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UVOD

Vstop Slovenije v Evropsko unijo, globalizacija in oblikovanje druzbe znanja pomeni za vlogo
slovens¢ine in vseh drugih jezikov veliko spremembo na intelektualnem, kulturnem, ekonomskem
in druzbenem podrocju. Uvid v tokove razvoja jezikov v vecjezi¢ni druzbi znanja terja nov
razmislek, tehtno strokovno presojo in ne nazadnje strokovna izhodis¢a za razvoj jezikovne politike
v izobrazevanju.
Odlocitev za pripravo konference (na ekspertni ravni) je v skladu z namenom odpreti strokovni
dialog med nacrtovalci jezikovne politike v svetovnem, evropskem in nacionalnem merilu ter med
strokovnjaki na podrocju jezikovne politike, znanstvenega koncepta in prakse v izobrazevanju od
predsolskega obdobja do univerze in vsezivljenjskega ucenja.
Cilji konference:

— Vpogled v smeri razvoja jezikovne politike v Evropi in RS.

— Pomen repertoarja sporazumevalnih kompetenc posameznika oziroma druzbe.

— Vloge slovenscine v izobrazevanju na Slovenskem.
Konferenca je zasnovana problemsko, tako smo k sodelovanju povabili strokovnjake z vseh
slovenskih univerz, ministrstev, obeh zbornic, ¢lane strokovnih svetov, predstavnike javnih zavodov
na podrocju vzgoje in izobrazevanja ter predstavnike drzav, ¢lanic Sveta Evrope, da bi s svojim
strokovnim znanjem in z izku$njami prispevali k

— razmisleku o povezanosti jezikovne politike na svetovni, evropski, nacionalni in

formalnoizobrazevalni ravni,
— razumevanju spremenjene vloge jezikov v vecjezikovni skupnosti doma in po svetu,
— ozaves$canju vloge slovenscine v razmerju do drugih jezikov (tistih, ki se v Soli poucujejo, in
tistih, ki se v Soli ne poucujejo) in drugih u¢nih predmetov v izobrazevanju.

V ta namen smo zaprosili strokovnjake (tuje in domace), da so pripravili referate za objavo v
zborniku in tako vam ponujamo v branje in razmisljanje vprasanja o spremenjeni vlogi jezikov in
jezikovnega izobrazevanja.
V publikaciji so prispevki razvrs¢eni drugace kot na konferenci (glej program konference), in
to namenoma. V prvem delu so referati tujih strokovnjakov razporejeni od SirSega, svetovnega
pogleda na jezik in njegovo spremenjeno vlogo v 21. stoletju, na evropske smernice za razvijanje
plurilingvizma ter na ucni jezik v razmerju do jezikovnih in nejezikovnih u¢nih predmetov.
Posebej smo zeleli izpostaviti finski bilingvalni u¢ni prostor in vloge finskega jezika v nacionalnem
kurikulu. Sem je uvrsceno tudi razmisljanje strokovnjakinje o preverjanju za poucevanje/ucenje
oz. razvijanje kljune kompetence sporazumevanje v maternem jeziku oz. prvem jeziku kot u¢nem
predmetu.
Prispevki slovenskih strokovnjakov zajemajo vlogo jezikov v slovenskem in Sir§em evropskem
okolju ter vlogo jezika v medkulturnem dialogu. Predstavljene so tudi izkusnje ob vzpostavitvi
slovens¢ine v razmerju do drugih uradnih jezikov v evropski skupnosti, Smernice nacionalne
jezikovne politike pa se nadaljujejo s prerezom jezikovne politike v izobrazevanju.
V naslednjih treh razdelkih so referati s podrocja slovenscine od predSolskega obdobja do vklju¢no
univerzitetnega izobrazevanja, sledi povezovalni referat kot prehod k referatom na podrocju tujih
o0z. dodanih jezikov v formalnem izobrazevanju, nato pa referati s podrocja slovenscine kot uénega
jezika (razvijanje strokovnega jezika in razvijanje pedagoskega govora v neposredni uéni praksi).
Zavedamo se, da vsa ta vprasanja terjajo povsem nov strokovni in zagotovo tudi znanstveni vpogled
v poucevanje in ucenje v slovenskem izobrazevalnem sistemu, posledi¢no druga¢no izobrazevanje
bodocih uciteljev na kadrovskih Solah in tudi druga¢no razumevanje pri¢akovanih dosezkov na
podrocju jezikov (repertoar sporazumevalnih kompetenc posameznika) in na vseh drugih podroc¢jih
— dosezki posameznika so namre¢ odvisni od ravni razvitih sporazumevalnih zmoznosti. Premisliti
bo treba, kako omogocati vklju€enim v izobrazevalni sistem razvijanje jezikovne zavesti —
ozavescenosti v maternem jeziku v razmerju do ozaves¢enosti v drugih jezikih in do ozavescenosti
v strokovnih jezikih.
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Veliko dela ¢aka strokovnjake na podrocju slovenséine, strokovnjake vseh drugih (posameznih)
jezikov (ki se sistemati¢no poucujejo v formalnem izobraZevanju in tistih, ki se ne poucujejo,
vendar se govorijo kot jezik okolja, domaci jezik, jezik druzine ...) ter strokovnjake vseh u¢nih
predmetov, pri katerih se poleg sporazumevalne zmoZznosti posameznika hkrati razvija jezik
discipline/strokovni jezik. To bo velik zalogaj za didaktike in metodike ucenja in poucevanja.
Pomembna naloga ¢aka oblikovalce in nacrtovalce jezikovne politike v izobrazevanju. Ta naj bi
bila uglasena z na¢rtovano nacionalno jezikovno politiko, hkrati naj bi »lovila« tokove evropske
jezikovne politike vecjezikovne druzbe znanja in se sproti seznanjala s smermi razvoja svetovne
jezikovne politike. Prej ali slej se bodo zacrtale smeri razvoja jezikovne politike v izobraZevanju
in pripravile strategije tega razvoja, ki bo po eni strani omogocal nadaljnji razvoj slovens¢ine kot
modernega in enakovrednega jezika v evropskem merilu (morda tudi v svetovnem), po drugi strani
pa oblikoval odgovornega in ozaveScenega posameznika kot »uporabnika« slovenscine v zasebnem,
poklicnem in druZbenem Zivljenju; ta bo z jezikom in prek jezika uresniceval sebe, zadovoljeval
potrebe na zasebni in druzbeni ravni, se zaradi uc¢inkovite rabe jezika veselil in radostil (svoje in
skupne) ustvarjalnosti kot Clovek, kot Slovenec, Evropejec in Svetovljan.

Milena Ivsek
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I.

Joseph Lo Bianco

Systematic planning for overlapping communication needs of 21st century
Slovenian—European—World citizens

Abstract

Young Slovenes will belong to a more integrated, inter-dependent and aggregating world than any
previous generation. The communication training young people anywhere receive reflects pragmatic
needs of their familial, social and economic context constrained by resource limits and past practice.
In the future, societies will need to do much better and make conscious efforts to predict the human
capital needs of their populations and institute targeted planning for the realisation of the projected
needs.

This paper will discuss the overlapping contexts of local, regional and global identities, communication
contexts and fields of activity that will constitute the likely future realms of life. We need to imagine,
prepare for and deliver language instruction relevant to teach level. At each level of application: local,
regional and global, or sub-national, national, extra-national (regional and global) a triple helix of
culture, literacy and language skills must be imparted. Traditional education delivery systems and
curricula cannot be expected to provide the human capital resources required.

The paper will introduce both the language planning model and the deliberative language education
process for interceding to prepare a systematic response to the future communication needs at local,
regional and global levels for literacy, language and culture.

Povzetek

Sistemati¢no nacrtovanje za »prekrivajoce potrebe« sporazumevanja slovenskih — evropskih
— svetovnih drZavljanov 21. stoletja

Mladi v Sloveniji bodo del veliko bolj enotnega, neodvisnega in povezanega sveta kot katera koli
generacija kdaj koli prej. Izobrazevanje za sporazumevanje mladih bo odsev realnih potreb njihovih
druzin, druzbenega in ekonomskega konteksta, omejenega z nezadostnimi viri in preteklimi praksami. V
prihodnosti se bodo morale druzbene skupnosti veliko bolj potruditi, ¢e bodo hotele predvideti osnovne
potrebe prebivalstva. Za uresni¢evanje teh potreb pa bo nujno ciljno naértovanje in projektno delo.

Ta prispevek bo govoril o »prekrivajocih se« kontekstih lokalnih, regionalnih in globalnih identitet,
sporazumevalnih okoli$¢inah in podro¢jih delovanja, ki bodo predstavljala moznosti kakovostnega
zivljenja v prihodnosti. Zamisliti si moramo tak nacin poucevanja jezika, ki je primeren za razli¢ne
nivojerabe, senanj pripraviti in gatudiizvajati. Navsakemnivoju—lokalnem, regionalnemin globalnem
oziroma podnacionalnem, ‘ekstranacionalnem’ (regionalnem in globalnem) — je treba upostevati tri
bistvene sklope: kulturo, pismenost in jezik. Ne moremo pric¢akovati, da bodo tradicionalni sistemi
poucevanja in ucni nacrti poskrbeli za sodobne potrebe prebivalstva.

Ta prispevek bo predstavil oboje, model jezikovnega nacrtovanja in premisljen izobrazevalni jezikovni
proces posredovanja, da bomo pripravljeni sistemati¢no in nac¢rtno se odzivati na prihodnje potrebe
sporazumevanja na lokalnih, regionalnih in globalnih ravneh.

The Future European

I recently read through various European Union and Council of Europe policy reports and
recommendations in education, languages, citizenship, economic and social development. [ was looking
to find all the references to language competencies that they expected the future European to possess,
both the direct recommendations and the indirect implications for language and communication.
Some of these references are observations about how the world will evolve and what skills will be
required to function effectively, while others are explicit policies, such as the European Charter for
Regional or Minority Languages (CoE, 1992).
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Most of these documents do not aim to formulate language policy as such, but they do condition,
imply, or suggest things about the communicative abilities of future Europeans. In a sense these are
the expectations, rather than the formal policies, of the future European subject, that new human who
will enter the world in which, for the first time in 500 years the centre of power will not be western but
eastern, in which there is again, like the heyday of Latin, a lingua franca, practically a lingua mundi,
English and which is characterised by mobility, instant communication and rapid change.

From these documents strides an imagined human, a cosmopolitan, broad-minded, sophisticated
individual, a ‘plurilingual’. This brave new human subject is forged inside pages devoted to film and
culture, higher education, innovation and the competitive economy, keeping jobs in Europe, making
Europeans energy independent, saving the natural environment and so on, i.e., the minutiae and the
crucible of European idealism tied to hard bureaucratic work of planning and administration.

Let’s call this person Ms. Slovenia Futura and let’s see what Europe thinks she should be able to
do, with words, scripts, messages and meanings. Europe believes that Ms Futura should belong to a
place, to have a language grounded in identity, of belonging and attachment. This place, and this talk
for and of this place, would be a language competence of what Dante Alighieri in his great theory
of vernacularism and nationality called locutio prima (Lo Bianco, 2005). Given Europe’s fractured
history for many of its future citizens this locutio prima, this natural and primary speech, the identity
forged in sounds and words, the connection to place, and historical presence in particular places, will
not always be a national language.

Sometimes, actually mostly, it will be a minority or a regional language, it might or might not be
recognised, it might be encased within another state, which values a different language, someone
else’s locutio prima, which is favoured over Ms Futura’s mother tongue, the one she has actually
learned from her mother, or father. The state, and that language, may be quite tolerant towards Ms
Futura’s locutio prima, or they may be quite hostile. The chances are more or less equal. Ms Futura
will then need to learn a national language, a language of a state, in addition to her language of
primary identity. This means that already before leaving her nation she has had a communicative
struggle that defeats many, and already defies my sense of what is just. Not that bilingualism is the
problem, but the conditions of its inequality.

Next these documents tell us that the future European young require what Dante called /ocutio
secondaria, or gramatica. While he specifically meant Latin, we can extend his meaning to mean
educated speech. This is both a stylistic register within the languages Ms Futura already knows, but
in many cases it will also be an additional language as well.

So already we see that Ms Futura, according to the Eurocrats, requires a language of primary identity
tied to place, i.e. alanguage of connection to territory, to soil, and then a new language and new language
styles, i.e. language for reasoning in elevated discourse, presumably for technical, quantitative tasks
of contemporary complex life. Here we see citizenship connecting the idea of belonging, with the
idea of competent functioning. But mobility is one of the key principles of the new Europe and so
for many young people like Ms Futura these already impressive language skills do not suffice, she
requires a language of wider communication, English probably, in her case, or another language of
wider communication if her first or national languages are English.

The historic shift of enterprise and commerce from West to East underway in today’s world, and, as
I will say later, the vast expansion in what constitutes English, it won’t really be enough to just know
English, in future we will all need to understand, if not use, multiple Englishes, so at least receptive
capacity in some of the Englishes of Asia and Africa, given that English is increasingly taken for
granted as the inter-personal mode of communication across global linguistic differences.

Then circumstances, immigration, travel, study and work compel Ms Futura to travel, to undertake
life long learning, to study abroad, to do business in Turkey or Thailand, to attend a conference in
Hong Kong or Kuala Lumpur, to have an opinion about Tibet, al-Qaeda and Abkhazia, to read writers
whose lives are located in Chile or Morocco, to go online and use the written conversation mode
of the chat rooms and meet people whose identities aren’t clear, whose ages are concealed, whose
languages are opaque.
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For handling this world she will need partial and temporary language competencies in several
languages, languages proximal to where she lives, languages with whose speakers she will interact
temporarily, communication of tourism, conferences and commerce. It is clear that she will need to
have multiple literacies, the classic prose form, information, document, mathematical, symbolic and
digital literacies.

The Future Slovenian

Young people in Celje, Ljubljana, Maribor, or Slovenj Gradec and Ptuj, will belong to a more
integrated, inter-dependent and aggregating world than any previous generation. They will be
connected horizontally and in synchronous global interaction with their peers anywhere in the physical
world. These interactions are real time and age-scrambled, they are totally unlike any in history in
which predictable hierarchies of connection, young to old, junior to senior, child to parent, employee
to employer, peasant or worker to aristocrat, powerless to powerful, are, in the virtual world, like
a gigantic and universal masked ball, completely anonymous. Classically communication training
for the young integrates citizen sentiment and knowledge, economic skill and social capability. The
documents of the European Union and the Council of Europe, without bringing together all the
disparate expectations they have for Mr and Ms Future Europe, in fact imagine a collection of skills
and capabilities that connect to locality, nation, supra-nation, and world.

All societies need to make conscious efforts to predict human capital and human culture needs and
institute targeted communication planning to achieve the projected needs, also taking account of what
the identities forged in the virtual world allow and produce.

The Future State

Before the formation and emergence of national states, which is an historically recent occurrence for
the most part, most states, most European states, can be called pre-national.

European colonisation spread the European national state model far and wide. One way to think of
the pre-national state is to think of feudalism, in which rulers were either local lords loyal to distant
monarchs, or church hierarchies. In both cases, dynastic monarchs, and ecclesiastical authorities, were
extra-national, i.e. they tended to be located far away, or be linked by family and faith across great
distances. The rulers and the ruled tended to be linked together by faith or economy in a hierarchically
organised relationship. The rulers mostly wanted the ruled only to pay their taxes, foment no trouble,
be available for military service, and uphold the faith.

Other than these requirements the local cultural, and therefore linguistic, life of communities was of
little interest to rulers.

The rulers of pre-national states did not seek to ‘bond’ with their subjects, the status of citizen only
arose later. The ruled were for the most part subjects, residents or denizens of states that took little
actual interest in their lives. Many pre-national states in Europe therefore were highly linguistically
diverse. The ruled therefore could and did make local bonds of language, identity and culture. The
governing ideologies of the states were religious and dynastic, so the ruled were required to adhere
to the strict ways in which trans-national church required faith to be demonstrated, and trans-national
dynastic and imperial houses to political loyalty and governance. This unique combination of local
feudalism and trans-national cultural elites, we mostly recall for its poverty and degradation but it was
also a time of flourishing linguistic diversity.

Trans-nationally the language of communication was either an elite form of a dynastic language, and,
most commonly, Latin (Ostler, 2007). This allowed medieval universities to flourish, the immense
spaces of the European landmass to be collectively governed by combinations of canon law and
dynastic rule. Some scholars have called this period a Republic of Letters because elites could
communicate, and forge bonds of identity, across what are today a vast number of relatively small
independent, autonomous political states.

Over a long period of time, and in different ways at different times and places, the vast territories
governed in more or less this way ceded to a new kind of governance, the national state. A crucially
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important phase which we owe to Gottfried Herder an eighteenth German romantic philosopher.
Herder was reacting against the science, empiricism and positivism of the Enlightenment philosophers
in his own country (though Germany as we know it today did not exist, its birth was not unrelated to
Herder’s ideas).

In response to the Enlightenment thinkers’ science of society, and especially those travelling in India
and noticing that Sanskrit was a language with non-random connections to Latin and ancient Greek,
Herder argues instead for languages and identity. The links between the ancient languages of India
and Europe, Sanskrit, Latin and Greek, led many thinkers to stress what made humans similar, what
we share despite surface differences, what were underlying shared characteristics, using this wider
overarching linguistic unity to postulate common culture and identity.

But for Herder what makes Germans uniquely, essentially German, was their use of German. German
was the spirit language of German people hood and identity, what it shared with other languages,
whether European or north Indian, could not detract from its unique status as the definer of a German
essence. Herder extends this claim to other language communities and makes a decisive contribution
to the idea, and the ideal, that we are defined by and through language, and its characteristic uses,
imagining language as a definer of the unique cultural characteristics of peoples.

The Jacobins add an explosive element to this mixture of concepts. In the dramatic reconstruction
of dynastic society unleashed in revolutionary France at the end of the 18" century the Jacobin
revolutionaries argue that a state must offer equality to its people. The people are not to be subjects of
dynastic rule, of a monarch, but citizens of a republic in which they are equal and fraternal, and being
citizens requires access to the same language. Today, many of us would call what the Jacobins were
arguing for ‘sameness’ and this would carry a negative connotation, but it was a truly revolutionary
notion at the end of the 18" century in a Europe in which pre-national states dominated and in which
the idea of ‘equality’ ignited rebellion against the old order.

You can see this dramatically in the words of the French statesman, Tallyerand, for whom the expansion
of French abroad, but linguistic diversity at home, were intolerably contradictory, and it was the job
of the school to bring young people’s tongues in tune with the national ethos.

“Elementary education will put an end to this strange inequality. In school all will be taught in the
language of the Constitution and the Law and this mass of corrupt dialects, these last vestiges of
feudalism, will be forced to disappear” (Talleyrand 1791, in Brunot, 1967)

This notion of equality though sameness was predicated not only on speaking the same language,
but the same prestige educated variety of language, essentially literate standard Parisian French,
inaugurating state monolingualism. In the specific case of revolutionary France this took the form of
a specific campaign to stamp out dialects, considered vestiges of feudalism that kept their speakers
trapped in ignorance and local identities.

This compound reached further depth with the industrial revolution and the invention of schools, or
rather of schooling, as education, or training, in mass and compulsory literacy, unilingually. Herder
and other philosophers and romantics like him, say that we belong through speaking the same language
that we should form political entities with those with whom we belong culturally. The Jacobins and
other implementers of the republican revolutionary ideals, say that we gain identity as equal citizens
of a republican state.

This should incorporate the entire population and eradicate difference, because difference means
inequality. Here the rulers and ruled become the same, politically as well as culturally. The distinctive
contours of the national state become more clearly etched. The industrial revolution, and some of the
associated democratic reforms, incorporated entire populations into compulsory schooling aiming to
make everyone literate, and this entrenched a hierarchy of linguistic forms through mass, schooled,
obligatory literacy.

Herder invented a cultural community, the Jacobins a political community, industrialism added a
literate economic community.
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Future Communication

In recent decades the process of economic globalisation has led some scholars to boldly predict the
extinction of the nation state. While it is true that globalisation is producing some social, economic
and cultural conditions that resemble the pre-national state, it is too early to predict its demise. It is
certainly true, however, that there is a decline in the exercise of exclusive national sovereignty. It
is also true that something like a post-national state, if we are clear that we mean the decline of the
autonomous, bounded, romantic and controlling national state, is emerging. In any case the tendency
is clear. Trans-national capitalism is accompanied worldwide by burgeoning extra national identities
and, ironically enough, most strongly and deeply in Europe, which has been so effective in producing
supra-national institutions and a nation challenging polity.

Future Bilingualism

As aresult some kinds of bilingualism have become strong, additive and materially rewarded, whereas
other kinds of bilingualism have become fragile, unstable and fading. The kinds of bilingualism that
have become strong and attractive tend to be those that involve the addition of instrumentally useful
languages, especially but not only English, to uncontested national languages of secure national
states.

In some ways global English is tantamount to what we mean by the very process of globalisation itself,
the expansion across the whole globe of single systems of life that originate is specific localities. The
expansion of English arose from a unique historical contingency, the fact that for the first and only
time in history a transfer of power from one hegemonic regime to another was effected within the
same language. This occurred of course after the Second World War when with the decline in British
imperial reach and its transfer to American economic and military muscle.

English-knowing bilingualism

Speaking of Singapore Anne Pakir (1991) has devised the term English-knowing bilingualism. I want
to develop this term to a much wider application.

The link between languages of teaching and learning and social, economic, military conditions is
evident in the analysis by Yun Kyung Cha and Seung Hwan Ham (2008) who compare the choice of
first foreign language (FFL) in the curricula of primary and secondary schools across the world over
the past 155 years. Their data are like a barometer testing the atmospheric temperature of the world
as revealed by the acquisition of the languages of dominant powers, revealing dramatic and rapid
redistribution of the languages learned for communicating beyond national frontiers.

Dividing the period 1850-2005 into seven phases contrasting the presence of five “European”
languages, English, French, German, Russian and Spanish, as FFL in education systems, in a number
of countries which grows from 15 and 12 for the primary and secondary levels 1850—1874, to 151 and
154 for primary and secondary respectively in 1990-2005.

Initially FL teaching was confined to secondary schools with German dominant, French prominent
and English marginal, and Spanish and Russian missing altogether. World events meant that German
lost is place mainly to French, but also to English; English then took the enrolments devoted to French;
after the cold war Russian had a temporary emergence, especially during the Cold War, but lost its
presence to English, especially after the fall of the Berlin Wall and the collapse of the Soviet Union.
Spanish might figure very prominently in the US but its presence worldwide is miniscule compared
to English, and indeed in Asia English counts in 100% of cases as the first foreign language.

It is not surprising, in light of these figures, that Graddol (2006) identifies English as possibly being
spoken, learned or known by up to half the world’s population at some stage in the near future. In this
context it is notable that English comes to serve not so much as a ‘foreign’ language at all, but as a
‘basic skill’. This was my own experience meeting in Beijing in March 2006 when I asked a senior
official about support for foreign language teachers. His organisational chart distinguished between
foreign languages and English, since the latter was not really a foreign language at all, but a skill for
all Chinese, to pass exams, to enter College, to be judged successful. This expanded role of English
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we have examined in a book about to be published (Lo Bianco, Orton and Gao, forthcoming) which
documents the phenomenal growth, range of functions, social identity repercussions and impact on
minority language speakers of China’s immense investment in English.

It isn’t really possible to imagine any kind of language learning totally devoid of some kind of
cultural effect and identity implications. This is rather what countries tell themselves to reassure
elements within their national populations that they are not losing unique and valued identity. Instead
what sometimes happens is that change forges ahead, and new language learning, and new language
identities that are gained in that learning, are absorbed within a new overall and transformed notion
of self, place, nation and identity.

It is through learning English that large numbers of people in the world today encounter bilingualism,
and in the case of Chinese, Indians, Japanese, Koreans etc it is secure and additive bilingualism, if
they do achieve bilingualism, because their national languages are secure. Chinese learners of English
want both an English infused with difference, and new possibilities of identity, and an English that
doesn’t change them, or one in which they are aware of the changes and in control of their pace and
nature (Lo Bianco, Orton and Gao, forthcoming).

It is not surprising therefore that English-knowing has emerged as social and cultural category on
its own, it has come to represent a factor in its own right in the social and political distribution of
bilingualism, whether subtractive or additive in the world today.

Cha and Ham assume that English cannot be considered a foreign language in the classic or old
fashioned sense, but has become a basic skill, a foundational knowledge on which so much of global
education rests. English is an Asian language in a true sense of having millions of daily local speakers
who raise their children in English. The growth in English is independent of whether countries were
part of the British Empire or of the American sphere of influence.

Several Asian countries are centres for the expansion of English and market themselves as global
centres of English based education. Cha and Ham talk of the single global society that is emerging in
the wake of this kind of mass education with a shared linguistic identity, with qualifications that are
standardised, portable and traded in an interlinked marketplace of skills.

English-knowing bilingualism is not the same as bilingualism for those who know English. This
bilingualism is asymmetrical, many fewer native English speakers are as bilingual as non-native
English speakers.

The European Union has collected statistics called the Euro-Barometer for many years of diverse
aspects of social life in the member states of the EU. Combining the data from these figures (see
Lo Bianco, 2001) the pattern of the distribution of bilingualism appears to be, broadly speaking, as
follows, according to states, societies and individuals.

In states there is an increase in bilingualism in smaller states located near larger and more powerful
states, and there is an increase in bilingualism in non English dominant states over English dominant
states. In societies, there is an increase in bilingualism if the society lacks a strong hold of the unilingual
modernity ideology that was generated in European national-state formation, as argued above.
Finally, for individuals and groups there is an increase in bilingualism with occupation rewards, such
as we see in Europe below, and when the retention of the minority language accords with the core
values of a particular group. This ‘core values’ thesis explains why some immigrant groups are more
‘attached’ to passing on their ancestral language intergenerationally than other groups.

I think that we can find examples in the literature also (Fishman, 2001) that groups struggling against
repression which is directed at their distinctive language are in some cases more attached to its
maintenance. The picture of the distribution of bilingualism is therefore very complex. The Euro-
Barometer studies show a very interesting detailed pattern in the table below (reproduced from Lo
Bianco, 2001).
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Who Is Bilingual In Europe?

Socio-demographic category % bilingual

Students 77 %
Educated up to 20+ 72 %
Managers 69 %
Aged 15-24 65 %
Employees 57 %
Aged 25-39 55%
Self-employed 50 %
Men 47 %
Average for EU 15 45 %
Educated to age 1619 44 %
Aged 40-54 43 %
Women 43 %
Manual Workers 41 %
Unemployed 40 %
House persons 31 %
Aged 55+ 28 %
Retired 26 %

Bilingualism in ES Countries

This distribution is rather dramatically different from what is typical in four key English speaking
societies, Australia, Britain, New Zealand, and the United States. For the most part the EU bilingualism
is additive, involving the learning of foreign languages, especially English, but also others, by
upwardly mobile, and prominent people in society. These social categories (e.g., students, educated
up to 20+, managers, self-employed) are not marginal or poor segments of society, but the more
educated, monied and future oriented.

The European context therefore appears to have markedly overcome its historic monolingual state
making and produced a trans-national economy and a supra-national political entity, the EU that is
encouraging and supporting the learning of languages and the acquiring of bilingualism. These are
not, however, minority, or indigenous languages, but languages of trade, commerce, education and
popular culture.

By contrast I want to make some broad generalisations regarding some English speaking countries,
Australia, Britain, New Zealand and the US. These are based on personal observation of language
education debates in these four settings and my reading of census data and studies.

It seems to me that the bulk of the bilingualism in these countries is subtractive rather than additive
and mostly located in three broad social categories or populations: indigenous people, immigrant
people and individual people

Indigenous populations are typically isolated communities or communities whose social, economic
and political power is marginal. They are linguistically under stress and face continual language
extinction pressure. Immigrants are more typically urban communities but they too are under
assimilative language shift pressure. Individuals from mainstream communities who become bilingual
are typically professionals, enthusiasts, oddballs, or elites extending cultural capital by adding a
prestige cultural asset. In this case while the bilingualism is certainly additive it is typically a personal
attribute. This may be quite different in Canada where English speakers’ acquisition of French is
more mainstream and involves the acquisition of a skill more likely to be a stable attribute of the
communicative load of the society.
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The overall effect of this pattern of bilingualism, the more stable, societally rewarded pattern identified
for the EU, and the more individualized and marginal character identified for the four English speaking
countries lends a certain fragility to the latter. What does this mean for the transmission of bilingualism
to younger generations? What are the prospects for longer term maintenance of bilingualism in the
two settings?

These patterns, allowing for a measure of generalization and speculation, essentially mean that the
bulk of the national bilingualism of the main English ‘inner circle’ societies relies on formal education
for its production, transmission system. Formal education is far less successful in its generation
of the component of bilingualism which it is entrusted, the second language, whereas the home is
vastly more successful in transmission of its component of the bilingual skill, the first language.
Formal education often succeeds in replacing home acquired language proficiency with school taught
language proficiency, but far less successfully does it convey proficient bilingual skills.

Understood this way it is clear that formal education underperforms compared to home generated
language skills. In any case not self-generating and depends of major political agitation from
communities to bend education towards the language rights, interests and needs of minority
communities, a stubborn refusal to do so that recalls the origins of schooling in the making of national
states and in reproduction of the skills that industrialized national communities need rather than
meeting priorities of socially marginal communities. It is clear that keeping language diversity alive
in post-colonial, immigrant receiving settings will require collaboration between home and school
environments.

What does this mean for Slovenia

These considerations highlight two issues in particular.

The first is that when public institutions work in concert with language competencies and identities
produced in the home and community bilingualism is more stable and lasting. This kind of bilingualism
also is integrated more responsively into the desires and preferences of local communities.

Second, what is highlighted is that the complex, global and ever changing reality of modern
communication demands, make it imperative to have formal, multilingual language planning. It is
indispensible to have an overt and conscious process of language planning so that we can take control
of changes whose rapidity and depth might otherwise destabilize our institutions and preferences.

In recent years I have been working in Thailand with the Royal Thailand Institute to assist in this
process of language planning (Lo Bianco, 2007; Lo Bianco, forthcoming). Like Slovenia they have a
unique national language and many neighbour languages. Unfortunately they have a bitter secessionist
war in the Malay speaking south, and they host many thousands of Burmese refugees along their
shared border. They also have a great desire for internationalization, which means more English and
also Chinese and Japanese. The demand for English is both positive and alarming as they want to
secure the standing and status of Thai.

After several seminars and data gathering we tried to imagine whether it would be more efficient and
effective to have education specific policies, or regional policies, or a comprehensive national policy
response to all these complex problems. We haven’t fully resolved this question but evidence from
sociolinguistic research, from attitude surveys, from assessments of how many teachers there are and
what kinds of skills and training they have, all point to the need for integrated planning. All language
competencies are overlapping and all language learning derives from the same cognitive, cultural and
instructional base.

I'am not as familiar with the situation of Slovenia, but comprehensive national language planning based
on deliberative discussions with all affected groups that simultaneously addresses the sub-national,
national, European and global needs of Slovenia, though it would be challenging to implement, could
deliver coherence and tangible benefits.

We have inherited an image of our national life as monolingual, but the global world will make that
impossible. Bilingualism offers many benefits of culture, cognition, competence and communication,
and Slovenia is extremely well positioned in the world to take great advantage of these.
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While globalisation is far from totally benign in economic terms (Stiglitz, 2002), and there is much
to guard against culturally, ethically and linguistically, the phenomenon of rapidly interlinked and
deeply enmeshed economies is deeply advanced.

If we see globalisation as the ‘widening, deepening and speeding up of world wide interconnectedness’,
(Held, McGrew, Goldblatt and Perraton, 1999) then population mobility, and information/
communication technologies that produce instantaneous links across great distances, the stress is
placed on communication and its central facilitative role.

However, communication is also a source of profound and persisting human identities and it
seems odd and inappropriate that so little effort is devoted to conscious intervention to shape our
communicative futures rather than leave them to market forces or powerful interests. [ wish you well
in your endeavours to direct language futures to enlightened and productive ends.
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Michael Byram'

Plurilingualism, education for plurilingualism and the languages in
and of education

Abstract

The Council of Europe has established through the Common European Framework of Reference
for Languages the means by which professionals in foreign language education can share their un-
derstanding of what the aims and methods of language teaching, learning and assessment are. In a
new project the Council of Europe is extending this approach to all languages present in education
especially in compulsory education and schools. Young people and children in schools experience the
languages — and associated cultures — the speak inside and outside school whether school recognises
them or not. Some languages are treated as foreign languages, others as media of instruction, but
others spoken by pupils outside the formal curriculum should also be taken into account in a holistic
approach to the languages of education. This article explains this position in more depth and the ways
in which the Council of Europe is approaching the clarification of the issues and the planning of an
instrument which will encourage a holistic vision of languages present in educational institutions
through their speakers as well as the languages taught in the curriculum.

Povzetek

Vecjezicnost, izobraZevanje za veCjezi¢nost, jeziki izobraZzevanja in v izobraZevanju

Svet Evrope je v Skupnem jezikovnem okviru (SEJO) postavil smernice, ki uciteljem tujega jezika
kot strokovnjakom v izobraZevanju ponujajo moznosti, kako razumeti cilje in metode jezikovnega
poucevanja, ucenja in preverjanja. V novem projektu Sveta Evrope so ti pristopi raz§irjeni na vse
obstojece jezike v izobrazevanju, Se posebej v obveznem izobrazevanju znotraj Solskega sistema.
Ucenci in dijaki izku$nje z u€enjem jezikov, vkljucno s kulturami, pridobivajo v $oli in izven nje,
ne glede na to, ali te jezike Sola prepoznava ali ne. Nekateri od teh jezikov imajo tako vlogo tujega
jezika, drugi jezika izobrazevanja (ucni jezik), nekatere pa govorijo u¢enci izven formalnega kuri-
kula, vendar jih je vseeno treba upostevati v holisti¢nem pristopu do vseh jezikov v izobrazevanju.
Prispevek poglobljeno razlaga polozaj jezikov in tudi pristope, s katerimi Svet Evrope pojasnjuje
bistvena vprasanja in nacrtuje instrumente, ki bodo spodbujali holisti¢no videnje jezikov, tako tistih,
ki jih vkljuceni v izobrazevalni sistem govorijo, kot tudi tistih, ki se v kurikulu poucujejo.

Introduction

The purpose of this contribution is to describe and explain some current developments in the elabo-
ration of a vision of the languages in and of education at the Council of Europe. The phrase ‘in and
of” education needs a preliminary gloss to establish the range of the vision being developed. It refers
to the conviction that any policy for language education needs to take into consideration, first, the
languages used in any educational institution for instruction throughout the curriculum, second, the
languages which are the object of instruction and, third, all the languages used by learners themselves
irrespective of whether they are used in their educational institution. To illustrate, the first group of
languages in Slovenia include Slovenian as a language of instruction but also Italian and Hungarian
in some regions. The second group in Slovenia comprises English, Russian, Spanish and other for-
eign languages. The third group includes such languages such as Romani, but also Chinese and other
languages which might be present in a school simply because children speak these languages at home
even though they are not recognised in the formal school curriculum. In short, the starting point is to
see and acknowledge all the languages and language varieties present in an educational institution,
and the to develop a language education policy — for a state, for a region, for a particular institution
— which encourages teachers and learners to value all the languages present.

1 With thanks and acknowledgements to the teams of experts working under the aegis of the Council of Europe.
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After this preliminary description of the languages ‘in and of” education, let me provide an overview
of this contribution. The main focus will be on current work to deal with the first group of languages,
those which are used as media of instruction, since this is a new area for the Council of Europe. I will
argue that there is a need for this work which is similar to the need identified many years ago for work
on the second group i.e. foreign languages. The second phase of this paper is to set this immediate
issue of the languages ‘of and in’ in a wider socio-political context and introduce questions about the
purposes of language education policy at a European level.

The need for a comprehensive language education policy

The Common European Framework of Reference (CEFR) is a document which, since its publication
at the beginning of this century, has successfully established itself not only in Europe but also in Asia.
Its success can be attributed initially to the fact that it provides a detailed but clear statement of levels
of language proficiency and a description of languages and (foreign) language teaching which empha-
sises the recognition of a person’s linguistic capacities whatever the level of proficiency. It does this
by creating a mode of communicating about language learning which is accessible to anyone profes-
sionally concerned with any aspect of language teaching. This was its purpose:

The Common European Framework provides a common basis for the elaboration of language sylla-
buses, curriculum guidelines, examinations, textbooks etc. across Europe. (...) The Common Europe-
an Framework is intended to overcome the barriers to communication among professionals working
in the field of modern languages arising from the different educational systems in Europe.

What is noteworthy here is the use of the phrase ‘modern languages’ whereas I have so far been us-
ing the phrase ‘foreign languages’. The latter is perhaps more recognisable — referring to English
in Slovenia, for example — but the former is a broader term which acknowledges that situations are
complex, that for some people in Slovenia Italian is not a foreign language and for others it is.

The need for a common language for communicating about languages is illustrated by this simple
example of Italian in Slovenia. We need to be precise in our use of language and terminology. An-
other example is the distinction between ‘multilingualism’ and “plurilingualism’, a distinction which
is made in two ways. The first way is to use ‘multilingualism’ to refer to geographical spaces and
‘plurilingualism’ to refer to people. Slovenia is a multilingual space in which several languages are
present, some of them used in schools as media of instruction, some of them taught as subjects, some
of them not recognised in schools. In this multilingual space, there are some people who use more
than one language and are plurilingual but there are others — probably very few, in fact — who use only
one language, and are ‘monolingual’. This is a sociolinguistic usage.

The second way to use the distinction multi/pluri is when referring to individuals. This is a psycho-
logical usage. The CEFR says that some people know a number of languages which are kept separate
in their minds and experience; this is sometimes referred to as ‘co-ordinate’ capacity in languages.
Other people are considered ‘plurilingual’ — another term is ‘compound’ capacity — because they do
not keep their languages separate:

Plurilingualism (...) does not keep these languages and cultures? in strictly separated mental compart-
ments, but rather builds up a communicative competence to which all knowledge and experience of
language contributes and in which languages inter-relate and interact in different situations (...) a
person can call flexibly upon different parts of this competence to achieve effective communications
with a particular interlocutor.(CEFR, p4)

Let it be said in passing that these distinctions are not part of the discourse of the European Union
which uses the term ‘multilingualism’ to deal with all the usages I have just identified.

The implications of the distinction multi/ pluri can be drawn out for the planning of education, in
particular the planning of curricula. We can distinguish between ‘multilingual education and curricu-
lum’ which separates the languages by labelling some lessons ‘Slovenian language’, others ‘English’,
others ‘Italian’ etc., with different teachers for each language and different purposes in their teaching

2 I will return to the question of cultures below.
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and testing. ‘Plurilingual education and curriculum’, on the other hand, stresses the interconnections
and relationships among languages as they are experienced and developed in learners. It is plurilin-
gual education which corresponds best to the experience of contemporary learners, who are often
plurilingual before they reach school age, and certainly become so as they enter school or pre-school
institutions. Yet plurilingual curricula are rare, and it is for this reason that the Council of Europe is
developing work similar to the CEFR in that it intends to provide a common basis for communication
about language education. It is however more ambitious in scope than the CEFR, and ultimately will
embrace the CEFR within it.

The following diagram presents the comprehensive picture. Current work is focused on the elements
‘Main language(s) of schooling/ instruction’ and its two sub-elements ‘Language as subject’ and
‘Language across the curriculum’. Ultimately the envisaged ‘document’ will present an account of
all the elements in this diagram and in fact there is some work progressing in parallel on ‘Regional
minority and migrant languages and varieties’. I have just referred to a ‘document’ which would deal
with all the languages ‘in and of” education but it would be more accurate to refer to a website, where
a number of documents will be located as they are created, and modified as they are improved. The
planning of the structure of this website is in hand and it will be useful from at least three general
perspectives: learning, teaching and (national) planning.

For the learner, as I have already indicated, a holistic vision of their languages and their language
capacity will articulate a plurilingual description of that capacity which will clarify what plurilingual
competence is and can become. For the teacher, and all those concerned with teaching and testing
methods and materials, the website will provide a reference and a common basis for communication
to overcome the separations which are traditional but which do not correspond with natural and in-
structed plurilingualism in learners.

In terms of policy making — whether at national level which is prevalent in practice, or international,
regional, local or institutional — the website will encourage transparency in the didactics of group 1

Languages in and of education

LANGUAGES OF EDUCATION AND VARIETIES
REPRESENTED IN THE SCHOOL
(as elements of the curriculum and/or part of pupils'

repertoire)
Regional, minority and migrant languages MAIN LANGUAGE(S) OF Foreign languages and varieties taught in school
and varieties SCHOOLING/INSTRUCTION (which may become partial or second languages of
(when they are not the language of (official, national or regional or minority, if they schooling, in the case of bilingual teaching, partial
schooling but recognised within or outside are official media of instruction) immersion)
Language as a subject. Language across the curriculum
linguistic competence, metalinguistic (for teaching other subjects)
knowledge, literary/cultural knowledge and Diverse types of text and “rhetorical styles” of
appreciation various subjects
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languages, e.g. English in England, Slovene in Slovenia, Hungarian in Prekmurje, for example (‘Lan-
guage as Subject’) and the didactics of other elements such as ‘Language Across the Curriculum’
and ‘Foreign Languages’ or ‘Minority Languages’. In particular this will allow clarity in intervention
measures for ‘vulnerable students’ i.e. those for whom the language(s) of instruction are not their
L1, an issue to which I shall return below. First of all I consider the two sub-elements of the ‘Main
Language(s) of schooling/ instruction’.

Language Across the Curriculum (LAC)
It has long been recognised that subject learning — the learning of chemistry or geography, for ex-
ample — is strongly dependent on learners’ access to and competence in the language of instruction.
This is usually the main language of a school although there are many complex situations including
multilingual schools or the use of a foreign language in Content and Language Integrated Learning
(CLIL), where other languages are media of instruction. The term ‘Language across the Curriculum’
was coined in the 1970s to draw attention to this matter and research continues in order to identify the
many capacities involved and to provide a basis for pedagogical interventions, particularly for learn-
ers whose existing language capacity does not include these capacities, perhaps because the language
of instruction is not their first or dominant language.
To illustrate, let me consider three points. The first is the importance of subject-specific concepts and
terminology. Learners need to acquire and use terms such as ‘escarpment’ in geography or ‘molecule’
in chemistry, and to understand their meaning. Second, learners need to acquire the ability to under-
stand and use the specific style of expression in the subject, using academic but still pre-scientific
modes of describing, for example, a landscape. Third, learners need to acquire the capacity to com-
prehend and construct subject-specific texts according to current formulations, for example a descrip-
tion and explanation of an experiment in chemistry.

An example from the subject chemistry focuses on the notion of a chemical ‘reaction’. The process

of acquiring the concept might typically follow these stages:

C0n51der1ng what is meant by the everyday use of ‘reaction’, for example in a person’s ‘reaction
to bad news’;

— Setting up experimental conditions for carrying out observations and recordings of the interac-
tions among chemical substances;

— Summarising and interpreting the data derived from observations;

— Formulating possible rules or regularities observed in data which might predict future events of
a similar kind;

— Developing and testing hypotheses based on the observed rules and regularities;

—  Defining the concept of a ‘chemical reaction’ in subject-specific terms.

—  The implications of this kind of learning experience for creating a discourse and common basis
for communicating about Language Across the Curriculum (LAC) include the following:

— seeing LAC as an activity which is core to the experience of learning (in school and beyond);

— defining the competences which comprise this activity for the various domains of learning, typi-
cally but not exclusively the familiar subjects of the curriculum;

— discussing possible methods for ensuring that learners acquire such competences;

— describing the implicit or explicit expectations of levels of competence at different stages of
schooling — what is expected when chemistry is taught in lower secondary education for ex-
ample, and what is expected by the end of compulsory schooling;

— discussing the implications for assessment once there is recognition that the necessary subject-
specific competences evolve over time; identifying the criteria for assessment which takes this
into consideration.

All of these issues will be addressed in different ‘modules’ located on the website with links from one
to the other.
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Language as Subject (LS)

In the teaching and learning of ‘Language as Subject’ — for example of Slovenian in Slovenia — a
number of dimensions can be identified. For example, the teaching of Slovenian ‘reflects the col-
lective attachment to the “mother tongue™” as well as a concern about ‘the functional literacy of part
of the population, which is often perceived by public opinion as a serious and even urgent problem’
(Language Education Policy Profile, Slovenia, p10) and both of these functions are present in the
teaching of other national languages, such as Polish in Poland or English in England. Awareness of
the ‘collective attachment’ is particularly strong in Slovenia because of the recent date of indepen-
dence, but a similar phenomenon can be found in England — despite its long history as a national
language — when people write letters to newspapers lamenting a perceived fall in standards of spell-
ing or use of punctuation, and in some people’s views of a corresponding fall in morality, an illogical
reaction which reveals the emotional attachment to national languages. (Not to mention the introduc-
tion of language tests in a number of countries for immigrants seeking citizenship.) This means that
Language as Subject involves the teaching of language per se (of grammar, of genres, of writing and
speaking and so on).

Language as Subject also usually includes the teaching of literature written in the language or, more
specifically, the ‘national’ literature, the texts which are considered iconic in the creation and pres-
ervation of social cohesion and national identity. There is much to be discussed with respect to the
notion of ‘literary canon’ and its significance in Language as Subject and at least one module on the
website will present the issues, but will do so without making recommendations. For it is the respon-
sibility of policy makers to develop recommendations, and the function of a Council of Europe web-
site is to provide the common language to do so in a transparent and coherent way.

Thirdly, Language as Subject is one of the key locations for the pursuit of ‘Bildung’ the process which
‘develops and brings out the full potential of a human being, based on his/ her nature, but stimulated
and structured by education (nurture) (...) the process of becoming educated/ becoming one’s own
self and the state reached by a human being’. Again the website will include modules which deal with
the complexities of teaching values in Language as Subject.

Practical implications

A holistic vision of language education policy, at whatever level of policy making, is valuable only if it

can provide a basis for decisions and implementations in practice.

At institutional level — decision making and curriculum planning in a school — the following questions

for example might be asked:

o How can the language(s) of instruction and the languages of immigrant learners be articulated to

ensure that all learners acquire the Language Across the Curriculum they need for success in learning;

— What relationship can be established between the language(s) of instruction and foreign language
learning and between these two elements and the acquisition of intercultural skills — or in other
words between plurilingualism and pluri/ interculturalism.

—  The proof of the projected website will be its contribution to the planning of a Whole School Lan-
guage Policy which deals with these and similar questions. The website should help curriculum
planners in:

—  relating the teaching of language in LS to subject-specific language learning (LAC), for example
by considering how LS teachers can plan together with teachers of chemistry or geography.

—  integrating CLIL and the use of a foreign language as a medium of instruction in some subjects
with the use of the main school language in other subjects;

— relating LS — both language and literature — to foreign language learning;

— relating foreign language education to the learning of pupils’ other languages, notably the lan-
guages of immigration, and their function in maintaining identification with places of origin — the
‘heritage language’ function.

The website will ultimately provide clarifications of such relationships, complemented by existing

documents: the Guide for the Development of Language Education Policies in Europe, the CEFR, a
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Guide for Relating Examinations to the CEFR, and a Guide for Planning and Implementing Plurilin-
gual Curricula, the latter two currently under development.

The Wider Context

The founding convention of the Council of Europe contains the following statement of purpose:

To develop mutual understanding among the peoples of Europe and reciprocal appreciation of their
cultural diversity, to safeguard European culture, to promote national contributions to Europe’s com-
mon cultural heritage respecting the same fundamental values and to encourage in particular the study
of the languages, history and civilisation of the Parties to the Convention.

The emphasis on language education has thus been present from the beginning, but with a focus on
learning each other’s languages. The introduction of the notion of plurilingual competence and valo-
risation of varying levels of competence is a means of conceptualising the principle of the convention,
just as the concept of pluri/ interculturalism is a means of realising the ‘study of ... civilisation’ (see
below).

The Council of Europe’s language education policies — hitherto focused on modern/ foreign languag-
es — articulate the general principles of the Convention, later formulated as Article 2 of the European
Cultural Convention, through the relationship between plurilingualism and democratic citizenship
and social cohesion:

Plurilingualism: all are entitled to develop a degree of communicative ability in a number of lan-
guages over their lifetime in accordance with their needs

Linguistic diversity: Europe is multilingual and all its languages are equally valuable modes of com-
munication and expressions of identity; the right to use and to learn one’s language(s) is protected in
Council of Europe Conventions

Mutual understanding: the opportunity to learn other languages is an essential condition for intercul-
tural communication and acceptance of cultural differences

Democratic citizenship: participation in democratic and social processes in multilingual societies is
facilitated by the plurilingual competence of individuals

Social cohesion: equality of opportunity for personal development, education, employment, mobil-
ity, access to information and cultural enrichment depends on access to language learning through-
out life

(Plurilingual Education in Europe. p4)

In the wake of major migratory movements within the whole territory of the Council of Europe and
from outside, the value of mutual understanding, of participatory citizenship and of social cohesion is
even more marked than it was a few years after the end of the Second World War. This means, with
respect to language learning, that many European citizens need the languages of other member states
not only for mutual understanding but also for educational success. Children of country X need to
learn the language of country Y not only as a foreign language; some of them are now living in coun-
try Y and need the language as a medium of learning across the curriculum (LAC) and as a means of
identification with their new country of residence (LS).

For these children, the children of migrants, the task is not easy. It is often assumed by teachers and
parents that young children in particular will quickly ‘pick up’ a new language. This is deceptive, as
Cummins (2000) has shown. They may indeed quickly gain a communicative fluency for common
topics of everyday life: basic interpersonal communicative skills (BICS). It takes much longer to gain
cognitive academic language proficiency (CALP). Cummins estimates two years for the former and
five years for the latter and since educational success is strongly dependent on the latter, the question
arises how educators can help learners during that long period, or make it shorter.

It is the intention of the Council of Europe to provide the basis for help by clarifying the needs of such
children, who are referred to as ‘vulnerable groups’. It will do so as always by providing the discourse
of transparency and comprehensiveness, but not by making specific recommendations. Recommen-
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dations can only be formulated by those who know a specific situation in sufficient detail.
Furthermore, the term ‘vulnerable groups’ includes those learners for whom the language of learning
LAC and LS is not easily accessible for other reasons than migration. It has long been recognised that
socially and economically disadvantaged learners are likely to have difficulty with the language of
instruction. The clarification of the issues is equally valid for these learners as are the measures which
need to be taken to help them.

It is also clear that factors other than purely linguistic need to be taken into account for vulnerable
groups. The strength of their identification with the language of schooling, and in particular its func-
tion in creating and supporting a sense of belonging to the society in which they live, is crucial. This
raises the questions of whether the children and young people in question can be “pluricultural’ refer-
ring to a feeling of belonging to more than one state and its society. It also re-introduces the question
of the relationship between plurilingualism and pluriculturalism presented in the second section of
this article, to which I now return.

Pluriculturalism and interculturalism

The CEFR compares plurilingualism and pluriculturalism, saying that plurilingual competence is but
one component of pluricultural competence. It is however useful to distinguish ‘being pluricultural’
from ‘acting interculturally’ especially in order to clarify the question of identification with more than
one society and its values, beliefs and behaviours.

Compare ‘bilingual’ and ‘bicultural’ as simple cases of ‘plurilingual’ and ‘pluricultural’. Someone
who is bilingual uses two languages in one or more of the four skills. They can behave linguistically
in both languages and do so without any sense of commitment to or identification with either lan-
guage, even though in fact they usually will identify with one of them and see it as their first language,
as their ‘mother tongue’. Someone who is bicultural may use the behaviours of each of culture with
ease but since cultures are also beliefs and values, behaviour is seldom sufficient and a commitment
to beliefs and values is necessary. However it is difficult to identify with two sets of beliefs and values
when this means identifying with contrasting beliefs and values. It is for example difficult to identify
with values of a competitive society as well as those where harmony and co-operation are the norm.
In short, to be bicultural, and all the more to be pluricultural, is far more demanding than being bilin-
gual or plurilingual.

On the other hand, when plurilingualism is described as an ability to compare and contrast languages,
to draw on a holistic language competence, there are potential comparisons with acting intercultur-
ally. The ability to compare and contrast values, beliefs and behaviours of two or more different social
groups does not involve identification with any of them or being identified and recognised as belong-
ing to one or more of them. Just as it is possible for someone to use two languages other than their first
language — and to note and analyse similarities and difference — so it is also possible to note and analyse
similarities and differences in values, beliefs and behaviours of two or more social groups other than the
ones to which they belong. This analytical capacity and the use of it to reconcile or mediate between dif-
ferent beliefs, values and behaviours is an activity different from being bicultural. This is why I prefer to
use the term ‘intercultural’, and refer to the process of mediation as ‘acting interculturally’, even though
this destroys the neat symmetry of the CEFR which uses the term ‘pluricultural’ for this capacity to act
and present ‘plurilingualism’ as one element of ‘pluriculturalism.

To fix the distinction between bi/ pluricultural and intercultural, consider the following contrasts:
‘bicultural’ refers to identities, to identifying with and being accepted by more than one social
group where some characteristics of the groups are in tension; ‘intercultural’ refers to the ability
to analyse similarities and differences between social groups and their values, beliefs and behav-
iours;

— ‘bicultural’ is best analysed in terms of social identity theory and crucially involves self- and oth-
er- ascription, and is not a matter for pedagogy since we do not teach people to identify with other
social groups; ‘intercultural’ is best analysed in terms of competence theory — how competences
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are acquired and realised and therefore how they might be taught, notably with the aid of clearly
formulated teaching objectives;
— ‘bi/ pluriculturalism’ can be analysed/ described as it actually exists even though it is likely to be a
rare phenomenon; ‘interculturalism’ is a (pedagogical) aspiration which can be taught and learnt;
— The role of education systems should be, in the case of bi/ pluriculturalism, to help people to
understand their experience and the ways in which others may see them; in the case of intercul-
turalism the role of education should be to develop the competences of analysis and mediation as
useful skills and desirable personal attributes.
In other words, the purpose of education should not be to produce people who identify with other
groups, and especially other language groups. This may happen as a natural consequence of their living
in particular circumstances, but it is not the purpose of education to create such circumstances for this
would amount to a process of indoctrination. The role of education here is to help people reflect on their
experience and make their own decisions about how to respond. With respect to intercultural compe-
tence however, the purpose of education should be to teach (and assess) attitudes, knowledge and skills
necessary for acting interculturally, as a useful capacity in a complex world, but also as a realisation of
human potential, as ‘Bildung’, a concept which has become central to the ‘Languages in and of Educa-
tion’ project.
Bildung 1s what school can offer, a combination of knowledge, ways of thinking, ways of understand-
ing and relating to other people and ways of understanding oneself.
(7ext, literature and ‘Bildung’. p7)
‘Bildung’ is thus one of the aims of language education, including foreign language education, and lan-
guage education shares this purpose with other subjects in the curriculum — with the teaching of history,
of comparative religion, of human geography and of citizenship. The detail of how these relationships
can be established and developed is however matter for another article on another occasion.

Documents referenced:

— Common European Framework of Reference for Languages. Learning, Teaching, Assessment.
(2001) Cambridge: Cambridge University Press and www.coe.int/lang.
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—  Guide for the Development of Language Education Policies in Europe. www.coe.int/lang.

—  Plurilingual Education in Europe. 50 Years of international cooperation. www.coe.int/lang.

— Text, literature and ‘Bildung’. 1. Pieper et al. www.coe.int/lang.
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Helmut Johannes Vollmer

Language Across the Curriculum

Abstract

The paper will demonstrate that language education is not limited to the teaching of language as a
subject (LS), but continues to take place in all the subjects, whether we are aware of it or not. I will il-
lustrate the specific linguistic needs and semiotic requirements involved in subject learning and argue
that communication is an integral part of subject competence. It is firmly embedded into the different
phases of knowledge acquisition and the exchange about it in the classroom, in school and outside of
it. Language and other symbolic means of expression is a tool for thinking and for shaping one’s con-
tent-based as well as procedure-related thoughts. These competences, however, do not (fully) develop
all by themselves; they need to be supported, if not “taught” explicitly, especially to the “vulnerable
learners”. This is slowly being recognised in parts of Europe, as case studies show.

The majority of communication competences in this context is not unique to individual subjects
(except on the word level and that of collocations or specific conventionalised expression), but is
in demand across subjects. I will therefore present elements for a possible framework of describing
the dimensions of Language across the Curriculum (LAC), including the identification of central
discourse functions and text types/genres and their relationship to one another (as work in progress).
In particular, I will consider the link between language activities and communicative competences
acquired in L1/LS and those needed for LAC. Are they the same or in which way do they differ? Can
they be transferred from one content area to another, at least in part? And is there a specific responsi-
bility of L1/LS to provide a reliable basis of comprehension and production competencies for further
use and expansion within different non-linguistic subjects? All of these issues will have to be ad-
dressed within a framework on the Languages of Education (LE), initiated by the Council of Europe
and responded to by regional and national authorities.

Povzetek

U¢ni jezik

Prispevek bo predstavil u¢ni jezik, ki ni omejen le na jezik kot u¢ni predmet, ampak zadeva vse u¢ne
predmete, ne glede na to, ali se tega zavedamo ali ne. Pojasnil bom specificne jezikovne potrebe in
semioti¢ne zahteve, ki se kazejo pri uenju predmetov in dokazal, da je sporazumevanje integralni
del “predmetne” kompetence. To je trdno zasidrano v razli¢ne faze pridobivanja znanja in izmenjavo
tega v razredu, v Soli in zunaj nje. Jezik in drugi simbolni pomeni izrazanja so sredstvo za razvijanje
misljenja in za oblikovanje posameznikovega temeljnega razmisljanja, povezanega z vsebinami in
procesi. Te kompetence se pri ucencih ne razvijejo same od sebe, za to ucenci potrebujejo podporo
oziroma jih je treba pomagati razvijati, $e posebej to velja za ranljive skupine. Studije so pokazale, da
v zadnjem casu prihajajo do teh spoznanj v razli¢nih delih Evrope.

Vecina sporazumevalnih kompetenc v tem kontekstu se ne razvija le pri posameznem predmetu (ra-
zen na besednem nivoju, pri besednih zvezah ali pri posebnem konvencionalnem izrazanju) am-
pak pri vseh predmetih. Zato bom predstavil prvine, ki tvorijo okvir opisovanja dimenzij unega
jezika vklju¢no z identifikacijo osrednje diskurzivne funkcije in razli¢nih Zanrov besedil ter njihovo
povezanost z drugimi predmeti (to delo je v procesu razvijanja). Se posebej se bom osredotoéil na
povezavo med jezikovnimi dejavnostmi in sporazumevalno kompetenco, ki jo u€enci razvijajo pri
prvem jeziku kot uénem predmetu, in njihovo uporabo pri u¢nem jeziku. Ali so enake ali v nekaterih
okolis¢inah razlicne? Ali so lahko prenosljive z enega vsebinskega podroc¢ja na drugo, ali so vsaj
delno prenosljive? In ali je specificna odgovornost prvega jezika kot u¢nega predmeta, da ucenci
(iz)gradijo sporazumevalno kompetenco in zmoznost tvorjenja besedil za u€inkovito (upo)rabo vseh
nejezikovnih predmetih. Vsa ta izhodisS€a morajo biti vkljucena v delovni okvir projekta Jeziki v
izobrazevanju pri Svetu Evrope in usklajena z regionalnimi in nacionalnimi jezikovnimi politikami.
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1 Introduction

Language education in school, mainly in and through the dominant language of schooling, is well
established in all member states of the Council of Europe. It is not always clear, however, what the
goals and competencies are that a single state or school system strives for and whether those goals
are reached and to what extent. The expectations are very high and diverse, yet often not very trans-
parent or explicit: e.g. the development of basic communication skills and their application and use
in varied situations and for a number of text types as well as in the classroom discourse itself seem
to be self-understood, equally so the mastery of different ways of writing for different purposes. But
already issues like how much knowledge about the (functioning of the) language system or about dif-
ferent cultures in a society should be required, seem to be more controversial. This often culminates
in debates about possible ways of supporting the identity-building of young people from different
social and ethnic backgrounds and in debates about the degree of orientation and experience of com-
monalities as well as acquaintance with one’s own heritage needed and appropriate in this context.
All of this is highly mediated through language as communication, but also through other symbolic
ways of expression. In that sense, it is not enough to aim for /iteracy in the traditional sense, but also
for the semiocity, the capacity to handle and interpret successfully non-verbal systems of construct-
ing “meaning”, above all numerical, graphical and pictorial ones and combinations thereof (in their
multimodal, multicodal and multifunctional appearances).

Given these new, complex conditions for language education, the expected outcomes of these learn-
ing processes are high and varied: they comprise certain elements and types of cultural skills and
knowledge, of attitudes, values, procedural competences in dealing with a large number of texts and
other sources of information and, of course, basic communication competencies for interacting and
negotiating with one another. All of these have to be spelled out in great detail, as a matter of fact in
the greatest detail possible by the ones who are responsible for education in the different settings, lo-
cally, regionally, nationally — so to allow a constructive discourse on the goals defined and the appro-
priate methodologies by which they could or should be reached and the actual outcomes evaluated.
The Council of Europe with its new project on Languages of Education wants to support this neces-
sary discourse and the identification of basic communicative competences in all parts of the member-
ship territory and beyond, based on values of personal entitlement, legitimate societal expectations,
social cohesion and participation, qualifying each citizen to become part of shaping Europe in the
future — all of these have to be brought into a balance.'

2 Language education across the curriculum

Language education does not stop with Language as a Subject; language education also takes place
in all other subjects, which are considered as “non-linguistic” in nature: language education continues
in subjects like biology, history, maths, or sports etc., whether we are aware of it or not! This happens
often in a more hidden way, by using and demanding a certain register in the language of instruction
(which for the majority of learners probably is their mother tongue, for others their second language,
or, as in the case of bilingual education/CLIL, a foreign language altogether). The important role of
language and language education in these contexts is often less obvious to both subject teachers and
students alike, but it does take place: Language learning is always an integral part of subject learning,
or to put it more radically: Subject learning always involves language learning at the same time.

2.1 Results and insights from case studies
This is more and more recognised and acknowledged throughout Europe, though not very much an-
chored in the minds of ordinary subject teachers. Do they have to become language teachers on top,

1 Some experts would introduce the notion of minimal standards in school-based language education here, describing what seems
to be indispensable for the personal development and “Bildung” of the individual as much as for the societal reproduction and future
development. But this type of discourse can only be led within the given communities and societies, it is not the intention nor respon-
sibility of the Council of Europe to come up with recommendations of its own.
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for which they are not trained? The answer clearly is NO, but they would have to become sensitised
for the language or rather the communicative dimension of their subject and of subject learning in
general. And they will have to be open and willing to learn about the issues involved and support their
students accordingly, in addition to what they already know and do.

The Council of Europe commissioned case studies of some subjects, namely for the Sciences, for
History and for Mathematics in different European countries, in order to find out whether and how
communication is embedded into the newer subject-specific curricula and identified as an overriding
goal and competence area for education as a whole.? One of the striking results of these case studies,
namely for science education, was that there is indeed a slowly growing awareness about the impor-
tance of communication and academic language use in those subjects. Communication in verbal and
non-verbal forms is acknowledged in the educational documents of the countries under scrutiny as a
key competence to which the science-related subject areas clearly have to contribute. On the one hand,
subject-specific language use and communication are not considered as a goal in themselves, rather
they serve the overall purpose of communicative qualification through education (including numeri-
cal and digital literacy). This view is most prominently expressed in the new Norwegian curriculum,
where the following basic “skill” areas are listed identically at the beginning of each of the domain-
specific curriculum documents. These are Being able to express oneself orally, Being able to express
oneself in writing, Being able to read, Being able to do mathematics and Being able to use digital
tools. These overriding goals are clearly communicative in nature, although they are not labelled as
such. On the other hand, like in Germany, communication is identified as one competence area (to be
specifically looked after and evaluated) in each of the three subjects biology, chemistry and physics.
In both cases, subject-specific communicative competencies are closely linked to what is being com-
municated (the specific content or subject-matter). Thus, we typically find a verb or verbal phrase in
the texts of the modern (core) curricula, which is functioning as an operator, defining a certain con-
tent which follows in more or less detail. Here are some examples from different topics, again taken
from the Norwegian integrated natural science subject curriculum for lower secondary school, end of
grade 10 (italics added by ). The pupil shall be able to

—  “describe the structure of animal plant cells and explain the main characteristics of photo
synthesis and cell breathing,

— discuss and elaborate on problems and issues in connection with sexuality, different sexual
orientation, contraception, abortion and sexually transmitted diseases,

— carry out experiments to classify acidic and alkaline substances,
—  keep records during experiments and field work and present reports using digital aids,

— demonstrate protective and safety equipment and comply with fundamental safety procedures
in natural science classes.” (Kolsta 2007).

As we can see, in addition to communicative actions, we also find formulations of expectations which
relate to procedural competencies and which address ow a specific concept or insight should be ob-
tained or which cognitive activities will or might be involved in doing so. The verbs also signal by
implication sow the learners shall demonstrate these competencies in concrete operational terms, in
classroom performance. In other words, these “verbs” (or operators) orient the classroom activities in
content, in procedural and in communicative terms, but they also put constraints on what type of tasks
and test procedures are conceived of as valid and appropriate in situations when the learners have to
demonstrate their acquired competencies for reasons of assessment.

The other view mentioned above is represented by Germany, where the communicative dimension
of subject learning is identified explicitly and defined as a competence area of its own, although it
is not clearly structured or broken down into its respective components as yet. Ongoing research is
trying to overcome some of these deficiencies, but it takes time to gain empirical data in connection

2 These case studies are available in English and French on the internet (Council of Europe): http://www.coe.int/t/dg4/linguistic/
Prague studies07 EN.asp#TopOfPage.
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with modelling communication in subject-related contexts (cf. the research project “Biology in Con-
text” (http://www.biologie-im-kontext.net) as well as my own DFG-Projekt on “Fachlichkeit” und
“Sprachlichkeit” (Vollmer 2006b, 2008).

2.2 Language as a tool for subject-specific thinking and knowledge construction
It is remarkable, that in each of the four countries studied communicative competences are considered
important in relation to subject-specific knowledge construction and learning, in some cases even as
part of scientific literacy (e.g. Norway and especially Germany). The degree of explicitness, however,
and the nature of this relationship between content and language, between disciplinarity and discur-
sivity (as Sigmund Ongstad phrases this opposition) is defined differently from country to country or
not at all.
In England, for example, it is somehow self-understood that the linguistic skills in acquiring and
using scientific concepts are to be learned alongside with the subject-based notions and issues them-
selves. Yet, the few communication skills explicitly stated are quite comprehensive; they are spelled
out just in three bullet points, namely:

— “recall, analyse, interpret, apply and question scientific information or ideas;

— use both qualitative and quantitative approaches;

— present information, develop an argument and draw conclusions, using scientific; technical

and mathematical language, conventions and symbols and ICT tools”.

In addition, it is explicitly demanded to deal with the applications and implications of science; this
probably involves many more communication activities and skills which are not mentioned as such:

“Applications and implications of science:

about the use of contemporary scientific and technological developments and their benefits, draw-
backs and risks;

to consider how and why decisions about science and technology are made, including those that
raise ethical issues, and about the social, economic and environmental effects of such decisions;
how uncertainties in scientific knowledge and ideas change over time, and about the role of the sci-
entific community in validating these changes” (Lewis 2007).

The activities listed here imply high degrees of critical thinking and of communicative exchange about
these sensitive issues involving personal evaluations and informed judgements; they are instances par
excellence of the use of language in subject-specific contexts beyond the acquisition process and the
negotiation about it in the classroom: this third use of language could be defined as communication
for citizenship and participation) (cf. also Kolstg 2007).

In the Czech Republic, the structure of the new curriculum from 2007 is similar: “Communication”
is explicitly defined as a key competence for all subject areas, but it is very little operationalised
within the specific module(s) which relate(s) to the sciences. On the contrary, the module “Man and
Nature”, comprising the basic notions and elements of physics, chemistry, biology and geography,
focuses strongly on the disciplinary aspects of each area and less so on how knowledge is constructed,
communicated and used. The overall framework is such that most of the concrete decisions are left to
the schools implementing this curriculum. It remains to be seen what will become of subject-specific
communication in terms of required and measured outcomes.

In Germany, by contrast, communicative competence is stated as part of the science curriculum itself,
as already mentioned. The concept is based on a four-dimensional model of scientific literacy: “Com-
munication” is one dimension out of four in the overall subject-specific competence model, equally
developed and used in biology, chemistry and physics. The other three components are “Subject-Spe-
cific Knowledge” (Fachwissen), “Procedural Competence” (Erkenntnisgewinnung) and Evaluation
(Beurteilung/Bewertung).
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. . The basic facts, concepts and principles vary
Subject-Specific Knowledge . . . . . . .
. according to subject: They include notions like system, structure, function, dynamics/
(Fachwissen)

development
Procedural competence The formulations vary per subject, e.g. Biology defines: to Observe, Compare,
(Erkenntnisgewinnung) Experiment, Using models and Applying other working techniques)

Communication o . . . . .
o To obtain/infer information in relevant subject-specific ways and exchange about it
(Kommunikation)

Evaluation To Identify/Recognise biological/chemical/physical facts/issues in diverse contexts and
(Bewertung) evaluate them

The implementation of this binding national framework into so-called core curricula of the 16 differ-
ent German Ldnder is well under way. This communicative embedding is reflected in the description
of mental and linguistic/semiotic activities constituting the processes of acquiring subject knowledge,
the mastery of which has to be demonstrated at the end of grade 10 (end of compulsory schooling
for different groups of learners). Meanwhile school-based research is trying to identify relevant sub-
dimensions of subject-specific communication on a more empirical level: in biology, for example,
the language-mediated construction of biological knowledge (Wissensaufbau) and the interactive ex-
change about this knowledge (Wissenskommunikation) are seen as two relevant sub-dimensions.
Based on this description the following national standards were defined (italics by HIV):

“The pupils can

K1 search/make searches on a chemical issue in diverse sources

K2  choose topic-related and relevant/convincing pieces of information

K3 examine presentations in the media in terms of their subject-specific correctness

K4  describe, illustrate and explain chemical facts using subject-specific language and/or models
or other non-verbal forms of representation

K5 relate chemical facts to everyday phenomena and translate consciously between subject-spe-
cific and everyday language and vice versa

K6 record the process and the results of experiments and of discussions in appropriate forms

K7 document and present the process and the results of their own work according to situation and
addressees

K8 argue correctly and logically in subject-specific terms

K9 support/defend their positions/viewpoints relating to chemical issues/facts and reflect objec-
tions self-critically

K10 plan, structure, reflect and present their work as a team” (KMK 2005, 12-13)
In first attempts to study empirically which types of text (or genres) are to be mastered produc-
tively by students of chemistry (end of grade 10), the following list came up:
Descriptions, Explanations, Protocols, Reports, Presentations, and Argumentations. All of
these include subject-specific language use, the transformation of everyday concepts/language
into scientific notions and forms of verbalisation, the mastery of graphs, numbers and other
symbolic means of representing meaning, working individually and in groups.
One has to add critically, however, that the analysis of German curricula also showed a clear
lack of co-ordination between the subjects and the individual curriculum writers, a lack of
theoretical orientation and no reflection about possible links between the communicative re-
quirement of the different subjects (except in the case of science education), and certainly no
expectations of transferability or measures for supporting it.
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3 The nature of subject-specific discourse competence

The learning of subject matter, the development of subject-specific knowledge like in physics, geography
or math cannot happen without this communicative base, without linguistic support and mediation: It
is only possible with the help of new and expended forms of reading comprehension, for example, and
new, but appropriate ways of “talking” and using the subject-specific expressions offered. Language
competence, therefore, is an integral part of subject competence — it is not an outside addition to it, it is
not a luxury, which we can renounce: it is a necessary component of subject competence and has to be
explicitly developed alongside with it. This is true for all subjects, across the whole curriculum, that’s
why we speak of Language Across the Curriculum (LAC) or even more appropriately of Communication
Across the Curriculum (CAC).

3.1 The complexity challenge

The language component in subject-specific contexts is always present, it is strong, it is obvious for those
who are already sensitised — as a matter of fact, without the adequate communication competencies a
student cannot really follow what is being taught, he or she cannot make full use of the curriculum, can-
not acquire subject knowledge in a substantial way nor communicate about it understandably: thus, he or
she will at best learn how to use prefabricated chunks of knowledge and expressions, unrelated to exist-
ing/prior knowledge, possibly become a good “parrot”, but will eventually fail. (examples from a physics
lesson and from a geography test, taken from my research, inserted here).

Language in subject-specific contexts is not limited to learning new concepts through new labels/words
or a whole new system of terminology which reflects the knowledge structures of a particular subject. /¢
goes far beyond that — it requires new ways of thinking within the framework of one particular subject or
a group of subjects (domain) and their specific approaches to studying and explaining reality or develop-
ing world views. It also requires new ways of communicating, of sharing a focus and values, of under-
standing and producing a variety of text types or genres, of engaging into specialised forms of discourse
which follow certain traditions, conventions and expectations.

In a way, learning a new subject is almost like learning a “new” language, except that we are seemingly
using the same code and build on experiences and competencies already developed through LS to some
extent, maybe even to a large extent, either parallel or in the years of education before (early childhood,
pre-school and primary education). This basis of already existing communicative competences is now
extended, revised and reorganised for use in more complex, more cognitively demanding, more context-
reduced learning environments and for more complex tasks. Some researchers like to talk about poten-
tially more “scientific” goals or at least more “pre-scientific” uses of language, but these are still very
different from the “scientific” practises of the respective discourse communities outside of school. So the
term “academic” (in the Anglo-Saxon sense) has been established, characterising the new purposes and
types of language needed — they are school-based, embedded into the traditions and practices of school,
yet clearly linked to a more formal register, making succinct, precise, cohesive and coherent use of the
linguistic repertoire at hand. Since academic language use is so different from everyday language, we
can almost talk about some basic form of “bilingualism” unfolding, one that is characterised by adding
new language varieties and discourse repertoires to the already existing ones within one and the same
language (mother tongue/language of schooling). In another context Vollmer 2006a) I have qualified this
development as leading to a first or inner type of plurilingualism (as opposed to the acquisition of a for-
eign language which will lead to an external type of plurilingualism). I am not sure in how far both types
are linked in the perception and behaviour of a learner or in how far they interact in reality. Normally, the
inner type of plurilingualism is totally underestimated in its different structures and demands, so that the
comparison with a “foreign” language might help raise awareness about the new complexities and the
mental requirements involved! Embarking on the long journey of becoming more and more discourse
competent in different subject areas is a gradual process and one which is not easy at all, with many pit-
falls, frustrations and even failures possible — nonetheless is it absolutely necessary for each learner to
master this challenge on their way towards “Bildung” and participation. Let us now look at some of the
features of this language variety more closely.
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3.2 Academic language use

Many features of academic language use in subject-specific contexts (as much as in LS) have already

been identified, although they are little known to subject teachers, at least they do not seem to be aware

of them as enormous challenges for many students, which they are.

In comparison to the language spoken at home and to so-called everyday language and even to the lan-

guage used in the classroom for exchange and didactic purposes, the rhetorical structures and stylistic

conventions required in academic language use differ dramatically from the “grammar” of interpersonal

talk and communication. In the formal context of schooling the norms are not any more those of orality,

but those of writing and the written language (in German we speak of “Schriftsprachlichkeit”) - even

when the mode is oral like in presentations or in focussed topic-based classroom interaction. This very

phenomenon has motivated a group of German educational scientists to qualify this specific type of

communication with the term “Bildungssprache” (cf. Gogolin 2006, for example), whereas the Council

of Europe and its experts continue to speak of the “language of schooling” or the “language(s) of educa-

tion” depending on the background of the learners (whether it is their first or second language, whether

they were acculturated/socialised in another language before, whether they are monolingual or bilingual

or even multilingual at the time of entering school). It is decisive what the language of instruction is

being used in school: that is the language in which every learner has to develop the respective academic

communication competencies we are dealing with here. Academic language use can be characterised as

follows:

—  The language is more specific, it is embedded into semantic fields and networks of concepts.

— It uses a more formal register and style (e.g. “reduce” instead of “becoming less™).

- It is more abstract or generalised in word choice: verbs, adverbs, collocations (a “curve increases
sharply” instead of “goes up strongly...”).

— It is more precise and succinct (e.g. “precipitation” instead of “rain’).

— It is more explicit and detailed (“from January till March the sales figures rise, whereas from April
until September they stay even — at a high level”).

— It is more cohesive (explicitly linking ideas, sentences and parts thereof).

— It is more rationally structured (concerning the logic of sequencing, arguing, evidencing).

— It is more coherent or goal-oriented in terms of the overall structuring of a discourse or text.

— It thus requires more planning, self-monitoring and other forms of user control (e.g. internal feed-
back).

— It leads to basic forms of pre-scientific discourse to which all learners are entitled and which are
fundamental prerequisites in order to learn efficiently, in order to survive school and in order to
become a social agent and participate inside and outside of school as a democratic citizen.?

— It comprises non-verbal or discontinuous types of representing meaning (like symbols, graphs,
numbers) and should thus be thought of as levels of communication systems (instead of lan-
guage systems in the narrow sense).

Of course, not all discourse in the subject areas in school nor in LS is academically oriented, based
on what Jim Cummins (cf. 2000, originally 1978) has called “Cognitive Academic Language Pro-
ficiency” (CALP), as opposed to “Basic Interpersonal Communication Skills” (BICS). A good part
of communication in school continues to be everyday classroom discourse, necessary for managing
the transactions of learning and the interactions between teachers and students. So we will also find
many elements of normal interpersonal communication in subject classes for which BICS is sufficient
- alongside with forms of academic language use. The actual challenge is the transformation of one
towards the other, in both directions.

3 This academic language use, as already indicated, is different from scientific discourse, yet they share many features, mainly the
assumption of clarity, precision, rationality, respect for certain rules/conventions and standardised forms of expression and communi-
cation.
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4 Requirements of School Language in different subjects - Activity areas, discourse functions,
school-based text types and linguistic repertoires

In order to describe what exactly this academic language or school language is used for in the dif-
ferent subject areas and across subjects, we have to develop an empirical basis for answering this
question as much as we have to develop a tentative model into which all the relevant dimensions and
aspects in this context could be integrated.

It is the nature of communication that it is used for “something”, for a purpose, that is it used as a
tool. Communication is thus a tool acquiring and analysing knowledge, and in doing so proceed in a
systematic way, for integrating new pieces of knowledge into already existing knowledge structures
or adding to the structures either by expanding them or by reconstructing them. In these (subject- and
topic-oriented) processes comprehension and production of content or meaning takes place. This
has to be actively constructed by the students themselves, if it is to be really acquired and freely and
autonomously used in the future. At the same time, learners need language when they want to reflect
about their learning, about the ways (methods/procedures) in which they gain(ed) knowledge, about
possible alternatives and ways to improve their procedural skills. Communication is also a tool for
interaction with others, for bringing one’s own perceptions or findings across to others, for commu-
nicating and negotiating insight(s), for transporting a message, for influencing or convincing others
(e.g. by way of argumentation).

Generally speaking, subject-based communication is driven by content, by purpose, by the functions
to be fulfilled, e.g. by wanting to reach a specific understanding, by using a more or less defined for-
mat (e.g. text type), by reaching a specific audience or addressee and last, but not least it is driven by
the rules and conventions of the type of “talk”, text or genre produced, because they are shared by the
communication partner(s) and thus ensure comprehension and understanding.

4.1 Provisional Model for relating elements of school language to one another

Based on the above analysis, a group of German scholars identified five areas of school-based peda-
gogical activities which are similar in all subjects and which imply, even require a number of cogni-
tive-linguistic strategies and competencies in order to be performed successfully. These areas and the
abilities needed in them are the following ones (cf. Arnold et al., in progress):

1. Abilities to participate successfully in school- and subject-based interaction and communication.
2. Abilities to retrieve, gain or infer information.

3. Abilities to structure, adapt or extend knowledge.

4. Abilities to present, support and negotiate results/new knowledge.

5. Abilities to reflect about learning (product and process) and to improve/optimise both.

In trying to describe these general competencies, first globally and then in more detail all the way
down to the (observable) performance level, we found that those descriptors of communicative
competence in the areas identified constitute relationships between certain generalised cognitive-lin-
guistic activities (which we call discourse functions) and certain types of texts, materials, symbolic
systems, media etc. which are typical for the work in school and for school learning (like key words,
a summary, a report, €.g. about an experiment, a graph, an analysis (e.g. of a historical source), an
evaluation (e.g. of a critical incident or an ethical issue), a group discussion, either in small groups
or in the whole classroom).* Accordingly, we identified six central discourse functions NAMING,
DESCRIBING, EXPLAINING, ARGUING, EVALUATING and NEGOTIATING) which play a
dominant role in almost all non-linguistic subjects, with a great number of sub-functions which can-
not easily be mapped in a one-to-one relationship unto the central functions, however; they are more
or less available for the analysis and construction of multi-functional texts or genres which rarely
serve one function only.

4 We chose the term “text type” rather than “genre”, because in school we normally deal with materials of a mixed nature, with
specific uses for the didactic purposes defined. The term tex? type is not restricted to verbal texts, however, but includes all types and
levels of communication in subject-specific contexts as well as all types of interactive and reflexive discourse including meta-com-
munication.
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As indicated before, the language activities within subject learning in school relate to processing a
large number of verbal texts, but also many non-verbal sources of information and symbolic repre-
sentations and often texts with mixed modes (multi-modalities). In addition, there is a need for con-
stant translation from one socio-semiotic system into the other as much as from everyday language
into academic (or “pre-scientific”’) language use and vice versa. Therefore, we should rather speak of
communicative or even better of semiotic requirements and not just of linguistic ones. This is true, for
example, in history (including communication about historical monuments or political cartoons), in
the sciences (including the use of graphs, cross-sectional diagrams or electronic imagery/modelling)
or in mathematics (with its system of abstract symbols and their dynamic interaction with everyday
situations and meanings).

All of these functions and materials/text types are linked and materialised linguistically/ semioti-
cally by a series of lexical, structural, textual or semiotic means, by speech acts and acts of uttering/
assigning meaning through non-verbal forms of communication. So the inter-relationship between
all of these levels and factors involved led us to the formulation of a tentative model distinguishing
four different dimensions:

Dimension 1. Cognitive-pedagogical activities in school learning

Dimension 2. Basic discourse functions involved

Dimension 3. Comprehension + production of typical text types

Dimension 4. Linguistic/communicative means of realisation (toolboxes available).

Dimension 1 is seen as the super-ordinate level, integrating the other three dimensions, specifying
and making use of their elements and relating them to one another as needed. And within that dimen-
sion 1, we believe the first area to be the overriding one, relevant for all activities in school, be they
subject-based or not, also characterising school communication as an institutionalised practise with
its own norms and traditions Arnold et al., in progress). We dare to come up here with this suggested
model, because we believe that there are many elements for a possible framework of describing the
language of schooling identified and phrased in such a pragmatic way that they could also be used
for curriculum planning and for evaluation purposes, either within the classroom itself, including
portfolio approaches, or externally. This paper is not an official document (it is not authorised by the
Council of Europe as yet), but it is the draft version of a provisional product by a group of five experts
who are concerned about the language requirements in subject-specific contexts and across the whole
curriculum. As a next step, the group will be enlarged, comprising experts from all German-speaking
countries, so as to further validate our approach, the model and the descriptors themselves).’

4.2 Relevance of the communicative dimensions in subject learning

So the communicative dimensions in subject learning are absolutely central for acquiring the knowl-
edge structures of a subject, the concepts and how they network, the models behind them and the
ways they have been developed over time as a dynamic, sometimes controversial process. But they
are also central for understanding the “big issues” of a subject or domain and their impact on one’s
personal life and that of society as a whole. The language to accompany these cognitive processes
and “carry” out these mental, sometimes even physical activities (like setting up an experiment or
reconstructing it) allows us to name them, to understand them, to interconnect them, to exchange
about them. Communication is equally important for reflecting about a subject, its approaches and
limitations, its unsettled issues, its relevance and applications (in terms of use and misuse) in different
technical, social or political contexts.

5 Supporting the development of communication competencies in subject-specific contexts

What follows from our discourse on language across the curriculum so far, is the question whether or
not the subject teacher should also be responsible for language “teaching”, in addition to his/her ma-
jor responsibility for the content and its learning? The answer to that question is clearly NO, but he or

5 Our model needs to be discussed in much more detail and validated by others, before it can possibly be agreed upon. Another
model on the basis of History exists (Beacco 2007) which could also easily be generalised for all subjects.
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she should become aware of and sensitive to the challenges and implications of the realities in terms
of the implicit and important role of language and communication in subject learning. AND he or she
should be open and ready to learn more about it and become supportive of the respective struggles of
the students to make most of their subject-based education. And that already would be an important
step towards supporting language education.

One dramatic finding of empirical research in this area is the following one: Discourse competen-
cies in LAC hardly develop all by themselves, not automatically, at least not for the majority of
learners. They have to be specifically identified, named and focused upon through conscious didac-
tic effort and support measures (“’scaffolding”), in close connection with subject teaching, however!
Learners have to be specifically initiated into academic language use and the new discourse types
and varieties, and they need many opportunities to practice them (with all kinds of self-repair, re-
writing exercises and room for editing their utterances or products). They have to be given many
opportunities in articulating the meanings they have understood or they are struggling with. This
requires frequent change between different forms of representation (from verbal to non-verbal and
back, embedding the content into different materials and text types, among other things).

In my own attempt to identify more concretely what a subject teacher who is not trained as a language
teacher, might do (or learn to do) nevertheless in order to meet the children where they are and help
them respond positively to the demands of the language of schooling, I came up with the following,
provisional list of necessary support systems for supporting the development of subject-specific com-
prehension and production (see Vollmer 2008):

1. Word level (Subject-specific terms, expressions)
Semantic/syntactic embedding or contextualisation
Structuring: Linking ideas and sentences (cohesion)
Reading Comprehension: Exploiting verbal texts
Comprehending/Producing info in non-verbal texts
Handling combinations of text+non-verbal images
Talking ,,subject: Occasions for extended speech

8. Writing: Diff. frames, text types/genres, adressees.
There is no time and space here to go into more detail, but fortunately there is a growing awareness in
Europe to address these issues and come up with interesting practical suggestions, even within sub-
ject-specific “didactics”, the theory and practice of learning and teaching subject matter in the school,
in the classroom. And this slowly spills over into teacher education.

A

Once learners have been given a knowledge base about all of these more or less implicit communi-
cative expectations and once they have developed the basic rhetorical skills and forms of expression
to respond to them, they will be able to follow the subject-specific teaching with more understand-
ing and success. It is this kind of security that every learner is entitled to. Otherwise, many of the
communicative deficiencies will not be overcome which we identified above (see Vollmer 2006b,
2007b, 2008).

This is a new, a challenging, but equally necessary path for many didactitians and teacher trainers at
college or university level, for the majority subject teachers at schools (although they probably al-
ways knew about the importance of language, but had no time to turn to it during their lessons) as well
as for their learners. It is a necessary path, because we cannot afford to leave any learner behind. And
this is particularly true for the many groups of “vulnerable learners” who are increasing in number,
for those who come from educational backgrounds with less communicative support and stimulation
(with fewer so-called “literacy events”) and many of those with a migration background (at least this
is the case in Germany). They are having particular difficulties with developing academic language
behaviour (especially when it is their second or third language); so accordingly, they need special
attention and specific provisions for supporting them. Again, there is no time and space here to talk
about the specifics of their difficulties and needs, but that will have to be done and settled in each and
every one of the member states of the Council of Europe
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6 Relationship between different subjects: their role and contributions for developing commu-
nicative competencies within the framework of schooling

Another basic insight from our empirical studies so far was that the majority of communicative require-
ments in the non-linguistic subjects are not very subject-specific, but are also in demand in many other
subjects, as a matter of fact often across the curriculum. Nevertheless, there seem to be unique require-
ments in individual subjects as much as those which are shared by a number of neighbouring subjects,
so-called “domains”. These will have to be identified within each educational system, based on their
own traditions and cultural embeddings. But there is a fair chance that even between different countries
(systems, cultures) there is a stock of competencies which can be characterised as more or less universal,
at least as overriding and shared by almost all subjects. These are in the process of becoming identified
and discussed within the larger European framework — with some reservation, however, as to the dif-
ficulties of translating the specifics of language into a /ingua franca or finding translation equivalents
even between two neighbouring countries and language systems.

Nevertheless, this is where the link between the language as a subject (LS) and the use of a language
for instruction in all the other subjects (but LS) has to be topicalised once more: Is there a specific role
and responsibility for LS (and also for Mathematics) to provide a reliable basis in terms of the com-
municative competencies already acquired and more or less mastered through their teaching, a base on
which the other subjects can build? The relationship between discourse competences in L1/LS and the
discourse competences in all the different non-linguistic subjects (LAC) is above all one of expanding
and transforming the lexical, structural and textual tools, the basic comprehension and production skills
already developed parallel or even earlier in LS. It is also one of expanding the thematic patterns, but
above all the rhetorical skills and structures needed for relevant, authentic subject-based discourse. This
in turn leads to a remarkable shift towards message-orientation in learning, or more precisely to a more
explicit, stronger integration of content, thinking and communication skills (focus on the basic discourse
functions and the specific text types in individual subjects or across the curriculum, see the discussion
above). On the other hand, L1/LS itself, as it progresses, includes forms of literary analysis and appreci-
ation which can be considered as equally “subject-specific” as any topic or approach in a non-linguistic
subject area. In that sense, the borderlines between the communicative demands of LS and LAC may
shrink over time and may prove to be only analytically valid. And certainly in the minds of the learners
themselves they may be experienced as a whole, as an indivisible competence area, which is only artifi-
cially subdivided by the traditions of the school organisation!

According to my perception, the links are strong and have to be formulated in detail. Here is one
suggestion in which I distinguish four types or levels of competencies: from subject-specific (1) via
domain-specific (2) to communicative competencies across subjects (3) to those which are non-com-
municative in nature (4), like work attitudes and management skills. If we accept this differentiation,
what follows from it, is a distinction of three types of subjects, namely

Individual subjects

Contributing subjects (e.g. to domain-specific competences)

Leading subjects, with a ,relais* function: LS/L1, Maths, IT...(this, however, does not mean that all
other subjects are less responsible for language education).

One could argue about this distinction, especially about the prominent and indispensible role of LS as
a “leading subject”, and find out about its validity across national borders and look into the curricular
consequences to be drawn from it. Certainly, issues of contributions and transferability have to be
settled first, in theoretical as much as in practical terms. Can transfer really happen or could we make
it happen, e.g. with the help of a new common framework of reference, and what does it look like in
concrete terms? This in turn requires intensified talks and co-operation among teachers of different
subjects and to considerations of a whole school language policy. Yet, there are certain obstacles against
developing such an integrated curriculum for language education at school, which cannot be overlooked
nor underestimated from the start. They basically have to do with the organisational structures of our
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school today, namely with a strong subject- or discipline orientation (or ”mindedness”), at least on the sec-
ondary level, and thus with the lack of responsibility for a cross-curricular approach. And this is not easy
to change, as we all know (cf. Vollmer 2007a). But without our sustained efforts to link the subjects and
subject learning better, whenever possible, we do not serve our young generation well, because we do not
make good use of their time and capacities nor equip them with the necessary tools for more efficient ways
of learning. We would not offer them what they are entitled to: integrated personal development, profes-
sional success in the 21th century, largely based on their communicative competencies, and preparation for
social participation enabling them to tackle and maybe solve some of the pending issues in our societies
and in Europe as a whole, if not globally.

7 Summary and perspectives

In summing up, we can say that the main didactic uses of communication across the subjects are fourfold:
we need it for “talking subject”, for “learning and (re-)constructing subject”, for “talking about a subject”,
and for “engaging in and reflecting about the social uses of subject-based knowledge” (applying what we
have learned in or from a subject). The latter implies being able to follow the socio-scientific issues like
gene manipulation, massive influences through the media or radiation in our life and develop a rational
stance towards them.

As we have said earlier, LAC means to acquire new and appropriate discourse varieties within each subject
or within a domain (when several subjects are considered similar in structure and socio-cognitive perspec-
tives, like the natural sciences) or across the curriculum as a whole. In order to specify these possible links
and make them happen for the learner, we need exactly a larger framework and systematic approaches for
categorising and describing communication on all levels. This is under way at the moment (see above).
Without successfully acquiring the classroom-based academic language, which is so characteristic, yet
partly hidden as an agenda in schools, students will be deprived from fully developing adequate knowl-
edge, from becoming competent users of subject-specific knowledge and skills, from participating into the
knowledge society and from developing as democratic citizens who make use of their knowledge critically
in private, in professional and in social contexts. Some students (especially the ones with a supportive
family background) acquire the expected communication behaviours anyhow (without explicit support or
having been taught formally), others do NOT (mainly the vulnerable groups of learners mentioned before).
Without a sufficient level of communicative competencies in LAC any student would be severely disad-
vantaged, left behind or even left out in the long run. Success in subject-specific communication matters
enormously, for each and every one!
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Pirjo Sinko
Three roles of Finnish Language in Finnish Education

Abstract

This presentation focuses on the three (or in fact 5) different syllabi of the Finnish language which
all have a specific role in the Finnish education system: (1) Finnish as a mother tongue for native
Finnish-speaking Finns, (2) Finnish as a second language for immigrant pupils, and (3) Finnish as
a second national language for Swedish-speaking Finns (3 different levels). Their target groups are
different and their fundamental tasks, objectives, core contents and skill levels differ from each other.
All these different Finnish syllabi are necessary and important in Finland, which is an officially bilin-
gual country as Finland, and could serve as a model in the world where the amount of immigrant pu-
pils is increasing rapidly. To learn the language of a new home country and at the same time develop
learner’s own native language is a challenge not only for Finnish school but equally so in numerous
countries around the world. Bilingualism is a goal for all the immigrant pupils and for most of Swed-
ish-speaking Finnish language learners.

Learners of the syllabi Finnish as mother tongue and Finnish as a second national language, are mono-
lingual. The language proficiency levels for all these different Finnish language syllabi are described
according to the European language proficiency scale in the basic education and upper secondary core
curriculum. There are respective tests included in our national matriculation examination (matura) for
all these 5 studied levels of Finnish language in order to measure the skills and knowledge students
have acquired during upper the secondary school.

Povzetek

Tri vloge finskega jezika v finskem izobraZevanju

Predstavitev je osredotocena na tri razli¢ne u¢ne nacrte (oz. dejansko na 5) za pouk fin§¢ine in vsak
ima specificno vlogo v finskem izobrazevalnem sistemu: (1) fin§¢ina kot materni jezik za finsko go-
vorece Fince, (2) fin§¢ina kot drugi jezik za u€ence priseljence in (3) fins¢ina kot drugi uradni jezik
za za Svedsko govorece Fince (trije ravni pouevanja fins¢ine). Ciljne skupine so razlicne, zato se
razlikujejo tudi nacrtovane naloge, cilji, vsebine in ravni doseZene sporazumevalne zmoznosti v fin-
$¢ini. Vsi ti uéni nacrti za pouk fins¢ine so potrebni in zelo pomembni. Finska je uradno dvojezi¢na
drzava in lahko predstavlja model za tiste drZzave v svetu, v katerih Stevilo priseljencev hitro narasca.
Ucenje jezika nove domovine in hkrati razvijanje sporazumevalne zmoZznosti u¢enca priseljenca v
maternem jeziku je izziv ne le za finski Solski sistem, ampak tudi za izobraZevalne sisteme Stevilnih
drugih drzav po svetu. Dvojezi¢nost je cilj za vse uCence imigrante in za Svedsko govorece ucence
finskega jezika. Ucenci fin§€ine kot maternega jezika in fins€ine kot drugega jezika so v izhodiscu
monolingvalni.

Dosezki ravni jezikovnih zmoznosti za vse te ucne nacrte za finS¢ino so dogovorjeni in opisani po
evropski lestvici znanja za preverjanje jezikovnih zmoznosti v osnovnem in srednjeSolskem kurikulu.
Obstajajo testi za preverjanje znanja na petih ravneh poucevanja fin§¢ine in so del nacionalnih izpitov
(matura) na Finskem. Na ta nacin se preverja znanje jezika, ki so ga dijaki osvojili v srednjeSolskem
izobrazevanju.

Background: The language situation of Finland

Finland is officially a bilingual country. Our two national languages are Finnish and Swedish. Finnish
language is a mother tongue of a vast majority of the population of 5 million habitants. The Swedish
minority is 6 % of the population, about 300,000 persons. Although the Swedish speaking population
is quite small it has its own school net, teacher education, educational administration etc. All citizens
are entitled to education, administrative services and legal rights using either of the official languages.
There is more over a small fraction of indigenous Sami people, who have more limited language
rights. Moreover there are increasing numbers of immigrants.
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It is obligatory to every Finnish pupil to study in addition to their mother tongue the other official
language. To become a civil servant a candidate must prove his/her proficiency in the other domestic
official language besides his/her native one, i.e. Finnish is an obligatory language at school for Swed-
ish speaking children and Swedish language for Finnish speaking. Every pupil in comprehensive
school and after that in upper secondary and vocational education has to study Finnish / Swedish as
a second national language.

Linguistically Finnish and Swedish languages are not related to each other. Swedish is an Indo-Eu-
ropean and Germanic language (related to e.g. Danish, Dutch and German). The Finnish language
belongs to the Finnish-Ugrian language group (together with e.g. Estonian, Hungarian and Sami
languages). Because these two national languages are grammatically and vocabulary-wise quite dis-
tant to each other, to learn the second domestic language is experienced by vast majority of students,
particularly to Finnish-speaking one, similar to learning of a foreign language. The experience is
somewhat different to Swedish-speaking students, for many of them come from bilingual families,
unlike Finnish speakers who seldom are bilingual). Every Finnish child has to study in addition to this
second domestic language, another foreign language at school. English is the most popular foreign
language — about 95 % of pupils start with it, often time they start first with English and add later
Swedish or Finnish respectively in their study programme.

We also have to tiny indigenous or traditional language/ethnic groups in our country: Sami and Ro-
man population. The Sami language (in fact in Finland we have three different Sami language frac-
tions) is nowadays not in jeopardy but the Romany language is in big difficulties. Roman children
are very seldom any more learning their mother tongue Romany at home. For these two language
minority groups the Finnish language is often the strongest language, Sami pupils are often bilingual
(Sami and Finnish). At school it is possible to learn Sami and Romany as a mother tongue in parallel
to the Finnish language as mother tongue.

Finland has been quite homogenous society for a long time but the situation is changing now. The
number of immigrants is rapidly increasing. The immigrant population is concentrated in bigger cities
and in the South of Finland. The share of immigrants is at present 2.5 % of the population. It means
nearly 20.000 migrant pupils in the comprehensive school. Nowadays some 150 languages are spo-
ken in Finland and at school we are teaching 50 languages as a mother tongue (native language) for
immigrant pupils. Most often these pupils study Finnish as a second language. The biggest language
groups according to the 2006 statistics are Russian, Somali, Albanian, Arabic, Vietnamese, Kurdish,
Farsi, Estonian (in this order).

Table 1 below shows the complexity of different mother tongue syllabi in the national Finnish core
curriculum connecting them with the studies in the second national language and the second language
(for immigrant pupils).
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PUPIL’S MOTHER SYLLABUS FOR MOTHER SECOND NATIONAL

TONGUE TONGUE AND LITERATURE LANGUAGE
CORE CURRICULUM ;%II?II){QEELY ggﬁﬁl CULUM OPTIONAL
Finnish Finnish as the mother tongue - Swedish
Swedish Swedish as the mother tongue - Finnish
Sami Sami as the mother tongue and Finnish ) Swedish

for Sami-speakers

Finnish or Swedish Swedish or

Roman Romany S
y as the mother tongue Y Finnish

Sign language as the mother
Sign language tongue and Finnish or Swedish
for sign language users

Swedish or
Finnish

Other mother tongue and Finnish Swedish or

Other or Swedish as a second language Finnish

Finnish or Swedish as a second Mother tongue
Other language and Finnish or Swedish of immigrant
as the mother tongue pupil

Swedish or
Finnish

This somewhat complicated table shows nevertheless that the Finnish core curriculum specifies a
substantial number of syllabi for the subject of Mother tongue and literature. These are Finnish, Swed-
ish, Sami, Romany, and Sign language as the mother tongues (Finnish and Swedish), other mother
tongues, Finnish and Swedish as second languages, Finnish for Sami pupils, and Finnish and Swedish
for users of sign language.

In mother tongue and literature, and in the second national language, the pupil follows the syllabi
mentioned in the following table, as offered by the education provider and as the pupil’s parent or
other guardian chooses. In the table, Pupil s mother tongue refers to the school’s language of instruc-
tion (Finnish, Swedish or Sami) or another language as stated by the parent or other guardian. (Na-
tional Core Curriculum for Basic Education 2004)

Immigrant pupils’ native language is taught when it is possible. The minimum number of pupils is
four in the group. The weekly amount of lesson hours is now 2.5 a week (the state funding to munici-
palities is given for that amount). In Finland it is understood that a solid bottom to learn the language
of a new country is to have a command of one’s own native language. That is why we believe it is
very important to teach it at school to develop the native language skill, which is often the language
of thinking (mental language) and the language of feelings. Attitudes are positive, but of course we
have all those well known difficulties to offer these lessons: lack of trained teachers, lack of learning
materials and literature, lessons hours are late in the afternoon after other lessons, teachers are peripa-
tetic and many municipalities are complaining that organising instruction is too expensive.

Three different Finnish language syllabi in the Finnish Education

1. Finnish language as the mother tongue (language of schooling, Language I)
Finnish language is taught as a mother tongue for the vast majority of the age group. The name of the
school subject is after the renovation mother tongue and literature. The number of lesson hours is
smaller than in most other European countries. The number is decreasing gradually when proceeding
from the 1° grade' until the 9: 7 (1% grade), 7 (2™ grade), 5 (3rd grade), 5 (4™ grade), 4 (5" grade),

1 Children start school at the age of seven.
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4 (6™ grade), 4 (7™ grade), 3 (8™ grade) and 3 (9™ grade). Local variations are allowed, because the
municipality is free to decide the allocation between grades but it has to amount up to the given mini-
mum total of 14 (1 -2" grade) + 14 (3™ — 5" grade) + 14 (6™ — 9" grade) = 42 lesson hours during
the 9 school years. The class teacher instructs normally for the first six years and the subject teacher
normally takes over from the 7™ grade on, eventually by the time when the number of lesson hours is
decisively lower.

The curriculum is structured in three phases with their own objectives and core contents. The phases
are years 1-2, years 3—5 and years 6—9. The national core curriculum includes the descriptions of
good performance (credit 8) after the second and fifth school year. For the ninth year there are final-
assessment criteria for the credit 8 (good) on the scale from 4 (failed) to 10 (outstanding).

In the upper secondary school there are 6 obligatory courses for Mother tongue and literature (it
means 2 weekly lesson hours during 3 years in average) but a student may choose additional courses
if he/she is motivated and interested enough. The average number of courses studied is 7. Mother
tongue is the only obligatory subject in the Finnish matriculation examination in the end of the upper
secondary school (12" grade). The minimum of examination subjects is 4 for a single student. There
are defined the overall objective of instruction of mother tongue and literature, and specific goals and
contents for each obligatory course and three specialization courses.

2. Finnish language as a second language for immigrant pupils

Finnish as a second language for immigrant pupils or pupils who have an immigrant background is
the most recently introduced syllabus in the subject Finnish language and literature in our education
system. It was designed first time for the previous national core curriculum 1994. According to the
current syllabus pupils whose native language is not Finnish, Swedish or Sami receive instruction in
Finnish as a second language either entirely or partially in place of the syllabus for mother tongue
and literature when Finnish is the mother tongue. The baseline of the syllabus for Finnish as a second
language is the second-language learners’ learning situation: the pupils acquire Finnish in a Finnish-
speaking environment and gradually develop diversified proficiency in Finnish in addition to their
own mother tongue skills. There are at the moment more than 150 different native languages spoken
by migrant pupils and one out of three of them are taught in Finnish schools as an immigrant’s native
language.

The instruction must take into account the fact that in-depth learning of a new language requires sev-
eral years. Attention is to be given to the fact that the pupil’s command of his or her native language,
and the structural disparities and cultural distance between that language and Finnish, can affect how
much time is needed in achieving the objectives. And because the Finnish language is not linguisti-
cally near to hardly any of those most frequently spoken native languages among our immigrant
pupils it adds difficulty to learning the language of schooling.

There are no descriptions of good performance for the Finnish as the second language during the com-
prehensive school years, because the baseline for this instruction is the pupil’s skill in Finnish, not
the grade in which he or she is studying. In setting objectives and choosing contents, consideration is
given to the pupil’s overall situation, including his or her age, language proficiency, educational and
experiential background. In the end of comprehensive school the level of the language performance
is set according to the European language proficiency scale (framework).

The more pupils and families with immigrant background are communicating with natives the better
they learn Finnish and conversely: if a child has contact with Finnish language only at school his/her
possibilities to learn Finnish remain limited. The non- and informal learning are important. The in-
structional methods have to be selected so that the pupils get ample opportunities to assimilate learn-
ing strategies that allow them to make active use of the linguistic and cultural material they encounter
at school and elsewhere. The instruction takes advantage of the fact that the pupils live in the midst of
the language community; more over it exploits the communication situations offered by the environ-
ment and the pupils’ experiences with and observations of those situations.
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The extent of the instruction is decided upon in the curriculum. The instruction’s number of weekly
lessons per year corresponds to that for instruction in Finnish when it is the mother tongue. The prin-
ciple is the same in the comprehensive school as in the upper secondary school.

Teachers are in cities mostly trained Finnish mother tongue teachers who have had additional studies
in specialising in the second language instruction through in-service training or nowadays already in
the initial teacher education in the university.

The syllabus for Finnish as the second language differs in terms of objectives and contents from the
syllabus for Finnish as the mother tongue.

3. Finnish language as a second national language for Swedish-speaking Finns

in Swedish-speaking schools

Finland as an officially bilingual country allows its citizens to study both languages aiming at acquir-
ing at least basic functional skills of the second national language. For Swedish-speaking Finns the
command of the language of the majority is of course critical and in many cases they are learning it
also in natural and informal way, in daily language immersion. Many of our Swedish-speakers are
bilingual and particularly their oral skills are nearly on the level of native Finnish-speakers. Because
for Swedish-speaking Finns Finnish is not a language of schooling their written skills are not on as
high level as oral skills in which they have got more practice in everyday life.

There are, however, islands (especially Aland archipelago) and other remote cost areas which are
quite monolingual Swedish-speaking areas. Children in those areas get their first contact with Finn-
ish language not until they enter school. (The situation is similar with Finnish speaking Finns who are
mainly monolingual and start to learn Swedish as late as at school on the 7™ grade.)

In fact, we have three different levels of Finnish as a second national language for native Swedish-
speakers.” First we have Finnish language as an A-language which means that it starts most commonly
on the 3" grade in the comprehensive school. This syllabus is most common and mostly for those kids
who live in a Finnish-speaking area, who have Finnish-speaking friends, neighbours, relatives, who
are watching Finnish channels on television and who are able to understand Finnish enough to cope in
everyday situations. Many of them are functionally bilingual but not so bilingual as to be able to partici-
pate in instruction conforming to a native-level syllabus. Those pupils who choose some other language
(mostly English) in the third year and begin their Finnish-language studies as an optional language
somewhat later on, also receive Finnish-language instruction in accordance with the A-syllabus.
Secondly we have Swedish-speaking children who are monolingual and who do not know Finnish be-
fore studying it in school. They have not begun to study Finnish as the A-language on the third, fourth,
fifth or sixth grade but start it later as the B-language. They may live in areas where there is a Swed-
ish-speaking majority (there are quite few such monolingual communities left). These pupils start their
Finnish studies later, on the 7™ grade in the comprehensive school. (Finnish-speaking pupils are starting
their Swedish language studies as a second national language at the same time.)

Then we have a rarely chosen syllabus of native-level Finnish which is planned for bilingual pupils. An
opportunity to teach these skilful pupils as an own group is argued in an interesting and indirect way:
the main argument is that it helps to organize the instruction of the other more populous monolingual
Swedish-speaking pupils more precisely and assess them better.

The number of weekly lesson hours of Finnish as B-language is 2 hours per week during three compre-
hensive school years, grades 7 — 9. Finnish as an A-level language is taught 2.5 times more and longer.
In the upper secondary school there are 6 obligatory courses for Finnish when studied as A-language and
5 courses when studied as B-language (the same or almost same amount than for the subjects Finnish as
Mother tongue and Finnish as a second language).

Teachers of Finnish language in the Swedish-speaking schools are mainly bilingual but their first lan-
guage/mother tongue is Swedish.

2 To be precise we have five different syllabi for Finnish language in the national core curriculum, but the most rare ones (Finnish
for Sami speakers and Finnish for Finnish sign language users) but they are not dealt in this article.
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Fundamental task and main objectives of three different Finnish language syllabi

The fundamental task (rationale) and objectives of the different Finnish language syllabi vary accord-
ing to the target group. In this chapter they are scrutinized in comparison. They are first quoted as per
National Core Curriculum for Basic Education 2004. Then there is a short comparative synthesis.

1. Fundamental task of the school subject Finnish as the mother tongue

“The fundamental task of instruction in Mother tongue and literature is to spark the pupil’s interest in
language, literature, and interaction. The instruction must be based on a community-oriented view of
language: community membership and an involvement in knowledge begin when one learns to use
language as the community does. The instruction must also be founded on the pupil’s linguistic and
cultural skills and experience, and must offer opportunities for diversified communication, reading,
and writing, through which the pupil builds his or her identity and self-esteem. The objective is that
the pupil becomes an active and ethically responsible communicator and reader who gets involved in
culture and participates in and influences society.

In instruction in mother tongue and literature, the pupils learn concepts with which to approach the
world and their own thoughts in linguistic terms; they acquire not simply means of analysing reality
but also possibilities to break loose from reality, to construct new worlds and connect things to new
contexts.

Mother tongue and literature is an informational, artistic and skill subject that acquires its content
from linguistics, the study of literature, and the communication sciences. The subject’s foundation is
a broad conception of text: texts are spoken and written, imaginative and factual, verbal, figurative,
vocal, and graphic - or combinations of these text types. The instruction must take into account that
the pupil’s mother tongue is the basis of learning: for the pupil, language is both an object and tool of
learning. The task of instruction in mother tongue and literature is to develop language-based study
and interaction skills systematically.

The learning of a mother tongue covers the areas and tasks of language broadly. The instruction
must develop interaction skills and a knowledge of language and literature in new and increasingly
demanding language-usage and communication situations.” (National Core Curriculum for Basic
Education 2004)

2. The fundamental task and objective of Finnish as a second language for immigrant pupils

“The main objectives of instruction in Finnish as a second language are that the pupils achieve the
highest possible Finnish-language proficiency in all language skill areas by the end of their basic
education, be able to study all the basic education subjects fully, and have the chance to continue their
studies after basic education. In the instruction, an effort is made to guide the pupil towards lifelong
learning so that he or she can gradually achieve a Finnish-language proficiency comparable to that of
native speakers, and thus gain equal opportunities to function and exert influence in Finnish society.
Together with instruction in his or her own native language, instruction in Finnish as a second lan-
guage strengthens the pupil’s cultural identity and builds a foundation for functional bilingualism.
For those learning it as a second language, Finnish is both an object and means of learning throughout
their schooling. The pupils learn Finnish in every subject, and the teaching of Finnish as a second
language assumes joint planning and cooperation among the teachers. The task of the syllabus for
Finnish as a second language is to develop the pupils’ proficiency in the language systematically; the
instruction also takes into account the contents, basic concepts, and vocabulary of other subjects.
The instruction emphasizes communicativeness: vocabulary-building and practising the structures of
the language are intertwined with the development of the various areas of language proficiency, and
with increasing the learner’s cultural knowledge.” (National Core Curriculum, 2004)
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3. Fundamental task and main objectives of Finnish as a second national language for Swedish-
speaking pupils in Swedish-speaking schools
Finnish as the A-language

“In the basic education, in Swedish schools in Finland, the foremost goal of instruction in Finnish
is to give monolingual Swedish-speaking pupils knowledge and skills in the country’s majority lan-
guage, so as both to allow them to get along satisfactorily in everyday language situations, oral as
well as written, and to encourage them to partake of entertainment, topical commentary, and informa-
tion offered by the mass media in Finnish, too. Some knowledge of Finnish culture and literature and
a basic knowledge of the structure, task, and linguistic variation of the language constitute part of the
studies in the subject.” (National Core Curriculum, 2004)

Finnish as the B-language

“The primary objective of the syllabus is that the pupils learn to understand Finnish in everyday
situations at least “passably” and also venture to express themselves in those situations. At the same
time, a foundation is created for further studies in the Finnish language, and knowledge is imparted
respecting Finnish manners and culture. Further instruction based on this syllabus is also offered in
upper secondary schools and vocational upper secondary education and training. “(National Core
Curriculum, 2004)

Native-level Finnish

“The purpose of the syllabus for native-level Swedish is to give bilingual pupils in Swedish com-
prehensive schools in Finland the chance to improve and deepen the practical skills in Swedish that
they have acquired at home or in their immediate environment. It is also the aim of the syllabus to
make those pupils aware of their bilingualism and cultural heritage and to strengthen that identity.”
(National Core Curriculum, 2004)

Comparison

The syllabi of Finnish as the mother tongue and Finnish as a second language emphasize the role and
goal of the subject to educate pupils to become active members of society. It is also important that the
pupils are achieving the readiness for lifelong learning and are willing and able to continue their stud-
ies after the basic education. These both subjects are build on the assumption that Finnish language is
for pupils the basis of learning, the Finnish language is both an object and tool of learning. These both
Finnish syllabi and also Finnish as a second national language (A-language and native-level) have a
task to build pupils’ identity and integrate them in the Finnish culture. The aesthetic element of the
subject is strongest in the syllabus of Finnish as a mother tongue.

Finnish as a second language and Finnish as a second national language, its A-syllabus and native lev-
el syllabus have a clear goal to educate a functionally bilingual citizen. Learners of the syllabi Finnish
as mother tongue and Finnish as a second national language (B-level) do not aim at bilinguality.

Comparisons of the core content of the three different Finnish syllabi

The syllabus of Finnish on mother tongue level in the comprehensive school consists of five major
content areas:

— interaction skills

— text comprehension

— preparing composition and spoken presentation

— information management skills

— relationship with language, literature and other culture

The syllabus of Finnish language as the second language consists of six content areas on the grades
1-9:
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— situations and subject areas about which the pupils are able to communicate

0 private life, family, friends; seasons, times of day, weather, home and school, lessons, school-
mates, teachers and other personnel; eating and cleanliness, the human body and clothing; public
facilities and services such as shops, transport, health care; city and countryside; nature; leisure time;
culture; sport; tourism; the media

— structures and knowledge of language

— reading and writing

- narrative tradition, literature and media education

— spoken communication and interaction skills

— language study skills

The syllabus for Finnish as a second national language for Swedish-speaking pupils consists of two
major content areas:

— subject areas, situations and tasks

0 The mentioned subject areas for the grades 7 — 9 are such as leisure time, tourism, nature, liv-
ing environment, commerce and services, work and technology, consumption, dating, health; com-
munication and society; different forms of language; Finnish literature and culture; practical tasks of
language

— structure

Conclusions

The syllabi for Finnish as a second language and Finnish as a second national language define the
themes / content areas to learn and the vocabulary and phrases used in them. In the mother tongue
syllabus there are no such subject areas defined. The syllabus of Finnish as the mother tongue empha-
sizes the genres of texts and their conventions.

The content area of Finnish literature and Finnish culture is quite thin in the syllabi for Finnish as a
second national language. This content is substantial in the native-level syllabus only, which is near
to mother tongue level. The pupils who have immigrant background are taught more about literature
written in Finnish (for example main writers and their works, Kalevala, main historical phases of
Finnish literature) than Swedish speaking pupils. Naturally in the syllabus of Finnish as the mother
tongue the content of the literature, Finnish language and culture is expanding.

In the syllabus for all these three levels the differences and use of spoken and written Finnish is
important, as well as distinction between the formal and informal spoken language. The structural
features of the Finnish language are explicated more precisely in the syllabi for immigrant and Swed-
ish-speaking pupils than for native speakers.

Skill levels and assessment of the three different Finnish syllabi

At the end of 9-year long compulsory school there are defined and described the skill levels demanded
for good performance (credit 8 in the year report according to the Finnish assessment system). For the
subject mother tongue and literature we have written the national description about good performance.
The description follows the main objectives of the syllabus. There are final-assessment criteria for good
learning results in pupils’ interaction skills, skills in interpreting and utilizing various texts, skills in pro-
ducing texts and utilizing them for different purposes and in pupils’ relationship with language, literature
and culture. We hope that in future Finland we will be able to exploit the developmental work of Council
of Europe in order to have the European scale for the assessment of the language of schooling.

The language skill level of Finnish as a second language for immigrant pupils is set to the European
language proficiency scale (modified version). The good skill level for immigrant pupils is B1.1 —B1.2.
But there is a note that the final assessment must make allowances for the fact that the pupil’s language
proficiency profile may be very uneven. For cultural skills we have additional criteria: The pupil will
be familiar with the Finnish society, culture, and manners; the pupils understand and appreciate the
importance of multilingualism and multiculturalism; the pupils understand and know how to relate the
values of Finnish culture to their own values. There is a criterium for language study skills as well: The
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pupils will have become accustomed to making regular use of working approaches found effective in
studying languages.

In the national curriculum the level of the language performance for Finnish as a second national lan-
guage, A-language in the ninth grade is set according to the language proficiency scale:

Listening comprehension Speech Reading comprehension Writing
B1.1 Functional basic language  AZ2.1 Initial stage of basic A2.2 Developing basic A2.2 Developing basic
proficiency language proficiency language proficiency language proficiency

In the third through sixth grades, assessment focuses on the speaking of Finnish, learning capabilities,
and the mastery of key words and structures. In the seventh through ninth grades, skill in writing short
texts, comprehension of separately read texts, interest in studying Finnish, and the already-assimilated
knowledge of Finland and Finnish culture are also assessed. In assessment performed during each unit
or thereafter, the pupils’ studying and language-learning abilities, working approaches, and communica-
tion skills are taken into consideration. (National Core Curriculum for Basic Education, 2004)

The level of language performance in the ninth grade for Finnish as a second national language, B-
language, according to the language proficiency scale:

Listening comprehension Speech Reading comprehension Writing

A2.1 Initial stage of basic Al.3 Functional elementary A2.1 Initial stage of basic A2.1 Initial stage of basic

language proficiency language proficiency language proficiency language proficiency

In addition, the pupils must demonstrate a familiarity with the special features of Finnish, and with
the country’s sights and culture. They must also demonstrate a positive attitude and such study meth-
ods and strategies as will be needed in the further study of Finnish.

Finnish a second national language has also a third skill level: The level of language performance
in the ninth grade for native-level (bilingual pupils) according to the language proficiency scale is set
highest.

Listening comprehension Speech Reading comprehension ~ Writing

B2.1 Basiclevel ofindependent B2.1 Basic level of independent B2.1 Basiclevel ofindependent B1.2 Fluent basic language

language proficiency language proficiency language proficiency proficiency

According to 4 Common European Framework of Reference for Languages: Learning, Teaching, As-
sessment, the proficiency level must be at least B2.1 (basic level of independent language proficiency)
in language comprehension and speaking, and at least B1.2 (fluent basic language proficiency) in
writing. In addition, the pupils must be able to adapt their speech as required by the situation, using
good standard language in formal situations at least; to keep Finnish and Swedish words, idioms,
meanings and sentence structures separate; and to demonstrate a desire to observe and develop their
language skills and bilingualism. Furthermore, they must master a basic knowledge of Finnish culture
and literature. The assessment also takes account of the pupil’s attention to details, communication
skills, ability to study Finnish, and desire to learn new things both in and about Finnish. (National
Core Curriculum for Basic Education, 2004)

Conclusion

It is interesting to notice that in Finland the demanded proficiency level of Finnish as a second lan-
guage for immigrant pupils to achieve the grade 8 is higher than the level demanded from the pupils
who are studying Finnish as a second national language. Only Finnish as a second language on a na-
tive-level is more demanding, because the syllabus is designed for bilingual pupils. The demanded
skill level in the writing skills of these pupils is lower than in other skills (speech, listening and read-
ing comprehension).
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The Exams and skill level in the Finnish Matriculation Examination (Matura)

There is a national matriculation examination to measure the skills and knowledge students have

achieved during the upper secondary school. About 55 % of the age group is participating in this ex-

amination. We have a dedicated exam for all these studied levels of Finnish language

o  Mother tongue exam consists of two written exams: text competence test and essay writing
(obligatory except for those students whose mother tongue is other than Finnish, Swedish or
Sami; the students exempt can take the lower level test, Finnish as the 2" language).

0 Exam for Finnish as a second language (obligatory, if the student is not taking the mother
tongue level test). The exam consists of different parts: reading comprehension, questions about
the structure and vocabulary of language, writing (shorter essay than in mother tongue exam).
This exam is a hybrid of the mother tongue test and the foreign language test having features
from both.

0 Exams for Finnish as a second national language, different tests for A-language students and
B-language students. The B-language test is of course easier. The parts in the exam are simi-
lar in all foreign language tests: listening comprehension, reading comprehension, knowledge
about the structure, vocabulary and writing. The native-level (bilingual) students can participate
in two mother tongue exams (in Swedish and Finnish language).

There are no oral tests included in the national matriculation examination but Finnish National Board

of Education issues yearly such tests in mother tongue and foreign languages. Schools can arrange

and students participate in them on voluntary bases.

Level B2.2 (functional independent proficiency) of the Common European framework describes the

main features of good command for student taking Finnish as a second language upon completion of

upper secondary school. The performance level is set highest in reading and listening comprehension

(B2.2). In terms of writing, good command is equivalent to level B2.1 (first stage of independence

proficiency).

Assessment of the Finnish as a second national language: The objectives of syllabus A mainly corre-

spond to level B2.1 in listening and reading comprehension and to level B1.2 in speaking and writing.

The objective of syllabus B corresponds to level B1.2 in listening and reading comprehension and

to level B1.1 in speaking and writing. In native-level syllabus the objectives are equivalent at least

to level B2.2 in all areas of language proficiency. (Common European framework of Reference for
language learning, teaching and assessment)
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Laila Aase

Assessment for learning in language as a subject (LS)

Abstract

Assessment has become an urgent issue in pedagogy in recent years for many reasons: the need

for uniformity of criteria for competences across national borders, the need for just and reliable

assessment within a country, and the need for helping all learners to learn and to understand the basis

for evaluation of their work. Assessment is thought to serve many different purposes and a variety

of needs locally and global for the individual learner and for society. It is important to be able to

distinguish the different functions of assessment to be able to develop good tools for practice. In fact,

it must also be considered that some competences are indeed hard or even impossible to assess in the

scaling systems we normally utilize for assessment.

The article and presentation focus on assessment as a tool for learning and progression in LS. This

way of looking upon assessment implies four main prerequisites:

- Teachers take on the role as monitors

— Assessments becomes part of learning processes

— Criteria for assessment becomes part of the learners’ meta-knowledge

- Self-assessment, peer-assessment, and continuous assessment is included in classroom
methodology to enhance more communication in learning processes

In the broad range of knowledge domains in LS, there certainly will be more than one way to enhance

learning and development, but some of the principles of enhancing favorable learning environment

imply more participation of the learner, not only in performing tasks, but also in understanding criteria

for assessment and demands. Interaction between teacher and learners and between learners on meta-

levels of their work seems to be favorable. Portfolio methodology may serve as an example of how

this can be done in a LS class.

Povzetek

Preverjanje za ucenje pri jeziku kot u¢nem predmetu (LS)

Preverjanje je postalo v zadnjih letih zelo pomembno izhodis¢e v pedagogiki iz ve¢ razlogov: potrebe

po enotnih kriterijih za kompetence tudi izven nacionalnih meja, potrebe po pravi¢nem in zanesljivem

vrednotenju znanja znotraj vsake drzave ter potrebe po pomoci u¢encem pri ucenju in razumevanju

osnov vrednotenja njihovega znanja. Strokovnjaki opozarjajo na razlicne namene preverjanja na

mikro in na globalni ravni ter za razli¢ne potrebe posameznika in druzbe. Da bi lahko razvijali dobre

reSitve v praksi, je treba dobro poznati razlicne vloge preverjanja. UpoStevati je treba tudi dejstvo,

da je nekatere kompetence tezko ali sploh nemogoce preverjati z ocenjevalnimi lestvicami, ki se

obicajno uporabljajo.

Prispevek je usmerjen na preverjanje kot sredstvo za u¢enje in napredovanje pri jeziku kot uénem

predmetu (LS). Taka vloga preverjanja vkljucuje $tiri pogoje:

— ucitelj ima vlogo opazovalca,

— preverjanje je del ucnega procesa,

— kriteriji za preverjanje postanejo del u¢encevega metaznanja,

— samopreverjanje, »peer-ocenjevanje« in nenehno preverjanje postane del metodologije za
povecanje kakovosti sporazumevanja v u¢nem procesu.

Podrocje jezika kot uénega predmeta je Siroko, zagotovo nudi ve¢ nafinov za izboljSanje ucenja in

napredka, vendar nekateri pristopi k izboljSevanju ugodnega u¢nega okolja zahtevajo od uc¢encev vec

sodelovanja ne le pri reSevanju nalog, ampak tudi pri razumevanju zahtev in kriterijev za preverjanje.

Interakcija med uciteljem in ucenci ter med ucenci na metaravneh skupnega dela je zelo koristna.

Metodologija ucencevega listovnika lahko sluzi kot primer, kako je to mogoce doseci v razredu pri

pouku jezika kot uénega predmeta.
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Introduction

The reason why assessment has become such an urgent issue in pedagogy and school debates in
general in recent years may be understood in different ways. Here are some suggestions:

1. It reflects the tendency in modern society to see the outcome of schooling as well defined
competences. This way of thinking implies that assessing these competences in relation to
well defined criteria will give us a clear indication of success or failure of achievements of the
learners and of teaching approaches.

2. Globalisation enhances a need for being able to compare knowledge and competences
internationally. Thus common criteria for assessment are necessary. Also on a national and
local level a comparative perspective may be needed to secure reliability of tests and exams

3. Learner’s entitlement to 1) be evaluated just and equal and 2) progress in their learning
processes call for systems of assessment that provides information to parents, teachers,
students and policy-makers. Such information will then be the basis for enhancing learning
processes for the individual learner and for learner groups.

This article deals with these three perspectives of assessment, but the emphasis will be on the last one:
assessment for learning and development of learning processes.

Assessment and the aims and objectives of learning

Assessment certainly will be closely connected to the aims of the school subject as it is described in
the curricula. Most European countries have a long and distinct LS tradition based on their national
and political history and, accordingly, set different aims and objectives for the subject. Nationally
these aims vary, although comparisons between LS curricula in some countries in Europe show more
correspondences than differences (Aase, Fleming, Pieper and Samahaian 2007, CoE). In a minor
study of four European curricula (Norway, Germany, England and Romania) we found similarities
of ideology, structures and content in the four curricula'. This may well be explained as a result of
extended European interaction on curriculum design in recent years. Competences as a basis for
describing outcome of school seem to have become a common ideology. But also on the level of
subject ideology similarities were found. In the curricula samples we found that a holistic view on LS
knowledge: reading, writing, speaking, discussing, and reflecting upon texts was generally described
as interacting activities, not as separate skills. We also found a close connection between language
competences and thinking and understanding. In other words: language was not only described as
a means of communication, but also as a means of personal growth and development. The four
curricula reflected a broad notion of what constitutes a text *which means that a text is understood as
written as well as oral or multimodal texts. Also media, including digital media forms, seems to be
part of modern LS in all four countries. Aims for critical thinking and aesthetic comprehending were
included in understanding and discussing texts.

Still there were differences. Perspectives on self assessment, meta-cognition and process learning
had an impact in all curricula, but were more explicitly expressed in some than in others.
Intercultural and international perspectives were more prominent in some curricula. All four had
an international perspective on reading literature, but perspectives on language and literature of
minority groups were not always included. Only two of the countries set goalsfor comparative
perspectives on language within the country and across borders. Furthermore, emphasis on grammar
as a dominant knowledge area varied. This may be explained by the character of the language
itself, mastering specific grammatical structures may be more urgent in some languages than in
others. But it may also reflect a certain tradition within the LS where grammatical knowledge may
or may not enjoy a strong position. On the issue of teaching a standard oral language (Standard
English or Standard German) Norway differed from the others by not having this at all.

1 Similarities in curricula does not mean identical classroom practices. The differences might of course be more distinct if we had
observed teaching of LS in the four countries.
2 This however was not completely clear in the German Bildungsstandards
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In spite of national differences in content and possibly in ideology in LS there might be enough
common ground to be able to discuss general ideas on assessment. It is generally understood
that language competences is the key to learning success, not only in the LS subject which
most explicitly aim towards language proficiency in the national language(s), but in all areas of
education. Knowledge is produced in language and learners learn and present their knowledge in
and through language. Not being able to master language adequately will thus mean less success
in most subjects. All school subjects have a role to play within developing language competences
for learning and participating in various areas of society and indeed for personal purposes in life,
but LS is the subject that most particularly takes responsibility for general language competence.
Although languages are different and language competences involve different skills and different
challenges, we can still assume a common basis for general aims: participation and access to
language competences. And a discussion of assessment may also be a way of discussing how
learners may develop and learn.

What can be assessed?

In language as a subject (LS) as in most other school subjects one may debate the idea of learning
outcome described as competences. Competences reflect what the learner can do, what he is able to
understand, think and produce. The rationale behind the widespread system of curriculum design of
competence based curricula is that the competences should be assessable. The students should know
what is expected of them at certain levels, and student performances and work will tell teachers and
parents how well the students do according to expectations. The transparency of this system explains the
extended use of it, but it is not without problems. Many of the student tasks in LS reflect a broad range of
competences as well as more personal attitudes and values. Well defined competences may be assessed
and even scaled according to descriptors and criteria. The problem arises when we acknowledge that
we appreciate students’ work not only because it shows the competences expected, but on more diffuse
ground like maturity, relevance, originality, independence, generosity, etc This is not to say that these
qualities are not possible to spot, it is certainly possible to give feed-back to the student telling him how
he benefits from being able to choose relevant or original perspectives. The problem is twofold: these
qualities are based on cultural values, taste and preferences and are not easily described precisely, and
they can hardly be scaled. The idea of scaling three levels of maturity seems absurd.

The purpose of this discourse is to emphasise the fact that general aims of schooling are not only abstract
ideas outside the subjects but a cultural project that affects all tasks and situations within subject work.
Some of these aims might be difficult to assess. Critical thinking may serve as an example of one of
these values that we want to enhance in European schools. This can be described and even scaled to a
certain extent. It encompasses skills like being able to describe, explain, challenge, contextualise. But
above all critical thinking is dependant on sound judgement which is far more difficult to describe.
We want our students to be able to master knowledge and skills in our subjects, but we want in fact
more than that. We want them to become culturally educated, to understand cultural norms and to
internalise important values in our society. Those values, beliefs, and expectations are learned and
taught in the interpersonal plane of parenting, schooling, and apprenticing. Especially school undertakes
a crucial cultural task by enhancing this wide project. This again means that we aim at more than
what is described in the curriculum competences for each subject. Some school competences are taught
systematically and can be assessed according to defined criteria. But competences are also conveyed
and acquired in communication and dialogue through negotiation, modelling, questioning, reinforcing,
directing etc ( Tharp and Gallimore 1988). And some of these competences are not easily assessed.
This however becomes a problem only if we fail to recognize this fact, if we overlook different ways of
assessing student’s work for different purposes and also fail to recognize the limits of transparency in
an assessment system where clear criteria or descriptors are meant to guarantee a reliable assessment.
Although transparency of assessment is an ideal, commonly accepted tacit marks of quality might in fact
influence the evaluation more than we think. Knowing this, we still should aim at describing aims and
competences as far as we are able to.
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Types and purposes of assessment

Professor Graham Gibbs (Gibbs1998) has analysed assessment systems in terms of five main
functions:

1. capturing student attention and effort

2. generating appropriate learning activity

3. providing feedback to the student

4. allocating marks - to distinguish between students or to distinguish degree classifications
5. accountability - to demonstrate to outsiders that standards are satisfactory

Some of these functions should be discussed, especially the first one, but they provide an overview
of the variety of assessment functions and tell us something about the reasons why assessment issues
have become so important.

Mike Fleming has on several occasions within the current work initiated by the European Council
presented perspectives on assessment (see his papers on assessment 2006 and 2007). His analyses
shall not be repeated, only a few points need to be referred to here:

In approaches to assessment, two central tendencies emerge which are relevant to language as subject.
One places emphasis on the assessment of learning where reliable, objective measures are a high
priority. The focus here is on making summative judgements which in practice is likely to involve
more formal examinations and tests with mark schemes to ensure that the process is sound. An
alternative approach is to change emphasis from assessment of learning to assessment for learning,
implying a more formative approach where there is much more emphasis on feedback to improve
performance. The approach here might be th