomena

++

S-1.1.2 Can formulate hypotheses in view of an analysi8in§uistic / culturat phenomena
++

S-1.1.3 Can resort to a knowtlanguage / cultufewith a view to development of analysis |of
T+ anotherlanguage / cultufe

S-1.14 Can observe differerflanguages / culturéssimultaneously in order to formulate
T+ hypotheses analysing phenomena in a parti¢ldaguage / cultufe

S-1.2 Can °observe / analysgsounds (in languages little known or not at all)

++

S-1.21 Can listerrattentively / in a selective manfigo productions in different languages$
++

S-1.2.2 Can isolate sounds [phonemes]

++

S-1.2.3 Canvcisolate / segmefsyllables

++

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

++

S-1.3 Can °aobserve / analysewriting systems (in languages little known or noknown at
— all

S-1.3.1 Can isolate units of script (/ sentences / womrdgimal units /)

++
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S-1.3.2 Where these exist, can establish correspondentgsdrescript and sound

++

S-1.3.2.1 Can decipher a text written in an unfamiliar scrgstce the units have be¢n

-+ isolated and the grapho-phonetic correspondenaesheen established

S-1.4 Can °observe / analysgsyntactic and / or morphological structures

+

S-14.1 Can divide compound words into their constituentdgo

+

S-1.4.2 Can analyse a syntactic structure in an unfanigiaguage once it is repeated usi

i different lexical units

S-1.4.3 Can accede, at least partially, to the meaninghafitterance in a little known or

— unknown language by identifying words and by aratysthe ° syntactic /
morphosyntacti€ structure of that utterance

S-15 Can analyse pragmatic functions (in a language whicis little °known / familiar ® or

+ not °known / familiar © at all)

S-1.5.1 Can analyse the links between pragmatic forms andibns [speech acts]

+

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

+

S-1.5.3 Can analyse the relationship between form andadotien

+

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

++ situation®

S-1.7 Can analyse the cultural origin of different aspea of communication

++

S-1.7.1 Can analyse misunderstandings due to culturalrdiffees

++

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

++

S-1.8 Can analyse the cultural origins of certain behaviors

++

S-1.9 Can analyse specific social phenomena as being tlwensequence of cultural

++ difference
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S-1.10
++

Can develop a system of interpretation which enabseone to perceive the particular
characteristics of a culture {meanings, beliefs, dwral practices ...}

Section Il. Can recognise / identify

S-2 Can °identify [recogniseP °linguistic elements / cultural phenomena in °languages /
+ cultures® which are more or less familiar

S-2.1 °Can °identify [recogniseP sound forms [has aural recognition skills]

++

S-2.11 Cancidentify [recognise]® °simple phonetic elementsufsds]®

++

S-2.1.2 Cancidentify [recognis€] prosodic units

++

S-2.1.3 Cancidentify [recognise] a morpheme or a word while listening

++

S-2.2 Can °identify [recognise]°® written forms

++

S-2.21 Can cidentify [recognis€] elementary graphic forms {letters, ideograms,
—_ punctuation marks ...}

S-2.2.2 Cancidentify [recognise] °a morpheme / a wotdn the written form of familiar o
—_ unfamiliar languages

S-2.3 Can make use of linguistic evidence ttidentify [recognise]® words of different origin
+++

S-2.3.1 Cancidentify [recognis€] °loans / words of international origin / regional&m

++

S-2.4 Can °identify [recogniseP grammatical °categories / functions / markers {article,
— possessive, gender, time, plural ...}

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

++

S-25.1 Can identify languages on the basis of phonologualence

++

S-2.5.2 Can identify languages on the basis of graphicendd

++

S-2.5.3 Can identify languages on the basis of knéwords / expressiofs

++
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S-25.4 Can identify languages on the basis of known graticalanarkers

++

S-2.6 Can identify pragmatic functions

++

S-2.7 Can identify discourse types

++

S-2.8 Can °identify [recogniseP cultural °specificities / references / affinities

++

S-2.8.1 Can °identify [recognis€] °specificities / references / affinitiesn cultural featureg
++ manifested by other pupils in the class / other bemof a group

S-2.8.2 Can °identify [recognise] °specificities of / references to / affinities obfie’s own
—_ culture

S-2.9 Can cidentify [recogniseP communicative variations engendered by cultural
— differences

S-2.9.1 Can identify the risks of misunderstanding dueiffexknces between communicati
-+ cultures

S-2.10 Can °identify [recognise]°® specific forms of behaviourihked to cultural differences

++

S-2.11 Can °identify [recogniseP cultural prejudice

++

Section Ill. Can compare

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

S-3.1 Can apply procedures for making comparisons

+++

S-3.1.1 Can establish similarity and difference betwe8languages / culturésfrom
4+ °observation / analysis / identification / recogmiti of some of their components
S-3.1.2 Can formulate hypotheses about linguistic or calttproximity / distance

+++

S-3.1.3 Can use a range of different criteria to establisbuistic or cultural°proximity /
T+ distanceé
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S-3.2

°Can perceive proximity and distance between soundsan discriminate aurally]®

ne

+++
S-3.21 Can perceive proximity and distance betwesmple phonetic features [sountls]
+++

S-3.2.2 Can perceive proximity and distance between prasfeditures

+++

S$-3.2.3 Can perceive proximity and distance between soahtfaorpheme / wortllevel
+++

S-3.2.4 Can compare languages aurally

+++

S-3.3 Can perceive proximity or distance between graphiéorms

+++

S-3.3.1 Can perceive similarities and differences betweaplyc forms

+++

S-3.3.2 Can perceive proximity and distance between grafgl@tures atmorpheme / wortl
T+ level

S-3.3.3 Can compare scripts used two / severd languages

+++

S-3.4 Can perceive lexical proximity

+++

S-34.1 Can perceive direct lexical proximity

+++

S-3.4.2 Can perceive *indirect* lexical proximity <usinggximity between terms of the san
ot family of words in one of the languages involved>

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

+++

S-3.5 Can perceive global similarities betweefitwo / severaf languages

+++

S-35.1 Can formulate hypotheses about whether languagesredated on the basis
-+ similarities between them

S-3.6 Can compare the relationships between sounds andrigt in different languages

+++

S-3.7 Can compare the grammatical functioning of differen languages

+++
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S-3.7.1 Can compare sentence structures in different lagegia

+++

S-3.8 Can compare grammatical functions of different langiages

+++

S-3.9 Can compare communicative cultures

+++

S-3.9.1 Can compare discourse types in different languages

+++

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

-+ another language

S-3.9.2 Can compare the communicative repertoires useifereht languages and cultures

+++

S-3.9.2.1 Can compare one’s own langua@eepertoires / behaviourswith those of

et speakers of other languages

S-3.9.2.2 Can compare one’s own non verbal communicationtipecwith those of others

+++

S-3.10 | Can°compare features of a culture [perceive the culturdgproximity / distance ]°

+++

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

+++

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

-+ conditions, working life, participation in civic tgties, respect of the environme
..}

S$-3.10.3 Can compare°meanings / connotatiohscorresponding to cultural features

et comparison of the concept of time ...}

S-3.10.4 Can compare different cultural practices

+++

S$-3.10.5 Can relatedocuments / everftdrom another culture ttddocuments / everftsn one’s

. own culture

Section 1V. Can talk about languages and culture

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

+ languages / other culture$

S-4.1 Can construct explanations®meant for a foreign interlocutor about a feature ofone’s

— own culture / meant for an interlocutor from one’s own culture about a feature of
another culture®

S-4.1.1 Can talk about cultural prejudices

++
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S-4.2 Can explain misunderstandings

++

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

+

S-4.4 Can argue about cultural diversity {advantages, diadvantages, difficulties ...}
- and construct °his / her® own opinion about it

Section V. Can use what one knows of a languagedrder to understand another language
or to produce in another language

in

S-5 Can use knowledge and skills already mastered in enlanguage in activities 014

+++ | Scomprehension / production in another language

S-5.1 Can construct °a set of hypotheses / a « hypothetical grammar»° abt affinities or

. differences between languages

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

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

S-5.2.1 Can compare transfer points in the target languatiethose in languages which a

-+ mentally *activated* <whose features readily camenind faced with a task>

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

-t between an identified feature of a known languagena a feature one seeks t®
identify in an unfamiliar language> / transfers of production <an activity of
language production in an unfamiliar language>/) fom a known language to an
unfamiliar one

S-5.3.1 Can °carry out transfers of form [set in motion transfeocesses]® based on

++ interphonological and intergraphemic °charactasstiregularities and irregularitfes

S-5.3.2 Can carry out *transfers of (semantic) contentérkcecognise core meanings with

-+ correspondences of meaning>

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

—_ grammatical regularities in a familiar language dnccarry out transfers at

grammatical level (/transfers of functiofi /)

S-5.3.4 Can establish *pragmatic transfers* <can estakdidink between communicative

-+ conventions in one’s own language and those inhanddanguage>

S-5.4 Can carry out intralingual transfers (°preceding / following® interlingual transfers)

++

S-5.5 Can check the validity of transfers which have beemade

++
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S-5.6
+++

Can identify one’s own reading strategies in the st language (L1) and apply them
to the second language (L2)

Section VI. Can interact

S-6 Can interact in situations of contact betweellanguages / culture$

++

S-6.1 Can communicate in bi/plurilingual groups taking into account the repertoire of
-t one’s interlocutors

S-6.1.1 Can reformulate (/ by simplifying the structure tbe utterance / by varying the
-+ vocabulary / by making an effort to pronounce nearly/)

S-6.1.2 Can discuss strategies for interaction

+++

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

++

S-6.2.1 Can ask an interlocutor to reformulate what has lsaéd

++

S-6.2.2 Can ask an interlocutor to repeat what has beenirsa simpler way

++

S-6.2.3 Can ask an interlocutor to switch to another laggua

++

S-6.3 Can communicate while taking °sociolinguistic / socioculturaf differences into
i account

S-6.3.1 Can use formulae of politeness appropriately

++

S-6.3.2 Can use forms of address appropriately

++

S-6.3.3 Can resort to different speech registers accortdiiige situation

++

S-6.3.4 Can use®metaphoric / idiomatit °expressions / formul&ein accordance with the
—_ cultural background of one’s interlocutor

S-6.4 Can communicate « between languages »

+++

S-6.4.1 Can give an account in one language of informati@t in °another language / other
-+ languages®
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S$-6.4.1.1 Can present &commentary / exposé® in one language based ouriirgual set of
it documents

S-6.5 Can activate bilingual or plurilingual communication in relevant situations

+++

S$-6.5.1 Can °vary / alternate°languages / linguistic codes / modes of commurdoati

+++

S-6.5.2 Can produce a text in whichegisters / varieties / languageaiternate functionally
St (when the situation allows it)

Section VII. Knows how to learn

S-7 | Can °assume ownership of [learr] °linguistic features or usage / cultural referencesr

+ behaviours® which belong to more or less familiarrlanguages and culture®

S-7.1 Can memorise unfamiliar features

+

S-7.1.1 Can memorise unfamiliar aural features {simple gignunits, prosodic units, words

-+ .}

S-7.1.2 Can memorise features of unfamiliar graphic elem@etters, ideograms, words ...}

++

S-7.2 Can reproduce unfamiliar features of a language

+

S-7.2.1 Can reproduce unfamiliar aural features {simple nghic units, prosodic features,

-+ words ...}

S-7.2.2 Can reproduce features of unfamiliar graphic eldmfiatters, ideograms, words ...}

++

S-7.3 Can gain from previously acquired knowledge aboutdnguages and cultures during

++ learning

S-7.3.1 Can gain from previous intercultural experiencestoich °his / her® interculturdl

o competence

S-7.3.2 Can use knowledge and skills acquired in one laggtalearn another

+++

S-7.3.3 Can use knowledge and skills acquired in one laggu@ develop °his / her°

-+ knowledge and skills in that same language (throumalingual comparison,
induction, deduction ...)

S-7.4 Can gain from from transfers made (/successful / wuccessful/) between a known

++ language and another language in order to acquireshitures of that other language
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S-7.5 Can get ownership of a system for identifying corrgpondences and non
++ correspondences between languages known to varyidggrees

S-7.6 Can learn autonomously

+

S-7.6.1 Can make use of resources which facilitate learnimgnatters of languages and
+ cultures

S-7.6.1.1 Can make use of linguistic tools of reference figlial dictionaries, grammar
i manuals ...}

S-7.6.1.2 Can resort to other persons in order to learn (&stnan interlocutor to correct
-+ mistakes / can ask for information or explanatipns/

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

++

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

++

S-7.7.2 Can deliberately apply learning strategies

++

S-7.7.3 °Can benefit from previous learning experiences éw rsituations [Can transfer
++ learning}

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

S-7.7.4 Canc°observe / cheékhis / her® own learning process

++

S-7.74.1 Can observéprogress / lack of progressim °his / her® own learning

++

S-7.7.4.2 Can compare different methods of learning takiregrteuccesses or failures into
-+ account
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2. Commentary

1. Organisation

1.1 Predicates and objects

In the same way as for knowledge and skills, trsedetors have a predicate and an object. The qatli

describes what kind of skill is referred taf observe, can listen, can identify, can compeag,use, can

interact, can make one’s own, can memorisand the object expresses the object to whichkitiecan

be applied: writing systems (can observe), misunderstandingsn (@entify), the repertoire of
57

interlocutors (can take account of), contact sitoa$ (can interact in).

1.2 Categories and sub-categories

The list of descriptors is organised like this:

. at the first level according to predicates; > Predicate 1
) within each category according to sub-categoriesbfcts. — Object 1.1
Object 1.2
Object 1.3
Predicate 2
Object 2.1
Object 2.2
Object 2.3
Predicate 3
Object 3.1
etc.

1.3. Concerning the categories (the “predicates”)

We have identified 7 sections:

Section I. Can observe / can analyse;

Section Il. Can recognise / can identify;

Section lll. Can compare;

Section IV. Can talk about language and culture;

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

Section VII. Ability to learn.

57 It is not our aim to present a precise, comprsiveniogical and semantic analysis of the desariptout to provide a rough

basis for explaining the way the lists are orgahi$eor further details, see Pgftof CARAP, chapter 5.3.1.
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58
a) About how we chose them
The issue of mutual exclusivity:

This issue has been explained in Parof CARAP, p. 27, exemplified with a category frahe list of
skills.

We showed thaidentify and comparewhich we found relevant to differentiate from easther are not
mutually exclusive since in all comparison therarisunderlying operation of identification.

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

A second example — that of the connections betwammpare and analyse — shows us that the
relationships between these two operations aremsimple and straightforward.

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

In order to compare sentence structure we havetldsslio analyse them (structures are not observed
directly as they are the product of an abstractraijms on the utterance we perceive directly). This
structural analysis (for which we have included esdaliptor can analyse,cf. S-1.4) itself requires
operations of the categooan identify to analyse the structure of a sentence one musextomple, be
able to identify negatives (already encounteredniother sentence, for examf)?e) And we know from

the previous example thigentifyincludescompare..

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

60
Can compare— can analyse—can identify«—can compare.
In other words — and we will use this point latencerning the order of the predicates in the pstL03)

— according to the nature (more exactly the conifylegf the object being compared, to compare eithe
does or does not presuppose an analysis. In tkeotdéise lastan compareof the schematic diagram we

58 Les remarques qui suivent portent sur I'exempts ttois premieres catégories de prédicatvdir observer / savoir
analyser; savoir identifier / savoir repérer; savaompare). Elles permettent de dégager des observationmaous
semblent — sous réserve d'une étude spécifiquesnoore entreprise — également valables pour lessaoatégories de
prédicats.

59 Instead of negation, we could have taken verlith (wgard to their endings) as an example. Bt would have meant, in
turn, analysing the verb, which would have comgbidahe example. But this shows how the intertvgrofi processes is a

constant reality, and we have limited our commeéntan illustration of the principle.
60 We have taken care not to present a circularnrsahi@ which we would have mixed up the tean comparén a single

example. It is obvious that while each processiesafcomparisorit is not applied to the same objects.
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could have pushed the reflection further and shihahit also presupposean observe {we will return
to this last point).

The issue of the operational complexity (and therefe of the predicates)

In the previous paragraph we suggested an anafysibich identify “included” compareand madean
identify a compound resource.

Another example, taken from the second exampldénprevious paragraph, will show how uncertain
such decisions are. Can it be said tteat compare (sentence structure between diffeamguages)
“includes” can analyse (syntactic structures)® the illustrative schema we took care to use
“presupposes?’} alongside “includes”. The first analysis whichiegs to mind is thatompare syntactic
structuresis a different operation fromnalyse syntactic structureghich supposes that the analysis has
already been carried out, and is in addition toojberation of analysis.

In this case, then, nothing forces us — at least veigard to the relationship betwesan compareand
can analyse- to considecan compare sentence structugsa compound resource which includas
analyse sentence structures.

One can wonder whether the same kind of analysigaBly impossible for the relationship between
identifyandcomparels it not, here too, a case of two successiveatipeis? There is first an operation of

comparison, then, separately from the first, anraip@ of identification, presupposing the previous
process, but without including it. In this analys#n identifyis no longer to be classified as a compound
resource, but as a simple one.

We are convinced, therefore — unless a deepersisdhan we have been able to carry out changes our
view — that:

= in the reality of cognitive processes, integratoomon-integration of the two operations depends
on the nature (its difficulty, for example) of thesk and the context (in a broad view, including
previous learning and its availability) in whichakes place;

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

(These comments concord with those in chapter 2Rs&ctionA4 (p. 19) about whether a resource is
simple or compound.)

61 We use “presuppose” here as an extra-linguisfireace, not as a category of semantic analysis.

101



Can observe / can analyse: how they vary accordirig the complexity of the objects

The alternation betweenbserve / analyseeems to a great degree to depend on the conypltexihe
objects concerneddnalysiscannot be applied to objects which are simple i takes a letter of the
alphabet as an object which cannot be decomposedcan only observe it, not analyse it) and appears
therefore to be a variant observationThis justifies grouping the two in a single catsgor

If the objects which appear to be “by their natya’reality) more complexalcommunicative repertoire
S-1.6; syntactic structures S-1.4; etseem rather to require the prediced@ analyseéhancan observe
this variation is not an automatic one. It depeoris

= the absence of a “borderline” beyond which an dbgm itself complex: from this point of view,
objects are in a continuum;
= the fact that — as we have said — complexity “alitg’ is only one of the factors which decide the

choice betweenbserveandanalyse the other factor is the way in which the objectimved by
the person speaking about it, either as an oljeoe tseen globally, and therefore not complex, or
as a compound object, whose parts (and how thegkated) are to be examined.

So it will be no surprise that both terms can bedduer the same object (cf. S-1C&n °observe / analyse
62
°syntactic and / or morphological structures)

Can identify / can recognise: a variant due to thebject’s environment63

We will take the two following tasks and try to kege xxxxx and yyyyy bydentify or recognise

1) a task where the object to be identified is alpthe wordutti written on a single label which one
has before one); one can say the subject must xkeexwordtutti (saying, for example: "this is the
word | met with yesterday, | remember this word”);

2) a task where the object to be identified (shié wordtutti) is in a text or a list of words which the
subject is looking at; one can say that the subjacit yyyyy the wordutti (saying, for example
“I have found the word you asked me to find. It'ward | saw yesterday. | remember it.”).

One can use:

= identify for xxxxx or yyyyy (task 1 or 2);
= recogniseonly for yyyyy (task 2).

It seems therefore tenable to consid®ogniseas a variant aflentify,usable only when the object to be
identified is located in a large set of objectsméd as being of the same kind.

62
63

For choosing between these two predicates we beee guided by the expressions used in the resputdeations.
Translator’s note: the distinction between Freidehmtifierandrepérermay not hold for Englisidentifyandrecognise
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b) Concerning how they are ordered

From metalinguistic to communicative use

It is easy to see that the list begins with catiegatonnected to metalinguistic observation ani@cgbn
and ends — apart from the categorwbility to learn- with categories related to communication in@tcti

Here too, however, it is more of a continuum thao tistinct domains. Most of the skills in the firs
categories can also be applied in communicativetans as well as reflective ones (typically: eeflon
about language in a language class) as an aiddmenunicative act.

About the categoryability to learn

In Chapter 5.4 of Sectigd we said that the decision to group some skilla particular category did not
imply that the resources to be found there wereadthly ones that contribute to the competence of
building and broadening a plural linguistic andtardl repertoire.

Thus, numerous descriptors which are not in &dity to learn category — whether they are
metalinguistic (likeCan analyse pragmatic functions, Can perceive &xtoseness.). or refer to action
in a communicative situation (likean activate bi- / plurilingual modes of communicat Can ask an
interlocutor to rephrase.. 3lso make a large contribution to building / broddg one’s own repertoire.

The categoryability to learn groups descriptors whose predicates refer to aitegroperation ¢an
memorise, can reproducer whose objects do not refer to linguistic oltatal features, but to aspects of
the learning domairapproaches to learning, experience, ngeds

A complementary axis which is somewhat illusory +ém simple to complex

As far as possible, we have tried to add a secgisdshowing progress from simple (in the senseoofn
compound) to complex (to the most compound) to finst axis (from the metalinguistic to
communication).

The comments we made above concerning the complekithe relationships of inclusion (p. 100) or
presupposition (p. 101) (cf. the meanings allottetinclude” and “presuppose”) between the operatio
which our predicates are applied to show the liiites of this attempt. If it is true — as we sawtlie
case ofomparebut also in the variation betweebserve / analyse that the degree of complexity of an
operation depends also — perhaps principally -hencomplexity of the object to which it appliese th
idea of an order based on the predicates’ own oaxitplis to a great extent illusory.

Nevertheless, intuitively, an order such @an observe / analyse — Can identify / recognis€an
compare seems tenable. This is perhaps because of ansfhextaf complexity which is the number of
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objects to which the operation is applietiserveand analysecan be applied simply to a single object
(one can observe / analyse a syllable — even thdugtay imply that one refers to other syllables)
whereascompare(as well asdentify or recognise since they include or presuppazenparg have to be
applied to more than one object.

The existence of an order from simple to completwben the first three categories and those which
follow is clearer. They are basically metalinguistategories which can be components of more comple
activities related to communication.

1.4. Concerning sub-categories (the “objects”)
a) How they were chosen

If we except some constraints of the kind we exydiabove foCan analysdthe object is necessarily

complex) most of the linguistic or cultural objeatsthe descriptors of the list look as if they kkbbe
64

combined with most of the predicatedVe will just take two examples to illustrate this

= the politeness formulaencluded in S-6.3.1 in the descript@an use formulae of politeness
appropriatelycould also be used as the object of the predicases observe / analyse — Can
identify / recognise - Can compare / can talk ablocdin use ... of one language to understand of
communicate in another one

= the systems of writingnentioned in S-1.€an %bserve / analystwriting systems (in languages
little known or not known at albuld also be used as the objects of predicatésasf{tan observe
/ analyse — Can identify / recognise - Can compgamn talk about / can use ... of one language to
understand of communicate in another é@&an use appropriately

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

The solution adopted for the skills list has been fallows: we have not included all possible

combinations, but only those which — in conformitith the pedagogic aim of our work — can be

considered as constituent parts of the competemeasan aim to acquire — at different levels of héaag

— through using pluralistic approaches to languaaes$ culture. In order to apply this principle of

pedagogic reference, we have relied — as is eng@#then the General presentation of the framework
(p. 24) — both on what has already been descrigantier authors and our own experience and expertis
in the field.

64 For the time being we have resisted the temptatiodo a detailed analysis which might have beeepi$temological

interest.
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b) How the objects were ordered
Within each category of predicate, we have combg®aral ordering principles:
= the general descriptors (for example, those whrehcancerned with methodology likean use /

masters analytic processeb.1) are placed before those applied to specifieat® (such a£an
analyse pragmatic function.2.10);

= those dealing with language before the ones ahdtutre;
= the less complex objects before the more comples;on
= within the sections on language, the signifier (@tiz, then graphical) before what is signified &ivh

is referred to, then pragmatic, where relevant).
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2. Notes on terminology

Reminder: see also the terminological comments talloe whole of the framework, especially for

UnderstandandRecognise

Identify
This word can have the basic meaningg‘E:of
e an operation which leads one to decide that onecblgnd another object (or mare
precisely: two occurrences of the same objectjlemesame object. For example: identify
a word as being the same as one already encountered
e an operation which leads one to decide that aecbbjelongs to a class of objects with a
common characteristic. For example: identify a wasdone of the loan words used in
several languages from the Arabarafa

In both cases, “identify” poses the question of‘identity” of the object. But there are examples
of “identify” which are not about questions of idign For example, “can identify the
characteristics of a culture “in the meaning” oinlgeable to take note of these characteristicq / to

say what they are”.

We useidentify (like recognise cf. 1.3 below) only in meaningsetb above. For the other uses
we prefer other verbs (likepecify decide on..).

‘ Recognise ‘
Seeldentify, above. ‘

‘ Transfer / make a transfer ‘
We use this expression to indicate any processaocbivity (reflective or communicative)
concerning languages and cultures which profitsifdoe knowledge, skills or attitudes which one
has available in another language.

65  ¢f. D'Hainaut 1977, p. 205.
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Grid for collecting items from the resource publicdions

Bibliographic

references

Filled in by: Date collected:

What kind of learners are referred to Nursery Primary Secondary Upper Higher Adult All Teacher

in this work (tick or specify in th school secondary and] Education | education training

bottom row? (kinderg.) vocational

Whatpluralistic approachesare mainly Integrated Inter-comprehension | Awakening to | Intercultural Others (specify:) All

dealt with? language between related language approaches

didactics languages
WHAT IS TO BE FOUND IN THE WORK:
I:I Descriptors of competence(s)put a cross if so):
Formulation exactly transcribed/ exact transcription of each @ _ . " "
competence selected + page (also: chapter, item) B || = Z o p o & 5125 s = S | 3a
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Concepts useful for our work (if so, put a crosthiem box and specify what they are):

Typologies of competence ( put a cross... and spediBt types of competence):

Examples of pedagogic activities (put a cross... spetify for what types of competence):

Interesting information about curriculum designingkaccount of pluralistic approaches (put a crossd. specify which approaches in a few worg

Bibliographical references to ideas which are udefuthe project (put a cross... and say what ideas)

U U U o U

Information about how certain objectives can baia#d at different levels of education (put a crosnd give a brief summary):
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Abbreviations used in the grid

SAV Savoir (knowledge)

SAV-F Savoir-faire (skills)

SAV-E Savoir-étre (attitude)

SAV-APP Savoir-apprendre (ability to Learn)

ATT/L&C Attitudes of curiosity / interest / receptivenessanguages (and their speakers) and cultures.

CONF Confidence of the learner in his / her abilityéarn

AN-OBS Competences in observing and analysing languagatewdr they may be

LANG-CULT Ability to see languages in the context of theik# with cultural variants and fully to understahdse variants

APPUI (Eng: support) Ability to use the understandingadfeature from one language or culture to supadretter understanding — by means
similarities or contrast — of a feature of anotla@guage or culture

ATT/DIV Attitudes which are positive towards diversity

COM Plurilingual communicative competence (ability teeufeatures of several languages within discouaseprding to the communicati
situation)

LANG The competence described refers to language

CULT The competence described refers to culture
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