
 

Studies + Reports  |  34E

Coordination  of  
language teaChing  
in Switzerland
Current Status – Developments – Future Prospects

 Sandra Hutterli (Editor)  |  Bern 2012



2



1

coordination of  
language teaching  
in Switzerland
Current Status – Developments – Future Prospects

Sandra Hutterli (Editor) | 2012

the opinions and conclusions contained in the EDK’s series «Studies + reports» 
are those of specialists and are not necessarily those of the EDK.



2

Glossary | Terms central to the field of language teaching have been assembled in a five-language 
glossary (see annex 1). however, in the interest of readability, these terms are not indicated in the 
text.

Compulsory eleven-year education | The numbering of school years conforms to the system given in 
the Harmos agreement (art. 6). for cantons that follow this system, pre-school is compulsory (from 
the age of four) and lasts two years, which brings the number of compulsory school years to eleven. 
according to this system, the first year of primary school becomes the third school year, the second 
becomes the fourth, and so on. This does not mean that school-based learning begins in pre-school. 
The two years of compulsory pre-school do however contribute to the development of the child’s 
competences, especially in the language of schooling.
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Preface

language teaching constitutes the main disciplin- 
ary area in the Swiss education system on which 
the EDK has logically and for historical reasons a 
major influence. 

on the basis of the School agreement of 29 oc-
tober 1970, the EDK on 30 october 1975 adopt-
ed recommendations and decisions regarding 
the introduction, reform and coordination of the 
teaching of the second national language to all 
pupils during their compulsory schooling. it took 
a number of years to put these into practice in all 
the cantons – i.e. lay the groundwork in view of 
bringing second national language teaching for-
ward to the 5th or 4th year of primary school. for 
twenty-five years the Commission Langue 2 sup-
ported this coordination effort.

during this time, Switzerland also became a reso-
lutely multilingual country as the number of chil-
dren from migrant backgrounds in its classrooms 
increased dramatically. recommendations con-
cerning the schooling of foreign language chil-
dren were published for the first time in 1972 and 
updated several times, most recently in 1991, to 
supplement the directives aimed at fostering and 
promoting the multilingualism that is becoming 
an ever more important aspect of Swiss society. 
These were followed in 1985 by recommendations 
concerning the introduction of italian language 
and civilisation in the upper secondary schools 
and student and teacher exchanges in Switzer-
land; the definition of common meeting points at 
the pivotal stage between compulsory and post-
compulsory schooling (1986); and finally a dec-
laration on the promotion of bilingual teaching  
(1995).

during the 1990s, when the EDK was about to cel-
ebrate its hundredth anniversary (1997), the ques-
tion of the third language – english in this case 
– in the context of compulsory schooling became 
increasingly pressing. a group of experts was giv-
en the task of putting forward coherent proposals, 
and in 1998 it produced a general concept of lan-
guage Teaching that was never officially adopted 

but had a lasting influence on teaching policy and 
political debates.

Shortly thereafter, the 2001 european Year of 
languages saw two decades of evolving teach-
ing methodology set down in a common european 
framework of reference for languages (learning, 
teaching, assessing) which would rapidly trigger 
and stimulate the creation of teaching and as-
sessment concepts, throughout europe and be-
yond, in a deliberately multilingual and intercul-
tural approach.

after an unsuccessful attempt in 2001, on 25 
March 2004 the EDK finally unanimously adopt-
ed a Strategy of language Teaching and an am-
bitious medium-term working programme that 
established a common national framework and, 
ultimately, better regional coordination. This de-
cision, both bold and consensual, prompted di-
verse reactions. Since then, our strategy has been 
confirmed on several occasions by popular vote 
at the cantonal level and, in 2007, was included in 
the intercantonal agreement on the harmonisa-
tion of compulsory education and backed by the 
Swiss Parliament’s adoption of the federal act 
on the national languages and understanding 
between the linguistic communities (langa). re-
gional conferences, the education departments 
of the cantons, universities and universities of 
Teacher education, and professional and cultural 
associations have since been closely involved in 
the implementation of these decisions and rec-
ommendations.

it is against this background, and at a time when 
expectations for educational competences (the 
language of schooling and foreign languages) 
are for the first time being jointly determined by 
means of national educational Standards, that a 
summary report has been drafted which presents 
the changes that have been made to date, current 
priorities, challenges, problems to be solved, and 
avenues to be explored. The publications Studies 
+ reports of the EDK are distinctive in that they 
have been drafted by specialists – they are not 
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political texts. a number of specialists working 
in the universities of Teacher education and edu-
cation and methodology services of the different 
linguistic regions, led by the general Secretariat, 
have managed to give a concrete overview and a 
selection of current methodological approaches 
with a view to implementing the EDK’s strategy. 
recognised specialists both Swiss and foreign 
have also read and commented on the texts. it 
was a momentous task and we take the opportu-
nity to thank the coordinator, the authors, and the 
specialists who have given their time.

one of the salient messages of this effort is that 
language learning cannot be compartmental-
ised; it fulfills the different needs of different in-
dividuals according to the use that they make of 
language and the competences they acquire for 
that purpose. This is referred to by specialists as 
«functional plurilingualism». This is exactly what 
the EDK’s Strategy of language Teaching is aim-
ing for. it does not rely solely on language teach-
ers but on the school system as a whole, as well 
as on the extracurricular opportunities and sup-
port provided by families, training institutions, the 
media and community associations, and indeed 
on Switzerland’s multicultural society as a whole.

The EDK is happy to present this summary report 
to its members, its wide intercantonal network, 
and to the public at large. it hopes that it will lead 
to debate, mobilisation and training – which in 
the long run constitute the only coherent way in 
which to durably improve, broaden and diversify 
the language teaching to which every student in 
our country is entitled.

January 2011 isabelle chassot
 State counsellor
 President of the EDK 
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1.1 Context

in a multilingual, federal state such as Switzer-
land language learning and, consequently, lan-
guage teaching, are of prime importance. The 
federal constitution provides for four national 
languages (german, french, italian, and ro-
mansh)1. The working languages at the federal 
level are german, french, and italian, with ro-
mansh being used only for romansh speakers2. 
The cantons of Bern, fribourg, and Valais are bi-
lingual (german/french) and therefore have two 
official languages. canton graubünden is trilin-
gual (german/romansh/italian) and thus has 
three official languages. The official languages 
are also the languages of schooling. Moreover, 
german-speaking Switzerland has what is known 
as «medial diglossia»: Swiss german dialects are 
used orally while standard german is used for 
writing but, depending on the situation, the two 
varieties may compete, as in the use of the dialect 
in the public sphere and the standard language in 
the official sphere. The language of schooling is 
mainly the standard language.

in Switzerland, as in europe more generally, each 
citizen is entitled to learn two other languages 
in school alongside the local national language3. 
This is seen both in Switzerland and in the wider 
europe as a means of safeguarding and promoting 
linguistic and cultural diversity. Knowing several 
languages facilitates communication between 
different language groups and improves mutual 
understanding, fostering tolerance of other cul-
tures. Promoting languages is a means of ensuring 
stability among different language groups within 
a country as well as between states. daily life 
takes place in a globalised, hence multilingual, 

environment: the exchange of information, eco-
nomic competitiveness, and private and profes-
sional mobility depend directly on languages or, 
more specifically, on the language competence of 
individuals. language competence is part of a hu-
man being’s basic competences: languages that 
one has acquired naturally and those that one 
has learned at school contribute to forging an in-
dividual’s identity and are an integral part of that 
individual’s perception of him- or herself. Know-
ing the language of schooling is one of the es-
sential conditions for learning in all subjects, and 
for educational success in general. Knowledge 
of additional languages increases an individual’s 
career opportunities. in working life, knowledge 
of english is often an essential basic condition 
for success, while knowledge of other languages 
constitutes a necessary or at least a desirable 
qualification, depending on the field of activity.

The promotion of languages in schools fulfils 
an important function. it is a matter of increas-
ing and improving learning conditions for all 
students, from the beginning of their schooling, 
via the acquisition of the language of schooling. 
By integrating all languages spoken by learn-
ers (in other words, including those that are not 
languages of the country, such as languages of 
origin / of migration), one makes use of all avail-
able language resources, which in turn benefits 
other learning. This is an advantage for learning 
foreign languages: students should be given the 
opportunity to make as many connections as pos-
sible with the languages concerned (for instance, 
by introducing early foreign language teaching in 
the primary school as well as bilingual teaching of 
a non-language subject). languages are learned 
through a cross-mobilisation of resources that 

1 inTroducTion 

1  Cf. art. 4 http://www.admin.ch/ch/d/sr/101/a4.html (22.02.2010)
2  Cf. art. 70 http://www.admin.ch/ch/d/sr/101/a70.html (22.02.2010)
3  In Switzerland: Languages Act of 5 October 2007, art. 15, para. 1 and 3, art. 16 lit. b (http://www.admin.ch/

ch/d/ff/2007/6951.pdf [07.06.2010]) and Strategy of Language Teaching (http://edudoc.ch/record/30008/files/
Sprachen_d.pdf [07.06.2010]. In Europe: art. 149, al. 2, of the EC Treaty (http://www.europarl.europa.eu/parlia-
ment/expert/displayFtu.do?id=74&ftuId=FTU_4.17.3.html, 28.02.2010) and the EU’s action plan of 2004 (http://
ec.europa.eu/languages/index_en.htm, 28.02.2010)
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spans the years of schooling and extends beyond 
into daily professional and private life. The indi-
vidual thereby acquires functional multilingual 
competences. Some languages are learned for a 
specific purpose, and cultural aspects play as im-
portant a part in the process as do purely linguis-
tic competences.

consequently, the coordination of language teach-
ing is essential in several regards:

Aims•	  | language teaching has several aims. 
as well as offering practice in the language, it 
is clearly advisable to promote or put special 
emphasis on all language activities (reading, 
writing, listening, speaking, as well as media-
tion activities). in this respect, the fields of 
application (education, public sector, the pro-
fessional or private sphere) play an important 
role: in the course of compulsory education, 
for example, the aim is to develop a language 
competence that is as broad as possible and 
communication-based, in order to provide 
students with foundations for the remainder 
of their education. among the potential objec-
tives of language learning is another central 
element, i.e. the level required for its use: is 
the language intended merely to make oneself 
understood, should it be as rich as possible, or 
should it attain a high degree of terminologi-
cal precision or correctness? The objectives 
of language learning should be coordinated 
and adjusted according to constantly chang-
ing realities as well as to the needs of society 
and the economy. The steadily accelerating 
pace of communication and the ever-present 
availability of information thanks to new 
technologies, not to mention the use of lan-
guages in different contexts, are reinforcing 
the practical, communicative orientation given 
to language learning, focusing also on the use 
of new media. The main goal is thus no longer 
primarily developing «native speaker-like» 
competence but rather the development of 
functional language skills. This functional ori-
entation can vary: the child of migrants wishes 
to master the local language (the language of 
schooling) as rapidly as possible in order to be 
accepted by others in the playground and to 

be able to understand what the teacher says. 
a future train conductor must have sufficient 
oral proficiency in foreign languages to be able 
to provide information to a tourist. Knowing 
Turkish may increase a student’s chances of 
finding an apprenticeship position as a medi-
cal assistant in a multicultural neighbourhood. 
The holder of a Swiss Baccalaureate certifi-
cate must possess sufficient language skills 
to be able, in the course of his or her further 
studies, to understand specialised texts writ-
ten in other languages. The examples are end-
less. illustration 1a shows the different levels 
of objectives in language learning that must be 
coordinated and adjusted according to needs.

Language•	  | Quality language teaching implies 
coordinating learning beyond the languages 
themselves. it is an undertaking that consists 
in consciously integrating horizontal coher-
ence into language teaching to promote the 
integrative acquisition of language as natu-
rally as possible by not making an artificial 
distinction between subjects – or at least by 
taking advantage of the two-way potential 
of curricular and extracurricular language 
learning. experience already acquired in 
the field of language learning is consciously 
taken into consideration, for instance by 
means of a transfer process, or by revisiting 
strategies and establishing concrete com-
parisons between languages. in this context, 
the language learning biography of the indi-
vidual, including for instance the languages of 
origin / of migration, represents an important 
starting point for further learning. for some 
students, the language of schooling is also 
the first language; for others, it is already a 
second language. for some, english is the first 
language; others must learn it as a second 
language. Some speak only one language at 
home; others have parents who speak differ-
ent languages. They all find themselves in the 
same classroom, learning languages together 
in the same school context, but from different 
starting points. The field of languages is evolv-
ing towards functional multilingualism, where 
each individual speaks several languages, 
which are not necessarily the same from one 
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individual to another. These languages are ac-
quired at school, but also outside the school. 
The acquisition of languages at school is not 
limited exclusively to language subjects, but 
should also take place during the teaching 
of non-language subjects. for example, one 
might learn an italian song as part of a music 
class, or sports classes might be given in two 
languages, in english and in the language 
of schooling; interpreting an original text 
for a history class will actively contribute to 
improving reading skills, etc. The fact is that 
in order to make the most of the potential of-
fered by the language skills that an individual 
already possesses on the one hand, and of 
the innumerable opportunities for language 
learning on the other, it is essential to coordi-
nate between languages and the correspond-
ing learning opportunities. illustration 1b is a 
simplified representation of the levels to be 
coordinated in the field of languages.

Education •	 | language learning is a continu-
ous, lifelong process that begins as early as 
the prenatal stage. consciously consolidating 
vertical coherence, i.e. continuously develop-
ing language learning at every level of educa-
tion, is one of the basic conditions for moti-
vating, successful language acquisition which 
at the same time teaches students an au-
tonomous learning process that will continue 
throughout their life. The conditions in which 
the language learning process takes place 
change over the years, according to the indi-
vidual’s cognitive development. for children 
of pre-school and primary school age, learn-
ing conditions are fairly open and flexible (for 
instance, sound perception, which is more 
highly differentiated at an earlier age, or a 
greater degree of freedom of oral expression); 
at a more advanced age, at lower and upper 
secondary education, language learning can 
be more consciously directed and the pro-

national languages (in a country 
with four official national languages)

Illustration 1b | Examples of fields to be coordinated in terms of languages

Local language / language 
of schooling

Foreign languages  
(classical and modern)

Languages of origin / of 
migration

teaching of lin-
guistic disciplines (language 

as subject, including culture and 
content)

teaching of non-
linguistic disciplines (lan- 
guages in other subjects)

Illustration 1a | Examples of fields that must be coordinated according to the aims pursued

Language activities

listening

Mediation

reading

Speaking

writing

Fields of application 

Profession

education

Private sphere

Public sector

Required level

accuracy

To make oneself 
understood

Precision

richness

language teaching
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cess can be more closely studied. The ideal, 
therefore, for the acquisition of languages, is 
to constantly strengthen the learning pro - 
cess by drawing on the skills that have 
already been developed. at a higher level 
of competence this is more abstract and 
specialised, which is apparent in advanced 
learning, at upper secondary education and 
at tertiary level, and is dependent on the level 
of language during continuing education; 
hence the need to ensure that the coordina-
tion of language teaching spans all levels 
of education. The diagram below presents 
some of the aspects of general language 
skill development according to the different 
levels of schooling. These are merely exam-
ples – others could be added to complete 
the picture. Moreover, it is worth noting that 
extracurricular learning plays just as central 
a role as school learning in the development 
of language skills. finally, the order in which 
the different languages are acquired is also 
significant (see illustration 1b), and may con-
stitute an aid for the development of skills in 
other languages.

Educational system•	  | The coordination of 
language teaching through the different 
levels of the educational system is an es-
sential condition for quality, permeability 
and mobility within the system. for the EDK, 
the principle of subsidiarity applies; in other 
words, the cantons are sovereign in matters 
of public education. Together, the confed-
eration and the cantons shall, within the 
scope of their powers, jointly ensure the high 
quality and accessibility of the Swiss edu-

cation area. (federal constitution, art. 61a, 
Swiss education area). The Swiss conference 
of cantonal Ministers of education (EDK) 
performs functions that cannot be carried 
out by the regions or the cantons and bases 
itself on legally binding intercantonal agree-
ments. The Strategy of language Teaching 
of 20044 adopted by the EDK, as well as the 
HarmoS agreement (which took effect in au-
gust 2009)5, provide a coordinated approach 
for language teaching nationwide (for ex-
ample, two foreign languages at the primary 
school level and the option of studying a third 
national language at lower secondary educa-
tion) and set national educational Standards 
for the language of schooling as well as for 
foreign languages at the transition points 
between levels6. The order in which languages 
are learned (a second national language and 
english, or the reverse) as well as the cur- 
ricula (Plan d’études romand, Lehrplan 21, 
curricula of canton Ticino) are determined at 
the level of the linguistic region. The actual  
implementation is carried out at the level 
of the canton. cantons that have signed 
up to the HarmoS agreement take it upon 
themselves to support classes in language 
and culture of origin (lco)7. The aim is to 
improve collaboration between the teachers 
in mainstream schools and those who teach 
lco classes. The development or selection 
of teaching resources for language classes is 
done both at the cantonal level, and through 
intercantonal collaboration (D-EDK, CIIP). The 
coordination group for language Teaching 
(KOGS)8 appointed by the EDK contributes to 
the coordination of language teaching, the 

4  EDK (2004): Language teaching during compulsory schooling: the Strategy of Language Teaching of the EDK and 
the working programme for coordination on a national scale: http://edudoc.ch/record/30008/files/sprachen_d.
pdf?version=1 (28.02.2010) 

5  Cf. HarmoS Agreement, harmonisation of objectives, art. 3, 4, 7 and 8: http://www.edk.ch/dyn/12220.php 
(28.02.2010)

6  Cf. the working programme of the EDK: the EDK ensures the implementation and continuity of its strategies 
for the development of language teaching and the promotion of multilingualism in the national and European 
contexts, by attending to the development and use of concepts, tools and system assessments. (Working pro-
gramme 2008–2014, 18 June 2009, chapter 2: http://edudoc.ch/record/33416/files/TP2009_d.pdf (28.02.2010)

7  The text of reference of the EDK on classes of language and culture of origin (LCO), i.e. the teaching of the first 
language: http://www.edk.ch/dyn/18766.php (28.02.2010)

8  Cf. http://www.edk.ch/dyn/11943.php (28.02.2010) and «Collaboration and cooperation» in the annex.
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exchange of information between linguistic  
regions via networks, the coordination of 
development projects and work in the field of 
language teaching methodology, and works 
in collaboration with the european centre for 
Modern languages (ecMl) in graz9. 
with the aim that by 2015 95% of all students 
in Switzerland who complete their compul-
sory education should continue their educa-
tion at upper secondary education, the EDK 
has been seeking to develop upper secondary 
education language teaching10 in a coherent 
way since the Strategy of language Teaching 
of 2004 came into effect. This is also because 
knowledge of languages plays an important 
part in both the Baccalaureate certificate 
and the federal Vocational Baccalaureate di-
ploma and for specific professional training. 
Tools are developed for use by the cantons, 
at both the national level and the level of the 
linguistic region, in order to contribute to the 
implementation of this strategy. This is the 
case for the european language Portfolio 
(elP)11, which is available for all levels of edu-
cation and exists in three versions, each for a 
specific age group.
international and domestic mobility are  
facilitated by the recognition regulations  
for diplomas established by the EDK in  
the field of teacher training (for pre-school 

and primary school levels, lower secondary 
education and baccalaureate schools, as  
well as for specialised teachers, speech 
therapists and psychomotor therapists). 
COHEP12 was instructed by the EDK to ensure 
the coordi nation of subjects and quality. 
with the help of the EDK, the ch Jugendaus
tausch13 agency offers exchanges for stu-
dents, classes, apprentices and teachers,  
as well as internships in other linguistic re-
gions. at the international level, the EDK  
also works with the council of europe and  
the european union in the area of language 
learning. research in this area is conducted 
at universities of Teacher education. The  
EDK also regularly delegates specialists to 
workshops and occasionally to research  
programmes at the european centre for  
Modern languages (ecMl) in graz. finally, 
private service providers are playing an 
increasingly significant role in public educa-
tion, with resources such as international 
language diplomas. There is a free market 
in this area, but the use of such resources 
and their place in the education system are 
currently being debated at the national level. 
illustration 1d gives a simplified represen-
tation of the different areas of language 
teaching that must be coordinated within the 
education system.

9  Cf. http://www.ecml.at/ (28.02.2010). Cf. «Collaboration and cooperation» in the annex.
10  Cf. Language teaching at upper secondary education: http://www.edk.ch/dyn/12040.php
11  The Swiss version of the European Language Portfolio: http://www.edk.ch/dyn/17490.php
12  COHEP represents the Conference of Rectors of Universities of Teacher Education as well as other teacher 

training institutions: http://www.cohep.ch (28.02.2010). For teacher education, see also: http://www.edk.ch/
dyn/15526.php. Cf. also annex 3.

13  Cf. http://www.echanges.ch/ (28.02.2010) and «Collaboration and cooperation» in the annex. 

         Specific, abstract, disciplinary language skills

Pre-school phase 
Primary school 
level 

Lower secondary 
education

upper secondary 
education

tertiary and post-
graduate levels

linguistic awareness (for different languages that present differences and similarities)

awareness of language learning (for the way in which one learns,  
uses and assesses a language)

general, everyday, personal language skills

Illustration 1c | Examples of areas to be coordinated at the different levels of schooling
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1.2 The objectives and structure of 
the report

The coordination, development and improvement 
of language teaching are part of a continuous 
process. This report provides a broad outline of 
this process for Switzerland, giving an overview 
of what has already been accomplished, what is 
currently being implemented, and what is planned 
for the future. it concentrates on the question of 
both vertical and horizontal coherence, referring 
on the one hand to language learning at all levels 
of schooling and for different age groups and, on 
the other, to the learning of different languages. 
These two main themes are fundamental to lan-
guage learning that is aimed at encouraging the 
learner and also serves as a basis for the develop-
ment of teaching tools and concepts in the field of 
language promotion. The objectives of this report 
are first and foremost the following:

to give an overview of the •	 legal bases, the 
strategies and the concrete content of how 
language teaching is coordinated in Switzer-
land and, at the same time, place language 
teaching in Switzerland within the european 
context (chapter 2);
to show the change of paradigm that is taking •	
place between a monolinguistic conception of 
learning and multilingual comprehension, and 
the move away from a representation of skills 
that aims for a degree of correctness equiva-
lent to that of the first language towards 

multilingual skills oriented towards practice 
and communication (chapter 3);
to document the •	 current state of teaching 
of different languages (languages of origin / 
of migration, language of schooling, foreign 
languages) as well as the change towards a 
plurilingual approach with an integrated lan-
guage methodology in Switzerland (chapter 4);
to present and compare •	 projects and tools re-
lated to the coordination of language teaching 
in Switzerland (national educational Stand-
ards, development of curricula and teaching 
resources, tools to assess and record the level 
of language skills such as elP, Lingualevel, 
etc.), and demonstrate their potential as well 
as their limitations (chapter 5);
to present an •	 overview of projects that are 
planned for the future and of emerging trends 
in the development of language teaching in 
Switzerland (chapter 6).

coordinating language teaching and adapting it 
to current needs is a constant challenge, a matter 
of finding the balance between the preservation 
of diversity as cultural heritage on one hand, and 
the need for harmonisation and coordination on 
the other. linguistic diversity offers real potential, 
but it also calls for commitment. initiatives taken 
in relation to language teaching should be part of 
general school development work.

This publication breaks new ground in that, for 
the first time, specialists in all languages (lan-

Illustration 1d | Examples of areas that need to be coordinated within the education system 

international collaboration: council of europe 
with ecMl, european union

initial and continuous teacher  
training 

development of curricula, of  
teaching material and of tools

research, didactics and methodology

exchange programmes

educational 
policy
(communities,
cantons, EDK, 
confederation): 
laws, 
treaties,
agreements,
strategies,
recommendations,
recognition

language teaching

Private service 
providers
(e.g. language 
schools, inter-
national
language  
diplomas)
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guages of origin / of migration, language of 
schooling, foreign languages) and from the three 
largest linguistic regions of Switzerland (ger-
man, french, and italian) have collaborated as a 
team to produce this report on language teaching 
in Switzerland. This pluridisciplinary, multilin-
gual collaboration has made it possible to focus 
on a number of different areas, to find answers 
to different questions, and to draw a number of 
conclusions. drafting the text required a high de-
gree of cooperation and a considerable effort of 
coordination among the specialists of different 
languages and from different linguistic regions. 
it was an enriching process, during which some 
known elements were confirmed and other new 
elements emerged thanks to the different ap-
proaches. The idea is therefore that this text be 
seen as an open window on the debates that are 
taking place, and as evidence of the coordination 
achieved in the areas of comprehension, learn-
ing and teaching of languages. Things being con-
stantly evolving, the status of certain projects 
has changed during the drafting of this text; 
these changes have been taken into account 
whenever possible. in spite of (or indeed be-
cause of) the joint drafting of the text, which was 
done in several languages, certain passages may 
still require some adjustment. This is a defin-
ing quality of the report as it places the process 
of language learning – by definition a complex  
one – in the global context of teaching, with its 
constantly changing realities, such as the strate-
gies, concepts and tools that are deployed in this 
field. for this reason the report is not to be con-
sidered as a finished work. rather, the object is to 
give readers a sense of this dynamic, inviting them 
to make their own critical reflection and take part 
in the movement that has been started, each in 
his or her own field of activity. Some steps have 
already been taken to coordinate and improve 
language teaching; other initiatives have yet to be  
launched.

1.3 Target groups

as mentioned in the introduction, language teach-
ing represents a key element in our multilingual 
culture – it concerns all of us. This publication, in 

the Studies + reports series, is therefore intend-
ed for a broad audience:

those involved in education policy•	
educators and specialists in graduate teacher •	
education schools 
authors and those in charge of curricula and •	
teaching resources
researchers in the fields of language teaching •	
and learning
teachers•	
those responsible for education in other •	
countries (for example, member States of the 
council of europe and of the european union)
different groups and partners with an interest •	
in language teaching

with such a broad range of readers who all take 
a different perspective on the theme of language 
teaching, the text must meet stringent demands. 
Taking into account the diversity of interests and 
the varying degrees of detail required, the authors 
have designed the report as follows:

an introduction at the beginning and a sum-•	
mary at the end of each chapter to give a 
general overview of the different aspects of 
language teaching coordination
the texts within the chapters to provide in-•	
depth information on the subject
the annex contains a brief summary of activi-•	
ties, projects and tools, as well as a glossary in 
five languages and additional links; it enables 
readers to find their bearings and contains 
references to the text

There is a certain degree of repetition in the text 
which is deliberate: it makes it possible to read 
the text from the different perspectives men-
tioned above and also show the complexity of the 
areas to be coordinated.

1.4 Acknowledgements
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in recent years the linguistic and social landscape 
has undergone changes, in Switzerland as in eu-
rope. a multitude of languages are spoken in Swit-
zerland and in europe union’s member states, a 
result of multilingualism and also of increased 
private and professional mobility. it is therefore 
necessary to develop strategies on a national 
as well as on a european scale, to facilitate un-
derstanding among different cultures. Moreover, 
language competence also plays a central role in 
schooling and in professional life.

Both Switzerland and europe regard the diver-
sity of languages and cultures as a valuable as-
set and have enacted legislation to safeguard and 
promote it. every student is entitled, during his or 
her compulsory education, to acquire two foreign 
languages in addition to the language of school-
ing. Therefore, schools need to offer the relevant 
methods and tools for early language learning. in 
order to establish coordinated planning, the 26 
cantonal Ministers of education in Switzerland, 
who together represent the Swiss conference of 
cantonal Ministers of education (EDK), in 2004 
adopted a Strategy of language Teaching to be 
implemented over several years. at the european 
level, the council of europe in Strasbourg and the 
european union in Brussels are also drawing up 
recommendations and comparable projects re-
lating to language promotion.

This chapter presents the importance of lan-
guages today and of the strategies that are being 
deployed to promote them, both in Switzerland 
and in europe; it focuses on the following main 
themes:
 

The•	  importance of languages in Switzerland 
(territorial and individual multilingualism) 
(chapter 2.1) | The object is to study the im-
portance and function of languages in society 
today.

Language strategies in Europe (Council of •	
Europe and European union) (chapter 2.2) | 
This chapter gives an overview of the efforts 
that have been made in europe to promote 
languages.
Language strategies in Switzerland•	  (chapter 
2.3) | This chapter describes how language 
promotion is being oriented in Switzerland in 
line with current needs.

2.1 Switzerland and languages – 
general observations

Switzerland is known for and defined by the coex-
istence of several languages. The official quadri-
lingualism, which includes german, french, italian 
and romansh, is emblematic of the country. Mul-
tilingualism pervades every area of life: political, 
economic, cultural, social and private life are all 
marked by a mix of languages and cultures. The 
importance of language and communication in all 
of these areas needs no emphasising: in a society 
in which geographic distance no longer matters as 
much as it once did it is easy to reach people both 
near and far; however, if the exchange takes place 
across linguistic borders it can only be success-
ful if the interlocutors understand each other –  
that is, if they are sufficiently acquainted with 
each other’s cultural codes and conventions. it is 
therefore necessary to ensure (both individually 
and collectively) that communication is possible. 
obviously, languages are important in every area of 
individual and social life. we will confine ourselves 
to two that are of particular importance: the politi-
cal and administrative institutions on the one hand 
and the plurilingual repertoire of the individual on 
the other.

Political level | at the political level, language 
management follows the principle of subsidiarity: 
depending on the importance of the subject, it 

2 language PolicY and  
language learning in euroPe  
and in SwiTzerland 
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will be dealt with either at the federal level or the 
level of the canton (or sometimes at the level of 
the commune).

in its constitution, the federal government •	
guarantees the official status of quadrilingual-
ism, but also the principle of individual linguis-
tic freedom14.
The cantons are responsible for the concrete •	
application of language policy, particularly with 
respect to the teaching of languages at school 
level. They work together within various institu-
tions such as the Swiss conference of cantonal 
Ministers of education (EDK)15, among others, 
for regional (or even national) coordination.

Individual level | There is of course also the indi-
vidual level: it is rare for people living in Switzer-
land to be exposed to only one language. Most are 
frequently in contact with two or more languages, 
be it for private or professional reasons or due 
to migration (inside Switzerland or from another 
country). all these contacts generate different 
forms of personal bi- or plurilingualism16, that 
individuals manage either autonomously or with 
the help of varying degrees of guidance. The en-
tire population of the romansh-speaking region 
is functionally bilingual, or even plurilingual for 
socio-economic reasons. romansh monolingual-
ism no longer exists.

2.1.1 The role of schools

Many social expectations are attached to schools 
and to the language teaching they provide, both 

as regards the language of schooling and other 
languages. a school is supposed to provide stu-
dents with the tools they need in order to function 
in society as plurilingual individuals (in private,  
civic and professional life) but, increasingly, it 
must also manage multilingualism in classrooms 
that include a significant number of students al-
ready possessing a personal plurilingual reper-
toire (see chapter 3.1). 

in the romansh-speaking region schools have 
a special mission, which is to transmit and use 
romansh, italian and german as languages of 
schooling so that students will have achieved an 
advanced, functional multilingualism by the end 
of their compulsory education.

2.1.2 Some recent history

language policy has always been especially im-
portant in Switzerland. a look at a number of 
decisions taken at the intercantonal and fed-
eral levels in the past few years will help to bet-
ter understand how language teaching is being  
oriented:

in 2004, the Swiss conference of cantonal •	
Ministers of education (EDK) defined its 
Strategy of language Teaching in compulsory 
education17 and its programme of activities.
in 2006, the Swiss voted overwhelmingly in •	
favour of decisive new constitutional articles 
on education for better harmonisation of lan-
guage learning and management of the system 
and its objectives.

14  Cf. Federal Constitution, art. 4, 18, and 70.
15  The EDK consists of 26 Cantonal Ministers of Education. According the School Agreement from 1970 the 

cantons ally in four regional conferences. The EDK is composed of four regional conferences: the BKZ (Central 
Switzerland), the CIIP (Western Switzerland and Ticino), the EDK-Ost (Eastern Switzerland and the Principality 
of Liechtenstein) and the NW EDK (Northwestern German-speaking Switzerland). Since 2010 the BKZ, EDK-Ost 
and NW EDK act as D-EDK (German-speaking Switzerland).

16  Cf. Werlen 2009 for demolinguistic details. Swiss (adults) speak two foreign languages on average, which puts 
them at the top of the European classification. Werlen notes inter alia that parents of schoolchildren consider 
language learning as an important factor in improving their children’s chances in the jobs market.

17  The EDK’s Strategy of Language Teaching repeats several essential points of the General Concept of Language 
Teaching (EDK 1998), drawn up by a EDK working group, which has no direct political significance. However, it 
was decisive for the establishment of several cantonal concepts regarding languages. 
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in 2007, the Swiss Parliament approved the new •	
languages act (langa). it aims to encourage 
individual and institutional multilingualism and 
specifically mentions student and teacher ex-
changes, noting that students must have skills 
in at least one other national language and one 
foreign language (generally english).

These decisions will be developed further on (in 
chapter 2.3 and in the remainder of the document). 
To understand them fully, they must be placed in 
a broader context, i.e. language learning in eu-
rope. This will clearly show not only that Switzer-
land has contributed to redesigning teaching and 
learning according to new principles but also that 
its aims are in line with what is being done on the 
rest of the continent.

2.2 Europe and languages

2.2.1 European societies all face the 
same challenges

Being in europe, Switzerland is confronted with 
many of the same challenges faced to varying de-
grees by other european countries. 

at the start of the 21st century, limits, borders and 
sovereignty are once again at the forefront of eu-
ropean preoccupations, while at the same time 
convergence movements are at work: globalisa-
tion of the world economy, the process – albeit 
slow – of european union dynamics, affirmation 
and promotion of common values, particularly 
within the council of europe18. languages are an 
integral part of this interplay. 

europe is also experiencing population displace-
ment and internal as well as extra-european mi-
gration. These movements of people, which are 
not only linked to economic factors, continuously 

modify the linguistic configuration and have an 
impact on education systems. Moreover, region-
al entities and ethnic minorities are demanding 
greater recognition. language is often among 
their concerns. 

in this regard, european societies must recognise 
that they are, in fact, multilingual and multicul-
tural bodies defined by the movement of people 
and by the exchange of information, which also in 
turn reflects this double plurality. consequently, 
national, regional and european language policies 
comprise ideological, cultural, social and even hu-
manitarian and ethical variables that make them 
particularly difficult to apply. at any level, choices 
are neither easy nor constant, rarely coherent, 
and are made, in any case, in a context of diverg-
ing interests.

2.2.2 Diverse concerns and options

on the complex european scene, with its multiple 
stakeholders, language issues generate strong 
stances among the different european authori-
ties concerned – at least in principle. They can be 
classified according to different issues.

Issues of values and rights

language does not have only an instrumental •	
impact. it – and not only the language of  
birth – is also a marker of identity.
languages are part of, and carriers of, the •	
collective heritage and their multiplicity and 
diversity must therefore be preserved and 
fostered.
language rights must be respected and •	
upheld as citizen’s rights, even if they do not 
have force of law and are expressed in diverse 
forms.

18  The European Union and the Council of Europe are frequently confused, particularly where language-related 
activities are concerned, although the statutes, history, aims and means of the two international bodies are 
very different. Hereinafter (see chapters 2.2.3 and 2.2.4) is a reminder of their distinct and complementary 
perspectives based on their respective establishing principles.
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Issues of social integration and cohesion,  
as well as of citizenship 

Taking into account the language and culture of 
minorities must be considered not as a compart-
mentalisation of separate entities, but as a con-
dition for membership, integration and participa-
tion in a pluralist society. Today’s societies must 
reposition their national language(s) with respect 
to those with which they come into contact in the 
social sphere. Moreover, today, responsible dem-
ocratic citizenship is exercised at several levels:  
local, regional, national and european, and access 
to other languages, however limited, can only be 
beneficial.

Issues that affect the development of 
plurilingualism

Because of the concerns stated above, the de-
fence of a multilingual europe (at the societal 
level) must be complemented by the plurilin-
gualism (individual) of european citizens, and 
the notion that a single lingua franca could be-
come the sole medium of communication among 
them must be rejected19. The development of 
plurilingualism requires taking into considera-
tion the whole body of language skills that an 
individual possesses or may acquire, what-
ever the official status or the degree of mastery 
of the linguistic varieties in his or her reper- 
toire. 

This implies that any language strategy, at what-
ever level (national, regional, local) must take a 
holistic approach and take into account the dif-
ferent languages present in the context, what-
ever their designation: languages of origin, na-
tional, regional or minority languages, dialects, 
languages of schooling, foreign languages, lan- 
guages of migration, sign language(s), etc. 

Issues of professional and social mobility

The usual motives (communication and intercom-
prehension) still apply, but are often revisited in 
economic and social terms. Proficiency – however 
uneven – in several languages is an advantage in 
a labour market in which geographic and profes-
sional mobility and international opportunities 
may represent a means of promotion and social 
success for some, and for others a necessity in or-
der merely to preserve their employment.

in addition, there is the awareness, not only on 
a strictly professional level, but also in terms of 
cultural capital, quality of life, and family strategy 
for children’s future, that languages are an indis-
pensable part of the knowledge base. 

Issues of knowledge building and 
transmission 

Science and technological innovation seem to be 
shaping the future in a world of economic and sci-
entific competition with which europe can only 
keep up by staying at the forefront of progress. 
Knowledge building and transmission of knowl-
edge and know-how would suffer if they relied only 
on a local vernacular or a single international lan-
guage. for this reason, bilingual and multilingual 
teaching (chapter 4.2.2) tend to be regarded as a 
means of promoting the ability to work in academ-
ic and technical fields using several languages.

Issues of assessment and certification

Public authorities, private operators, families and 
the learners themselves are therefore justified in 
expecting more concrete results from language 
learning. This expectation is also expressed by 
the call for recognition and, in many cases, for 

19  Increasingly, the terms multilingualism and multilingual are used in referring to the plurality of languages 
present in a territory and society, and the terms plurilingualism and plurilingual to refer to individuals who 
possess a variable degree of proficiency in several languages. A multilingual territory can have monolingual 
individuals and plurilingual individuals can exist in a (hypothetical) monolingual society. The distinction is not 
always made by all parties, and indeed cannot be made in this form in a number of European languages.
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validation and certification of acquired knowl-
edge (chapters 5.4 to 5.5), requiring international 
norms, comparability, and the harmonisation of 
diplomas and certifications for a particular lan-
guage and between different languages. 

This is the reason, as we will see later, for the 
success encountered by the common european 
framework of reference for languages (cefr) 
(particularly for the competency levels it de-
scribes), the interest focused on the european 
language Portfolio (elP) (chapters 2.3 and 4.1.2). 
The wish to define european benchmarks for in-
ternational comparisons between school systems, 
and for the inclusion of the common european 
framework of reference for languages levels in 
the Europass project of the european union.

2.2.3 Trends in the European Union

The common Market, created in 1957, which later 
became the european community and then the 
european union, is marked by its origins. The pri-
mary vocation of the european union, a commu-
nity essentially founded on the market economy 
and partly regulated by a set of common rules, 
places language learning within the general con-
text of its contribution and usefulness to the 
economy, professional requirements, and worker 
and student mobility. Questions of identity or con-
nection to a broad-based educational programme 
or to the values of democracy and citizenship are, 
basically, matters for the council of europe rather 
than for the european union.

The eu-27, with 23 official languages, has carried 
out and developed numerous programmes pro-
moting multilingualism. The Lingua programmes 
of the 1990s, the european label, an award for 
innovative initiatives, and the annual celebra-
tion of the european day of languages are some 
of the initiatives that have marked the last two 
decades. The 2004–2006 action Plan «Promot-

ing language learning and linguistic diversity», 
the publication in 2005 of a strategic frame-
work for multilingualism, and the creation – al-
beit temporary – of the post of commissioner 
for Multilingualism within the european union, 
are recent, tangible european union milestones 
in the area of language strategy. The Erasmus,  
Leonardo and Grundtvig programmes all con-
tain a component or aspects related to language 
learning, as does the lifelong learning Pro - 
gramme. 

Moreover, surveys and studies conducted by the 
Eurydice network or commissioned from external 
consultants provide an interesting perspective 
on the role of languages in different educational 
systems or their significance for companies, for 
instance. Besides the european council resolu-
tion on the learning, in school, of at least two 
languages in addition to the mother tongue, and 
the implementation of the Europass, it is indu-
bitably the creation of the european indicator 
of language competence to assess the level of 
proficiency of european 15-year-olds in their 
first and second foreign languages that will have 
the most impact in the near future, including in 
countries that are not members of the eu. The 
european council of 21 november 2008 adopted 
a resolution on a european strategy for multi-
lingualism20 that invites member states and the 
commission to

promote multilingualism in order to strengthen 1. 
social cohesion, intercultural dialogue and 
european construction
strengthen lifelong language learning2. 
better promote multilingualism as a factor in 3. 
the european economy’s competitiveness and 
people’s mobility and employability
promote linguistic diversity and intercultural 4. 
dialogue by stepping up assistance for trans-
lation, in order to encourage the circulation 
of works and the dissemination of ideas and 
knowledge in europe and across the world

20  The European Council is a body of the European Union (not to be confused with the Council of Europe). The 
Union, contrary to the Council of Europe, makes no distinction between multilingualism (societal) and plurilin-
gualism (individual) and uses only the term multilingualism.
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each of these headings is subdivided into nu-
merous subparagraphs. The action verbs em-
ployed are not binding due to the principle of 
subsidiarity (in this context one can only speak of 
«guidelines»), but these objectives, although they 
are not dated and no figures are given, are likely 
to lead to invitations to tender and for project  
financing. The terms used have been carefully 
chosen and a great deal of care has gone into the 
last point in particular, relating to translation.

european union language initiatives have been re-
inforced by the recommendation on Key compe-
tences for lifelong education and Training (coM 
[2005] 548 final) which places languages among 
the key competences21. But although the europe-
an council has adopted the recommendation that 
all young europeans should learn two languages 
other than the main language of schooling in the 
course of their compulsory education, the field of 
education is governed at the national level and its 
recommendations are not binding.

although Switzerland is not a Member of the  
european union, it has been associated with 
various projects involving member states. Swiss 
researchers are actively working on important 
international projects such as the dylan project 
(language dynamics and Management of diver-
sity), which is financed by the european union22. 

2.2.4 The activities of the Council of 
Europe23

The essential objectives of the council of europe, 
which was created in 1949, were, and still are, the 
respect and defence of human rights, democracy 
and the rule of law. This mission was reactivated 
and extended after 1989, when the council admit-

ted a number of new member states (there were 
47 in 2009, compared to 22 in 1989). The general 
presentation of the council of europe currently 
states that: «during the Summit in Strasbourg 
in october 1997, the heads of State and govern-
ment adopted an action plan to strengthen the 
council of europe’s work in four areas: democracy 
and human rights, social cohesion, the security of 
citizens and democratic values, and cultural di-
versity»24. 

This core mission has led the council of europe 
to work for the protection of migrants and to ad-
dress their linguistic and cultural needs beyond 
those strictly necessary for integration in the host 
country; to develop and implement, together with 
those countries willing to collaborate, normative 
documents such as the charter for regional or 
Minority languages (1992) or the framework con-
vention for the Protection of national Minorities 
(1995); and to undertake programmes for roma 
communities.

The work of the council of europe in the field of 
language teaching and learning has consisted in 
providing useful instruments for decision makers, 
teacher trainers, examining bodies and authors of 
textbooks. Successive modern language projects, 
from 1973 to 1996, led to the development of 
threshold levels intended to facilitate the identi-
fication of objectives and learning content within 
the framework of a functional and competence-
based methodological approach that emphasises 
the development of aptitudes and skills in com-
munication situations.

More recently, the former Modern languages 
Section, now language Policy division, has wid-
ened its objectives and its field of action. a brief 
description is given below of a number of instru-

21  The Union’s activities to promote multilingualism are described at http://ec.europa.eu/education/languages/
index_en.htm (28.02.2010) – for instance, the Early Language Learning (ELL) project. Numerous reference texts 
can be downloaded from the site.

22  Cf. http://www.dylan-project.org/Dylan_en/home/home.php (28.02.2010)
23  As Switzerland is a member of the Council of Europe and has contributed significantly to the work carried out 

in the field of modern languages, the following exposé is more thorough than that relating to the European 
Union.

24  Cf. http://www.coe.int, under the «Who we are» heading (28.02.2010) 
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ments that have been developed as a result of its 
activities, and which have received widespread 
recognition in europe and even beyond.

development, implementation and use of the •	
Common European Framework of Reference 
for Languages (CEFR, published in 2001 to  
coincide with the european Year of lan-
guages), which has had a significant impact  
on european education systems. The cefr 
includes developments pertaining to plurilin-
gualism, the concept of plurilingual and 
intercultural competence, and reflection on 
the curricular scenarios that integrate lan-
guages within a single educational project, 
but its success and uses are mainly due to the 
proposals it sets out regarding the evaluation 
of communication skills. it defines six levels 
(a1, a2, B1, B2, c1, c2) that have become key 
reference points for the definition of objec-
tives, conception of programmes, and as-
sessment of language proficiency. it is also a 
valuable instrument for comparing the results 
of language assessment internationally. its 
contribution, in spite of the all-encompassing 
definition given for plurilingual and intercul-
tural competence, has mainly focused on the 
assessment, teaching and learning of foreign 
languages (often according to an additive and 
compartmentalised concept of multilingual-
ism). hence the question of whether to extend 
the concept of a common european frame-
work of reference to the languages of school-
ing (Polish in Poland; luxembourgish, german 
and french in luxembourg). it is based on this 
question, but also pursuant to the reflection 
that has been carried out on the european 
language Portfolio (elP) and language educa-
tion Policy Profiles that the languages in / for 
education project was developed. it encom-
passes the languages of schooling, but makes 
no provision for a common european frame-
work of reference for them (see below and  
chapter 3.1.2).25 

development of the •	 European Language Port-
folio (ELP), of which over one hundred models 
presented by different countries or regions of 
europe for different school and post-school 
levels were validated between 2002 and 2009. 
it is an instrument that closely complements 
the cefr but also provides a record of the 
language repertoire of the learner – for whom 
it is intended – and makes it possible for them 
to become progressively more autonomous 
in their language learning. elPs have evolved 
over the years. The language biography and 
record that they contain provide evidence of 
the learner’s overall language resources and 
his/her linguistic experience and achieve-
ments, which are not limited to foreign lan-
guages learned at school. Portfolio-type ap-
proaches could be envisaged that would also 
include the different uses of the languages of 
schooling. The objectives of the autobiogra-
phy of intercultural encounters, a new tool for 
learners, are somewhat different but comple-
mentary. This encourages learners to «exer-
cise independent critical faculties, including 
critical reflection on their own responses and 
attitudes with regard to other cultures.»

creation of a •	 Guide for the Development of 
Language Education Policies in Europe to 
introduce and illustrate ideas such as plurilin-
gual education, offering a set of proposals 
regarding methods and resources and the 
argument for an educational language policy 
that includes plurilingualism in schools. The 
purpose of the guide for the development of 
language education Policies in europe is to 
establish principles and approaches for coher-
ent language education policies. it can thus 
serve as a framework for the development or 
reorganisation of language teaching in mem-
ber states, above all in education systems. 
its premise is to base these policies on the 
development of plurilingualism as an asset 
and a competence. The diversity of languages 

25  Switzerland played an important role in the initial conception phases of the CEFR (particularly regarding the 
establishment of reference levels). It was also in Switzerland that the structure of reference of the European 
Language Portfolio (ELP) was defined. See chapters 2.3 and 4.1.2.
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(whether national, regional, minority, foreign, 
etc.) is reflected in the plurilingual repertoire 
and profile of the learners.

establishment of •	 Language Education Policy 
Profiles for countries and regions within the 
council of europe member states to allow 
them to analyse and discuss their language 
teaching policies in a global perspective. The 
language education Policy Profiles (which, at 
the end of 2009, concerned 16 countries and 
regions of europe) clearly demonstrate which 
sensitive areas should be considered in estab-
lishing an educational language policy:

The place and treatment accorded to the •	
main language of schooling in regard to 
regional languages or languages of minori-
ties.26 
The place given in the curriculum to the •	
mother tongues of migrants and to the 
language(s) of the host countries as lan-
guages of schooling: depending on the coun-
try, the question is addressed to a greater or 
lesser degree by the education system, but it 
is arising more and more frequently.27 
The place and importance given to foreign •	
languages and their diversification in cur-
ricula with respect to the national language 
and potentially to regional languages or 
languages of minorities:28 

conduct of a project with an integrative aim, •	
that fully takes into account the languages of 

schooling (Schulsprache, langue de scolari- 
sation) and includes putting online a platform 
of resources and references for plurilingual 
and intercultural education.29 This platform is 
the current form given to the proposals of  
the integrative approach designated by the  
heading languages in education / languages 
for education. it presents plurilingual and  
intercultural education as a right and a  
project and deals with the double aspect of 
languages as subject and languages in other 
subjects. The overall aim of the project is to 
propose to the member states resources and 
reference documents that they can use to  
develop their language of schooling pro-
grammes and programmes for language 
teaching in general by drawing on the experi-
ence and expertise of other member states. 
it particularly addresses the predicament of 
young students who start off their schooling at 
a disadvantage because their language skills 
do not correspond to schools’ requirements 
(children of disadvantaged or migrant families, 
children whose first language is a regional  
language).

due consideration should also be given to the mul-
tiple activities of the european centre for Modern 
languages (ecMl) in graz, austria, arising from 
an initiative of austria and established through 
a «partial agreement» (i.e. a specific agreement 
between a majority of council of europe member 
states).

26  On the one hand, there is a tendency to insist on the national language as essential to national cohesion and 
as a vector of transmission of national identity, whose norms must be preserved and expressive potential 
developed, particularly in countries that have recently regained full independence; on the other hand, there is 
a wish to preserve the linguistic practices, cultural traditions and characteristics of languages that are not only 
minority languages but often perceived by the communities concerned as minorised.

27  More emphasis is generally placed on learning the language of schooling as a second language for the children 
of migrants (and as the language of the host country for the adults themselves) than on the preservation of the 
language of origin, even though the latter can contribute an added value to the resources of the country of im-
migration and help to open up schools to a plurality of languages. 

28  Thus, on the one hand there is a tendency in non-Anglophone countries to concentrate efforts on the national 
language / English pair; on the other hand, in accordance with the recommendations of the European Union, 
there is a determination not to be confined only to English and to introduce another compulsory foreign lan-
guage, even if it means limiting the choice of possible second languages.

29  The activities of the Language Policy Division are described at http://www.coe.int/t/dg4/linguistic/Default_
en.asp (28.02.2010). Almost all the documents and instruments that have been produced can be accessed and 
downloaded, in English and in French.
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The strategic aims of the ecMl are to help its 34 
member states to implement efficient language 
teaching policies by:

recognising practical experience in the field of •	
language learning and teaching
promoting dialogue and exchange among indi-•	
viduals active in this field
training multiplying agents•	
supporting research networks and projects •	
related to the centre’s programme30

2.2.5 Healthy tensions and necessary 
choices

To sum up the objectives and activities of these 
two european bodies, we note in par ticular: 

that international organisations such as  •	
the council of europe and the european  
union have taken an increasingly active role  
in the area of language policy in recent  
years 

either, in the case of the european union, •	
through a growing involvement in training 
and education as a means of adapting  
human resources to encourage worker  
mobility and a knowledge-based economy 
in a context of market globalisation and 
competitiveness, 
or, in the case of the council of europe, by •	
reinforcing the link established between 
human rights, democratic citizenship, social 
inclusion and cohesion on one hand and, on 
the other, respect for multilingualism and 
recognition of the value of plurilingualism 
and intercultural relations.

that this growing commitment, stemming •	
from different origins and distinct objectives, 
contributes – among other things – to a better 
integration of languages into the educational 

planning of states, into policy dynamics at 
different levels (national, regional, community, 
etc.), and into the representations of lan-
guages in society.

it is not surprising that, at this level, the same ten-
sions can be found which exist all across europe 
between the wish for harmonisation (avoiding 
standardisation) and an affirmation of diversity 
(which is not to be confused with fragmentation 
or break up). it is important not to underestimate 
these tensions and to make sure that the neces-
sary dynamics are democratically regulated.

2.3 Recontextualisation

Swiss language policy for compulsory and con-
tinuing education must of course be relevant and 
coherent domestically, respecting the constraints 
and needs of the different linguistic regions, the 
cantons, the economy and the other social actors, 
but it must also reflect the fact that the country 
is surrounded by other countries with which it 
enjoys extensive economic and cultural relations. 
it is therefore not surprising that Switzerland is 
careful to coordinate its language teaching with 
what is being done elsewhere in europe and in the 
world.

The most significant joint progress has certainly 
been the development of the common european 
framework of reference for languages (cefr), in 
which Switzerland actively participated:

in 1991, one of the founding events for the •	
future cefr and for the european language 
Portfolios (elP) was a symposium of the coun-
cil of europe held at rüschlikon (zurich)
between 1993 and 1998, a research subproject •	
conducted within the framework of national 
research Programme 33 established descrip-

30  An excerpt from the introduction to the ECML is available at http://www.ecml.at (28.02.2010). It offers a host of 
information on the outcomes of the various programmes undertaken by the ECML. These and reports concern-
ing the completed projects can be downloaded in English, French and German.

31  This Portfolio III is currently under revision; since 2008, the Swiss Portfolio series has been complete; it 
contains the Portfolino (for children from 4 to 7) integrated into the ELP I (students from 7 to 11) and ELP II (for 
students from 11 to 15).
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tors with which language proficiency can be 
described in a positive and differentiated way, 
not only according to a progressive scale but 
taking into account various partial skills (cf. 
Schneider and north 2000)
in 2001, the first european language Portfolio •	
(elP) (for teenagers and adults) recognised by 
the council of europe originated in Switzer-
land31

in the framework of the ief project •	 (instru-
ments for evaluation of foreign language 
competences), conducted under the auspices 
of regional Swiss german EDK [conferences of 
cantonal Ministers of education] (2002–2006), 
more refined descriptors for levels a 1.1 to 
B 1.2 were developed, as well as a databank 
containing exercises («communicative tasks») 
to evaluate student competences. The product 
is marketed under the name Lingualevel32

The new method of describing learner compe-
tences according to the action-based cefr ap-
proach has had a significant impact on the teach-
ing of languages in Switzerland. not only are 
competence scales included in recent curricula 
(cantonal as well as regional33) and in competence 
models that serve as a basis for national educa-
tional Standards, but they have also become a key 
point of reference for private language courses, 
editors of teaching materials, organisations that 
hold standardised international examinations, etc.

2.3.1 The parties involved in Swiss 
language policy

as the organisation of schools in Switzerland falls 
within the remit of the cantons (and gives the mu-
nicipalities manœuvre fair degree of autonomy, 
particularly regarding administrative matters), 
many actors from the political, administrative 
and educational fields are involved in organising 

language teaching. at the intercantonal level, the 
Swiss conference of cantonal Ministers of edu-
cation (EDK) coordinates the work of the cantons 
through intercantonal agreements and recom-
mendations. certain tasks and projects are dealt 
with by the regional conferences, of which there 
are four: the intercantonal conference of can-
tonal Ministers of education of western Switzer-
land and Ticino (CIIP), as well as the intercantonal 
conference of cantonal Ministers of education 
of central Switzerland (BKZ), the intercantonal 
conference of cantonal Ministers of education of 
eastern Switzerland and the Principality of liech-
tenstein (EDK-Ost) and the intercantonal confer-
ence of cantonal Ministers of education of north-
western Switzerland (NW EDK). The last three 
conferences have recently been formed into the 
D-EDK. as education is the responsibility of the 
cantons, most practical decisions are managed at 
cantonal or municipal level. Several working and 
coordinating groups assist the authorities in their 
work; in particular:

the coordinating group for language Teaching •	
(KOGS)
the regional language groups•	
the Professional group foreign languages•	  of 
COHEP

Many new projects have been launched in Swit-
zerland since the beginning of the new century 
and a number of important decisions have been 
made regarding the teaching of languages.

2.3.2 The EDK’s Strategy

in 2004, the EDK established a Strategy of lan-
guage Teaching at compulsory education level.34 
in addition to general considerations about the 
goals of language teaching and the principles for 
its development and coordination, it also includes 

32  Cf. http://www.lingualevel.ch (28.02.2010); French and Italian versions are in preparation.
33  Thus, the Plan d’études romand (Curriculum for Western Switzerland) (which will come into effect in 2011) and 

the Lehrplan 21 (Curriculum 21) (which will probably come into effect in 2012) are both based on the CEFR in 
the presentation of their objectives.

34  A draft strategy is being drawn up that covers both compulsory and post-compulsory schooling.
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measures concerning the number and order of 
languages to be learned during the compulsory 
education. for the most part, this concerns the 
following points:

a first foreign language (national language or •	
english) is learned from the 5th school year 
onwards
a second foreign language (national language •	
or english) is learned from the 7th school year 
onwards
a third foreign language (national language) is •	
optional from the 9th school year onwards35

although a consistent solution has been found 
for the question of when to start foreign language 
learning, no solution has been found for the order 
of the languages learned, a question which was 
the subject of heated debate. a compromise so-
lution coordinated at the regional level has been 
reached that factors in the sovereignty of the 
cantons over education. except for graubünden 
and Ticino, which are special cases, two regions 
emerge (see illustration 2a) that are putting in 
place the following configurations:

western Switzerland and the bilingual or •	
german-speaking cantons close to the  
linguistic border (Passepartout cantons Bern, 
Basel Stadt, Basel landschaft, fribourg, 
Solothurn, Valais) as well as graubünden36 and 
Ticino begin with a national language (as first 
foreign language) and continue with english. 
(See chapter 5.2 on Passepartout.)
The eastern german-speaking cantons begin •	
with english (as first foreign language) and  
introduce french as the second foreign lan-
guage in the 7th school year.

The EDK’s Strategy of language Teaching of 2004 
also underlines the importance of the needs of 
students who are non-native speakers, stipu-
lating (in point 2.1) that: students with a foreign 

mother tongue will have the opportunity to con-
solidate their initial linguistic competence. in or-
der to promote the languages of migration (point 
3.8) it lists two concrete tracks:

3.8.1 within the ordinary curriculum, languages of 
origin that are linked to a context of migration will 
be promoted within the framework of language 
awareness, Begegnung mit Sprachen, éveil aux 
langues activities
3.8.2 Support for their language of origin / of mi-
gration is offered to children by organised lan-
guage communities via language and culture of 
origin teaching (lco). The cantons authorise these 
courses and invite schools to cooperate with the 
persons in charge

The teaching/learning of the classical languages 
(latin and greek) is not addressed in the 2004 
Strategy of language Teaching; this is because 
their status in compulsory education varies (from 
canton to canton and from one programme to an-
other). 

The reorganisation of foreign language teaching 
in Switzerland means that almost everywhere the 
teaching and learning of the two foreign languag-
es is reinforced at primary school level. it is par-
ticularly favourable to english, which is not only 
learned by all students but is also taught over a 
longer period in almost all cantons, whereas the 
teaching of the second national language is only 
emphasised in some cantons, in comparison with 
the previous model with one foreign language (a 
second national language) from primary school 
level (cf. elmiger and forster 2005). if language 
learning is emphasised in primary school, it of 
course means that all subsequent schooling 
must be revised to reinforce vertical cohesion 
(see chapter 4.6), involving an effort with respect 
to teacher training and teaching resources but 
also – most importantly – to mutual knowledge of 
the learning cultures between the primary school 

35  Usually Italian; in Ticino, where the L4 is compulsory, it is German, which is taught as of the 10th school year.
36  In the trilingual canton Graubünden, students learn one of the other cantonal languages (German, Italian or 

Romansh) as the first foreign language, and English as the second. 
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level (where language education has traditionally 
been conducted by generalists) and the secondary 
education (where teaching is more specialised).

2.3.3 The constitutional articles 
on education and the HarmoS 
Agreement

in 2006, by popular vote, the Swiss people ac-
cepted the new constitutional articles on educa - 
tion.37 Several school projects connected with 
language teaching are based on the new possibil-
ities for collaboration available to the cantons. we 
will list only the most important of these in this 
document.

even before the popular vote, the HarmoS agree-
ment was introduced at the beginning of 2006. 
among other things, it includes items relating to 
the objectives and content of teaching (regional 
curricula, introduction of national educational 
Standards, individual portfolios) and measures to 
ensure and develop the quality of the school sys-
tem at national level (Swiss education Monitoring 
in relation with national educational Standards). 
The intercantonal agreement of 14 June 2007 on 
the harmonisation of the compulsory education 
(HarmoS agreement) came into effect on 1 august 
2009)38.

regarding languages, in art. 3 (basic education), 
point 2a, the intercantonal agreement has its 

37  These are modifications of art. 48 and 61–67 of the Federal Constitution (cf. http://www.admin.ch/ch/d/as/2006/ 
3033.pdf, 28.02.2010).

38  Fifteen cantons subscribed to the agreement (encompassing approximately 76% of the population); seven did 
not subscribe (approximately 1/7th of the Swiss population); in other cantons the ratification process is still 
under way (as in January 2011).

Illustration 2a | Language teaching according to the HarmoS Agreement (art. 4): order of introduction of foreign languages



27

goal: languages: a solid linguistic culture in the lo-
cal standard language (oral and written mastery) 
and essential skills in a second national language 
and in at least one other foreign language.

The HarmoS agreement does not provide for 
any special measures regarding the language of 
schooling; it is clear however that mastery of the 
standard language is especially important, partic-
ularly in the german-speaking part of Switzerland 
where standard german (Hochdeutsch) coexists 
with dialects (diglossia). for foreign languages, 
the HarmoS agreement adopts parts of the EDK’s 
Strategy of language Teaching (see chapter 2.3.2), 
specifying that not only should the learning of two 
foreign languages be brought forward to primary 
level, but: at the end of compulsory education 
the levels of competence expected in these two 
languages should be equivalent (art. 4, para. 1). a 
third national language should also be promoted. 
The HarmoS agreement states that during com-
pulsory education optional third language teach-
ing should be offered (art. 4, para. 2). The issue 
of language and culture of origin teaching (lco) 
is mentioned, but it is left up to the cantons and 
countries of origin to deal with it: concerning mi-
grant students, the cantons lend organisational 
support to courses in the language and culture of 
origin (lco courses) organised by the countries 
of origin and the different language communities 
and which respect religious and political neutral-
ity (art. 4, para. 4)39.

The HarmoS agreement regards the national edu-
cational Standards as a nationwide tool (in addi-
tion to regional language curricula, teaching re-
sources and assessment tools) for development 
and improvement. The first national educational 
Standards concern the language of schooling and 
foreign languages (and mathematics and natural 

sciences). in order to benefit from models of com-
petence and proposals for national educational 
Standards based on scientific research, four con-
sortiums were commissioned, two of them for lan-
guages (one for the language of schooling and one 
for foreign languages), between 2005 and 2008, 
to establish a model of competence and propos-
als for national educational Standards. The out-
come will be open for scrutiny and debate in 2010. 
where foreign languages are concerned, there are 
numerous improvements compared to the existing 
model of competence (common european frame-
work of reference for languages [cefr]): levels 
of language proficiency have been more precisely 
defined; tasks have been developed (and tested) 
for the 8th and 11th school years to enable testing 
of certain partial skills; in addition, the consorti-
um has tried to integrate language mediation and 
methodological and intercultural competences 
into the existing model.40

as regards the language of schooling, the con-
sortium concerned was not able to base itself on 
an existing model and therefore had to develop a 
new model of competence for very diverse lan-
guages – and ways of teaching (see chapter 5 on 
this subject). The national educational Standards 
were published in the summer of 2011.

2.3.4 Bilingual teaching

other forms of contact with languages have de-
veloped markedly in Switzerland in recent years 
on the margins of the conventional teaching of 
foreign languages during compulsory education. 
in addition to exchanges, which must be organ-
ised by the teachers themselves41, various forms 
of bilingual or immersive teaching42 are becom-
ing more and more widespread in the Swiss 

39  For planning regarding LCO, cf. EDK (2009, 15, point VIa).
40  However, it has not been possible in either case to scale these competences precisely as is done for other 

partial competences. The proposals for Educational Standards and the scientific reports are available at http://
www.edk.ch (28.02.2010)

41  A coordination service is provided by http://www.echanges.ch (28.02.2010) with the support of the EDK.
42  The terms «bilingual» or «immersive» teaching sometimes designate programmes (in which part of the teaching 

is given in a language other than the usual language of schooling) and sometimes the teaching sequence itself (in 
which more than one language is used during the lesson). Sometimes, both terms (bilingual/immersive teaching)
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school system. Since the modification of the rul-
ing on recognition of Baccalaureate certificates 
in 1995, the number of schools offering bilingual 
programmes (50% of baccalaureate schools in 
2010) has grown constantly (cf. elmiger 2008 
and elmiger, näf, reynaud oudot and Steffen 
2010). This development mainly concerns up-
per secondary education (next to baccalaureate 
schools it is principally the vocational educa-
tion and training schools that have developed 
bilingual programmes), but one can expect that 
the trend will put pressure on the lower levels, 
where projects exist, notably in the cantons of 
Bern, graubünden and Valais (cf. Brohy 2004b, 
Kaufmann 2006 and Merkelbach 2007a). from 
now onwards, the cantonal school legislation of 
bilingual cantons fribourg, Bern and Valais, and 
also of zurich (for upper secondary education) 
provides for the facilitation of bilingual teaching 
programmes.

in canton graubünden, since the 1990s, bilin-
gual school projects have been carried out at all 
levels from pre-school through upper secondary 
education. These projects are always conduct-
ed in german, and in one of the other cantonal 
languages, either romansh or italian. in 2001, 
the canton published guidelines43 for bilingual 
school projects undertaken within compulsory  
education.

2.3.5 Other projects pursued by the 
EDK

currently, the EDK is pursuing other projects in 
the area of language teaching concerning:

the place of language certificates and stand-•	
ardised tests in the teaching and learning of 
languages (working group set up in 2008) (see 
chapter 5.5.1) 
the training of teachers speaking a foreign •	
language (in particular their status, profile and 
the level of proficiency required for language 
teaching) (see chapter 5.3)
the search for a coherent strategy to bridge •	
both the compulsory and the post-compulsory 
phases of education: in 2008, the EDK drafted 
a coordination strategy project for the teach-
ing of languages at upper secondary educa-
tion, which was analysed and discussed; it 
showed that there is a diverse range of ex-
pectations regarding languages and the EDK’s 
coordination role44

the development of the •	 ELBE (language 
awareness, Begegnung mit Sprachen, éveil aux 
langues) methods (see chapter 4.1.2)45 as well 
as teacher networking and training for the eu-
ropean language Portfolio (elP) and Lingua-
level (see chapter 5.2), in the different regions
the state of language and culture of origin •	
teaching (lco) in the different cantons46

2.4 Summary

in Switzerland, as in the rest of europe, the learn-
ing and preservation of languages and, more gen-
erally, questions of language policy, are the sub-
ject of debate in the public sphere. The stakes are 
considerable – the issues are educational and 
economic but also concern culture and identity. 
They involve not only foreign languages but also 
regional and minority languages, the languages 

 are used interchangeably (alongside other terms such as CLIL/EMILE, etc.), or they may designate different 
didactic formats (immersive generally designates programmes where the contribution of the target language is 
very significant, whereas bilingual teaching is used for forms where the target language carries less weight).

43  Cf. http://www.gr.ch/DE/institutionen/verwaltung/ekud/avs/Volksschule/richtlinien_zweisprachigkeit_de.pdf 
(28.02.2010)

44  Cf. http://www.edk.ch/dyn/12498.php (28.02.2010)
45  Cf. for example the report Apprendre par et pour la diversité linguistique (Learning by and for linguistic diversi-

ty) (Saudan et al., 2005), which sums up the results of a pilot study of the ELBE (language awareness, Begegnung 
mit Sprachen, éveil aux langues) concept. Note also the symposia and study days regularly organized by the EDK 
of Northwestern Switzerland, on the European Language Portfolios (ELP) among others (Netzwerktagung ESP).

46  Cf. http://www.edk.ch/dyn/19191.php (28.02.2010)
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of origin of migrant populations and, last but not 
least, national or official languages, in particular 
where their role in schooling is concerned.

Multilingual situations are becoming the norm, 
with very different configurations depending on 
the country, region, or locality. The multiplicity 
of languages and the linguistic heterogeneity of 
populations, particularly in schools, are ambiva-
lently perceived: on the one hand as a resource 
and an asset, on the other as an obstacle and a 
risk. in this complex context, plurilingualism (as 
the more or less developed mastery of the various 
components of a progressive, individual, language 
repertoire) is perceived not only as an asset but 
also as a project, or even as a necessity, and often 
indeed already as a reality.

This linguistic and cultural plurality can also be – 
as we well know – a source of diverse tensions. 
it requires consultation and coherence in imple-
menting policies, which are also of course diverse 
in european democracies. This is why we have 
recently seen the establishment, at a number of 
levels, of bodies and strategies designed to pre-
serve this plurality and manage it in a responsi-
ble, efficient manner in both the common and 
the individual interest. This chapter has shown 
how international institutions such as the coun-
cil of europe and the european union, as well as 
intercantonal organisations in Switzerland, such 
as the Swiss conference of cantonal Ministers 
of education (EDK) and its regional conferences, 
are suggesting orientations and proposing tools 
of reference to ensure a certain harmonisation 
of principles and practices. But at the same time 
more «local» entities must obviously be in charge 
of and responsible for their choices. and indeed 
they are, including the contextualised use they 
make of the tools at their disposal or which they 
produce.

The fact remains, in a phase of marked transfor-
mation of most european societies, that these 
international or national initiatives concerning 
schools and languages are taking place in an en-
vironment in which the concepts of learning and 
teaching are themselves subject to questioning, 
tensions and change. what are the models of 

learning or acquisition of languages that are be-
ing proposed as a result of research today, and 
how does one switch from these models to rep-
resentations of plurilingual approaches and com-
munication? what are the paths and the methods 
of teaching to be envisaged when the teaching 
methodology of one language must also be con-
sidered in terms of multilingually-oriented lan-
guage teaching methodology? how do such move-
ments affect the development of curricula and 
modes of assessment and recognition of acquired 
competences? in the following chapters we will 
attempt to answer these questions and describe 
the progress that has already been achieved in 
Switzerland.
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in order to coordinate language teaching one 
must begin by creating a common understanding 
of language learning. what is the goal of language 
learning, what language skills and competences 
should learners have, and what are the particular 
factors to consider in learning languages? recent 
developments in society play an essential role as 
regards the objectives of language learning, the 
way in which languages are learned, the precon-
ditions for students, as well as the findings based 
on research.

Sixty years ago, in a typical Swiss classroom, 
most students spoke only the local language and 
grew up in the local culture. a foreign language-
speaking child was the exception. The acquisition 
of the language of schooling47 (local language), 
which was the first language of most of the stu-
dents, happened in the same way for the majority 
of them: the first, mainly oral, phase of acquisi-
tion was followed by a second, which took place in 
school and focused on the formal written language 
(literacy), and on accuracy. almost all students be-
gan learning a foreign language in school (at the 
time, this was a second national language) with-
out having any prior knowledge of that language. 
The language of schooling and the foreign lan-
guage were learned separately, but with the same 
goal: to master both languages as accurately as 
possible. This meant that for the foreign language 
the emphasis was also on mastery and accuracy, 
i.e. an idealised mother-tongue competence. as 
future practical contact with the foreign language 
was out of reach for most learners, or was limited 
to a job as an au-pair, holidays or higher educa-
tion, there was something artificial, elitist, or even 
exotic about learning foreign languages.

Most children nowadays are in contact with a 
multitude of languages and cultures. when they 
first start school, some do not understand, or 
just barely understand, the language of school-
ing (the local language), and are barely familiar, or 
even completely unfamiliar, with the local culture. 
in Switzerland, the first language of some 23% 
of youths under 16 years of age is not one of the 
national languages (lüdi and werlen 2005). for 
these students, the language of schooling is often 
the second, or even the third language they learn; 
and some of them cannot use it at home to com-
municate with their parents, or only very little. The 
object of teaching the language of schooling is no 
longer just to develop literacy and to perfect the 
knowledge of the language. Some of the students 
must begin by learning this language, which is the 
common means of communication. The develop-
ment of literacy is crucial because it constitutes 
an indispensable prerequisite to learning in all 
subjects and to successful school and profes-
sional careers. This is why it is also important that 
each subject in the curriculum (such as history) 
be used to promote the language of schooling in a 
practical context. 

Many students today already possess a broad 
experience of interculturality before they start 
school, as well as of acquiring and using other lan-
guages. for instance, children with parents who 
both speak a different language learn the foreign 
language taught at school as their third language; 
children of migrants have already realised that 
learning the local language is important to estab-
lishing contact and integrating and that, at first, 
the important thing is to use the language, not to 
speak it with formal accuracy. even though school 

3 language coMPeTence and  
language learning 

47  The introduction of national Educational Standards has produced new terminology. The term first language 
has been replaced by language of schooling and is thus in line with the international efforts that have been 
undertaken to coordinate the teaching of the language of schooling, and thus establishes the use of a previ-
ously unused term (see the work done on this subject by the Council of Europe at http://www.coe.int/T/DG4/
Linguistic/Default_en.asp, 28.02.2010).
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learning and extracurricular (natural) acquisition 
of a language are not identical, this learning expe-
rience can be built upon. when children and young 
people learn the language of schooling and for-
eign languages, they draw on the experience they 
have gained by learning other languages, such as 
their language of origin / of migration; they take 
advantage of their knowledge of those languages 
to deduce words and rules of the language they 
are learning. Today, we know that context is im-
portant to language learning. The primary objec-
tive is no longer language knowledge that focuses 
on accuracy, but the ability to use languages ap-
propriately in real-life situations. accuracy has its 
place as part of this over-arching objective.

in recent years, developments in society – and 
hence the evolution of the conditions for learn-  
ing – combined with findings in a number of sci-
entific fields – have produced a change in the con-
cept of learning from a monolingual to a plurilin-
gual approach. This re-orientation constitutes 
the core of the Strategy of language Teaching 
adopted in 2004 by the EDK, mentioned in chap- 
ter 2, whose purpose is to promote the language 
of schooling as a basis for learning across the cur-
riculum, and at the same time promote languages 
of origine / of migration as a basis for learning new 
languages and orienting foreign-language learn-
ing towards actual language use while taking into 
account learners’ prior linguistic experience. Pro-
moting the languages of origin / of migration, of 
schooling and foreign languages should begin as 
early as possible and preferably as intensively as 
possible in order to foster children’s cognitive de-
velopment on the one hand and improve equality 
of opportunity for further learning on the other.

current language teaching methodology is ac-
tion- and competence-based and takes a plurilin-
gual approach to learning. in order to be able to 
coordinate this type of approach to language 
teaching, the basic institutional expectations re-
garding competences must first be clarified. This 

can be done in the form of educational Stand-
ards such as those developed within the HarmoS 
project. The concept of learning and the models 
of competence which constitute the basis of the 
educational Standards must also be understand-
able and widely accepted. The aim of this chapter 
is to clarify these two conditions so that they can 
serve as a basis for the coordination and teaching 
of languages:

models of competence and national Edu-•	
cational Standards | chapter 3.1 describes 
how language skills and competences are 
integrated into models of competence for the 
language of schooling and foreign languages, 
which serve as a basis for developing national 
educational Standards, curricula and teaching 
materials.
the concept of multilingual action- and com-•	
petence-based learning | in order to promote 
multilingual action- and competence-based 
learning, excellent knowledge of the pro-
cesses and factors on which language learning 
is based is required and must be taken into 
account. The aim of chapters 3.2 and 3.3 is to 
present these aspects in more detail, accord-
ing to the current state of knowledge. chapter 
3.2 is dedicated to the learning of languages 
in the context of an action- and competence-
based concept. chapter 3.3 uses this basis 
to extend this understanding of learning to 
plurilingualism. at the same time, this chapter 
attempts to lay the foundations for chapter 4, 
which deals with methodological innovations.

3.1 Models of competence and 
Educational Standards

a key objective of the EDK’s Strategy of language 
Teaching (2004, see also chapter 2.3.2) is to define 
educational Standards for the regional lan guages 
of schooling and the main foreign languages 
(the second national language and english)48  

48  Not only are there Educational Standards for the language of schooling and foreign languages, but also for math-
ematics and natural sciences. Following public consultation, the national Educational Standards will be revised 
as of July 2011 before coming into effect. See http://www.edk.ch/dyn/20692.php (28.02.2010).
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describing the skills and competences required 
at the interfaces between educational levels (i.e. 
the end of the 4th school year for the language of 
schooling, the end of the 8th school year and the 
11th school year for the languages of schooling 
and foreign languages). The national education-
al Standards are based on two different models 
of competence: one concerns the languages of 
schooling (see chapter 3.1.2) and the other for-
eign languages (see chapter 3.1.3). it may seem 
surprising that the EDK commissioned a dual ap-
proach at a time when everything is focused on 
an integrated concept of language learning and 
language competence. a closer look shows how-
ever that this (simple) subdivision constitutes in 
itself a fine feat of integration. for the first time 
in Switzerland, educators and linguists from the 
different linguistic regions have agreed on a com-
mon model of competence, on the one hand for 
german, french and italian as the languages of 
schooling and on the other hand for french, ger-
man and english as foreign languages. in order to 
achieve this, numerous, often intense discussions 
were held between 2005 and 2009 among special-
ists within the scientific consortia commissioned 
by the EDK. 

The specialist consortia based their work prima-
rily on current trends in their fields, while carry-
ing out extensive conceptual work themselves. To 
keep the project well anchored in Swiss practice, 
the EDK put at their disposal detailed analyses 
of all the cantonal curricula49 which were current 
at the time. The consortia also based their find-
ings on teaching material and, where necessary, 
called on teachers and their classes to establish 
a concrete link with practice. The draft models of 
competence that were thus developed served as 
a base for the development of tests to be applied 
on representative samples of the student body 
in the different linguistic regions. The results of 
the tests helped to validate the models of com-
petence and were also important for defining 
the levels of the models of competence and the 
educational Standards. This chapter will provide 

a short explanation of the concept of the mod-
els of competence and the national educational 
Standards before presenting the two models of 
competence of the languages of schooling and 
foreign languages, and concluding with a a brief 
comparison of the two.

3.1.1 Characteristics of the national 
Educational Standards 

Models of competence

Models of competence define important aspects 
of competence and educational content. ac-
cording to weinert and the conception of ger-
man educational Standards, competences are 
considered as a device that allows individuals 
to successfully resolve certain types of prob-
lems, and therefore to master concrete situa-
tions of a particular nature (Klieme et al. 2003, 
72). This understanding of competence-oriented 
towards task- and problem-solving emphasises 
the combined use of knowledge and know-how. 
it is a holistic approach (the use of language in 
concrete situations with the aim of achieving 
successful task completion), to be distinguished 
from an approach that focuses on discrete areas 
of knowledge and know-how (such as vocabu-
lary or grammar). in didactics, this orientation of 
teaching towards applied competences is often 
referred to as competence-oriented teaching. 

according to the mandate, the models of com-
petence were to be implemented in the form of 
tests. The different components of competence 
therefore had to be defined.

Both consortia opted for models of competence 
featuring five dimensions of language activ-
ity (also called language skills) as primary con-
structs:

listening comprehension (and listening)•	
reading comprehension (and reading)•	

49  The analyses of the curricula are available at http://www.edk.ch/dyn/12154.php (28.02.2010). 
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spoken interaction•	
spoken production•	
writing•	

The foreign language model contains an addition-
al dimension of language activity:

mediation (between different languages)•	

Mediation activities are basically the transmis-
sion of messages heard or read in one language 
to another language, orally or in writing, so that an 
individual with an insufficient grasp of the origi-
nal language understands the message. The me-
diating person’s own communicative intentions 
that go beyond facilitating understanding play a 
secondary role. «Traditional» mediation activi-
ties are translation and interpretation. in a school 
environment, however, mediation is more gener-
ally concerned with mediating language activities 
that include more than one language.

The model for the language of schooling also com-
prises the following partial competences:

spelling•	
grammar•	

These two partial competences were included 
in the model of competence for the language of 
schooling at this level due to their importance 
in school tradition. Today, this would perhaps no 
longer be necessary, given the current debate on 
language teaching methodology. in the model of 
competence for foreign languages, these two par-
tial competences play a secondary role (see chap-
ter 3.1.3 for details on the common aspects and 
differences of the two models of competence).

The five language skills common to both models, 
with these additional elements, together form the 
basis of the models of competence.

National Educational Standards

The national educational Standards are con-
ceived as fundamental competences and indicate 
the competences that «practically all»50 students 
must possess when they pass from one school 
level to the next (end of the elementary level  
[Grund-/Basisstufe], primary school level and 
lower secondary education). educational Stand-
ards are expressed in the form of competences 
which can be measured by means of performance 
tests. This characteristic is typical of outcome-
oriented standards, i.e. of standards which focus 
on the outcomes of learning and not, for example, 
on the quality of teaching methods (input). The 
aim of this type of educational Standards is, on 
the one hand, to direct schools towards binding 
objectives, which is why the educational Stand-
ards are also integrated into the curricula of the 
three linguistic regions, thus making it possible for 
classroom work to follow them (see chapter 5.1.1). 
on the other hand, these educational Standards 
constitute a basis that makes it possible to check 
whether, and to what degree, students achieve 
the target competences, and thus whether the 
Swiss education system provides the foundation  
necessary for achieving the required compe- 
tences, or if measures must be taken to improve 
it (cf. Klieme et al. 2003, 9ss.). Standards based 
on outcome do not impose explicit requirements 
on the content of the programme or on the or-
ganisation of teaching51. They are included in the 
curricula and the teaching materials and are in-
fluenced by the teachers. The EDK confines itself 
to steering the compulsory education system and 
defining the desired outcomes and corresponding 
assessment tools (see chapter 5.1). 

50  This applies for all students who are learning in normal conditions. For instance, some of the children and 
young people who require special teaching support in integrative school models may not achieve some of these 
Educational Standards; it also applies for newcomers.

51  See Oelkers and Reusser 2008, chapter 2.4, for details regarding the different types of Educational Standards.
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3.1.2 The model of competence for 
the languages of schooling 

The language of Schooling consortium52 in- 
cluded specialists from the three linguistic re-
gions and educational traditions, working to-
gether for the first time on a large national 
project. at first, developing a consensual model 
of competence and defining common educational 
Standards required a great effort as regards in-
tegration. contrary to what exists for foreign lan-
guages (see below), there was no recognised and/
or widely used reference work for the language of 
schooling that could serve as a starting point for 
the development of the concept. clear concep-
tual bases and empirical experience, in particu-
lar from the PiSa study, existed only for reading. 
in the case of the language of schooling, the pro-
ductive competences writing and speaking, and 
the receptive competence listening had never  
really been the object of an empirical assess-
ment before; moreover, there is hardly any com-
prehensive or in-depth theoretical description 
available (see eriksson, lindauer and Sieber 
2008). The objective of the language of School-
ing consortium was to create a model of compe-
tence for the three national languages involved 
which would provide a framework for the devel-
opment of tasks and also facilitate an empirical 
study, while taking into account the three educa-
tional traditions.

The common model of competence is based  
firstly on theories of language use (see harras 
2004) and therefore on a functional pragmatic  
approach to language competence: language 
skills such as reading, listening, writing and 
speaking are frequently used in social life in 
situations where requirements vary in form and 
content. an individual may be considered to be 
competent in a language as soon as he or she 
can use the language successfully in a given 

situation (see chapter 3.2.1). it is quite obvious 
that the idea of language skills that focus on the 
students’ ability to use the language extends the 
teaching of the language of schooling to the oth-
er subjects (see chapter 4.2).

The model of competence for the language of 
schooling takes as its starting point the four  
basic modes of language use that are centred 
on two dimensions: reception–production and  
spoken–written:

reception Production

written Reading writing

Spoken Listening Speaking

Illustration 3a | The four central domains of language 

activity (Eriksson, Lindauer and Sieber 2008, 3)

This basic model was extended in the course 
of the project to include educational traditions 
and to ensure compatibility with the model of 
competence for foreign languages, and its ter-
minology was adjusted. as we saw briefly in 
the introduction, this approach generated a 
model of competence comprising six in fact, 
seven domains: four domains of language ac-
tivity, (with speaking subdivided into two sub-
domains), and two further domains specific 
to the language of schooling as a school sub- 
ject.

domains related to language activity:

listening comprehension and listening•	
reading comprehension and reading•	
speaking•	 53

spoken production•	
spoken interaction•	
writing•	

52  Cf. the final report by Lindauer et al. (2010), and the intermediary results by Müller, de Pietro and Wirthner (2007).
53  Contrary to the Common European Framework of Reference for Languages, spoken interaction is not an autono-

mous domain in the model, but a subdomain assigned to speaking. This categorisation is on the one hand based 
on teaching traditions and on the other is oriented towards the assessment of this competence, which relies 
much more on spoken language production rather than on reception.
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School subject-specific domains:

spelling•	
grammar•	

where the development of comprehensive lan-
guage skills is concerned, the language activity-
related domains and the school subject-specific 
domains are not of equal importance. whereas 
the activity-related language domains reading, 
listening, speaking and writing are among the core 
competences and are central to school learning 
and real-world communication, the school sub-
ject-related domains spelling and grammar play 
a secondary role in the acquisition of communi-
cative (language) competence. in consideration 
of school traditions and social values, they have 
been put on a par with the higher-level compe-
tences of language activity-related domains.

The language of schooling model of competence 
features two other differentiating aspects:

1.  Language activities | Situating, planning, 
executing, evaluating and repairing aspects 
constitute the second dimension of the model 
of competence. They structure the different 
language activities, but not all of these as-
pects can be observed in each language activ-
ity. unlike in speaking, repairing while listen-
ing, for instance, is not observable even if that 
aspect also plays a role, i.e. whenever the ex-
pectations of the listener must be revised. in 
task construction the language activities have 
made it possible to define a structure that not 
only determines the development of the test 
items, but also facilitates the evaluation and 
interpretation of the tests and provides a dif-
ferentiated basis for the fundamental com-
petences and the level descriptions. Teaching 
can also take this approach as a starting point 
to promote communicative language compe-
tence in a targeted manner.

2.  text types – Genres | language activities can-
not only be described more precisely through 
different aspects of language use. They are 
also more comprehensively characterised by 
the language forms in which they are carried 

out: one does not just «speak» – one tells, 
reports, argues, etc. in the framework of texts 
with specific characteristics. language forms 
(genres or text types) are conditioned by socio-
cultural factors and are developed in school in 
accordance with the traditional teaching of the 
subject. in school, for instance, the idea that 
narrative texts are easier to produce and under-
stand than argumentative texts is widely held, 
so narrative is developed earlier than argument 
even though there is no empirical evidence on 
the subject. in the language of schooling model 
of competence genres make up an integral part 
of the descriptions of competence. for reasons 
of manageability and to reduce complexity, not 
all the genres, which are particularly numerous, 
have been integrated into the model of com- 
petence, but only the three main functions that 
make it possible to group them: a) narrating/
playing with language; b) exposing/relating/de-
scribing actions, and c) arguing.

The verification of the language of schooling 
model of competence using a national sample 
revealed that both the type of skill, and also the 
type of text influenced the findings. however, the 
aspects of language activity provided better in-
formation where productive competences (writ-
ing in particular) were concerned than in the case 
of receptive competences.

representative surveys (communicative paper-
and-pencil performance tests) were carried out 
among students finishing the primary school level 
(8th school year) and lower secondary education 
(11th school year) as to their listening, reading and 
writing skills; the reading and writing tests were 
carried out in three linguistic regions of the coun-
try – german-speaking, french-speaking, and 
italian-speaking Switzerland – and the listening 
tests were carried out only in the german-speak-
ing and french-speaking regions for reasons of 
cost.

The speaking skills (spoken production and spo-
ken interaction) of students in the 8th and 11th 

school years were also tested on a smaller scale 
and also only in the german-speaking and french-
speaking regions. a small sample of 4th school 
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year classes (the second school year at the time) 
took listening, reading and writing tests.

for the three age groups surveyed and the seven 
domains of competence, four levels were de-
scribed based on the empirical evidence and re-
flection drawn from language didactics as well as 
from the point of view of the aspects of language 
activity, text types and tasks. a distinction was 
made between german and french with respect to 
the partial competences spelling and grammar.

3.1.3 The model of competence for 
the foreign languages 

during its development study, the foreign lan-
guage consortium took advantage of the fact that 
a model of competence already existed that was 
widespread in Switzerland and abroad, for which 
the common european framework of reference 
for languages (cefr) (council of europe 2001) 
and several subsequent studies had laid down de-
tailed specifications. in Swiss schools, the model 
of competence of the cefr was at least partly 
known thanks to the Swiss versions of the euro-
pean language Portfolio (elP) (see chapter 4.1.2), 
the intercantonal Lingualevel project providing 
assessment tools compatible with the common 
european framework for younger learners (lenz 
and Studer 2007; see chapter 5.4), as well as more 
recent cantonal or regional curricula.
 
 
Language use competence 

in the cefr, language competence is consid-
ered mainly as an ability to use language, i.e. 
the ability to act (communicatively) by means of 
language, in particular, in certain contextual cir-
cumstances and interpersonal environments, 

to carry out various tasks. The cefr describes 
the essential characteristics of language use as  
follows: «language use, embracing language 
learning, comprises the actions performed by per-
sons who as individuals and members of the com-
munity develop a range of general competences, 
and in particular communicative language com-
petences. They draw on the competences at their 
disposal in various contexts under various condi-
tions and under various constraints to engage in 
language activities involving language processes 
to produce and/or receive texts in relation to  
topics within specific fields, activating those 
strategies which seem most appropriate for car-
rying out the tasks to be accomplished. The moni-
toring of these actions by the participants leads 
to the reinforcement or modification of their com-
petences.» (council of europe 2001, 21)

illustration 3b gives an idea of the model of lan-
guage use of the common european framework 
of reference for languages.

The diagram may be read as follows (the terms 
taken from the diagram are in bold): The use of lan-
guage for communication purposes takes place 
in the specific conditions of a physical and social 
context. alone, or in their exchanges with others, 
the communicating individuals activate and use 
general competences (such as a knowledge of 
the world, or intercultural competences) but also 
communicative language competences54 (lexical 
or grammatical for example) as soon as they need 
to carry out communication tasks, on the basis 
of strategies (general strategies for action and 
specific strategies for communication). Cogni-
tive language processes (for instance, decoding 
processes) then occur. The tasks to be dealt with 
arise in certain life domains (for instance, in the 
private sphere) and bear specific characteris-
tics. Spoken or written texts that are received or 

54  General competences and communicative language competences are presented in greater detail in chapters 5.1 
and 5.2 of the CEFR. The CEFR’s use of the term «competences» is different than that, for example, of the notion 
of competence orientation of Weinert. The latter considers competence as the direct ability to act, the skill to 
use what has been acquired, whereas the CEFR defines as «competences» resources (of competences) which are 
called upon in the context of action. The English-language version of the CEFR uses the term «language profi-
ciency» in referring to competences according to Weinert. Differences in the use of the term «competences» are 
widespread in the literature.
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produced and the topics they contain are among 
the principal characteristics of the tasks. The in-
dividual (in grey) on the right is placed there for 
situations in which tasks have to be carried out in 
spoken or written interaction. The diagram does 
not cover language mediation (see the following 
paragraph).

language is certainly central to the model of the 
cefr, but not in a unilateral, reductionist sense. 
it is always the individual «as a whole», with his/
her repertoire of strategies and resources of all 
kinds who acts when language activities are be-
ing used. This repertoire is built over time and 
evolves dynamically through action. compe-
tences and experience related to learning and 
to the use of other languages, as well as compe-
tences and experience acquired through contact 
with different cultures may of course also be part 
of this accessible repertoire. Sociocultural and 
intercultural knowledge as well as sociocultural 
and intercultural skills play a particularly signifi-
cant role in the communicative use of language 
(language activity) in a bilingual or multilingual  
context.

Communicative language skills

in the model of competence for foreign languages, 
as for that of the language of schooling, the com-
municative language skills (the [macro] skills of 
traditional foreign language teaching method-
ology, referred to as fundamental modalities of 
language activity in the model of the language of 
schooling) occupy the first tier of the hierarchy. 
They form the construct to be implemented and 
verified through tasks and tests (see illustration 
3c).

Most communicative language activities can be 
integrated into this system. Some language ac-
tivities may only be defined by linking different 
cells of the model, for instance listening and tak-
ing notes in class (listening comprehension and 
writing). in the context of this national project 
however, communicative language skills are de-
scribed and verified only singly, which indeed is 
customary practice in communicative language 
testing in europe. one can fault this as a simplis-
tic approach, a distortion of the authentic use 
of language. however, competences defined as 

language processes language processes

Context (physical, social, ...)  
with certain conditions and constraints
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Illustration 3b | Language use according to the Common European Framework of Reference for Languages (CEFR)
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standards must be verifiable insofar as possi-
ble.55 in teaching, there are of course other forms 
of assessment, such as self-assessment and col-
laborative assessment. 

Types of discourse

The model of competence for foreign languages is 
further distinguished by its functional linguistic 
category of types of discourse (also termed rhe-
torical functions). five types of discourse are in-
cluded in the model:

inform / describe •	
invite / motivate to do something •	
narrate / report •	
express an opinion / argue •	
maintain contact•	

with a model that takes these types of discourse 
into account, it is possible for instance to ensure 
that comprehensive communicative writing tests 
contain not only exercises or parts of exercises 
dealing with descriptions or accounts but also 
those that require expressing or arguing an opin-
ion. There are certain approaches in the literature 

according to which, the requirements of the dif-
ferent types of discourse are not only higher or 
lower but also different, which different learners 
master to varying degrees. for example, the dif-
ferent types of discourse are related to different 
types of text or are composed for the most part 
of this type of specific text. There is therefore a 
close correlation between the distinction that is 
made between the type of discourse and the cat-
egory of text genre, such as it is presented by the 
language of Schooling consortium. in the frame-
work of HarmoS, it was not possible to analyse to 
what degree the different types of discourse ac-
tually mobilised different competences, because 
there were not enough possible variations in the 
tasks. when the tasks were set, however, a suffi-
ciently broad range of the types of discourse was 
included in order to avoid one-sidedness.

Competence resources 

in the model of competence for foreign lan guages, 
the third aspect concerns the competence re-
sources necessary to master (communicative) 
tasks. These are, on the one hand, the resources 
that the cefr ascribes to general competences 

mode of communication

Production interaction reception Mediation

canal Spoken Spoken  
production

Spoken  
interaction

Spoken  
comprehen-
sion

Spoken to 
spoken  
mediation

Mediation 
of written to 
spoken

Mediation 
of spoken to 
writtenwritten writing reading com-

prehension
written to 
written  
mediation

Illustration 3c | The classification system of communicative language skills according to the mode of communication in the 

model of competence for foreign languages (with reference to the Common European Framework of Reference for Languages 

[CEFR])

55 It is often not possible to single out individual elements of performances stemming from more complex tasks, 
with the consequence that results can only be analysed rather generally. It is thus difficult to obtain differenti-
ated results more suitable for detailed diagnosis. Example: a task requires students to find out about a subject 
with the help of three different texts and to write a text based on this information. If one of the students has 
trouble writing, it is probably this difficulty which will be noted, rather than his/her reading comprehension. 
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and, on the other, those which are termed com-
municative language competences in the cefr. in 
the test exercises, the students’ general compe-
tences (for example, the knowledge of the world 
or of the cognitive complexity of a topic that is 
expected of them) are tested insofar as possi-
ble as factors external to the construct. how-
ever, the requirements and performance related 
to communicative language competences (such 
as differentiated vocabulary and the structural 
complexity of reading texts) are aspects of the 
construct that must be assessed. communicative 
language resources play an important role in as-
sessing written and spoken performance, for ex-
ample the range of the vocabulary used, the level 
of grammatical complexity and correctness or  
fluency.

Intercultural and methodological 
competences

in its proposals for educational Standards the 
foreign languages consortium also emphasises 
intercultural competence and methodological 
competence (learning to learn). Both are recog-
nised learning objectives for foreign language 
teaching in addition to the learning objectives 
concerning the communicative use of language. 
in contrast to the domain of language use, there 
are no reliable and/or recognised models of com-
petence that include dimensions of competence 
and levels of competence. Many questions re-
main unanswered, particularly regarding the 
testing of these competences. given the circum-
stances, the foreign language consortium held 
back from outlining a model and referred in its 
report on the educational Standards only to the 
main competences often mentioned in the litera-
ture relating to the learning objectives in these  
domains.

3.1.4 Educational Standards for the 
language of schooling and foreign 
languages

Practically all students having the benefit of nor-
mal learning conditions should achieve the funda-
mental competences by a given point in time (4th, 
8th and 11th school years). The levels of competence 
to be reached were defined on the basis of an 
empirical study carried out nationwide. when the 
qualitative sample was insufficient (for example, 
for grammar in the language of schooling) the find-
ings of other research into subjects and teaching 
methodology were also taken into account.

for foreign languages, the starting point was rather 
difficult, in that educational Standards had to be 
defined for the implementation of the Strategy of 
language Teaching (EDK 2004). educational Stand-
ards had to be established on the basis of cur-
rent student performance and these educational 
Standards would then be applied to students who 
would have learned two foreign languages at pri-
mary school level and who would therefore have 
begun to learn them at an earlier stage and over a 
longer period, with new curricula, teaching meth-
ods and concepts. This is why, in addition to the 
consortium that had already been commissioned, 
specialists in research, foreign language teaching 
methodology and school practices had to be called 
in to establish the levels in question.

Prior to the adoption by the EDK of the national 
educational Standards56 and their integration into 
the curricula of the different linguistic regions 
and then into the new teaching methods, the 
educational Standards were examined. Teachers’ 
associations, the heads of schools, parents’ asso-
ciations, representatives of upper secondary and 
vocational education, employers’ associations 
and trade unions, as well as other interested par-
ties were invited to express their views. according 
to their acknowledgements the proposed edu-
cational Standards will be adapted and officially  
released by summer 2011.

56  Cf. for the national Educational Standards http://www.edk.ch/dyn/20692.php (28.02.2010)
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3.1.5 Comparing the models of 
competence

leaving aside the differences inherent in the 
models of competence for language of schooling 
and foreign languages, both have the following in 
common:

Both emphasise task- and problem-solving- •	
based competence as per weinert and Klieme 
(see above), giving priority to language use 
and communicative language skills, and thus 
favouring competence-based teaching.
Both models consider «text types» or «types •	
of discourse» as essential elements of com-
munication tasks.

however, there are differences relating to specific 
aspects, in particular:

The language of Schooling consortium intro-•	
duced aspects of competence to the model 
which refer to different phases or moments 
in language activity (situating, planning, etc.). 
however, we have observed that it is not  
possible to measure the competences in-
volved in the same way by means of communi-
cative tasks for all areas of competence. in  
the model of competence of the cefr that is 
the basis of the work carried out by the for-
eign language consortium, the ability to  
situate, plan, etc. is an aspect of strategic 
competence that guides communicative  
action, the targeted use of the diverse  
resources that make it possible to imple - 
ment competences to successfully complete  
a task (see also Bachman and Palmer 1996, 
63). The model does not focus specifically on 
this aspect of competence however, in partic-
ular because it emphasises assessment and 
because the strategic aspects are basically 
linked to the process and it would be difficult 
to single these out by the outcome. from the 
perspective of the language of Schooling 
consortium, the main methodological poten-
tial is contained in this particular aspect of 
competence: teaching can focus on learning to 
situate or plan, not only to improve the qual-
ity of concrete language activities,  but also to 

develop flexible situating and planning  
strategies.

in the model of competence for foreign •	
languages, communicative language skills 
also include mediation between two distinct 
languages. a series of descriptions of com-
petence has been established on a trial basis 
which gives examples of mediation activities 
at different levels. Various sources and target 
channels (spoken, written) have been com-
bined. for instance, it describes how content 
can be transmitted orally in language B if it 
has been read in language a beforehand, and 
this has been done for several levels. Taking 
into account mediation should, among other 
things, at least partly reflect the opening up 
of the different language subjects, as must 
certainly happen in the context of a multilin-
gual concept of schooling.

The two consortia have taken different ap-•	
proaches to describing the domains and levels 
of competence. The two types of description 
have their advantages and disadvantages. 
The descriptions of the language of schooling 
model on the one hand seem rather technical 
and hard to understand for non-specialists. 
The meaning in terms of the ability to commu-
nicate outside school tasks is rather opaque. 
on the other hand, they offer clear guidelines 
to test-setters and teachers who wish to cre-
ate their own tasks. 

The descriptions of levels in the model of •	
competence for foreign languages, should  
be understandable to a wide audience. They 
give a good idea of the scope and quality of 
communicative language use at different 
levels and for different areas of competence. 
however, one could make the same obser-
vation about the descriptions given in the 
model of competence for foreign languages, 
as about the descriptions of the cefr: they 
are not particularly useful for test-setters 
because many of the parameters are unclear, 
whereas they need to be specific in order to 
be applied concretely in the context of a  
task.
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There are differences in the two models  •	
where terminology is concerned. But it is  
often easy to find the corresponding term.  
The divergences are mainly due to the differ-
ent traditions. The experience gained from  
the application of the national educational 
Standards will show whether and in what 
measure these differences are acceptable 
in practice and can be maintained. it will be 
interesting to have feedback on this from 
classrooms that try out integrative language 
teaching. The project on national educational 
Standards should be considered as a work 
in progress. an important first step has been 
made, and others must now follow in the  
context of the ongoing restructuring of lan-
guage teaching.

3.2 Action- and competence-based 
language learning

it is the aim and duty of schools to foster in all  
students, whenever possible, solid competences  
in the language of schooling, and most impor-
tantly in the written language. Moreover, they 
must enable students to develop functional 
communication competences in foreign lan-
guages, such as those defined in the educational 
Standards described above, which concern both 
the language of schooling and foreign languages. 
notwithstanding this, schools should not ne-
glect languages of origin / of migration but rather 
should promote them in order to raise cultural and 
language awareness (ELBE: language awareness, 
éveil aux langues, Begegnung mit Sprachen) and 
encourage individual plurilingualism. To achieve 
this three-dimensional goal, certain conditions 
must be met regarding both language learning 
and the educational, methodological and insti-
tutional context. as previously mentioned, the 
educational Standards do not specify teaching 
content, the implementation of teaching and 

methodology or even the learning pro cesses 
that enable the desired learning outcomes. on 
the other hand, the models of competences, 
and in particular of language use, described in 
the common european framework of reference 
for languages (cefr) pave the way for a recon-
ceptualisation of learning. rather than empha-
sising the transmission of knowledge alone, the  
cefr – which reflects developments in the field 
of methodology, and not only in language sub-
jects – focuses on an action and competence-
based approach (see chapters 3.1 et 4.5.3). with 
this approach, learners must on the one hand 
have the partial competences and skills that 
allow them to carry out tasks and master chal-
lenging situations and, on the other, increase 
their ability and their motivation to use them in 
different situations in order to solve problems in 
a responsible manner. at the same time, for al-
most ten years we have been seeing the emer-
gence of a multilingual conception of learning 
which is tending to become the norm in the field 
of language education. The creation of the cefr 
has been an essential contribution to both these 
fields57. The following chapters will examine in 
greater depth the competences that students 
acquire, i.e. an action- and competence-based 
conception of learning, and those related to a 
multilingual understanding of learning.

3.2.1 Native speaker competence as 
the ideal

Traditional language teaching placed great im-
portance on students’ acquiring a high degree  
of accuracy and a good style, both in the  
language of schooling and in foreign languages. 
This appreciation of the degree of accuracy is 
closely linked to the ideal of perfect mastery 
of a language, be it the first language or mother 
tongue, or even a foreign language. Yet, in socio-
linguistics, the «competence of the native speak-

57  Although the model of competences for foreign languages, among others, is based on the CEFR, a multilingual 
understanding of learning and multilingual competence have until now been addressed, though very broadly, 
only in connection with the element of mediation (see chapter 3.1.1) in the model of competence for foreign 
languages. It must be pointed out however that the aspect of multilingualism was not part of the mandate.
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er»58, as understood by chomsky, is a construct 
that does not correspond to the reality of the way 
language is used by native speakers who may, for 
instance, come from different sociocultural back-
grounds. even so, many language teachers are 
still, to a greater or lesser degree, attached to the 
«ideal of the native speaker», which is expressed 
by the importance they place on the formal and 
explicit mastery of grammar. Thus, in their teach-
ing, they put the emphasis on knowledge rather 
than on skills and know-how.

The level of accuracy still plays an important role 
in language teaching; this is the case for the formal 
aspects of language such as grammar or spell-
ing, especially in the language of schooling where 
a high level of competence is the goal. The level 
of mastery of these specific aspects can deter-
mine success at school and later in professional 
life, given their importance in the eyes of society 
(see also chapter 3.1.2). often however, in the tra-
ditional models of foreign language teaching, too 
much weight is placed on the role of grammar and 
vocabulary. indeed, according to current findings 
in the realm of cognitive psychology and in re-
search into the acquisition of languages, it seems 
that students initially work most efficiently (a) by 
drawing on the language or languages they have 
already learned and (b) by using commonplace 
colloquialisms and idioms. This is why, in the early 
stages, error tolerance should be relatively high; 
according to the common european framework 

of reference for languages (cefr) it is only when 
they reach B2 level that learners consciously have 
recourse to their knowledge about the language. 
at B1 level, which is what is generally aimed for 
at secondary education, it seems that cognitive 
ability is sufficiently developed for the student to 
take an interest in aspects of the linguistic sys-
tem (endings, sentence construction – see illus-
tration 3d). in this context, it is also advisable to 
take into account the ability of students, depend-
ing on their age, to learn implicitly or explicitly, 
i.e. consciously, and to verbalise what they have 
learned (see chapter 3.2.6).

a1 a2 B1 B2 c1 c2

error
tolerance

competence
in content

Illustration 3d | Comparative trends of competence in 

content and error tolerance (according to Westhoff 2007, 14) 

3.2.2 Language as a system of 
thought and knowledge

in the life of a human being, language is useful for 
communicating on the one hand, and is closely 

58  This notion refers to hypothetical grammatical competence in the first language; it is both abstract and neutral 
from a sociocultural point of view. It is hardly possible to define what is meant by «the perfect competence of 
the native speaker» because it is altogether impossible to determine what it encompasses – the oral or the writ-
ten language? What are the social variants? To what level of education does it correspond? etc. Berthele (2008) 
points out, to that effect, that those referred to as «native speakers» all receive a completely different input, be 
it from the point of view of quality or quantity, and that for this reason their personal competence also varies.

 Furthermore, Bethele refers to surveys showing that those who are called «native speakers» may in fact 
present gaps in the areas of reading and writing, and that competence in the first language is greatly influenced 

 by social level. This observation highlights the complexity of language skills and puts into perspective the no-
tion of «native speaker competence». These considerations are also clear indications not only of the importance 
of improving reading and writing skills in the language of schooling, but also that the «mother tongue» develops 
very differently depending on the area of competence, and that this development is especially influenced by in-
put – from the linguistic environment in which individuals function as well as through the support made avail-
able to them. But this, unfortunately, is particularly limited where first languages are concerned for children 
and adolescents with a migrant background: their parents are often unable to offer them sufficient support; 
as regards language and culture of origin teaching (LCO course) the support available in that area is optional, 
often insufficient, and, in the great majority of cases, only loosely developed within the Swiss school system.
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linked to the way in which we represent knowl-
edge on the other. it is therefore important to the 
way in which thought is structured. By the same 
token, perception of the world and therefore the 
representation of knowledge are conditioned by 
the surrounding culture (dirven and radden 2002, 
p. 15): «language is not only a communication 
tool, it also reflects the perception of the world 
that prevails in a given cultural community».

gaonac’h (2006) underscores the central role 
played by children’s language skills, not only for 
the development of verbal thought, but also for 
the development of non-verbal thought. 

furthermore, a distinction must be made regard-
ing the use of language, between use of language 
that depends on context and that which does not: 
oral language mainly fulfills the function of com-
munication and depends on context, whereas 
written language is more akin to the verbalisation 
of thought and the use of language independ-
ently of context. This distinction was theorised 
by cummins in the 1980s (cummins 2004). The 
dichotomy between BicS (Basic interpersonal 
communicative Skills) and calP (cognitive aca-
demic language Proficiency) emerged in the con-
text of the integration of children with a migrant 
background. in the first language, BicS are ac-
quired mainly before the beginning of schooling. 
But they do not cease to develop at that time; they 
continue to grow up to and during adulthood, for 
example regarding ease in the use of language or 
in the daily routine of professional life. BicS do 
not require formal education. what is more, these 
everyday skills are also picked up relatively quick-
ly in situations of immersion in a second or foreign 
language. They are based on mastery of pronun-
ciation, intonation, elementary grammar and a 
vocabulary that covers the situations of everyday 
life. They are used in everyday communication, 
and are therefore highly dependent on context 
and undemanding on a cognitive level. calP, in 
contrast depends much less on context and car-
ries a greater cognitive load. it is used in abstract 
situations that are to a certain degree discon-
nected from their context – information texts, the 
language of schooling, etc. calP is strongly linked 
to literacy and is essential for a successful school 

career. consequently, the development of this 
cognitive academic competence, first of all in the 
language of schooling, is of prime importance for 
all learners and is thus a basic task of the school. 
it is also essential to encourage the development 
of calP continuously and coherently as it evolves 
fairly slowly in both the first language, and in a 
second or foreign language. for example, while it 
takes one to two years for students, depending on 
their age, to acquire a BicS competence level in 
a second language equivalent to that of monolin-
gual children, it will take them five to seven years 
to attain a calP level corresponding to their age.

Today, one talks less about BicS and calP and 
more about literacy skills. cummins’ dichotomous 
model has been taken up by Portmann-Tselikas 
and Schmölzer-eibinger (2008). Their model con-
sists in describing the degree of difficulty of texts. 
in so doing, they base themselves on the following 
two aspects:
 

Textuality: the more information a statement 1. 
has to contain, the more textual or structured 
it must be. in dialogue, on the other hand,  
utterances are briefer.
orientation according to topic: the more a 2. 
statement is focused on everyday experience, 
the simpler it is to formulate and understand. 
The more one refers to specialised knowledge, 
the more the statement must be formulated 
according to specific technical criteria of form 
and meaning.

Portmann-Tselikas and Schmölzer-eibinger 
(2008) represent these two aspects by means 
of four quadrants (illustration 3e). These quad-
rants contain oral comprehension (oc) and writ-
ten comprehension (wc); oral production (oP) 
and written production (wP). The arrows indi-
cate the direction of development: thus, through 
their stories and accounts (quadrant 2) and the 
questions they ask (quadrant 3), small children 
already begin to acquire the skills they will need 
later on to be able to read factual texts (quadrant 
4) for example. it is not possible to pass directly 
from quadrant 1 to quadrant 4. however, skills 
acquired by contact with texts and formal knowl-
edge influence other areas of language use (grey 
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arrow), particularly in quadrant 1. one can also 
place BicS (quadrant 1) and calP (quadrant 4) in 
these four quadrants.

Textual skills, or BicS and calP, are acquired as 
much in school as before it, after and in parallel 
to the school career, i.e. throughout one’s life-
time. linguistic and non-linguistic demands are 
determined by the circumstances and the task 
at hand, which also influence the linguistic re - 
sources that are brought into play and the  
other necessary skills or resources (the ability 
to interact, communication strategies, etc.). in  
order to take part in communication events, 
learners must acquire the necessary par-
tial knowledge and skills (see skill models in 
chapter 3.1.). They must also learn to use these 
skills in complex interaction (for example, when  
interacting with communication partners) and to 
use support strategies; in other words they must 
position themselves, plan, mobilise resources, 
make choices, implement, and evaluate whether, 
for example, their interlocutor has understood 
them and, if necessary, apply a repair mechanism. 
This complex process does not occur spontane-
ously; it must be learned and become increas-
ingly automatic. The skills that process informa-
tion then once again become available for other  
learning. 

3.2.3 Action-based language learning

a number of conditions are indispensible in or-
der to trigger the acquisition / learning process. 
among the four conditions set out below, at least 
the first three must be met (willis 1996): 

exposure to the language; rich but comprehen-•	
sible input of real oral and written language 
used in concrete situations
use of the language; for example, in order to •	
undertake something, to understand meaning 
and communicate it
motivation to listen, read, speak and write in •	
the language, in other words to process the 
contacts that a learner has had with a lan-
guage and to use that language
instruction in language, in other words, the •	
opportunity to focus on form, i.e. on formal 
language aspects and written language

The four conditions set down by willis can be con-
sidered as a good starting point for establishing 
a comparison between the conditions of acquisi-
tion and learning of the first language, and those 
that exist for foreign languages. The four condi-
tions are different depending on whether the lan-
guage in question is the first language or a second 
language, respectively a language of origin / of 

explain

textual

structureorganisation

dialogic

orientation by topic:
domain of everyday life

orientation by topic:
domain of systematised knowledge

tell

calP

BicS

oc/oP  
wc/wP

oc/oP  
wc/wP

oc/oP 
wc/wP1

3 4

2

oc/oP 
wc/wP

converse

Illustration 3e | The four quadrants according to Portmann-Tselikas and Schmölzer-Eibinger (2008), completed by Claudio 

Nodari (March 2009, personal note).
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migration, a local language, language of school-
ing or foreign language. if the language of school-
ing corresponds to a variety of the local language, 
students receive a great deal of input from the 
situations and contexts in which they use it daily, 
outside of school as well as in school. little mo-
tivation is required to establish access to this 
language. in the case of german-speaking Swit-
zerland moreover, a distinction must be made be-
tween the Swiss-german dialect and the stand-
ard language. when the language of schooling is 
not the same as the first language, as is the case 
for students coming from a migrant background 
and whose first language is therefore not german, 
there may be more or less well developed notions 
of the Swiss-german dialect since the children 
and adolescents concerned have, for the most 
part, lived in Switzerland for more than six years. 
nevertheless, they lack several years of learning 
in the german language and in terms of language 
problems may arise concerning vocabulary (lexis) 
and sentence construction (syntax) at higher lev-
els of differentiation. Teachers must have specific 
skills in methodology and in their subject as for 
many such children, learning languages in school 
amounts to immersion, i.e. they are plunged into 
the language of schooling, the use of which is re-
warded; at the same time, knowing the language 
and culture of their country of origin is also en-
couraged (for instance, through lco courses). 
immersion should not however become submer-
sion; in other words, weak skills at the beginning 
in the language of schooling should not be inter-
preted as a sign of limited learning ability, lead-
ing as a consequence to the language of origin 
being devalued, and in fact repressed. The situ-
ation is different again for foreign languages, to 
which students have less easy access. They can 
normally only practise them during language les-
sons, with limited time and input – unless they 
have access to immersive or bilingual teaching 
in a non-language subject. Their use of the lan-
guage is also limited mainly to foreign language 
courses taught within the school timetable. lack 
of contact with native speakers of the language 
as well as inadequate use of foreign languages in 
authentic situations may have the effect of dis-
couraging students from using the language. as 
regards the fourth condition relating to directed 

language learning in the context of a course, willis 
describes it as non-essential since language may 
also be acquired through natural situations, with-
out benefit of any teaching. however, he considers 
this condition to be desirable in that the opportu-
nity to work consciously on the formal aspects of 
language leads, in the long run, to a better mastery 
of the language from a qualitative point of view. 
Moreover, teaching allows the transmission of the 
general knowledge that goes hand in hand with 
any linguistic knowledge. This is especially true 
for the local language of schooling. where foreign 
languages are concerned, more emphasis must 
be placed on the role of foreign language teach-
ing in providing a context for authentic language 
use. when this is not the case, foreign language 
teaching comes down to a simple transmission of 
knowledge about form, mainly written, whereas 
the development of oral production is relegated 
to extracurricular, or even post-school learning. 

if the indispensable conditions for language ac-
quisition / learning are the motivation of the 
learner, his/her exposure to language and the use 
of said language, and if formal teaching is only a 
desirable condition, then the natural milieu ap-
pears to be the ideal situation. The natural mi-
lieu, also called the informal context, is indeed 
characterised by this absence of formalisation 
and by the fact that any element liable to be ac-
quired, and which the user / learner internalises, 
will happen in everyday life. This applies to small 
children who internalise language, and their first 
language, through contact with their mothers and 
families with whom they want to communicate, or 
to any person of any age who is faced by force of 
circumstance with a situation in which they must 
communicate with representatives of another 
language / culture than their own (mobility / mi-
gration). The non-natural milieu, also called the 
formal, or institutional milieu, essentially comes 
down to the different school systems in which 
students of all ages spend the greater part of their 
education. The audience concerned is also called 
a captive audience, because it is constituted once 
and for all, over a given period of time, and will not 
change. […] it is captive because it is limited by 
its learner status, that is to say obliged, among 
other things, to follow such a course (aSdifle 
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2003). There is thus little opportunity to choose, in 
a system where programmes, schedules, teaching 
materials and time limits are predetermined.

in a constraining situation, how does one stimu-
late motivation comparable to that created by 
reality? action-based teaching can be a solution 
to the problem, i.e. teaching that is task-based, in 
the sense of problem solving. 

a «task» has been defined as follows by three of 
the main researchers working in this field:

«in general, i […] will consider the communicative 
task as a piece of classroom work which involves 
learners in comprehending, manipulating, pro-
ducing or interacting in the target language while 
their attention is principally focused on mean-
ing rather than form. The task should also have a 
sense of completeness, being able to stand alone 
as a communicative act in its own right.» (nunan 
1989)

«in this book, tasks are always activities where 
the target language is used by the learners for a 
communication purpose (goal) in order to achieve 
an outcome.» (willis 1996)

in 2003, ellis defined the task as follows:

«1. a task is a work plan.
2. a task involves a primary focus on meaning.
3. a task involves real-world processes of lan-

guage use.
4. a task can involve any of the four language 

skills.
5. a task engages cognitive processes.
6. a task has a clearly defined communicative 

outcome.»

it seems obvious that implementing an action- 
and task-based approach in the language class-
room amounts to subscribing to the definitions of 
teaching and learning given above, and to working 
in the direction advocated by all the declarations 
promoting action for efficient language policies. 

3.2.4 A use-oriented conception of 
language acquisition / learning

as seen in chapter 3.2.1, language, in the context 
of the school, is frequently considered as a sys-
tem composed of rules and vocabulary that must 
be formally learned, and in which social factors 
do not play a central role. This is a conception that 
generally reflects the expectations of teachers as 
much as those of learners and their parents. if one 
refers to even the most recent educational litera-
ture on foreign language teaching, one observes 
that it is often oriented towards the progression 
of linguistic structure (grammatical progression). 
in the present context of action-based teaching 
and learning objectives this gives rise to contra-
dictions, on the one hand because teachers are 
required to proceed according to communicative 
criteria, and on the other because grammatical 
progression seems to confirm that the formal as-
pects still take priority. however, with the compe-
tence- and action-based approach that has been 
adopted by the common european framework of 
reference for languages (cefr) we are seeing the 
emergence of a vision of language teaching based 
on use, and whose scientific grounding plays a 
very important role in bringing language teach-
ing closer, wherever possible, to «real» learning  
processes. 

one can consider the cefr as a distillation of the 
prevailing scientific findings, methodological and 
educational developments, and empirical knowl-
edge at the moment of its publication in 2001. 
Since then, scientific research has continued in 
the area of language acquisition and learning and 
the following sections present a brief introduction 
to the main issues currently under discussion.

Tomasello (2003) sees the acquisition of language 
as a sociocognitive phenomenon. leaving aside 
biological conditions, the acquisition of languages 
rests largely on the ability of individuals to focus 
their joint attention on an object and then to read 
the intention of others, as well as on the intuitive 
certainty that others’ theories of mind of others 
closely resemble our own. This process proceeds 
essentially from the human being’s general ten-
dency to cooperate, i.e. from his/her social nature. 
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language learning processes themselves are 
based on general cognitive processes of categori-
sation and analysis of the function of the various 
linguistic elements. The acquisition of languages 
is seen as a building process that begins by item-
based learning that fulfils a special communica-
tion function; the more frequently the different 
elements are used, the more they – or rather the 
underlying construction representations that cor-
respond to them – are deeply entrenched in the 
individual’s competence. The increasing complex-
ity of the language competence of children can 
be explained by the interaction that takes place 
in increasingly complex situations and the fact 
that they are faced with an increasingly complex 
language that coincides with greater cognitive 
maturity, and therefore more highly developed 
analytical and categorisation abilities. Berthele 
(2008) calls the language competence of the in-
dividual a «Konstruktikon» – with reference to the 
«Lexikon». The term refers to an individual’s per-
sonal inventory of linguistic units. and it seems 
that the construct may contain elements of sev-
eral languages.

language competence develops progressively, as 
has been described above, as isolated elements 
and their underlying models of construction be-
come more and more abstract. Moreover, the 
acquisition of language competences can also 
be seen as the outcome of meaningful interac-
tions that occur in diverse social groups (Pekarek 
doehler 2005). Therefore, this model may also in-
tegrate the notion of multilingualism and the idea 
of functional language skills (see chapter 3.3).

consequently, for the theoretical and scientific 
basis of language teaching there must be a model 
that on one hand encompasses the social factors 
and the interaction through which language devel-
ops and is learned, and on the other can describe 
the dynamic development of plurilingual reper-
toires created throught the use of the language. 
one finds interesting concepts to that effect in 
usage-based linguistic approaches (Tomasello 
2003) or in interactional linguistics (Mondada 
2001, Pekarek doehler 2002). This type of model of 
practice-based language acquisition and usage 
appears to offer promising avenues of reflection. 

it is compatible with the concept of multilingual-
ism and has strong potential for theoretical dem-
onstration. it may also have a concrete bearing on 
language teaching: thus, a use-oriented concept 
would favour a more lexicalised approach to gram-
mar teaching (see chapter 4.1.3), and furthermore 
would recognise the importance of interactive ne-
gotiation processes that take place in group work 
during text comprehension exercises for language 
acquisition.

3.2.5 Strategic competence and 
metacognition

The orientation towards action and competences, 
for language use as well as for language learn-
ing, rests on the observation that purely linguistic 
components are a necessary requirement, but not 
a sufficient one. The use of language(s) in differ-
ent contexts raises various problems for learners, 
to which they respond by means of problem-solv-
ing strategies. Students must increasingly be able 
to analyse by themselves the problems posed by 
a task or situation in order to find solutions. The 
same goes for individual language learning pro- 
cesses, which learners must increasingly man-
age on their own, autonomously: they must for 
instance be able to set objectives for themselves 
and determine whether they have achieved them, 
and if so, in what measure. The experience that 
students acquire in resolving a communication 
or learning task can help to reinforce or modify 
strategic competences and support the develop-
ment of what is called metacognition. The term 
characterises the act of taking stock of one’s own 
reflections, actions or learning. it is a matter of 
awareness, but also of self-reflection, an evalu-
ation process and, if need be, a revision of one’s 
own approaches or conceptions and attitudes. 
on the one hand, students must assume control 
of and responsibility for their own learning and, 
on the other, the development of their metacog-
nitive competence should enable them individu-
ally to direct their learning processes to become 
more efficient and, with age, faster. Because 
when students observe their own way of learning 
or of carrying out a task and identify and analyse 
these processes, especially of course those that 
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are successful, communication or learning strat-
egies have a more significant impact. Metacogni-
tive competence and the metalinguistic aware-
ness associated with it (i.e. the ability to conduct 
conscious reflection, for example on word con-
struction or on the formal expression that best 
communicates a certain meaning; see also meta-
cognition), are developed and reinforced with eve-
ry new language one learns.

Strategic competence (see chapter 3.1.3) com-
prises:
 

communication strategies; for example, inter-•	
action or repair strategies
production strategies; for example, writing •	
strategies 
reception strategies; for example, reading •	
strategies
metacognitive strategies, which orientate •	
certain processes; for example, planning 
strategies, evaluation strategies and revision 
strategies
learning strategies •	

The latter play a central role in the training ob-
jective that consists in enabling students to pur-
sue life-long learning. according to o’Malley and 
chamot (1990, 1) learning strategies are «special 
ways of processing information that enhance 
comprehension, learning, or retention of the in-
formation». according to them, they comprise the 
following aspects: «focusing on selected aspects 
of new information, analysing and monitoring in-
formation during acquisition, organising or elabo-
rating on new information during the encoding 
process, evaluating the learning when it is com-
pleted, or assuring oneself that the learning will 
be successful as a way to allay anxiety. Thus, strat-
egies may have an affective or conceptual basis, 
and may influence the learning of simple tasks, 
such as learning vocabulary or items in a list, or 
complex tasks, such as language comprehension 
or language production» (o’Malley and chamot 
1990, 43). although learning strategies may be 
conscious, they are not necessarily so; however, it 
is possible to make students aware of them. Thus, 
a large repertoire of learning strategies is char-
acteristic of able learners, who know how to use 

them efficiently to achieve an objective. accord-
ing to Missler (1999), efficiency and effectiveness 
in using learning strategies can increase, from a 
qualitative point of view, up until the eighth lan-
guage a plurilingual individual learns. 

But if such communication strategies as  
«making sure the other has understood» are  
often encountered in the interaction that occurs 
in the teaching context, developing learning and 
metacognition strategies requires special atten-
tion and planning. whether in language courses 
or in non-language subjects, it may be of ben-
efit to students to receive strategy development 
training, on condition that it is well presented and 
properly conducted. however, this must be done 
alongside reflection on the method that is best 
for each individual student, because strategies 
do not always work equally well for all students,  
depending on their individual learning pre - 
ferences and cognitive styles.

3.2.6 Implicit and explicit learning

our mental processes deal differently with the 
language spoken in everyday life and with written 
language as is found, for example, in high-level 
factual texts; the spoken language is much more 
automatised than written language. it is not pos-
sible to go forward or backwards in one’s compre-
hension of what is being expressed orally, as one 
can when reading, for instance. consequently, lan-
guage knowledge is also different: there are areas 
of declarative knowledge (for example, knowledge 
of rules or of the use of language that the learner 
can verbalise, also called «explicit knowledge», 
aSdilfe 2003), of non-declarative knowledge 
(for example, intuitive knowledge, which cannot 
be verbalised, about the appropriateness of what 
is expressed, or regarding precision or accuracy, 
also called «implicit knowledge») and procedural 
knowledge (articulation, intonation, automatised 
learning processes, etc.), which can also be de-
scribed as being implicit.

The distinguishing element between explicit 
knowledge and implicit knowledge is the fact that 
the learner is conscious of this knowledge and can 
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verbalise it. explicit knowledge can be named; im-
plicit knowledge is intuitive and is demonstrated 
through the use of language. The first language 
is learned mainly in an implicit manner in the 
first years of life. generally speaking, young stu-
dents have a tendency to learn implicitly, whereas  
older and adult learners are more inclined to-
wards explicit learning (de Keyser 2003). This is 
due to the fact that during the first months of 
existence the child only has an implicit memory, 
and that explicit memory only develops, slowly, 
from the first year of life onwards (Schacter and 
Moscovitch 1984, Parkin 1989). however, with 
time, it is always possible – and indeed, this is 
what happens – to combine implicit and explicit 
learning. implicit learning takes longer than ex-
plicit learning. adults often show a preference 
for explicit learning, and this can be explained by 
variables related to development psychology; for 
example, the need to control. nevertheless, it is 
possible, for instance, that multilingual speakers 
develop preferences for implicit language learn-
ing due to individual variables and to the expe-
rience that they have accumulated by learning 
different languages. one observes then that the 
brain deals similarly with the first language and 
with the foreign languages learned in the class-
room (zappatore 2006). a strong preference for 
explicit learning or for implicit learning can both 
help a multilingual individual to develop excel-
lent competences in the various languages he/
she practises. however, able learners distinguish 
themselves from the others by the fact that they 
know how to combine these two ways of learning 
efficiently, that they have at their disposal a wide 
range of learning strategies and that they have a 
heightened awareness of their own learning (see 
chapter 3.2.5).

learners’ perception of school teaching, and 
also the perceptions of teachers and parents, 
are marked by explicit learning, and this is par-
ticularly true for foreign language teaching. how-
ever, academic learning cannot and should not be 
equated with explicit learning because, in reality, 
one observes that implicit learning occurs just as 
frequently. every learning method involves lin-
guistic knowledge and skill which is sometimes 
explicit, sometimes implicit (hutterli, Stotz and 

zappatore 2008). one must also take into account 
the age of the students, particularly if the teach-
ing of foreign languages begins at primary level. 
Young learners until the age of about eight ben-
efit from teaching that facilitates implicit, playful 
learning. older and adult learners, on the other 
hand, benefit from teaching in which implicit and 
explicit learning complement each other. This also 
goes for personal reflection on learning, i.e. the 
development of metacognition. however, it is pos-
sible, and important, to gradually introduce meta-
cognition from as early as primary school level. in 
this respect, one must also consider the fact that 
implicit learning requires more time and greater 
input and exposure to the language, because the 
objective is not to learn random information, but 
to develop complex skills, for which different 
types of knowledge often need to be combined.

3.3 Coordinated learning of  
several languages to achieve 
plurilingual competence

in the past ten years, a multilingual conception 
of learning has been emerging in language teach-
ing methodology. in recent decades, the situation 
regarding languages has changed considerably, 
in Switzerland as well, due to the social changes 
brought about by mobility and globalisation. Thus, 
children living in the Swiss-german speaking re-
gion are surrounded with the local dialect, while 
being exposed to standard german through tele-
vision. But they may also grow up with two differ-
ent dialects if their parents come from different 
regions of Switzerland. for many students, the 
local language, which is the language of school-
ing, is not the same as their first language. nine 
percent of the population of Switzerland state 
that their main language is not one of the national 
languages (lüdi and werlen 2005, population cen-
sus of 2000). in the compulsory education system, 
this percentage is higher than in the remainder of 
the population, amounting to almost 23%. like-
wise, the proportion of so-called «heterogene-
ous» classrooms, i.e. classrooms with over a third 
of children from a migrant background, has also 
risen during the last decade; the average nation-
wide percentage is currently almost 40%. in the 
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large cities, industrial regions and border zones 
in particular, such as the cantons of Basel Stadt 
with almost 70% and geneva with 80% there is a 
higher than average of very heterogeneous class-
rooms. The situation is similar in other cantons, 
such as cantons Vaud, Ticino or zurich (cf. the 
report on education in Switzerland 2010, 68, and 
education statistics of the different cantons).

in the romansh-speaking region, and more partic-
ularly in the romansh-speaking schools, a bilin-
gual or even plurilingual approach to learning has 
been a vital imperative for decades. a high level 
of proficiency in german (reinforced bilingualism) 
is a necessity for the romansh-speaking popula-
tion and this is reflected in the fact that both lan - 
guages (romansh and german) are used as lan-
guages of schooling. in the traditional romansh-
speaking school system, german is taught from 
the 4th school year onwards (and since 2010–
2011, from the 3rd school year); in bilingual school 
projects it is even taught as early as pre-school). 
These two concepts (partial immersion in both 
languages) ensure that romansh-speaking chil-
dren acquire basic competences in german on the 
one hand, and on the other that children speak-
ing another cantonal language or with a migrant 
background are well integrated into romansh 
culture and language. Moreover, the bilingualism 
thus acquired offers children a good foundation 
for learning a foreign language. 

3.3.1 Functional plurilingualism

The profile given below is an example of a plurilin-
gual person: in this case it is a young woman of 
croatian origin, a second generation immigrant, 
who acquired her language competences partly in 
the school context and partly before the beginning 
of her schooling or outside of school. illustration 
3f presents her levels of competences in differ-
ent types of activities (listening, reading, taking 
part in a conversation, continuous oral expres-
sion and writing) in the languages she uses. when 

speaking of individual plurilingualism, reference 
is often made to «plurilingual repertoires59» to 
indicate the totality of language resources that 
an individual can mobilise according to circum-
stances (Moore and castellotti 2008). 

one observes that a low level of competence is 
achieved in mastering the written language, both 
reading and writing, in the Swiss-german dialect, 
which is hardly surprising considering that dia-
lects are almost exclusively oral languages. like-
wise, one observes that in croatian, which is the 
first language, listening and oral production are 
markedly better developed than reading and writ-
ten production. once again, this is due to the fact 
that languages of origin are often used only orally, 
in the home in the course of everyday life. a survey 
of albanian-speaking children and adolescents in 
Switzerland (Schader 2006) showed that second 
and third generation young people are, for the 
most part, practically illiterate in their first lan-
guage. conversely, reading and writing are more 
developed in standard german, i.e. the language 
in which these fields have been practised most 
in the Swiss school system. This person’s profile 
shows that competences in the different lan-
guages and language activities develop according 
to the education available, to the need to use cer-
tain languages and to the use the speaker makes 
of them, and that, consequently, these languages 
take on different functions.

one of the characteristics of individual plurilin-
gualism is therefore the functional nature of the 
components of the plurilingual repertoire. it also 
indicates the highly social origin of our language 
competences (lüdi and Py 2009). Moore (2006b) 
indicates that the development of communica-
tion competences in an individual’s different lan-
guages is tailored, so to speak, to his/her commu-
nication needs. Since each variety, each language 
that composes an individual’s repertoire fulfils 
certain functions (the language used in the family, 
the language used at school, the language used  
at work, etc.), they all develop differently and are 

59  The notion of «repertoire» refers to the work of sociolinguist J. J. Gumperz (cf. Gumperz 1964). Moore and  
Castellotti (2008) outline different aspects of the development of plurilingual repertoires.
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not, in principle, interchangeable; they comple-
ment each other – their use being dictated by 
circumstances, topic or interlocutor (see chapter 
3.2).

in the abovementioned case, one could therefore 
speak of functional plurilingualism, but this af-
firmation should be qualified. indeed, the Swiss 
edu cation system (unlike the Scandinavian sys-
tems for instance) offers few possibilities of de-
veloping the first language or the language of 
origin / of migration in the areas of reading and 
writing (see literacy) through a well-integrated 
and cohesive system of language and culture of 
origin teaching (lco) – which would not only be 
functional and make sense for the children and 
adolescents concerned (see chapter 3.3.2), but 
would also represent, from the point of view of 
the national economy, a sound investment in mul-
tilingualism as a characteristic Swiss resource 
(see chapter 4.3).

3.3.2 Development of the plurilingual 
repertoire 

Plurilingualism is one of the key concepts of the 
common european framework of reference for 
languages (cefr): «(...) the plurilingual approach 

emphasises the fact that as an individual per-
son’s experience of language in its cultural con-
texts expands, from the language of the home to 
that of society at large and then to the languages 
of other peoples (whether learnt at school or col-
lege, or by direct experience), he or she does not 
keep these languages and cultures in strictly 
separated mental compartments, but rather 
builds up a communicative competence to which 
all knowledge and experience of language con-
tributes and in which languages interrelate and 
interact. in different situations, a person can call 
flexibly upon different parts of this competence 
to achieve effective communication with a par-
ticular interlocutor». 

consequently, languages are learned in diverse 
cultural contexts. These different learning expe-
riences shape a common communication compe-
tence which facilitates comprehension – up to a 
certain level – of other closely related languages 
thanks to the knowledge already acquired in one 
or several languages; this is called intercompre-
hension. The competence that allows one to draw 
upon existing language knowledge, to use com-
munication strategies that have already been 
learned and to combine all one’s linguistic expe-
riences constitutes one of the central conditions 
for communicating in the target language, even 

a1 a2 B1 B2 c1 c2  

Illustration 3f | The functional language skills of a plurilingual individual (taken from: Hutterli, Stotz and Zappatore 2008, 107)

Croatian
Swiss-German
German
French
Italian

Listening

Reading

Taking part in  
a conversation

Continuous oral 
expression

Writing
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with little knowledge of it, by being flexible and 
object-oriented.

although the prevailing view of individual plurilin-
gualism is a positive one, functional plurilingual-
ism is interpreted differently in some milieux 
which associate it with a lack of mastery of the 
language (see chapter 3.2.1, «native speaker 
competence as the ideal»). Moreover, it was long 
thought that children who grew up in a bilingual 
environment could be expected to be a linguistic 
disadvantage. Yet the literature on the subject 
describes the positive effects of bilingualism 
(for examples of these effects, cf. Baker 2006, 
furlong 2009) on linguistic domains such as the 
ability to construct a narrative, metalinguistic 
awareness (see also metacognition) or reading 
strategies. Moreover, bilingualism can have posi-
tive repercussions on general cognitive domains 
such as conceptualisation, problem solving, 
learning strategies, or even mathematical apti-
tude. There are, in particular, the positive effects 
that have been demonstrated with respect to so-
cial competences. and when it comes to learning 
foreign languages, bilingual individuals may also 
have an advantage over those raised in a mono-
lingual environment (see, for example, cenoz and 
Valencia 1994, gajo 2001, Moore 2006a). But ob-
viously, bilingualism or plurilingualism on their 
own are not sufficient to guarantee the positive 
effects described here (Balke-aurell and linblad 
1983, Sanders and Meijers 1995).

To explain the interaction that takes place 
between linguistic competence and general 
cognitive ability, it is necessary to refer to two 
other theoretical concepts: (1) the distinction 
between BicS (basic interpersonal commu-
nication skills) and calP (cognitive academic 
language proficiency), and (2) the interdepend-
ence hypothesis. Both were developed by cum-
mins. in his hypothesis of interdependence 
(cummins 1981), he postulates that even if the 
superficial characteristics of languages are  
clearly different, i.e. their pronunciation, vocabu-
lary and grammar, the existence of a common un-
derlying proficiency permits the transfer of calP, 
of conceptual elements and of cognitive ability. 
This link is generally represented by two overlap-

ping icebergs (illustration 3g), with only the su-
perficial characteristics of languages visible. 

Superficial 
characteristics 
L1

Superficial 
characteristics 

L2

Common underlying proficiency

Illustration 3g | A representation of bilingual competence 

cummins (2001) explains that there is a close 
link between the development of the first lan-
guage and that of a second language: the more 
developed the first language, the easier it will be 
to learn a second language or foreign languages. 
conversely, if knowledge of the first language is 
shaky to begin with, it will be all the more difficult 
for the learner to develop a satisfactory plurilin-
gual competence. But it is also possible that the 
limited progress of children who experience diffi-
culties in their first language is due to the intense 
effort they must make during their early years to 
learn a second language.

To better define the concept of common under-
lying proficiency, one can use the distinction es-
tablished by Berthele between interlanguage 
competence and cross-language competence 
(Berthele 2009), which both consist in establish-
ing links between languages and using them. in-
terlanguage competence builds bridges between 
languages by making use of the regularities in 
their syntax, morphology and phonology to facili-
tate comprehension and learning. cross-language 
competence, for its part, is a general competence 
that is not linked to any language in particular and 
comprises, for instance, reading competence and 
the knowledge of different types of texts and their 
structures; although, in all probability, if linked to a 
given culture, it could in principle be transferred. 

common underlying proficiency, the hypothesis 
of interdependence according to cummins and 
interlanguage and cross-language competence 
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according to Berthele all refer to the transfer of 
competences, i.e. to taking elements of knowledge 
and competences in one language and transfer-
ring them to another (see chapter 3.3.3). This prin-
ciple is in the nature of a cognitive-constructivist 
conception of learning, according to which all 
learning is constructed on the basis of knowledge 
already acquired. The elements of learned knowl-
edge are then associated with and integrated into 
other elements of the existing knowledge base. 
This process enables learners to restructure and 
differentiate what they have already acquired.

as another central feature of plurilingual com-
petence, herdina and Jessner (2002) mention its 
dynamism, i.e. the fact that individual plurilin-
gualism is in constant development – it increases 
or diminishes depending on the needs of the in-
dividual. They therefore advocate taking a holis-
tic approach to the individual’s language compe-
tence and plurilingualism and that, rather than 
analysing languages and their norms separately, 
they should be viewed in relation to the person as 
a whole.

3.3.3 Language transfer

from a holistic point of view, it would be wrong 
to think that in learning a language one is merely 
transferring linguistic knowledge. There may of 
course be a transfer of regularities and similari-
ties in the areas of spelling, phonology, vocabu-
lary, morphology or syntax, particularly in the 
case of closely related languages. But transfer-
ring from one language into another may just as 
well concern reading and writing abilities or the 
knowledge of how a language functions. one 
can also transfer methodological competences, 
such as the way in which one uses a diction-
ary, or cognitive and metacognitive elements, to 
the management of one’s own learning. learning 
strategies that have already been acquired can 
be transferred from one foreign language to an-
other in which they can be used directly or in a 
different way. Transfers often occur without the 
speaker being aware of them, but they can also 
be directed consciously and utilised in a targeted  
manner.

This phenomenon can be put to positive use to 
accelerate the learning process. But previous 
knowledge and experiences can also have nega-
tive effects and may constitute obstacles to other 
learning. Take the classic example of the problem 
of deceptive cognates («false friends»), as illus-
trated by the following joke: «waiter, when do i 
become a steak?» (here, the english verb to be-
come is confused with the german verb bekom-
men [to receive]). Moreover, as has already been 
mentioned, interferences may occur on an emo-
tional level and affect the image learners have of 
themselves. This is what can happen when the 
language of schooling is the learners’ second lan-
guage, when they see themselves as ungifted for 
language learning and transfer that attitude to the 
foreign language they are learning. furthermore, 
we must point out that transfers also occur – and 
should occur – between the school environment 
and the extracurricular environment, and at all 
levels. indeed, non-formal extracurricular learn-
ing takes on definite significance with regard to 
learning that takes place in the school because it 
provides students with concrete, authentic, ways 
of using the language, and at the same time it 
may also give meaning to the learning that takes 
place in the school. one of the main objectives of 
schooling is to prepare learners so that they can 
apply and continue to develop what they have 
learned in school in the different areas of their 
life, and in their professional environment (hut-
terli, Stotz and zappatore 2008, 124).

a comprehensive approach to previous knowl-
edge should also deal with the cultural and so-
cial dimensions of that knowledge. Previous 
knowledge that students have acquired in their 
diverse social roles, and which are related to 
gender, level of education, ethnic origin, etc., 
may have an impact on learning patterns and 
should be given special consideration, at least in 
multilingual and multicultural classes. Bono and 
Stratilaki (2009) show that learners benefit more 
from language transfer when they are in an en-
vironment that lends itself to it, which includes 
language curricula as well as methodology. con-
versely, the environment may also hamper the 
process, which is the case for instance when too 
much emphasis is placed on accuracy and for-
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mal correctness, and little leeway is allowed for 
language variation.

although the concept of language transfer is pre-
sented here specifically in relation to language 
learning, it would be a mistake to think that it 
is limited to this field; like implicit and explicit 
learning, or cognitive and metacognitive aspects, 
it also applies to learning as a whole. raynal 
and rieunier (2007, quoted in wokusch 2009, 32) 
define language transfer thus: The generally- 
accepted meaning of transfer is the application 
of a known solution to an unknown situation. it 
rests on an ability to generalise and a capacity for  
abstraction. Various psychologists and educa-
tionalists (such as Bransford, Brown and cocking 
2000) point out that the transfer is connected not 
only to the capacity for abstraction but is based 
also on metacognitive competences, i.e. on the 
generalisation of strategies as well as on the  
active selection and assessment of the latter. as a 
result, the transfer is an active, dynamic process 
that should be encouraged in the teaching con-
text so that its benefits are not restricted to able 
learners who apply it on their own initiative.

3.3.4 The development of cultural 
and intercultural awareness and 
competence

learning a language always includes learning a 
culture, because the language act follows specific 
cultural patterns. if one does not acquire certain 
intercultural and sociocultural competences it 
is not really possible to speak another language 
properly. language is also the external sign of a 
collective and individual identity, which ties in 
with regional and ethnic belonging. all individu-
als acquire experiences that are conditioned by 
mobility, migration, and by the dynamics of the  
society in which they move, and which enable 
them to call into question their exclusive belong-
ing to a linguistic and cultural community. how-
ever, at certain moments or in certain contexts, 
a person might feel at the same time Swiss,  

genevan, european, etc. likewise, our way of ex-
pressing ourselves may change depending on the 
person addressed. Thus, with bilingual friends we 
use code-switching, whereas at our place of work 
we feel the need to use a more formal register. 
Mainly because our society is becoming increas-
ingly multilingual and multicultural, we no longer 
live in a single culture, but in a range of traditions 
and different forms of expression which overlap 
and continue to evolve throughout our life.

if we define culture according to the universal 
declaration of uneSco60, as «the set of distinc-
tive spiritual, material, intellectual and emo-
tional features of society or a social group, and 
that it encompasses, in addition to art and lit-
erature, lifestyles, ways of living together, value 
systems, traditions and beliefs», we see clear-
ly that language and culture are inextricably 
linked, since they develop through the process 
of socialisation and since culture manifests it-
self (inter alia) through specific forms of expres-
sion within the context of social groups. This is 
what also emerges from the common european 
framework of reference for languages (cefr) 
and from the framework of reference for Plu-
ralistic approaches to languages and cultures 
(frePa) that it inspired. The latter (ecMl 2007) 
distinguishes:

«a) Culture as a system (models) of learnt and 
shared practices, typical of a particular commu-
nity, which allow us to predict and interpret as-
pects of the behaviours of people from that com-
munity.
b) Culture as mental attitudes (ways of thinking, 
of feeling, etc.) which are acceptable in a commu-
nity, when these are social attitudes not strictly 
individual. as the common european frame-
work of reference for languages says clearly 
one’s world view and language develop in a mu-
tual relationship and efficient communication 
depends on the congruence between the ways in 
which interlocutors categorise their experience 
of reality and the language they use to express  
this (…)».

60  Cf. http://unesdoc.unesco.org/images/0012/001271/127160m.pdf (28.02.2010)
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This definition also indicates that one can make 
a distinction between different cultural catego-
ries. for each of the languages taught in school, it 
must be determined to what degree each of these 
cultural categories should be developed. where 
the language of schooling is concerned, it is plain 
that one must first of all take into consideration 
the values related to the culture in question, as 
well as the art and literature, traditions and con-
victions; the same certainly goes for languages of 
origin / of migration. as for the teaching of foreign 
languages, it must – in order to develop function-
al language skills – first and foremost deal with 
the social aspects of the culture, with everyday 
life with others («daily culture»), and especially 
in the beginning. one must also emphasise the 
importance of language and culture in the de-
velopment of identity, which is expressed espe-
cially in the feeling of belonging to one (or more) 
group(s) or communities. Membership in a group 
manifests itself in the norms of cultural and lin-
guistic behaviour (davies 2003). These aspects 
comprise intercultural dimensions that come into 
play between the language of schooling and the 
languages of origin / of migration, the language of 
schooling and foreign languages, between foreign 
languages, between the varieties of languages of 
schooling, and between national languages; these 
are therefore aspects that concern all students. it 
is a reality that proves particularly important at 
secondary school level, since for that age group 
the issue of identity is central and, it goes with-
out saying, especially for foreign-language chil-
dren who may encounter conflicts of cultural  
identity.

in this context, language teaching must fulfil an 
additional set of tasks, consisting in sparking off 
and encouraging a search for plurilingual and plu-
ricultural identity through chosen contents, ob-
jectives, teaching methodology and teaching aids, 
both in the teaching of foreign languages and the 
language of schooling and also in the teaching 
of languages of origin. in highly heterogeneous 
classes, linguistic and cultural diversity should 
be taken as the starting point for guided learning 
in the classroom and as the object of learning. The 
concept of language awareness (see ELBE, chap-
ter 4.1.2) is particularly suited for this as it allows 

students to experience and become aware of the 
relationship that links language and culture. in-
tercultural learning may also be stimulated by 
language contacts and exchanges, whatever the 
form (see education through contact, chapter 
4.2.3). exchanges need not take place outside the 
school context, or individually: they can happen 
within the school context (real or virtual, for in-
stance through class or group exchanges, themed 
project weeks bringing together two language 
communities, etc.).

The need to develop intercultural competences 
in the context of foreign language teaching is 
closely tied to the concept of multilingualism and 
to the idea of multiculturality associated with it. 
Therefore, there is no question of learners de-
veloping a new cultural identity in a foreign lan-
guage; rather, they should learn to recognise the 
main cultural differences, to be open to the fact 
that there are differences and to identify them, 
and to be curious about and tolerant of cultural 
peculiarities (cf. Byram, gribkova and Starkey 
2002), i.e. able to serve as go-betweens among 
different cultures. The different versions of the 
european language Portfolio (elP) included in 
the language biography provide the possibility 
for learners to share their reflections about their 
intercultural experiences. 

according to the authors of the frePa (frame-
work of reference for Pluralistic approaches to 
languages and cultures 2010) project, it is im-
possible to achieve a multilingual education if 
one does not study cultural elements in general 
(the transcultural dimension) and if one does not 
focus on specific aspects of a given language 
and culture (the intercultural dimension). re-
garding the cultural dimension and comparative 
approaches in the domain of linguistic struc-
tures, presenting language and culture themati-
cally in foreign languages may be considered 
as a «pluralist approach» – which systemati-
cally concentrates on several languages and 
cultures, and in the case of foreign languages 
on at least two languages: the foreign language 
in question and its culture(s) as well as the lo-
cal language of schooling and its culture(s); 
but in reality there are often more, because the 
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languages and cultures of origin of the learn-
ers should also be taken into consideration. 
The european frePa project tries to fill the gap 
in the descriptors in the area of (inter)cultural  
elements.

as explained in the cefr, there are three dimen-
sions of knowledge that are important to the de-
velopment of intercultural competences (frePa, 
2010): knowledge, know-how and interpersonal  
skills (attitudes, conceptions). for each of these 
areas, frePa presents detailed descriptors that 
can serve as a basis for the development of cur-
ricula, teaching materials and teaching strate-
gies, as well as for (self-)assessment of learn-
ers’ competences. a bank of teaching materials61  
has recently been established within the 
framework of the frePa project; the teaching  
proposals it contains combine content- and  
action-based learning on the one hand, and 
cross-language (intercomprehension) learning on 
the other. They concentrate on language aware-
ness or intercultural learning. 

it is not enough to encourage the development 
of (inter-trans-)cultural competences for them 
to be integrated into the teaching. These areas 
of competence must be anchored in the curricu-
lum, by means of detailed descriptors such as 
those proposed by the frePa project, and not 
just in the form of comprehensive descriptions 
and referrals to possible content, as is the case 
now. if the objectives of learning are clearly de-
fined in this way, it seems obvious that progress 
in this area of competences will be assessed 
and measured (see chapter 5.4). This seems de-
sirable and quite conceivable where knowledge 
and know-how are concerned, but assessing 
interpersonal skills, i.e. attitudes and concep-
tions, proves problematic – as much in terms of 
feasibility (how can one measure, in the school 
context, the ability to confront multilingual and 
multicultural situations confidently?) as from an 
ethical point of view.

3.3.5 The potential of different 
learning contexts

if one wishes to encourage the full spectrum of 
linguistic and cultural learning, it is not enough 
to teach different languages using a compart-
mentalised approach and only in the classroom. 
different learning contexts, curricular and ex-
tracurricular, present different learning poten-
tials for students’ plurilingual and multicultural 
development. conventional language teaching 
must therefore be supplemented with concepts 
that take into account multilingual and intercul-
tural learning. This means that, taking into con-
sideration the level of learning and age of the 
students, one must find, coordinate and develop 
common concepts that encompass the differ-
ent levels of schooling and also different lan-
guages and subjects. furthermore, the plurilin-
gual and cultural potential of the students must 
be considered and taken advantage of both in 
language teaching and in non-language sub - 
jects.

Table 3a, referring to Saudan 2003, provides an 
outline of the learning potentials provided by vari-
ous school contexts from the perspective of mul-
tilingual and multicultural learning. Table 3b gives 
an outline of these potentials in extracurricular 
learning contexts.

3.4 Summary

The aim of chapter 3 was to present the main 
scientific bases for the development and coor-
dination of language teaching. These bases help 
to explain developments presented in chapter 4 
that have occurred in the practice of language  
teaching.

The first central basis for the coordination of lan-
guage teaching is provided by the national educa-
tional Standards and the corresponding models 

61 Cf. http://carap.ecml.at/Teachingmaterials/tabid/1937/language/en-GB/language/en-GB/Default.aspx?en-GB= 
Default.aspx (28.02.2010)
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of competence for the language of schooling and 
for foreign languages. They serve as a reference 
on a nationwide scale for the development of the 
curricula and teaching resources of the differ-
ent linguistic regions, which continue to observe 
their different traditions. The national educa-
tional Standards define competences, and ac-
quisition of these can be assessed through tasks. 
The purpose of these educational Standards is, 
on the one hand, to direct schools towards bind-
ing objectives. at the same time, they constitute 
the benchmark against which to assess whether, 
and to what degree, the targeted competences 
have been attained by the students. furthermore, 
this assessment indicates whether a given sys-
tem of education already provides the conditions 
necessary to attain the targeted competences or 
if measures need to be taken to improve these 
conditions. The EDK restricts itself to guiding the 
compulsory education system by defining the re-

sults that must be obtained and the correspond-
ing measures of assessment. it makes no recom-
mendations regarding teaching content or the 
organisation of schooling. These are determined 
through the curricula and teaching materials, and 
are strongly influenced by the teachers them-
selves.

although the methods through which languages  
are acquired are not compartmentalised but 
combined, and since individuals have multilin-
gual repertoires and learning experience of lan-
guages that they can draw on to communicate 
and continue to learn, two distinct models of  
com petences have been developed, along with  
educational Standards, for the language of  
schooling on the one hand and for foreign lan-
guages on the other. But both are linked to a 
common conception of learning, which is that of  
action- and competence-orientated learning.

Learning contexts Learning potentials

Teaching of languages of schooling, languages of origin 
and foreign languages in the school context

- formal aspects 
- The ability to reflect on language and on one’s own learning 

(metalinguistic and metacognitive activities)
- improving competences in a particular language, literacy 

(calP)
- aspects characteristic of a certain culture
- encouraging strategic and metacognitive competence 
 

Sequences focused on content and oriented towards  
action in language teaching
 

- content, concepts, notions and vocabulary
- discursive competences
- Strategic and metacognitive competences

Teaching of non-language subjects (also bilingual or 
immersion)

- Subject-specific and content-specific competences
- content, concepts, notions and vocabulary
- calP
- Taking advantage of and implementing monolingual and  

bilingual communication competences
- Strategic and metacognitive competences

awareness activities in the school context; for example 
ELBE (language awareness, Begegnung mit Sprachen, 
éveil aux langues) and the european language Portfolio 
(elP)

- orientation towards awareness and less towards acquisition
- accepting and recognising the value of all the languages and 

cultures represented in the classroom
- recognising the value of languages of origin / of migration
- raising linguistic and cultural awareness 
- intercultural competences
- using multilingual materials to raise awareness of basic 

aspects of language
- learning strategies and metacognition 
- curiosity and motivation for learning 

Table 3a | School learning contexts and their potentials
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This conception establishes a close link between 
language use and language learning. The idea 
is no longer that one has to attain competence 
equal to the level of accuracy of a native speaker 
in the language of schooling and in foreign lan-
guages, because such a competence would be a 
tantamount to a construct, and not reality. rather, 
the idea is to differentiate the various elements 
that make up language competence: language 
and cultural awareness, functional use of the lan-
guage for communication, and the formal aspects 
such as grammar and spelling. in relation to the 
individual plurilingualism of children and adoles-
cents, their learning relies on the experiences and 
contacts they have already made through lan-
guage learning, be it in or outside the school.

languages fulfil a central function for the struc-
turing of the thought process. already before they 
begin school, children acquire basic communica-
tion competences (BicS, basic interpersonal com-

municative skills) such as pronunciation, intona-
tion, and elementary grammar and vocabulary, in 
order to make themselves understood in the situ-
ations they encounter in their everyday lives. ab-
stract language competence (calP, cognitive aca-
demic language proficiency) comes into play in 
situations that are to some degree detached from 
their context, such as during schooling, and con-
stitutes an important and necessary condition for 
learning in all subjects. it is closely related to stu-
dents’ literacy. BicS and calP develop simulta- 
neously throughout the individual’s lifetime, 
through the various situations he or she faces 
and through those tasks that they must perform 
which lend themselves to learning.

conditions essential to the natural acquisition 
and guided learning of languages include: rich and 
comprehensible language input in situations that 
are as close to reality as possible, use of language 
(exposure and use of language), and the motiva-

Learning contexts Learning potentials
daily, extracurricular (language of origin, local language / 
language of schooling)

- everyday communicative skills (BicS)
- aspects characteristic of a particular language 
- Taking advantage of and implementing competences  

characteristic of a particular language, in a range of  
contexts of use

- code-switching
- content, concepts, notions
- Social and cultural learning
- Strategic competence
- activating and using available resources
- developing identity (bi-multilingual) 

exchanges in the school context - intercultural learning
- Social and communication competence 
- Strategic competence
- curiosity and motivation to discover other languages and 

other cultures 

exchanges in the extracurricular context - autonomy and responsibility for the learning process and 
its success in intense communication situations

- improving competences in a particular language (for 
instance BicS)

- Social and intercultural learning
- Strategic competences
- Taking advantage of and implementing competences  

characteristic of a particular language
- activating and using to the fullest all available resources 
- Bi-/plurilingual identity

Table 3b | Extracurricular learning contexts and their potentials
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tion to be exposed to the language and culture, to 
take advantage of contacts with them, and to uti-
lise these contacts (motivation). language teach-
ing also offers the possibility of focussing learn-
ers’ attention on linguistic form and the written 
language (instruction in languages and focus on 
form). 

all language acquisition and learning take place in 
a social context and can be considered the result 
of social interaction. This observation indicates 
a use-oriented conception of language acqui- 
sition / learning in the school context. learners 
must employ the target language in an increas-
ingly autonomous manner, using it to carry out a 
task or react appropriately to a situation. To do 
this, they must on the one hand use certain strat-
egies (for instance, communication, reception, 
production and learning strategies) and, on the 
other hand, become aware of their own language 
activities (metacognition), so as to be able to di-
rect and continue to develop their personal learn-
ing process. although it is true that very young 
learners (primary school children for example) 
mainly learn in an implicit (unconscious) manner, 
they may nevertheless be gradually led to develop 
metacognition and the ability to think about a set 
of rules of which they are aware (explicit learning). 
conversely, we observe that, even in the school 
context, adolescents and adults do not only learn 
in an explicit manner (in a traditional grammar 
lesson for instance); part of their learning also 
takes place in an implicit manner (for instance in 
teaching situations where priority is given to com-
munication).

a multilingual understanding of learning has 
emerged due to the social changes that have taken 
place that have led people today to be plurilin-
gual, since they are in daily contact with several 
languages and cultures (via the media, travel or 
in their circle of friends, etc.). consequently, indi-
viduals possess a plurilingual repertoire, mobi- 
lising their different language resources accord-
ing to the situation in which they find themselves. 
in this way different languages (for example the 
language of origin / of migration, the second lan-
guage, a foreign language) fulfil different func-
tions, hence the notion of functional plurilin-

gualism. The plurilingual repertoire is constantly 
developing, for instance when one uses one’s lin-
guistic knowledge and transfers it to another, 
closely related, language that one does not yet 
know (intercomprehension). Some knowledge of 
french may for instance be useful to get the gist 
of information contained in a simple italian text. 
Moreover, learners develop interlanguage compe-
tences that enable them to build bridges between 
languages (syntactic, morphological or phonologi-
cal similarities, etc.). finally, cross-language com-
petences facilitate the transfer into different lan-
guages of general knowledge – concerning various 
sorts of texts for instance. These two competence- 
related aspects facilitate the learning process 
since they allow learners to take advantage of lan-
guage learning experiences and of the common 
underlying proficiency they have already acquired.

languages are not acquired in a compartmen-
talised manner: learning a language implies  
using other languages that one knows, by means 
of interactions that take place during the learning 
process. This process can be facilitated by what 
is called the transfer, which consists in transfer-
ring one’s knowledge of the rules of language, of 
strategies and methods – such as knowing how 
to use a dictionary, etc. negative transfers (inter-
ference) can also happen, such as with deceptive 
cognates or, regarding motivation, when negative 
experiences of language learning are carried over 
to other languages.

language and culture are inextricably linked. 
hence the importance of developing intercultural 
competence simultaneously with language com-
petence, without which one runs the risk of be-
having inappropriately in the cultural community 
of the target language. if one wishes to encour-
age linguistic and cultural learning as a whole, 
one must consciously choose a variety of learn-
ing contexts (language learning in the classroom, 
language learning through other [non-language] 
subjects, exchanges of students and classes, ex-
tracurricular language learning through leisure 
activities, etc.).

an institutional environment, mainly school, can 
strongly influence multilingualism to the benefit 
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of learners, whether through the curricula, teach-
ing, teaching materials or, especially, the attitude 
and approaches of the teachers. This integrated 
approach to language learning and the awareness 
of the importance of the institutional environment 
attest to the need for coordination for language 
teaching. developments in the implementation of 
this objective are discussed in chapter 4.



61

recent findings regarding language learning and 
the new approach that is emerging in the field of 
language competences (chapter 3) indicate the 
need for teaching models, curricula and teaching 
resources adapted to this new approach. further-
more, these should be coordinated beyond the 
sole aspect of language. Thus, policies for instance 
are not only central to the teaching resources for 
foreign languages: they are also an important part 
of the many teaching resources for the language 
of schooling. The transmission and development 
of strategies must be carefully organised in order 
for students of the different language subjects 
to be able to draw on what they have learned in 
other subjects. Moreover, teaching must be or-
ganised so that learners can put to use their per-
sonal resources and the language experiences 
gained outside the school context (for instance, in 
relation to their language of origin / of migration). 
other elements are also important in this area, i.e. 
language awareness and reflection on languages 
(the EOLE and ELBE approach62), which facilitate 
the learning of additional languages. 

increasingly in recent years, a harmonisation is 
taking place between the different methods of 
language teaching, insofar as the basics of lan-
guage learning are being jointly defined in order 
to facilitate the learning of several languages 
and provide a solid foundation for language skills 
as a whole thanks to the concept of a multilin-
gually oriented language teaching methodology / 
integrated language teaching methodology. lan-
guage education is not confined only to language 
subjects; it also requires more conscious promo-
tion of languages in other subjects. in fact, the 
language of schooling can be used for instance 
as a tool for reflection or for understanding non-
language content (cf. calP, chapters 3 and 4.2) in 

different subjects, and this competence can be 
transferred to other languages. The new teaching 
concepts are aimed at use and communication, 
and this also goes for language teaching. This 
means that a given language is not taught for the 
language itself or in order to be reproduced as 
faithfully as possible in well-turned phrases; in-
stead, languages should be learned through situ-
ations and, if possible, concrete situations (such 
as student exchanges, reading circles, student 
newspapers, etc.) Moreover, students should 
be able to use them to acquire non-language 
knowledge. in the language of schooling this is 
already happening; where foreign languages are 
concerned, this can be done through the fun-
damental concept of content-based teaching 
methods (EMILE, teaching of subjects through 
integration of a foreign language / clil, con-
tent and language integrated learning, bilingual 
teaching of non-language subjects). Besides the 
horizontal coordination of language learning (i.e. 
that which occurs in parallel, in different sub-
jects, such as language subjects – see horizontal 
coherence) a marked effort is being made in the 
field of language teaching coordination to adopt 
an approach that encompasses the entire school 
career and even beyond (vertical coherence). This 
trend is on the rise, on the one hand because 
children starting school have already had sev-
eral language learning experiences and contact 
with several languages and on the other because 
there must be continuity from one school year to 
the next to ensure that learning is uninterrupted, 
which is particularly important in the light of the 
anticipated teaching of two foreign languages at 
primary school level.

The language strategy adopted in 2004 by the 
EDK, as well as the general concept of language 

4 TowardS a Plurilingual aPProach  
To language Teaching

62  EOLE (language education and awareness in school); ELBE (language awareness, éveil aux langues, Begegnung 
mit Sprachen). 
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Teaching of 199863 that preceded it and had been 
commissioned by the EDK, had the following ob-
jectives: the coordination of language teaching, 
support for bi-/multilingual teaching models, 
binding educational objectives for the different 
levels of schooling, and the promotion of educa-
tion through contact (contacts and exchanges 
between classrooms and students of different 
languages, from the beginning of compulsory  
education). Such measures should help to im-
prove the quality of language teaching. in this ap-
proach, the different languages are always taught 
as distinct school subjects – which, moreover, 
corresponds to the functional separation of lan-
guages observed among plurilingual individuals – 
but this plurilingual approach (and the downplay-
ing of monolingualism in education) also makes it 
possible to take into account the common repre-
sentation of languages that we suppose to be that 
of the speaker.

This chapter looks at language teaching as it is 
and as it should be, from six different angles:

A holistic conception of language teaching •	
(multilingually oriented language teaching 
methodology / integrated language teach-
ing methodology) (chapter 4.1) | This chapter 
broaches the question – which has not yet 
been definitively settled, even among special-
ists – of the definition of multilingual teaching; 
it also deals with the issue of the feasibility of 
actually implementing this teaching in schools.
Parallel learning of language, content and •	
culture (chapter 4.2) | The aim is to define how 
to organise learning so that it integrates in the 
best way possible the aspects of language, 
content and culture to encourage learning 
and the students’ cognitive development, but 
without overloading them.
the language of schooling as object and as •	
teaching medium (chapter 4.3) | This chapter 
addresses the role of the language of school-
ing, from the standpoint of the teaching of the 

language of schooling and of teaching in all 
subjects on the one hand, and in relation to 
students’ overall educational success.
Languages of origin / of migration•	  (chapter 
4.4) | This section explains the role of lan-
guages of origin / of migration, and the teach-
ing of the language and culture of origin (lco) 
in the broad context of language teaching.
Simultaneous learning of several languages •	
(chapter 4.5) | This chapter looks at how to 
manage several languages in teaching.
T•	 he coherence of language teaching (chapter 
4.6): 
a.  horizontal coherence. we will consider how 

competences can be encouraged and used 
to best advantage and how they can interact 
in different languages.

b.  Vertical coherence. The aim is to determine 
how to promote language learning, in the 
best way possible, throughout the school 
career and beyond.

4.1 A holistic approach of language 
teaching: multilingually oriented 
language teaching methodology /  
integrated language teaching 
methodology

as seen in chapter 3, the way in which we con-
ceive of language competences and learning has 
changed considerably in recent decades. at the 
same time as new approaches emerge, voices 
are speaking out for the development of a ho-
listic approach to language teaching and, along 
with it, teaching that provides students with 
solid competences in the language of schooling 
and, moreover, encourages individual plurilin- 
gualism. 

These considerations are not new to Switzerland, 
because the general concept of language Teach-
ing of 1998 (EDK 1998) already defined three  
avenues that go in this direction:

63  The General Concept of Language Teaching is a report by specialists on the findings of research in the field of 
language teaching and learning. It also contains recommendations for further work in Switzerland. The EDK in 
particular has referred to the report to develop its Strategie of Language Teaching of 2004.



63

  8. The teaching of all languages in the curricu-
lum, including the local national language, 
comes within the framework of coordinated 
language teaching.

  9.  Various methods of bi-/multilingual teaching 
must be encouraged, trialled and managed on 
a large scale.

10. all students should have the opportunity to 
participate in language exchanges that are co-
herently integrated into their language studies.

Point 8 of this approach is particularly innova-
tive in two respects: on the one hand it requires 
that teaching concepts be coordinated among 
the languages taught, the curricula, the learning 
objectives, and also the terminology that is used 
in the different languages, for instance regarding 
grammar, in order to encourage transfer phenom-
ena and avoid duplication. it also suggests that 
the methods of teaching foreign languages and 
language of schooling should be brought closer 
together. Today, innovation in the methods of lan-
guage of schooling and foreign language teaching 
tends to happen within the separate subjects and 
transfers are tentative, whereas at the same time 
an effort is being made in teacher training to cor-
rect this to a certain extent by offering courses for 
different languages.

Point 9 recommends that various methods of bi-
lingual teaching of non-language subjects be 
widely trialled and introduced. and yet, at present, 
the immersion method in particular is a somewhat 
elitist phenomenon that is offered as an option in 
certain secondary school or private school classes. 
however, the fact of offering earlier foreign lan-
guage teaching opens up considerable potential 
for development in this direction: thus, new teach-
ing resources also place greater emphasis on con-
tent-based approaches such as clil (see chapter 

4.2.2), right from the beginning. at the same time, at 
lower secondary education, we are seeing projects 
for bilingual teaching of non-language subjects 
(aargau, Basel Stadt, Solothurn, graubünden) 
and canton Valais even offers two bilingual pro-
grammes from the start of primary school. in 2009, 
canton fribourg also officially adopted a legal ba-
sis for bilingual teaching and launched projects64 
to that end. in canton graubünden, bilingual pro-
grammes span the entire phase of compulsory 
education from nursery school onwards. The can-
tonal directives of 200165 and the cantonal law on 
languages of 200666 establish the legal basis and 
fundamental principles that apply to this type of 
project. in addition to official projects, there is the 
fact that more and more teachers are conducting 
small-scale bilingual projects as isolated teach-
ing units. This development can be considered as 
a positive result of initial and continuous teacher 
training that places a great deal of emphasis on 
these new approaches.

finally, in point 10, the general concept of lan-
guage Teaching deals with the promotion of vari-
ous forms of exchange, for all students. what is 
still an individual experience in the majority of 
cases today – requiring considerable personal 
commitment moreover – must be made avail-
able to all students. in this respect, the role of 
exchanges as significant learning contexts must 
be recognised, and the schools should support 
this special potential; the promotion of school ex-
changes was also legally ratified in october 2007 
with the adoption of the languages act (langa)67. 
in this regard it is useful to mention the Echanges 
organisation (www.echanges.ch), which facilitates 
exchanges among young people. it depends on 
the ch foundation and has the support of the EDK. 
in 2006, the positive effects of exchanges were 
demonstrated by a wide-scale survey that was  

64  The cantonal concept of language teaching of canton Fribourg: http://admin.fr.ch/fr/data/pdf/cha/090202_con-
cept_langues_projet_fr.pdf (20.02.2010)

65  Directives concerning bilingual school programs and the various partial immersive course options: http://www.
gr.ch/DE/institutionen/verwaltung/ekud/avs/Volksschule/richtlinien_zweisprachigkeit_de.pdf (20.02.2010)

66  The cantonal law on languages of canton Graubünden: http://www.gr.ch/DE/institutionen/verwaltung/ekud/
afk/dokumentation/Gesetze/Sprachengesetz.pdf (20.02.2010)

67  The Federal Act on the National Languages and Understanding between the Linguistic Communities: http://
www.admin.ch/ch/d/ff/2007/6951.pdf (20.02.2010)
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commissioned by ch Jugendaustausch (Jörimann 
Vancheri 2009; for education through contact see 
chapter 4.2.3). cantonal initiatives in this area 
should also be mentioned, such as the Educomm 
school partnerships of canton Basel Stadt68. and 
the new 2009 agreements made with the euro-
pean commission have broadened the field: Swit-
zerland now has access to comenius projects. 

To conclude this section on a holistic concept of 
language teaching, we come back to point 4 of 
the EDK general concept of language Teaching of 
1998, which is of great importance in this context: 
4. The cantons respect and encourage the lan-
guages of their student population and integrate 
them into the curricula.

as is recommended by the general concept of 
language Teaching, the first concern is to develop 
and integrate language and culture of origin teach-
ing (lco) which, according to these recommenda-
tions, must be enhanced as to content and better 
coordinated with the rest of the curriculum and 
teaching. in accordance with art. 4 of the HarmoS 
agreement (see chapter 1.1), the cantons support 
learners from a migrant background by organising 
language and culture of origin courses (lco).

4.1.1 The meaning of multilingually 
oriented language teaching 
methodology / integrated language 
teaching methodology 

as the title of this chapter shows, the terminology 
of this holistic approach to language teaching has 
not yet been determined in a unified way, either 
in Switzerland or in europe. it is variously desig-
nated, depending on the region, as «multilingual-
ly oriented language teaching methodology» or 
«integrated language teaching methodology»69. 
we should therefore take a closer look at these 
two terms, which as yet have not been entirely 

defined. They both relate to teaching concepts 
that integrate what is known at the present time 
about the learning and use of several languages –  
i.e. regular cases of individual plurilingualism – 
as well as to the need, which manifests itself at 
both societal and individual levels, to promote 
multilingualism. Both are also based on an inte-
grative approach: today, we favour the integration 
of all languages taught in school, a development 
due in large measure to the influence of roulet’s 
work (1980) on the integration of the language of 
schooling (which he still refers to as the moth-
er tongue) and foreign languages. at about the 
same time, on the german-speaking side, wan-
druszka laid the foundations of a multilingually 
oriented language teaching methodology (wan-
druszka 1979). in his conception, the main is-
sue was to encourage transfer phenomena and 
strategies (see chapters 3.2.5 and 3.3.3) in order 
to facilitate and optimise the learning of other 
languages using the local language of schooling 
as a basis. one must bear in mind that multilin-
gualism always involves several cultures, which 
in turn implies relations between these cultures 
(intercultural aspects) and the cultural identity 
or identities of individuals. Therefore, multilin-
gually oriented language teaching methodology 
or integrated language teaching methodology 
cannot be limited to language (see chapter 3); it 
must also foster a pluricultural identity and well-
developed intercultural competences. This is in-
directly expressed in the EDK’s Strategy of lan-
guage Teaching, with regard to the recognition of 
languages of origin / of migration, and it is also 
addressed in the introduction to the common eu-
ropean framework of reference for languages  
(cefr).

The notions of multilingually oriented language 
teaching methodology and integrated language 
teaching methodology thus refer to a concept 
that underlies all language teaching and to the 
terms of point 8 of the abovementioned gen-

68  A brochure on exchange offers, with numerous links to different exchange and contact options, can be down-
loaded at: http://educomm.edubs.ch/broschuere_austausch_08_09.pdf (20.2.2010)

69  Various authors (such as Le Pape-Racine, 2007; Brohy 2008) give a brief history of this terminology and of the 
different nomenclatures encountered in the literature on the subject. 
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eral concept of language Teaching. But the in-
tegrative approach goes beyond the strictly 
linguistic aspects and comprises the following 
three elements (which are explained in detail  
below):

the integration of the linguistic aspects of •	
the languages concerned (the interlinguistic 
dimension)
the integration of language learning and con-•	
tent learning
the integration of language learning and cul-•	
tural learning70

how many components the two notions should 
encompass has not yet been clearly defined. 
depending on the interpretation given, the em-
phasis is placed only on foreign languages or on 
languages of origin / of migration, where inte-
gration is based on forms of immersive teach-
ing or education through contact (see chapter 
4.2.3); the fact of integrating the language of 
schooling, i.e. the idea of integrated language 
promotion – teaching (a subject) means teach-
ing languages – is often seen as desirable. The 
EDK’s Strategy of language Teaching (2004) 
takes a clear position, in which language as 
an «essential capacity of the human being» is 
explicitly presented as central to all learning 
processes. in this sense, the highest priority is 
given to encouraging competences in the local 
language of schooling. at any rate, it should be 
noted that the integrative approach is a recent 
prospect and that the development of a common 
teaching culture for languages of schooling and 
foreign languages represents a highly complex 
process, if only because of the different teach-
ing traditions mentioned above; this is why to-
day certain areas can only be outlined or identi-
fied as desirable. a great deal more experience 
is still needed in this field and there is very little 
research available on the subject; there are only 
a few practical examples and very little teaching  
material.

Because the terms «multilingually oriented lan-
guage teaching methodology» and «integrated 
language teaching methodology» obviously refer 
to very similar concepts, they will both be used si-
multaneously in the remainder of this chapter.

Models of multilingually oriented language 
teaching methodology / integrated language 
teaching methodology

as seen in the Strategy of language Teaching 
adopted by the EDK (2004), the complex situation 
with regard to languages in the different cantons 
and regions has given rise to a profusion of regu-
lations concerning language teaching. The same 
goes for teaching models which, moreover, for rea-
sons of implementation, must take into account 
in each instance the local educational culture.

Various concepts can be envisaged for multilin-
gually oriented language teaching methodology / 
integrated language teaching methodology. They 
differ in their scope, the aspects that they ad-
dress, and their objectives. The relevant elements 
can be represented as follows:

the scope of the model
limited concepts: this concerns first and  •	
foremost the coordination between the differ-
ent languages, for instance between foreign 
languages or between the language of  
schooling and the first foreign language
holistic concepts: all languages, including the •	
language of schooling, are coordinated and 
compared; languages of origin and classical 
languages can also be included in a holistic 
concept

the aspects addressed in the model
aspects of language in the strict sense  •	
(lexical, morphological, occasionally also  

70  In their study entitled A European Reference Document for Languages of Education?, Coste, Cavalli, Crisan and 
van de Ven (2007) refer to the fields of language subjects, of cross-curricular aspects and non-language subjects 
as well as potential areas of rationalisation likely to enable curricular and cognitive economy. 
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syntactic links with closely related lan- 
guages)
aspects of language in the broad sense (lin-•	
guistic aspects, discursive and metalinguistic, 
concerning textuality, gender, etc.; this aspect 
includes for instance specific texts or the ter-
minology that describes language phenomena)
metacognitive, strategic and methodological •	
aspects (knowing how to communicate ef-
ficiently and directing one’s attention towards 
the person with whom one communicates; 
reflecting on the use of language, etc.)
language and content (simultaneous learning •	
of language and content, in a bilingual learning 
context for instance)
language and culture (language as an expres-•	
sion of culture and identity, as for instance in 
the language of young people, idioms; litera-
ture and art)

the model’s target competences
language skills: speaking, writing, interation, •	
comprehension of oral and written texts, 
(partial) comprehension of languages that  
are – at first sight – unknown, but closely 
related to known languages, transfer of the 
content of one language to another (produc-
tive and receptive competences, literacy 
skills, intercomprehension, mediation)
strategic competences and methodological •	
competences (such as reading and writing 
strategies, knowing how to use dictionaries)
intercultural competences (such as knowing •	
the rituals of communication in other lan-
guage-cultures, putting one’s own culture into 
perspective)

the types of multilingualism included in the  
model and pursued as objectives 

retrospective multilingualism (the integration •	
of languages and cultures of origin / of migra-
tion)

prospective multilingualism (the contribution •	
to the development of individual plurilingual-
ism)
retrospective and prospective multilingualism •	
(integration of the two aspects)

the aspects of implementation included in the 
model

support for curricula•	
support for coordinated learning methods•	
concepts without a direct connection to cur-•	
ricula and learning methods

out of this array of conditions we can define the 
maximum (global), median and minimal vari-
ants of multilingually oriented language teach-
ing methodology / integrated language teaching 
methodology. The maximum models cannot logi-
cally be limited models.

wiater (2006a) gives another classification which 
makes a distinction, on the basis of their relative 
importance and the objectives pursued, between 
three models of multilingually oriented language 
teaching methodology: a teaching methodology 
by groups of languages (Sprachgruppendidaktik), 
an integrated teaching methodology of languages 
of origin, and the promotion of the plurilingual 
identity.

if schools are to be able to encourage the devel-
opment of plurilingualism, one must take into 
account the fact that each language fulfils a spe-
cific function in the life of an individual. There-
fore, to create a model of multilingually oriented 
language teaching methodology one must first 
examine the question of the role of the different 
languages taught71. if the first foreign language 
is a national language used in neighbouring re-
gions, it can act as a language of encounter. This 
is the case, for instance, for french as the first 
foreign language in the Passepartout project re-
gion (see chapter 4.1.2); and also for the trilingual 

71  This corresponds to the idea of a differentiated curriculum mentioned in the Common European Framework of 
Reference for Languages (chapter 8) and can easily be achieved through curricular scenarios (cf. Cavalli, Coste, 
Crisan and van de Ven 2009). 
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canton graubünden, where another cantonal lan-
guage (the neighbouring language) is taught as 
the first foreign language, i.e. italian or romansh 
in german-speaking schools and german in the 
romansh and italian-speaking schools. But the 
first foreign language may also prepare for the 
study of the second foreign language or of other 
languages, which is partly the case, for example, 
in the «german before english» language learn-
ing sequence in the french-speaking region of 
Switzerland72; combinations of the two scenarios 
could also be envisaged.

in the context of the development of functional 
plurilingualism (see chapter 3) one must care-
fully consider the role of the languages taught in 
school, in order to determine which language com-
petences students must acquire in each language, 
and at what level. needless to say, the local lan-
guage of schooling will play a leading role because, 
as we have mentioned, it is the backbone of the 
students’ literacy, as is pointed out in the Strategy 
of language Teaching adopted in 2004 by the EDK, 
and must therefore be developed to the fullest. on 
this subject, beyond language teaching per se, one 
must also mention integrated language learning, 
and in particular the systematic promotion of cog-
nitive academic competence for the optimum de-
velopment of literacy skills (calP, see chapter 3). 
The aim of these efforts is to increase the chances 
of educational success of all students, regardless 
of their linguistic or cultural background. This is 
also the motivation behind the decision set down 
in the HarmoS agreement regarding the starting 
age for elementary school (four). 

on the other hand, the respective roles of foreign 
languages may differ depending on the region and 
cultural or language strategy-related factors (cf. 
cavalli, coste, crisan and van de Ven 2007 on the 
various curricular options).

in addition to the development of performance 
and communication skills (language activity) in 
the foreign languages taught, it is also very im-
portant to develop intercultural skills and acquire 

a plurilingual and pluricultural identity, as has al-
ready been mentioned. indeed, it is to be hoped 
that such an approach would produce openness 
and tolerance with regard to other cultures as 
well as – in the case of migrants – better integra-
tion into society; not to mention that tolerance 
enriches not only the personality of the individual 
but society as a whole (lüdi 2010). regarding lan-
guage teaching, wiater (2006b, translation) ob-
serves: Through the choice of content, objectives, 
methods and resources for teaching a first, sec-
ond or third language, it is possible to stimulate 
and encourage students to search for a trans- 
national, plurilingual and pluricultural identity.

The fundamental principles of 
multilingually oriented language teaching 
methodology / integrated language teaching 
methodology 

we can identify seven principles that form the 
basis of the different models of multilingually 
oriented language teaching methodology and in-
tegrated language teaching methodology (cf. hut-
terli, Stotz and zappatore 2008; wokusch 2008). 
These principles form a link between the different 
components of these models; they can be consid-
ered as the continuation of the fundamental prin-
ciples presented in chapter 3. To begin with, it is 
essential to point out that multilingual teaching 
methodology often has recourse to methodologi-
cal processes used in modern language teaching, 
such as education through contact or the promo-
tion of language awareness (ELBE). on the other 
hand, the novelty resides in the coordination and 
linking of the different language subjects, a pro-
cess that still, admittedly, requires a great deal of 
work – especially with regard to the language of 
schooling. But the fundamental principles of an 
integrated language teaching methodology can 
be summed up as follows:

for learning purposes, a multilingually oriented 1. 
language teaching methodology is directed 
towards functional plurilingual communica-

72  This has been demonstrated by A. Haenni Hoti’s study (2009) on English before French.
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tion skills (functional plurilingualism); there-
fore, as the basis of this learning process, the 
language of schooling must be developed as 
fully as possible.
it is the result of a constructivist under- 2. 
standing of learning, concentrating on the 
learners and the learning process. it takes 
into account the knowledge and language 
skills that learners already possess and uses 
them as resources and potential capital in a 
prospective, retrospective or retrospective/
prospective approach.
its aim is to develop plurilingual competences 3. 
and transfer potentials (transfer) rather than 
following an additive monolingual approach to 
language teaching.
it emphasises the development of meta-4. 
linguistic awareness and metacognition. it 
encourages the development of learning and 
communication strategies, of autonomous 
learning, methodological skills and self- 
awareness.
it uses as a basis for transfer phenomena the 5. 
linguistic, strategic and encyclopaedic curric-
ular and extracurricular knowledge acquired 
by learners.
it encourages the development of an inter-6. 
cultural and pluricultural competence as well 
as a plurilingual identity.
it emphasises horizontal and vertical coher-7. 
ence: horizontal coherence means making 
available through networking and system-
atically using subjects or teaching units of 
the same school level73. Both horizontal and 
vertical coherence, require the coordination 
of language teaching, to ensure its continu-
ity beyond school and lay the groundwork for 
continuing lifelong learning. 

here, we must underline the need for both levels 
of coherence (horizontal and vertical) (see chap-
ter 4.6 and Saudan’s observations, 2007). Two  

issues are involved in an earlier start to foreign 
language learning (the first foreign language in 
the 5th school year, the second in the 7th school 
year according to HarmoS): firstly, it is important 
to ensure the continuity of this new learning pe-
riod and avoid interruptions during the passage 
from the primary to the secondary level. Sec-
ondly, it is essential to create synergies among 
the different language subjects in order to avoid 
discouraging students with useless duplication74, 
or complicating their learning process with differ-
ent teaching strategies or explanations. The idea 
of creating synergies ties in perfectly with the 
concept of plurilingualism, which is based on the 
notion that the languages one already knows help 
one to learn new languages (see chapter 4.6 on co-
herence). nonetheless, it must be made clear that 
standardising language teaching is not an option.

one of the essential elements in the field of 
foreign language teaching is the interaction be-
tween functional language skills and objectives 
stemming from the domains of language aware-
ness (elBe) and linguistic reflection (metacogni-
tion) (principle 4, for example). even though the 
time devoted to languages is increasing overall 
(see chapter 4.5), the number of hours per for-
eign language is still limited. as the intensity of 
a learner’s contact with language and culture is 
a determining factor of success (see chapter 3) it 
is important to ensure, in every language subject, 
that language awareness is not developed to the 
detriment of the functional language skills.

4.1.2 Towards the implementation of 
a multilingually oriented language 
teaching methodology / integrated 
language teaching methodology 

as seen in the preceding chapter, the implemen-
tation of a multilingually oriented language teach-

73  Besides coherence between languages, this also refers to coherence between language and non-language sub-
jects, between curricular and extracurricular learning, between curriculum, teaching material and assessment 
practices, and between content-based and reflexive teaching. 

74  We observe for instance that the same situations and themes are dealt with in a similar manner in many for-
eign language learning methods.
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ing methodology / integrated language teaching 
methodology is a complex and ambitious project 
which, moreover, must take into account differ-
ent regional characteristics. This is why it can 
be carried out only gradually and not uniformly: 
in the european language Portfolio (elP) (see 
chapter 4.6.1) we already have an instrument on 
a national scale; concepts aimed at promoting 
language awareness and embracing other cul-
tures (EOLE and ELBE) concern methodology and 
teaching. The Passepartout project concerns a 
new concept of language teaching in a given re-
gion. The recommendations of canton Ticino re-
veal an implementation strategy of multilingually 
oriented language teaching methodology that is 
fairly specific, and integrated language teach-
ing methodology only exists in french-speaking 
Switzerland at the present time in the form of a 
mandate and concept75. The Pädagogische Hoch-
schule graubünden [university of Teacher educa-
tion of canton graubünden] has integrated into its 
training programme for first and second language 
education the particularities of trilingual canton 
graubünden, as well as the concepts of language 
awareness, immersive and bilingual teaching of 
non-language subjects. 

The European Language Portfolios 

Switzerland now has the entire series of euro-
pean language Portfolios (elP)76 for the compul-
sory education period: the portfolino is for chil-
dren aged 4 to 7, the elP i for children aged 7 to 
11, the elP ii for students aged between 11 and 
15 and the elP iii for all those over 15 years of 
age77; the development of the language portfolios 
was commissioned by the EDK. The different ver-
sions of the elP all have the same objective: to 
promote plurilingualism, facilitate intercultural 
dialogue and at the same time support cultural 
diversity. The aim of the learning process is to 
increase learners’ autonomy, thereby facilitating 

lifelong language learning and mobility within 
Switzerland and in europe. These objectives 
point to the elP’s potential in the context of mul-
tilingually oriented language teaching method-
ology. The complete range of these instruments 
is already available in the four national languages 
and will be brought into general use throughout 
Switzerland as part of the HarmoS agreement. 
The actual introduction of the instrument is up to 
the individual cantons, which have each set a dif-
ferent timetable for its implementation. for the 
time being, numerous cantons are in the process 
of setting up and offering in-service training for 
teachers.

Linguistic and cultural awareness: ELBE / 
EOLE

The ELBE (language awareness, Begegnung mit 
Sprachen, éveil aux langues) and EOLE (language 
education and awareness in school) approaches 
are very interesting in the context of integrated 
language teaching methodology. like the euro-
pean language Portfolio (elP) they are connected 
to european projects (such as Janua linguarum, 
candelier et al. 2003). These approaches, which 
have occasionally been given concrete expression 
in the form of teaching resources, are conceived 
in a cross-linguistic perspective and are being de-
veloped in both the german and french-speaking 
regions of Switzerland. They include the language 
of schooling, but also foreign languages and the 
learners’ languages of origin / of migration and 
therefore have high potential for facilitating inte-
gration (for a detailed presentation, see chapters 
4.2 and 4.6).

like the european language Portfolio (elP), the 
ELBE and EOLE approaches also have a place in 
a holistic concept of multilingually oriented lan-
guage teaching methodology and in the EDK’s 
Strategy of language Teaching (2004).

75  References to these projects are indicated further on in the text.
76  Cf. http://www.sprachenportfolio.ch (19.02.2010)
77  A revised version of the ELP III (for adolescents from 15 years of age and adults) was published as a pilot 

project in 2010.
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The Passepartout project

This project is based on a holistic concept of for- 
eign language teaching and was developed as a pre- 
lude to, and to optimise, foreign language teach-
ing78. Six cantons (Bern, Basel landschaft, Basel 
Stadt, Solothurn, fribourg [the german-speaking 
part], Valais [the german-speaking part]) took part 
in the project with the aim, firstly, of preparing for 
foreign language teaching together, according to 
the Strategy of language Teaching adopted by the 
EDK in 2004, and, secondly, of jointly developing 
language teaching methodology. The first foreign 
language taught in these cantons located on the 
linguistic border is the neighbouring language, 
i.e. french. early in the development process, the 
terminology and a common understanding of the 
targeted language teaching methodology had to 
be agreed upon. although the main focus is on the 
teaching of foreign languages, there is a consen-
sus in these cantons on the fact that the aim is 
the development of language teaching as a whole. 
This means that it includes teaching in the local 
language of schooling as well as the promotion 
of dialects or of languages of origin / of migra-
tion. The term «multilingually oriented language 
teaching methodology» was chosen to designate 
this holistic approach.

in the Passepartout project, functional plurilin-
gualism (see chapter 3) is specifically defined as 
an objective to be attained. illustration 4a (Sauer 
and Saudan 2009) shows the different compo-
nents of this approach; horizontal methodological 
coherence is ensured by the coordination of for-
eign language curricula (french and english). in 
this regard, we should point out that the teaching 
resources used for the Passepartout project are 
intended to be revised on the basis of the provi-
sions contained in the curricula. curricula coordi-
nated for the different school years should make 
it possible to ensure, or at least improve, vertical 
coherence. however, this project also requires the 
contribution of the initial and continuing teacher 
education institutions, the senior management 
of the establishments concerned and, above all, 

the teachers themselves (for vertical and hori-
zontal coherence see chapter 4.6). on the whole, 
it should be noted that the approaches connected  
to multilingually oriented language teaching 
methodology presuppose a strong will to cooper-
ate on the part of the teachers, due to their scope, 
which goes beyond languages and subjects. The 
Passepartout project also sets high standards for 
the level of language and educational-method-
ological competences as well as for the level of 
information made available to the teachers, who 
should, for instance, be informed about the con-
tent of the other language subjects.

The different components of the model are de-
fined in a reference document containing propos-
als for terminology (Sauer and Saudan 2009). They 
are explained below, reading clockwise. multilin-
gual methodology (multilingually oriented lan-
guage teaching methodology) aims to connect the 
languages learned in school by including the fol-
lowing aspects: fostering awareness of the com-
mon points and differences between languages 
by comparing languages, demonstrating possible 
transfers between them, and taking advantage of 
language learning experiences. The purpose is to 
improve the efficiency of teaching and learning 
processes at the cognitive and methodological 
level. The ELBE (language awareness, Begegnung 
mit Sprachen und Kulturen, éveil aux langues) 
component, whose aim is to promote awareness 
of language and culture, shows another way of 
implementing a multilingually oriented language 
teaching methodology. it favours reflection on 
language, awareness of language phenomena, of 
the functioning of language, and of cultural diver-
sity. The ELBE approach also facilitates the inte-
gration of the languages of origin / of migration 
represented in the classroom and can be applied 
in practically all subjects. Content-based foreign 
language teaching (action and content orienta-
tion) is at the centre of teaching delivered in the 
classroom and its aim is above all to help develop 
functional language skills. content-based teach-
ing should enable the integration of general knowl-
edge using the foreign language and thus – as in 

78  Cf. http://www.passepartout-sprachen.ch (19.02.2010)
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bilingual teaching of non-language subjects or  
immersion – stimulate the language acquisition 
process. action and content-based foreign lan-
guage teaching also implies working on language 
resources as such, but the selection of the latter 
and progression in this area must be determined 
by the targeted action competences. alongside 
foreign language teaching delivered in the class-
room, one can teach a subject either partly (bi-
lingual teaching of non-language subjects) or 
entirely in a foreign language (immersion). This 
type of teaching can be of variable duration and 
underlines the connection between language 
learning and content learning. another compo-
nent is apparent, at least in part, outside the for-
eign language class: the exchange and education 
through contact, which is considered as a neces-
sary complement in that it makes it possible to 
develop intercultural competences as well as the 
capacity for action in a foreign language and that, 
moreover, it also often has a positive effect on the 
learners’ motivation. finally, the concept of inte-
grated language promotion exceeds the bounds 
of foreign language teaching; it deals with the in-
tention to expressly encourage students in every 
subject to develop their competences in the lan-
guage of schooling.

The Passepartout project clearly demonstrates 
that implementing multilingually oriented lan-
guage teaching methodology in a region must 
be based on a joint political decision of the 
cantons concerned. This is also the observa-
tion of ca valli, coste, crisan and van de Ven 
(2009) in their study on the conditions for the 
feasibility of a multilingual and intercultural 
education; they point out the following: if one 
of the objectives is the development of indi-
vidual repertoires through teaching, which does 
not concern only a small, privileged elite but 
the entire school population, multilingual and 
intercultural education can only be the fruit 
of a strong stance and of a conscious, con-
crete commitment of the political decision- 
makers. 

although the Passepartout project indubitably 
has a pioneering role in the implementation of a 
multilingually oriented language teaching meth-
odology in Switzerland, it also demonstrates the 
difficulty that lies in trying to coordinate all the 
language methodologies, given that integration 
of the language of schooling has not (yet) been 
achieved in this project, even though it serves 
as an example.

Illustration 4a | The components of multilingually oriented language teaching methodology in the Passepartout project (Sauer 

and Saudan 2009)
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Multilingualism and schooling in canton 
Graubünden

Multilingualism in the schools of the trilingual 
canton graubünden represents an altogether 
unusual challenge. The language concept adopt-
ed by graubünden79 is revelatory of the complex 
situation in its schools, which have three first 
languages (german, romansh, italian). These 
same cantonal languages are taught in primary 
school as first foreign languages, or second lan-
guages, and english – from the 2012–2013 school 
year – as the second foreign language from the 
5th primary school year on. Moreover, these sec-
ond languages are given different time alloca-
tions, different syllabuses, and different learn-
ing objectives. one observes that in the case 
of german as a second language, for romansh 
speakers for instance, the learning objectives 
are more ambitious than for a foreign language in 
primary school. in addition to the three types of 
language teaching provided for in the compulsory 
education curriculum, there has since 1996 been 
a steady increase in bilingual school projects 
that include an immersive teaching component,  
either in parallel to the mainstream school offer 
in towns of a certain size such as chur and ilanz, 
or as an offer open to several communities of up-
per engadin, Maloja and Trin. 

Reflections on multilingually oriented 
language teaching methodology in Ticino

The cantonal department of education of Ticino 
has put in place, since 2002, a group (Gruppo 
plurilinguismo) to promote plurilingualism. The 
curriculum (2004) for secondary schools (scuola 
media) has made significant changes in the field 
of languages: french is taught as the first foreign 
language from the third year of compulsory edu-
cation (scuola elementare) and during the first two 
years of secondary school (scuola media). Then, 

from the third and fourth years onwards, it is of-
fered as an option. german is taught as second 
foreign language from the second to the fourth 
year of secondary school. english (formerly an op-
tion) is taught to all third and fourth year students 
in secondary school.

The mandate of the Gruppo plurilinguismo is to 
develop proposals for better coordination of 
foreign languages in secondary education and 
improved efficiency in foreign language learn-
ing80. in this context, and based on these pro-
posals, various projects have been launched; 
within the framework of these projects, the for-
eign language teachers of a given school had to 
develop a common method of functioning. com-
mon modules were conceived by the university 
of Teacher education of locarno (SUPSI-DFA, 
formerly Alta scuola pedagogica) for future for-
eign language teachers, as well as a module to 
address third language teaching methodology 
and the ELBE (language awareness, Begegnung 
mit Sprachen, éveil aux langues). Moreover, the 
specialists who assist the teachers in their 
practice have been working together for years 
and organise continuing training for several lan- 
guages.

Integrated language teaching methodology 
in French-speaking Switzerland

The declaration of the CIIP (the intercantonal 
conference of cantonal Ministers of education 
of western Switzerland and Ticino) on language 
Policy in french-speaking Switzerland of 30 
January 2003) (Déclaration de la CIIP relative à la 
politique de l’enseignement des langues en Suisse 
romande) is a fundamental political document for 
western Switzerland which explicitly lays down 
the foundations of integrated language teaching 
methodology, as is clearly shown in the following 
excerpts: 

79  The Concept for languages of canton Graubünden: http://www.gr.ch/DE/institutionen/verwaltung/ekud/avs/
Volksschule/Sprachenangebot_uebersicht_de.pdf (20.02.2010)

80  The final report of the group was published in 2004 and can be consulted at: http://www.scuoladecs.ti.ch/scari-
ca_insegnamento_lingue/Approcci_plurilingue_nella_scuola_media.pdf (19.02.2010)
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1.3 (...) language teaching / learning must take 
place within an integrated curriculum common 
to all the languages (local language, foreign lan-
guages and classical languages). This integrated 
language curriculum will define the place and 
the role of each of them with regard to the gen-
eral linguistic and cultural objectives. it will de-
fine the respective contributions of and interac-
tions between the different language learning  
processes.
2.3–1.1 The learning of the different languages is 
conceived to be complementary and interactive.

on this basis and in the context of the mandate of 
the GREL (Groupe de référence enseignement des 
langues étrangères) group of specialists formed 
by the CIIP, wokusch (2009) developed a model81 
of which the first draft is limited to foreign lan-
guages82 and is guided by the principles present-
ed in chapter 4.1.1.

in this model, the curriculum represents the 
main coordination tool. as observed in the 
CIIP declaration on language Policy, and as 
also set out in chapter 8 of the common eu-
ropean framework of reference for lan - 
guages (cefr), this curriculum should be based 
on coordination and diversification. it thus guar-
antees a certain continuity as well as verti-
cal and horizontal coherence (see chapter 4.6). 
This is particularly important since, unlike the 
region of the Passepar tout project and other 
regions of Switzerland, the french-speaking re-
gion does not, for the moment, have its own lan-
guage teaching resources; the teachers in the 
french-speaking region must rely on existing re - 
sources83. The specific components of the model 
are as follows:

The point is to define the role and the skills •	
profile to be attained for each language; it is 
based on hypotheses concerning the needs of 
the learners and the requirements of society.

definition of the role and of the skills profile •	
allows us to determine the preferred working 
modalities for each language (for instance, 
working mainly on receptive or productive 
competences; emphasising strategies or 
routines to acquire elementary communicative 
competence).
action-oriented, content-based processes •	
are essential methodological and teaching 
strategies for the development of functional 
language skills. 
Teaching processes focusing on linguistic •	
tools (emphasis on vocabulary and grammar) 
and terminology are harmonised (horizontal 
coherence).
assessment is harmonised among several •	
languages (in accordance with national edu-
cational Standards).
coordinated use of the european language •	
Portfolios (elP) represents an important tool 
for integration and for the future of multilin-
gualism; responsibility for the elP can change 
for each school year and be passed from one 
language subject to another.
interculturality should be developed based on •	
observation and comparison (ethnographic 
approach); education through contact is put 
into practice in all its forms (not only through 
exchanges that involve physical displace -
ment, but also through contact via internet,  
etc.).
reflection on languages should be encour- •	
aged in order to contribute to efficient learn-
ing via language awareness (ELBE, language 
awareness, éveil aux langues, Be gegnung mit 
Sprachen), in a more linguistic approach.
all forms of strategies, the ability to read, the •	
development of writing, etc. must, as pro-
cesses taking place at a high cognitive level, 
be dealt with in the framework of a cross-
linguistic approach in order to facilitate the 
transfer of these abilities from one language 
to the other.

81  This model has no official status as it has never been validated by a decision of the CIIP. 
82  However, classical languages can also be included.
83  The same goes for the language of schooling, in this case French. Teachers work partly with teaching resources 

from France. 
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Students must be individually encouraged to •	
develop autonomous, self-directed learning 
abilities, which will prepare them for lifelong 
learning; a suitable process to this end could 
be, for example, the intercomprehension  
approach.
coordination with the language of schooling is •	
important and remains to be achieved; lan-
guages of origin / of migration should, wher-
ever possible, be taken into consideration.

The similarity between this concept and the 
Passepartout project shows, once again, that 
the different approaches come together in seek-
ing teaching methods that could contribute to 
the objective of individual plurilingualism. in 
contrast to the Passepartout project, which is 
in the implementation phase, there seems to be 
a certain caution in french-speaking Switzer-
land with regard to integrated language teaching 
methodology. The implementation of multilin-
gually oriented language teaching methodology /  
integrated language teaching methodology is 
possible at present in a one-off, progressive 
manner. Moreover, there must be constructive 
dialogue with regard to language of school-
ing teaching methodology, french in this case, 
as there are certain differences between this 
methodology and the teaching methodology for 
foreign languages. Thus, in the teaching meth-
odology for the language of schooling, texts and 
text genres are primarily used as the structur-
ing principle (CIIP 2006) in addition to language 
competences. in the teaching methodology for 
french as the language of schooling, «integrated 
methodology» or «plural approaches» are meant 
as the integration of the linguistic and cultural 
diversity of the learners, particularly in rela-
tion to the EOLE approach (language education 
and awareness in school). we are seeing a dia-
logue emerge concerning french as language of 
schooling and the «plural approaches» it entails. 
But considerable additional work and coordina-
tion are still needed, as is evident in the new cur-

riculum for french-speaking Switzerland which 
in its present state is still far from fulfilling the 
mandate conferred by the declaration of the CIIP 
(the intercantonal conference of cantonal Min-
isters of education of western Switzerland and 
Ticino) on language Policy in french-speaking 
Switzerland of 30 January 2003 (for information 
on Strategy of language Teaching in french-
speaking Switzerland cf. nicolet 2007, and  
elmiger 2010).

These examples of the implementation of an 
integrated language teaching methodology 
clearly show how the degree of implementation 
of a concept such as this can vary according to 
the canton and region. it should also be point-
ed out that all multilingually oriented language 
teaching methodology concepts are based on 
solid theoretical foundations and set out pro- 
cesses whose efficiency has been, in part, em-
pirically demonstrated, and that this methodol-
ogy should therefore prove effective, at least in 
those partial domains84. But what is new is com-
bining and linking all these strategies (for more 
concrete methodological and educational ele-
ments, see chapter 4.5). it is evident that there 
is considerable need for research and develop-
ment in this area because it must still be proven 
that this new concept of language teaching is  
really efficient and that multilingually oriented 
language teaching methodology indeed con-
stitutes the method of choice for contributing 
to the development of multilingualism among  
learners.

4.1.3 Development prospects for 
multilingually oriented language 
teaching methodology / integrated 
language teaching methodology

as has been pointed out repeatedly in the preced-
ing chapter, we observe that there is still a great 
need for development in the field of multilingually 

84  Task-based language teaching is based on solid theoretical foundations and its efficiency has been empirically 
proven in several instances (cf. Ellis 2003); this also applies for content-based processes, which can be viewed 
as particular cases of bilingual or immersive teaching, and whose efficiency has been demonstrated.
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oriented language teaching methodology / inte-
grated language teaching methodology. The main 
issue here seems to be to integrate all the lan-
guages used in schooling into a holistic concept 
of language teaching, but languages of origin / of 
migration should also be better integrated into 
the teaching. in the recent work of the council of 
europe, the emphasis has increasingly been put 
on an approach that integrates all the languages 
of schooling85. it is important to remember that 
it is increased efficiency – in methodology and 
learning processes – that is sought by means of 
coordinated processes in the language subjects 
(and, ideally, also in non-language subjects) which 
must fulfil three essential functions (cf. coste, 
cavalli, crisan, van de Ven 2007), i.e.:

increasing the coherence of language teaching •	
and encouraging transfer phenomena
coordinating and bringing together language •	
teaching methodologies to enable more ef-
ficient language learning
coordinating language teaching methodologies •	
makes it possible to differentiate between the 
languages taught

Verifying the desired effects represents a real 
challenge for researchers, since the development 
of an integrated language teaching methodology 
has not yet been completed; however, such veri-
fication is necessary. it must be noted that at the 
present time we have only very little information 
regarding the teaching practices in use in the 
schools. it is absolutely necessary to be familiar 
with current practices in order to be able to assess 
whether the EDK’s Strategy of language Teaching 
(2004) is being carried out and, if so, how – and to 
what degree the available tools are used, etc.86

The models of competence and the national edu-
cational Standards developed on this basis (see 
chapter 3.1) define the functional language skills 
that students must attain, with descriptions for 

all the languages taught, but separately for each 
language. The examples of implementation given 
above show that multilingually oriented language 
teaching methodology goes far beyond those as-
pects and that in order to get the most benefit 
out of language competence in everyday life, the 
sociocultural context must be taken into consid-
eration in foreign language teaching.

This is the purpose of the following table 4a, which 
presents the objectives and characteristics of in-
tegrative language teaching as well as their con-
sequences for methodology. These elements are in 
line with the theory developed in chapter 3 and are 
relevant in almost all cases for all the lan guages 
taught in school (the language of schooling as 
first and second language, foreign lan guages and, 
to a certain extent, classical languages). however, 
the relevance of these elements must of course 
be evaluated and they must be selected accord-
ing to the concrete language teaching objective 
being pursued. The purpose of this table is not to 
establish a curriculum but to put forward options, 
hopefully well-timed, on how to create a frame of 
reference to promote learners’ multilingualism 
and intercultural competence in the teaching of 
different language subjects. 

4.2 Language and content – 
language and culture

as seen in the preceding chapters (in particular 
chapter 3.3.4), all language learning should be ac-
companied by cultural learning and is most effec-
tive when implicit learning and explicit learning 
complement each other. To trigger implicit learn-
ing processes in the most natural way possible it 
is important to emphasise content. Multilingually 
oriented language teaching methodology (see 
chapter 4.1.1) therefore stresses the development 
of language in relation to culture on the one hand, 
and language in relation to content on the other. 

85  Cf. http://www.coe.int/t/dg4/linguistic/langeduc/le_platformintro_EN.asp (19.02.2010)
86  The CIIP has commissioned the Haute Ecole pédagogique of Lausanne to conduct a survey in the French-speak-

ing region to identify prevailing teaching practices; the aim is to determine to what extent teaching includes 
elements of an integrative approach to language teaching and the concept of multilingualism. 
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objective, characteristic methodology and examples 

integrated language promo-
tion 

work with a cross-curricular and possibly comparative approach among languages on •	
text genres and language tasks (such as summaries, accounts, arguments, etc.)
carry out cognitive linguistic tasks•	 87 (such as selecting and organising information,  
taking notes, constructing an argument, etc.)

language education (Allge-
meine Spracherziehung, 
educazione linguistica)

address various language functions•	 88 and practise them (language as the medium of 
thinking, expressing oneself and communicating)
define and understand linguistic norms by using examples taken from different lan-•	
guages (for example, the use of the passive in various languages)
understand the relation between communication situations and linguistic resources; •	
also in comparison with different cultures (for example forms of greeting and leave-
taking; composing an e-mail message)

openness to other lan-
guages and cultures

integrate •	 ELBE (language awareness, Begegnung mit Sprachen, éveil aux langues) or 
EOLE (language education and awareness in school) processes and approaches into 
teaching (see chapter 4.1.2)
Proceed through observation and comparison with respect to social and cultural issues •	
(such as the rules applied in the schools of different countries)
integrate education through contact into teaching and encourage the development of •	
intercultural competence (for instance through the exchange of e-mails with a partner 
class in a region where a different language is spoken; see chapter 4.2.3)

development of meth-
odological and strategic 
competence 
 

develop and practise reading, comprehension, and strategies in a coordinated manner; •	
similarly for auditory and visual comprehension processes (for example, by introducing 
reading strategies and their use in different languages)
develop writing processes, create and practise writing and revision strategies in a co-•	
ordinated manner (for example by introducing brainstorming techniques for a language 
and additional practice for other subjects) 
develop and practise communication strategies in a coordinated manner (use of •	
language strategies), for oral use and particularly for interaction (for example, facial 
expressions and gestures)
develop and practise learning strategies in a coordinated manner (for example, by using •	
a vocabulary list)
Manage auxiliary resources and means (for example, by using dictionaries and refer-•	
ence works)

Promotion of individual 
plurilingualism

integrate language and culture of origin teaching (lco) (for example, using the european •	
language Portfolios [elP])
Show the connections that exist between languages (for example, english technological •	
and sports terms in other languages, french expressions in english, such as «a feeling 
of déjà vu»)
coordinate work with the european language Portfolios (elP) (for example, by intro-•	
ducing and practising strategies across different language subjects; specific reflection 
on language with the help of the elP)
Take into account the intercomprehension approach in teaching (for example, by decod-•	
ing a text with the help of similar words in other languages)
introduce students to mediation and practise it (for example, by summarising the  •	
essence of a foreign language text in the language of schooling)

development of functional 
language skills

work on the different areas of language competences (for example, by learning the •	
vocabulary specific to a given situation)
Practise language skills in a specific and targeted manner (productive and receptive •	
skills; interaction) 
analyse needs and act according to the situation (for example, by having students •	
choose texts and carry out tasks)

87  With reference to Coste, Cavalli, Crisan and van de Ven 2007, 72.
88  With reference to Coste, Cavalli, Crisan and van de Ven 2007, 68.
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integrate task-based teaching processes (for example, task-based language learning •	
[TBl]) – see chapter 4.5.3)
Take into account content-based teaching processes (for example, clil, content and •	
language integrated learning, see chapter 4.2.2) 

use-oriented language 
learning

define tasks (by creating communication situations that are as real as possible, for •	
example)
work with realistic models (by creating dialogue models based on real situations, for •	
example)
integrate sociocultural aspects (by comparing typical conversations or manners in dif-•	
ferent cultures, for example)
work preferably with lexicalised grammar and extended lexical units (for example, by •	
thematically presenting and learning models of sentence construction and colloca-
tions)

availability of adequate im-
plicit learning opportunities 
(as a complement to explicit 
learning)

integrate content-based teaching processes (for example, clil, see chapter 4.2.2)•	
Promote education through contact (for example, through student exchanges)•	

development of intercultural 
competence

address cultural differences and similarities (for example, by comparing nursery •	
rhymes or jokes in different languages)
address sociocultural issues through observation and comparison (for example by com-•	
paring recommendations regarding eating habits in different countries, with different 
languages)
Promote education through contact (for example, through the exchange of video mes-•	
sages with another class, in another language)

development of lexical and 
formal competence (lan-
guage competences in the 
strictest sense)

 Take a lexical approach to grammar, through mainly idiomatic, lexicalised structures •	
(for example, recognise and practise typical pivotal words, learn verbs and comple-
ments together)
Take into account, for the formal aspects, consciousness-raising teaching processes •	
(for example, by deducing a grammatical rule based on examples) 
work with BicS using situations, with the help of expressions and formulaic language •	
(for example, everyday conversations)
work with calP to differentiate between meanings of vocabulary (for example, in defini-•	
tions, possibly also in several languages), compare syntactic models or typical expres-
sions according to functional criteria (for example, by working on the contrast between 
the passive in german and the use of «on» in french in impersonal formulation)

Taking into account the age 
and cognitive style of the 
learner 

foster the development of BicS among younger learners and familiarise them with •	
calP (for example, through clil, see chapter 4.2.2)
Make better use of and develop calP among older learners (for example, by means of •	
bilingual teaching of non-language subjects, see chapter 4.2.2)89

table 4a | Multilingually oriented language teaching methodology / integrated language teaching methodology: objectives and 

examples

89  The younger the learners, the more natural learning situations must be and the more BICS must be encouraged; 
content-based language teaching can lay the groundwork for CALP and help develop the common underlying 
proficiency. The older the learners, the more explicit the work can be and the more one can take advantage of 
the common underlying proficiency – CALP is more easily acquired.
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Both dimensions are important for all languages, 
but they are addressed mainly in foreign language 
teaching methodology with the aim of increasing 
the efficiency of foreign language teaching. con-
sequently, this chapter will address the teaching 
procedures that are best for learning about as-
pects of culture and for the development of inter-
cultural competence as well as the simultaneous 
learning of language and content.

4.2.1 Language and culture

it is interesting to note that the Strategy of lan-
guage Teaching adopted in 2004 by the EDK only 
mentions cultural objectives in relation to na-
tional languages. against a background of dif-
ferent concepts of plurilingualism and cultural 
diversity, this might, at first glance, be some-
what disconcerting. But the situation is less 
ambiguous if one refers, for example, to the rec-
ommendations of the intercantonal conference 
of cantonal Ministers of education of western 
Switzerland and Ticino (CIIP) concerning the 
teaching of french as the language of school-
ing in french-speaking Switzerland (CIIP 2006). 
These recommendations reveal that the underly-
ing notion of culture is very limited, since it is re-
stricted to literature. The languages act (langa) 
of 200790 specifies that, regarding the teaching of 
foreign languages in the national languages, the 
«cultural aspects connected to a multilingual 
country» must be taken into account (langa, art. 
15, para. 3). even though the link between lan-
guage and culture is addressed here mainly from 
the perspective of foreign language teaching, we 
must point out that the sociocultural dimensions 
of the language of schooling as second language 
are also very important, as students find them-
selves in a situation of intercultural communica-
tion (exactly as in a foreign language when it is 
used in a real-life situation) (cf. Müller-Jacquier 
2004). learners must develop intercultural com-
petences in order to be able to adjust their com-
munication to their conversation partners (Byram 

2004). according to Byram, in the field of foreign 
languages this is the communicative compe-
tence, i.e. the ability to communicate in the other 
language with persons of that language and cul-
ture. Therefore, learning languages from the per-
spective of multilingualism implies navigating 
between two cultures or more and possibly also 
between several cultural identities. The need to 
establish intercultural relations lends particular 
significance to cultural attitudes and also has 
a bearing on the training of language teachers 
who must therefore develop better intercultural  
competences.

Language and culture: the intercultural 
dimension of foreign languages

integrating the cultural dimension into foreign 
language teaching, in an intercultural perspec-
tive, involves addressing the similarities and dif-
ferences between the cultures in question, en-
couraging awareness of language and culture, 
and stimulating reflection on linguistic cultures 
and their characteristics (see intercultural com-
petence and ELBE). a wise course is to take an 
ethnographic approach, observing and compar-
ing, like that developed by Byram, gribkova and 
Starkey (2002) in their practical introduction for 
teachers. Tasks and concrete content must nat-
urally be adapted to the students and their age 
group. in this respect, one might envisage a pro-
gression that would consist in addressing, mainly 
through discovery, general cultural differences at 
primary school level and not limit teaching to for-
eign languages; at the secondary education one 
could then address the specific characteristics 
of the cultures associated with the foreign lan- 
guages taught, observing and comparing them 
while taking into account specific linguistic 
structures. often, when an intercultural approach 
is adopted, a so-called «critical incident» is taken 
as a point of departure, i.e. differences are illus-
trated based on a misunderstanding stemming 
from interculturality.

90  The Federal Act of 5 October 2007 on the National Languages and Understanding between the Linguistic  
Communities (Languages Act).
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in addition to the intercultural angle which, since 
its aim is functional language skills, is concen-
trated mainly on aspects of everyday culture, the 
artistic and literary products of the languages 
and cultures taught also remain very important, 
in keeping with the broader educational mandate 
of the school.

if we take language and culture as a whole, it 
seems reasonable to integrate the cultural / in-
tercultural aspects into content and tasks rather 
than to deal with them separately. indeed, the 
(inter)cultural dimension is a perspective and 
concept that lends a certain flavour to teaching 
in general. This kind of integration is particularly 
recommended because it is necessary, in foreign 
language teaching, to provide sufficient opportu-
nities of exposure to the language (see chapters 3 
and 4.1). as shown by Byram, gribkova and Starkey 
(2002), it is possible to adopt an all-embracing, 
challenging, intercultural perspective even with 
material that is not specifically designed for that 
purpose: one can even, for instance, study gram-
mar exercises to find possible stereotypes (such 
as in the distribution of roles among men and 
women). for this, it is especially important to use 
a broad range of authentic documents that can 
be integrated into content-based, task-oriented 
teaching; this trend is also emerging clearly in 
learning resources. Moreover, this is quite close to 
education through contact (see chapter 4.2.3), if 
contacts with speakers of the language-culture(s) 
in question are integrated into projects and can 
be prepared and then revisited, thereby offering 
better chances of effective, durable, learning. ad-
dressing (inter)cultural issues also provides an 
opportunity for multidisciplinary collaboration 
with teachers of non-language subjects (such as 
history, geography, environment, etc.).

Since addressing cultural differences or peculiar-
ities is always threatening to some degree to the 
student, it is of utmost importance that communi-
cation in teaching be conducted respectfully and 
with mutual understanding. Teachers play a key 
role in the pursuit of this general educational ob-
jective. likewise, it is essential that intercultural 
competences be assessed with a certain degree 
of sensitivity; except for concrete elements of de-

clarative knowledge, intercultural competence is 
indirectly demonstrated in the ability to carry out 
tasks or projects, in particular in the area of edu-
cation through contact. But other competences, 
such as declarative knowledge (savoir) mainly, 
and attitudes (savoir-être) can only be self- 
assessed (frePa descriptors) or assessed 
through reflective tasks (such as describing and 
analysing important events).

The objective of developing intercultural compe-
tences is important to the profile of the teacher, 
who is no longer only a language model and a cul-
tural ambassador for the culture of the language 
taught, but also a model of intercultural compe-
tence. according to Byram, gribkova and Starkey 
(2002), the ability to analyse cultural systems 
comparatively is paramount and should therefore 
be an important component of teacher education. 
as regards mastery of the language, we observe 
that the desirability of native speakers as teach-
ers no longer applies: «hence, the ‹good teacher› 
is neither the native speaker of the language 
studied, nor the person who teaches this lan-
guage as a foreign language: rather, he or she is 
a teacher who is able to make students grasp the 
relationship between their own culture and other 
cultures, to arouse their interest and their curios-
ity for ‹otherness›, and to make them aware of the 
way in which other people or individuals perceive 
them – and their culture.» (Byram, gribkova and 
Starkey 2002, 10.) [Translation]

according to this quotation, intercultural compe-
tence can be developed not only in the framework 
of language teaching, but also in the non-language 
subjects that lend themselves to it. 

Teaching resources for language and 
culture: EOLE/ELBE

in addition to this intercultural perspective, 
which underlies the entire field of foreign lan-
guage teaching, there are a number of teaching 
resources within the context of EOLE (language 
education and awareness in school) / ELBE (lan-
guage awareness, Begegnung mit Sprachen, éveil 
aux langues) that contribute to the development 
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of language and culture awareness through a 
cross-curricular approach – or one that is not 
connected to a subject; but both emphasise 
language awareness rather than intercultural 
competence. The different teaching resources 
available (such as Perregaux et al. 2003, EOLE 
online91, Schader 2004) have been created re-
gionally, whilst being anchored in the european 
context (cf. the material developed in the frame-
work of the frePa project). as the concept of 
these teaching resources is interlinguistic, they 
also contribute to the development of horizon-
tal coherence (see chapter 4.6.1). The status of 
this approach varies depending on the different 
regions of Switzerland: in french-speaking Swit-
zerland these teaching resources exist only for 
primary school level92. however there has not yet 
been an evaluation of the experiences of teach-
ers using these resources. in the context of the 
Passepartout project conducted in northwest-
ern Switzerland, detailed learning objectives 
in the area of language and culture awareness 
have been defined in the Passepartout curricu-
lum, and these objectives make a distinction be-
tween declarative knowledge (savoir), skills and 
know-how (savoir-faire), and attitudes (savoir- 
être).

Language, culture and the language of 
schooling: the local dimension and the 
linguistic regions 

People grow up in a linguistic and cultural com-
munity; they are influenced by the language prac-
tices of their society and they, in turn, can influ-
ence those practices. The HarmoS agreement 
underlines, in art. 3, the fundamental importance 
of developing a cultural identity: «during their 
compulsory education, all students acquire and 
develop the fundamental knowledge and compe-
tences and the cultural identity that will enable 
them to pursue their education throughout their 
lives and find their place in social and profes-
sional life.» (EDK 2007, 2). [Translation]

But today, the development of a cultural identity 
and the fact of growing up in a linguistic culture 
are not, in most cases, linear processes limited 
to a linguistic community and culture. The biogra-
phies of many children and adolescents resem-
ble a linguistic and cultural puzzle. where lan-
guage and culture are concerned, the documents 
adopted by the EDK in the area of language strat-
egy therefore place more emphasis on the obli-
gations connected to the linguistic and cultural 
diversity of Switzerland as a whole and of europe, 
as undertakings that could potentially coincide 
with the promotion of the linguistic cultures of 
the different language regions. «cultural and lin-
guistic diversity is deeply rooted in the history of 
Switzerland and of europe. it is an element of our 
identity and of the idea we have of our country. 
Protecting and preserving this diversity is one of 
the explicit objectives of Swiss (see art. 116 of 
the federal constitution) and european policy.» 
(general concept of language Teaching, 1998) 
[Translation]

The rapid evolution of society has given rise to 
heated debate over questions of intercultural-
ity and multilingualism, and over the need to 
broaden linguistic horizons with a view to mul-
ticulturalism. in addition to knowing one’s own 
language and culture, it is becoming essential to 
learn other national languages and cultures, the 
languages spoken in neighbouring countries and 
the main languages spoken throughout the world.
The general concept of language Teaching (1998) 
points out that the aim is to educate a «mutually 
supportive, functionally multilingual population 
that is open to a multicultural society.»

however much this multicultural orientation is 
needed at the present time, one must neverthe-
less ask oneself what are the tasks that schools 
should undertake in order to promote the local 
linguistic culture? in the Strategy of language 
Teaching (EDK 2004), point 3.6, entitled «Princi-
ples for the development of language teaching» 
is devoted to the local language. its main concern 

91  Cf. http://web.mac.com/d.elmiger/iWeb/eoleenligne/bienvenue.html (22.02.2010). 
92  Except for several activities of EOLE online.
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is the coherent development of the language of 
schooling starting in the pre-school phase and 
the promotion of standard language and special 
support measures for children and adolescents 
whose first language is not the language of school-
ing. The linguistic culture is not mentioned; it is 
only in point 3.7, which deals with the teaching of 
a second national language, that cultural aspects 
are addressed: «in Switzerland, at least two for-
eign languages, at least one of which is a national 
language, are taught during the early school years 
and at the latest in the fifth school year. The spe-
cial function of the latter in a multilingual country 
is emphasised, particularly in its cultural dimen-
sion.» (EDK 2004, 5)

The consultant’s report concerning the new cur-
riculum in the german-speaking region also gives 
priority to functional language skills among the 
main objectives in the field of languages: «(…) a 
complete basic education in the local standard 
language (oral and written proficiency), as well as 
the fundamentals in a second national language 
and in at least one other foreign language.» (NW 
EDK, EDK Ost & BKZ 2009, 6) [Translation]

admittedly, documents concerning school and lan-
guage strategy make mention of the central func-
tion of language in cultural and political life as well 
as for the acquisition and transmission of knowl-
edge; but they do not really explicitly define the 
role of the language of schooling in this process. 
The two following areas require some clarification:

Literary culture•	  | one of the important tasks of 
the language of schooling is to introduce stu-
dents to the written and oral culture (narrative 
traditions, etc.). The aim of literary socialisa-
tion is aesthetic education and awareness 
of literary traditions – even in a mediatised 
society. it is a matter of identifying which liter-
ary traditions should be transmitted, taking 
into account rapid social and cultural develop-
ments, and to determine whether schools have 
a role to play in contributing, through exam-
ples of local and regional literature that reflect 
a cultural tradition, to the cultural identity and 
consequently to the integration and preserva-
tion of local and regional culture.

the protection of the local language•	  | The 
question of the preservation of the local 
linguistic culture usually arises in linguistic 
regions where the language used in everyday 
life is different from its standard version. in 
Switzerland, this is the case chiefly for the 
german-speaking region with its diglossia; 
but other linguistic regions, such as Ticino or 
the romansh-speaking region, are also con-
cerned. it was right, in recent years, to insist 
on the use of the standard language in the 
schools. nevertheless, it is also worthwhile 
asking oneself whether schools do not have a 
clear-cut mandate to adequately promote the 
dialect.

4.2.2 Language and content: from 
content-based to immersive teaching

although it is true that all teachers use language 
as a means of communication and learning, one 
might ask oneself, conversely, what learning 
content they should use for language subjects. 
language teaching should encourage functional 
communicative action as much as the descrip-
tion of established facts and the expression 
of personal needs and feelings; to this end, it 
should be based on content that stimulates such 
activities. This is a logical consequence of the 
use-based, action-oriented concept presented 
in chapters 3.2 and 4.1. The theme of content is 
also addressed in the multilingually oriented lan-
guage teaching methodology (see chapter 4.1.2, 
in particular the presentation of the Passepar- 
tout project). The preceding chapter 4.1 pre-
sented the connection between language and 
culture. These two elements are closely inter - 
woven and it is not advisable to use cultural  
content, in the conventional sense of literature or 
civilisation courses, as simply filler material for 
language teaching. 

in other words, language teaching has a con-
tent problem. it suffices to take a look at older 
text books to realise that, in the field of foreign 
languages in particular, to present and practise 
certain linguistic structures, tasks have often 
been decontextualised orders and affirmations 
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that are empty of meaning. The following sec-
tions show how one can give content to language 
teaching in such a way that it is both content and 
container, capable of addressing themes that go 
beyond the scope of the subjects and are rel-
evant to education more widely (learning across 
the curriculum).

Language and content in the teaching of the 
language of schooling

as seen in chapter 4.3.2, the language of school-
ing is at the same time the medium and the object 
of schooling. The topic on which teaching is based 
contributes to language acquisition and learn-
ing, and most students are more highly motivated 
when the content is stimulating; they develop 
language capacities through use in contexts that 
make sense. compared to the need for stimulat-
ing, language-sensitive teaching in non-language 
subjects, the issue addressed in this chapter – 
defining the themes that should be dealt with in 
the language of schooling – plays a secondary 
role. The present orientation, which is centred on 
literacy, literacy skills and functional language 
skills seems to imply that content conveyed by 
texts cannot be an object of learning per se, but 
that its function is mainly to serve as an example. 
Moreover, it may be observed in the latest gen-
erations of teaching resources that a great deal 
of importance has been placed on the motivation 
of learners. This is evident in the texts and con-
tents chosen, which are interesting and meaning-
ful from an emotional point of view. Take for in-
stance the Sprachland method magazines, whose 
aim is to present exciting topics which are used 
to develop language competences. Three of the 
nine magazines are consciously oriented towards 
topics (inventions, the sea, chocolate) which are 
addressed with the help of literary and factual 
texts, linear or not. The other magazines address 
language-related topics, which is also to a great 
extent the approach of the Die Sprachstarken 
method (coded messages, Panama library, «let’s 
do theatre», fables, etc.).

if one consults the curricula, one observes that 
knowledge beyond language and literacy is prima-

rily addressed as a complement, without any form 
of systematic organisation. it is up to the teachers 
and educational teams to establish more system-
atic links with other teaching subjects such as 
history or «world studies».

Language and content in foreign language 
teaching

The language of schooling benefits from the fact 
that non-language subjects provide innumerable 
opportunities to use and develop language in au-
thentic situations of school life. conversely, poor 
language contact is typical of foreign language 
teaching. directed learning of foreign languages 
is placed within the school context; it does not 
occur in the context of a community that prac- 
tises the target language as its dominant means 
of comprehension (which would, for example, be 
the case for a language school located in the 
region where that language is practised). when 
students interact with texts and educational ma-
terials, or with their teachers and among them-
selves, they produce and interpret contents that 
are meaningful to a greater or lesser degree. 
interpreting their meaning signifies seeking to 
grasp the communicative intent of an oral or 
written text (the intent of the speaker). To do this, 
students mobilise their everyday knowledge and 
new understanding is integrated into the memo-
ry’s construct.

The goal of individuals who learn a language is 
to master the foreign language sufficiently to be 
able to have contact with representatives of the 
other culture. Since students accumulate knowl-
edge in school that serves them in their extracur-
ricular life, they find themselves as novices, in an 
intermediary position, with their own rules and 
practices for the use of language. as underlined 
by hutterli et al. (2008, 85), the modern foreign 
language teacher recognises the school context 
and the general education process as the effec-
tive environment in which learning takes place. 
The authors also point out that extending factual 
knowledge within the framework of and through 
the teaching of foreign languages is not a revolu-
tionary novelty, but that it was already being done, 
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in other forms (combining the teaching of classi-
cal languages with greek and roman culture and 
civilisation). 

however, the proposed methods of bilingual 
teaching and content integration in language 
teaching go farther. «The fact of combining lan-
guage and content should allow learners to com-
municate with each other in their daily school life 
and to have access to new knowledge through 
discovery. Besides the content related to knowl-
edge of the country and interculturality, fields of 
teaching other than language teaching also pro-
vide structuring knowledge, contexts and work-
ing methods that lend themselves to this type of 
teaching.» (hutterli, Stotz and zappatore 2008, 
86) [Translation]

This not only resolves or at least limits the obvious 
problem of content in language teaching, but also 
makes optimum use of teaching time. integrating 
content into the teaching of a language, as pro-
posed by certain forms of immersive teaching, no-
tably the content and language integrated learning 
(clil), is no simple matter. This has been demon-
strated by the experiments carried out within the 
framework of projects such as Schulprojekt 21, 
which was conducted from 1999 to 2004 in twelve 
communities in canton zurich (Büeler et al. 2001; 
Stebler and Stotz 2004) and provided the neces-
sary foundation for the widespread introduction 
of an integrative approach to english teaching at 
primary and secondary levels.

Various forms of this type of teaching are briefly 
described below, but it must be noted that this is 
not a definitive categorisation and that it can vary 
depending on the linguistic region and the meth-
odological tradition.

Preliminary observation: in the reflection process 
concerning bilingual teaching models in germany, 
bilingual teaching of non-language subjects is 
considered primarily as disciplinary teaching de-
livered in a foreign language. Some specialists as-
sociate this notion with the english acronym clil 
(content and language integrated learning). how-
ever, a distinction must be made between the clil 
approach and the bilingual teaching of non-lan-

guage subjects, as the latter comes under the tra-
ditional understanding of school subjects, where-
as the former gives rise to models that allow for 
real cross-curricular learning (for example, in the 
framework of projects or extended workshops). 
at the same time, it is helpful to have the means 
to distinguish bilingual teaching of non-language 
subjects from content-based foreign-language 
teaching. The following sections present more 
specific aspects of this field. in the reflection 
process that has been carried out on an interna-
tional scale, the acronym clil is generally used as 
a generic concept which includes immersion. The 
following two quotations are significant:

«clil is an umbrella term covering a dozen or more 
educational approaches (e.g. immersive, bilin-
gual education, multilingual education, language 
showers and enriched language programmes).» 
(Mehisto et al. 2008, 12)

«clil has become a major educational innovation 
which involves competence-building in languages 
and communication at the same time as develop-
ing acquisition of knowledge and skills. it is not 
language learning and it is not subject learning. it 
is a fusion of both.» (Maljers et al. 2007)

Below are some of the types of teaching that in-
tegrate language and content, along with a few 
examples taken from the Swiss context: 

Curricular teaching in a local second lan-•	
guage | for students whose family linguistic 
background is different from that of their local 
school, the language of teaching represents 
a second language. They are therefore im-
mersed, especially during the first years of 
schooling, in a linguistic environment which 
enables them to acquire the calP aspects of 
the language of schooling as a second lan-
guage, and of the school culture. To achieve 
this, they must have support and must devote 
extra attention to the study of the language. 
This can be done in an integrative way, for 
example in the framework of the teaching of 
non-language subjects, or additively, through 
special courses or support in german, french 
or italian as second languages. 
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in the framework of the QuiMS project (Quali-
tät in multikulturellen Schulen) conducted in 
canton zurich, the participating schools place 
particular emphasis on the promotion of lan-
guage and literacy. for instance, on the basis 
of appropriate reading texts, pedagogical ad-
aptation and differentiation is done according 
to language level; vocabulary is studied with 
the help of a special textbook. occasionally, 
the DaZ (german as a second language) teach-
er is invited to participate in language courses 
in the regular class. Such measures prove 
beneficial not only for bilingual students; they 
are also helpful for german-speaking children 
(Bildungsdirektion Kanton Zürich 2008). 

Immersion•	  | in this teaching model, a certain 
number of non-language subjects are taught 
in a language other than the local language of 
schooling. The second language or the foreign 
language thereby becomes the working  
language and the language of conversation of  
part of the everyday school experience (partial 
immersion) or of the whole during a cer tain 
period (total immersion). The school offers  
a systematic bilingual programme, which  
generally takes up less than 50% of teaching 
time. 
in the regions close to the linguistic borders 
or in bilingual regions, two local languages 

are used as teaching languages but generally 
one language is designated for the different 
subjects during a given period, and/or each 
teacher speaks only one language, in principle 
his or her first language (early partial german-
romansh immersion in canton graubünden, cf. 
gurtner and Schork 2005, Serra 2007; bilingual 
teaching of non-language subjects, i.e. partial 
french-german immersion in canton Valais, cf. 
demierre-wagner and Schwob 2004). in other 
cases, where a language that is not a local 
language, such as english, is used during at 
least half of the teaching time as the language 
of schooling and target language, teachers of 
those subjects have very high language com-
petence or have that language as their mother 
tongue. in Switzerland, this form of immersion 
is most often found in schools of upper second-
ary education (cf. elmiger 2008; hollenweger et 
al. 2005) as well as in private bilingual schools 
of both primary school level and secondary 
education. 
immersion means being immersed in the other 
language. The linguistic immersion that takes 
place within non-language subjects permits 
usage-based language acquisition, generally 
implicit, which can be reinforced by study and 
reflection focused on the language (termi-
nology, questions of whether a sentence is 
logical), for instance in the language subject 

Teaching of 
non-language 
subject 

Teaching of the 
language of 
schooling and for-
eign languages

immersion Bilingual teaching 
of non-language 
subjects

eMile/clil
 (as methods)

communicative, 
action-oriented 
language teach-
ing

clil/eMile (as generic term)

Illustration 4b | The language teaching spectrum

Theme-oriented teaching 
(language as medium)

language-oriented teaching 
(language as object)
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in question (romansh as a second language, 
english as a foreign language, etc.). in contrast 
to integrated teaching, the teaching methodol-
ogy used is primarily that of the non-language 
subject in question, and the performance 
objectives and their assessment relate to the 
curricula of those subjects (le Pape racine 
2005; Brohy 2004). as the number of experi-
ments in these types of educational model 
increases we are witnessing a crystallisation 
of immersion methodology, offered by various 
establishments as continuing education for 
the teaching staff of baccalaureate schools as 
well as for other teachers (Zürcher Hochschul-
institut für Schulpädagogik und Fachdidaktik, 
Trinational Master Multilingualism of the 
FHNW).  

Bilingual teaching of non-language subjects•	  | 
The offer is limited from a quantitative point  
of view in comparison to immersion teaching. 
in this context, a non-language subject such 
as history is entirely, partly or for a certain  
period or topic, taught in a foreign language. 
This generally presupposes that students have 
sufficient knowledge of the language in ques-
tion and that the teaching materials and  
interaction are adapted to the partial com-
petences of the learners. Both the foreign 
language and the local language of schooling 
play specific roles in this context, and various 
forms of mediation also have their place. in 
common with immersion models, it is a matter 
of participating in multilingual interaction and 
changing languages; the aim is for students 
to become conscious of the way in which they 
manage these phenomena. it frequently  
happens that a non-language subject is  
taught in a foreign language in addition to the 
traditional teaching of the foreign language, 
but without the two necessarily being  
coordinated. 
in Badertscher and Bieri (2009) one finds  
studies and models of school practice along 
these lines, which conclude that «students  
are able to grasp, reproduce and integrate 
information that is appropriate for their  
age in an l2 evolution» (2009, 185 [Trans - 
la tion]).

 

the specific CLIL method•	  (not to be confused 
with the generic term) | it consists of teaching 
that integrates different linguistic issues and 
aspects, independently of the form of teach-
ing that is chosen. in this context the focus 
is sometimes on the subject being taught, 
sometimes on the pragmatic level of the lan-
guage (language activities) or on the linguistic 
system (grammar, phonology). emphasis on 
lexical competence is essential to the integra-
tion of language and subjects. 
This approach was adopted in the context 
of Schulprojekt 21 in zurich (initially called 
embedding). The units in which english was 
used as the language of learning alternated 
with phases focused on language and the 
teaching of a non-language subject in the 
language of schooling (cf. Stebler and Stotz 
2004). The learning objectives retained for that 
approach are integrative (for example, con-
tent and language aims), and the assessment 
is also oriented in two different directions, 
so that it has a bearing not only on linguistic 
competence aspects, but also on disciplinary 
aspects. But this form of clil, which involves 
complete integration, is fairly rare (cf. fehling 
and finkbeiner 2002) due to the disciplinary 
distribution of traditional forms of assess-
ment (grades for each subject in the compe-
tence assessments).

Content and action-based foreign language •	
teaching | it refers, according to a definition 
of the Passepartout project, to a methodo-
logical and educational concept that al-
lows learners to discover new contents that 
stimulate linguistic action with the help of 
the foreign language, in which the foreign 
language is learned through new contents. in 
this respect, working on linguistic resources 
also plays an important role (Sauer and  
Saudan 2008, 7).  
in 2004, this model was introduced in all 
the primary school classes of canton zu-
rich, following a decision of the Bildungsrat 
(education council) concerning the teaching 
of english. it is being implemented with the 
help of first choice and explorers teaching 
resources designed for that purpose; themes 
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taken from the syllabuses of non-language 
subjects are combined with language learning 
processes so that learners implicitly and ex-
plicitly acquire, in the immediacy of the school 
environment, foreign language competences 
in spheres of action that are rich in content. 
unlike the bilingual teaching of non-language 
subjects and immersive teaching, knowledge 
in the area of content and working methods 
(such as observation exercises, problem-
solving tasks, etc.) is generally not assessed, 
or only indirectly. language and communica-
tion competences and intercultural compe-
tences take precedence. however, consulting 
look at the teaching resources shows that, 
in addition to everyday words, specific terms 
that can be used in a more general way are 
also integrated into the active vocabulary, and 
language learning objectives tie in with useful 
aspects of calP such as «use passive forms 
when explaining the food web» (explorers 3, 
Teacher’s Pack).

for all the approaches that can be grouped un-
der the generic clil heading, one observes that 
a more pronounced orientation towards content 
than that found in traditional language teach-
ing can greatly encourage the use not only of the 
first but also of the second or foreign language 
as a medium of discovery of other subjects. The 
authenticity of communication in the classroom 
can be guaranteed: the foreign language becomes 
the lingua franca of learning and creates imme-
diate bases that can be used in a usage-based 
language methodology. at the same time, this 
«dual-focused educational approach» (Maljers 
et al. 2007) is a demanding one, since it elicits 
the «Konstruktikon» of the learner (see chapter 
3.2.4) as regards both content and language.

from a methodological point of view, what is most 
important is to offer appropriate forms of coop-
erative support, called scaffolding. learning by 
scaffolding directs the attention of learners to 
important, accessible aspects during the differ-
ent steps of the learning process (cf. wode 1976, 
quoted in hutterli et al. 2008, 48; and gibbons 
2002). Scaffolding elements are the contextuali-
sation of what is to be learned, language support, 

for instance cards, posters or other teaching re-
sources, feedback from teachers or other stu-
dents, as well as the breaking down of tasks into 
manageable steps.

as pointed out by Badertscher and Bieri in their 
conclusions on the relative success of bilingual 
teaching projects, negotiation of meaning (chap-
ter 4.5.3) plays an essential role in interaction 
(Badertscher and Bieri 2009, 190). This is due 
to the fact that in situations that call other lan-
guages and cultures into play, either as a means 
of interaction or as a teaching objective, ambi-
guities and divergences of interpretation occur 
more often than in monolingual contexts. for 
this reason the subjects of the interaction must 
actively debate meanings, thereby carrying out a 
situational adaptation process (cf. hymes 1964,  
quoted in Marsh 2009; and gajo 2008, gajo and 
grobet 2008). however, there is a precondition: 
learners must accept the «fiction» of the foreign 
teaching language.

in all clil teaching methods a zone of interaction 
is created between a language deficiency, i.e. an 
as yet imperfectly developed language compe-
tence, and the effort to understand relevant facts 
from the point of view of content. The fact that 
this tension zone can be productive for language 
acquisition has been demonstrated by numerous 
studies.

The potential of teaching that integrates language 
and content has barely been tapped. in primary 
school, as we have seen, only a few projects lim-
ited to the regional level have been undertaken, 
and at secondary education projects with a cer-
tain scope are reserved for only the highest- 
attaining students. if one looks at what is happen-
ing in the rest of europe one observes that certain 
countries and regions (germany, Spain, northern 
italy, parts of eastern europe) are conducting in-
novative and bold projects in this field (cf. Bonnet 
and Breidbach 2004, Maljers et al. 2007, Mehisto 
et al. 2008, carrió-Pastor 2009). This observa-
tion by Marsh aptly concludes: «what clil offers 
is a means by which students can learn about 
the complexities of culture through experiential 
learning.» (Marsh 2009, 21)
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The conclusion is that the real value of learning 
that integrates language and subjects resides in 
the authentic and cultural experiences of learn-
ing and competence that students encounter in 
the context of the teaching they receive.

4.2.3 Education through contact

Institutional foundations

as mentioned in chapter 4.1, Switzerland, as a  
multilingual country, adopted in 2007 a lan-
guages act (langa)93 whose aim is to promote 
understanding and exchange among (national) 
language communities. This law also provides 
a basis for exchanges between students and  
teachers at all school levels and provides for state 
financial support for the cantons as well as for 
exchange organisations. Before that, the EDK’s 
Strategy of language Teaching already asked that 
«the exchange possibilities offered to students 
and teachers across linguistic borders [be used] 
purposely to promote language acquisition» (EDK, 
2004, art. 3.3); the same document announces 
the institution of a national agency in charge of 
promoting exchanges which must be supported 
by the cantons. This mandate was given to the  
ch foundation, which already acts as the coordi-
nation and promotion hub for teacher, student and 
class exchanges, and for educational and profes-
sional internships (cf. www.echanges.ch). This 
national agency also presides over the network 
of people responsible for exchanges at cantonal  
level. Starting in 2011, it will be responsible for 
implementing the european educational and 
youth programmes for Switzerland.

Aspects of teaching and methodology

as early as 1998, the general concept of lan-
guage Teaching (EDK 1998) had set out, in point 

10, some important principles and objectives for 
systematic education through contact94, with the 
primary aim of enabling «linguistic and cultural 
rapprochement»:

as early a start as possible and repeated con-•	
tact at different ages 
not only exchanges involving physical mobil-•	
ity, but also contacts through correspondence, 
internet, and joint projects
the primary goal: to acquire sociocultural com-•	
petences; as regards language competences, 
the concept is based on the principle that 
these develop later as a result of contacts and 
motivation 
exchange activities as a complement to  •	
teaching and an integral part of language  
syllabuses 
exchange activities should be prepared, fol-•	
lowed up, developed and assessed; they must 
therefore be part of the teachers’ education 

The term «education through contact» is closely 
linked in Switzerland to the declaration of the 
CIIP on Strategy of language Teaching in french-
speaking Switzerland, adopted in 2003. as out-
lined in the general concept of language Teach-
ing, education through contact encompasses all 
forms of contact with representatives of cultures 
associated with foreign languages and eschews 
the notion of reciprocity (which in many situa-
tions does not exist). in addition to concrete face-
to-face encounters, these can be simultaneous  
direct contacts, online chat for example (espe-
cially video chat), or indirect, non-concurrent 
communication: e-mail correspondence, filmed 
letters, joint projects on wiki platforms, etc. The 
different possibilities all present specific lan-
guage requirements in terms of language activi-
ties and can therefore be combined. 

Both the general concept of language Teaching 
and the CIIP declaration give a certain priority 

93  This law came into effect on 1 January 2010; the corresponding ordinance (SpV) came into effect on  
1 July 2010.

94  In the context of personality development, we prefer to use the term «education» rather than the narrower 
term of «teaching».
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to national languages, in the superior interest of 
understanding among national language com-
munities. This is aided in Switzerland by short 
distances, making it possible to conduct short-
term projects. for very young learners and when 
greater distances are involved, current technol-
ogy enables ideal conditions for the develop-
ment of intense, rich exchanges with partners of 
other languages and cultures without the need for 
physical displacement.

The principles presented in the general concept 
of language Teaching are still relevant today and 
have not yet been fully implemented. in connection 
with the objective of developing functional lan-
guage skills, education through contact represents 
an important complement to formal teaching situ-
ations: in addition to an immediate sociocultural 
dimension, it offers implicit learning opportunities 
that take place in the context of successful com-
munication events and can heighten the motiva-
tion of learners through the direct contacts that 
they bring about (see chapter 4.2.1).

if one wants education through contact – which 
depends on the initiative of particularly motivated 
teachers – to become an integral part of foreign 
language learning and teaching and not remain 
an exception that disrupts the rest of the school 
activity, it must be anchored in the curriculum and 
coordinated for the different foreign languages 
taught. 

for the concrete implementation of education 
through contact the same principles can be ap-
plied as those that have been presented in con-
nection with intercultural learning (see chapter 
4.2.1). each contact should be prepared from a 
cultural and linguistic point of view, its imple-
mentation followed up and assessed. This can 
be done in different ways: a day of schooling can 
be filmed and then commented on, a comparison 
can be made of the way in which the other cul-
ture is presented in the teaching resources used, 
or a comparative study can be made of literary 
texts. education through contact makes it pos-
sible to integrate intercultural competences into 
language teaching. contacts by letter or e-mail 
among students represent a good exchange ac-

tivity when it is not possible to organise a direct 
contact. This requires some teacher directivity in 
the choice of topics if one wants to avoid a break 
down in communication. a long-term teaching 
strategy of this kind can reinforce the motivation 
to learn languages.

in education through contact, as in all real multi-
lingual situations, one can be flexible in adapting 
and differentiating the use of the different lan-
guages: it is possible for all students to express 
themselves in the language of schooling, or for 
them all to use another language; it is also possi-
ble for a particular phase to be conducted entirely 
in one language, and another phase entirely in the 
other language; it is even possible to learn both 
in tandem. These systems reveal a certain kin-
ship with immersive and bilingual teaching; and 
it is interesting to note that the CIIP declaration 
deals with them jointly. More generally, education 
through contact can also include contact with 
the products of the other language and culture, 
for instance when the opportunity arises of using 
original documents in non-language subjects (for 
geography, history or natural sciences); this is yet 
another example of a content-based process.

and finally, education through contact offers in-
teresting possibilities in the area of languages 
and cultures of origin, for the students concerned 
and also for their potential correspondents and 
«ordinary» students. here too, one can choose the 
language to be used, possibly a lingua franca such 
as english, which in principle is a foreign language 
for all the participants; one can also use media-
tion in a very realistic context.

What is required of teachers 

Just as they must take into account cultural and in-
tercultural elements in language teaching, teach-
ers must also commit themselves to education 
through contact. This is why it is designated, both 
by the general concept of language Teaching and 
by the CIIP declaration, as an important element in 
teacher education for all ages. for the universities 
of Teacher education in Switzerland this also rep-
resents an additional challenge in the field of con-
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tinuing education. But it appears to be just as im-
portant, if not more so, that teachers themselves 
should have experience of education through con-
tact and that they should have regular contacts 
with people from the linguistic and cultural com-
munities in question. in common with the intercul-
tural learning approach presented in chapter 4.2.1, 
personality traits and attitudes (savoir-être) take 
on a great deal of importance here: openness and 
flexibility, tolerance and curiosity, knowledge of 
computers and of new communications technol-
ogy, and a certain organisational expertise.

4.3 The language of schooling – 
essential to integration

The language of schooling95 plays a key role, in 
Switzerland as elsewhere, in the coordination of 
language learning in schools. on the one hand, it 
represents the local national language, or stand-
ard language, and is anchored in the local culture. 
on the other hand, it usually provides the neces-
sary foundation for language learning in all sub-
jects (language[s] as subject and language[s] for 
other subjects), it represents the starting point for 
learning other languages and a necessary element 
in guaranteeing continuity in subsequent educa-
tion. The central role of the language of school-
ing is summarised in the Strategy of language 
Teaching (EDK 2004): «The official local language 
(standard language) is coherently developed from 
the beginning of schooling (pre-school level) on-
wards. learning the official local language is an 
essential objective of the first years of schooling 
and retains priority status throughout education. 
(…) Teaching of the local language of schooling 
(standard language) is considered a priority from 
the start of pre-school and throughout compulso-
ry education.» (EDK 2004, 5 and 10) [Translation]

a report published in 2009 by the council of eu-
rope, entitled «languages of Schooling and the 

right to Plurilingual and intercultural education» 
(fleming 2009) emphasises in its title that the lan-
guage of schooling represents not only a key com-
petence but also a necessity for the development 
of intercultural competence and plurilingualism. 
given the diversity of the school population, in 
a world in which multimedia communication is 
more and more prevalent, the language of school-
ing de facto takes on a key integration function on 
several levels. The question of integration was ad-
dressed ten years previously in the general con-
cept of language Teaching: «Proficiency in the 
local national language, for both the native and 
the immigrant populations, is essential to social 
integration and to an active and successful par-
ticipation in school and in the workplace.» (EDK, 
1998, i, 1st chapter) [Translation]

The following chapters deal with the issue of the 
language of schooling from different angles. The 
chapter 4.3.1 describes the relationship of the 
language of schooling with itself and with the 
other languages represented in the school. The 
chapter 4.3.2 explains the role of the language of 
schooling as a medium and as a teaching object. 
The chapter 4.3.3 presents the teaching of the 
language of schooling and its development up to 
the present, along with the differences on the re-
gional level, and points out the areas which will 
undergo changes in the future.

4.3.1 The language of schooling in 
relation to itself and to the other 
languages present in the school

The language of schooling must respond to multi-
ple requirements of integration that take several 
forms. it must not only take into account local 
linguistic and cultural conditions, such as the di-
glossia of the german-speaking region of Swit-
zerland, but it must also include the languages of 
origin / of migration of the immigrant population. 

95  The term «language of schooling» (langue de scolarisation, Schulsprache) is used in EDK documents, in accord-
ance with the term used by UNESCO and the Council of Europe; it has become the official term (cf. EDK 2010, 
Educational Standards for the language of schooling). «Language of schooling» designates any language that is 
used as a first language in school and in which one learns to read and write. The language of schooling is the 
standard language of the local environment and, for the majority of students, also the first language acquired.
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More over, it must indicate and contribute to shap-
ing the existing relationship with the foreign lan-
guages to be learned. with this in mind, at least 
four different areas must be addressed:

the language of schooling•	  | a multilingually 
oriented language teaching methodology is 
required, and the language of schooling must 
be open to the teaching of foreign languages 
and languages of origin. however, the teach-
ing of the language of schooling must not only 
be open towards the outside; it must also be 
sensitive to the linguistic phenomena that 
are inherent in the language of schooling 
itself. This does not represent a homogenous 
construct, but a conglomeration of a dynamic 
diversity of living varieties, registers and styles 
which all come together in the classroom and 
must be taken into account, understood and 
analysed (cf. neuland 2003). examples of this 
diversity can be found in the medial diglossia 
of the german-speaking region of Switzerland, 
in specialised languages or in the emerging 
forms of communication in the new media. in 
schools of the romansh-speaking region, a 
new diglossia is emerging between the stand-
ard language and the local dialect: there are 
five traditional dialects that are used as lan-
guages of schooling, together with the more 
recent standard variant of Rumantsch Gri- 
schun has been partially introduced and is 
used as a written language in school. The 
teaching of the language of schooling has to 
overcome a dual challenge: within the same 
classroom it is the first language of some chil-
dren, and the second or even third language 
of others (cf. ahrenholz and oomen-welke 
2008, see chapter 4.4). This results in a lack of 
homogeneity in student levels of competence 
in the language of schooling and requires 
considerable follow-up and developmental 
support for individual learners. 

Languages of origin / of migration•	  | for many 
children and adolescents the local language of 
schooling is not the first language, and many 
of them have acquired, in addition to their first 
language, competences in other languages as 
well. The languages of origin / of migration and 

the cultures associated with them should be 
given due recognition so that they retain their 
value, and in particular their economic value, 
beyond the period of schooling (see chapter 
3.3).

Foreign languages•	  | in accordance with the 
new guidelines on language strategy, con-
nections must be established between the 
teaching of the language of schooling and 
the teaching of foreign languages. as seen in 
chapter 4.1, the action taken to date in Swit-
zerland in the area of multilingually oriented 
language teaching methodology has not man-
aged to integrate the language of schooling 
successfully into concepts and methods of im-
plementation. The debate on multilingualism 
was launched in Switzerland through the issue 
of language teaching methodologies, gener-
ally without taking into account the teaching 
methodology of the language of schooling. 
This has only been marginally coordinated 
with foreign language teaching methodology, 
as revealed by recent reference works on the 
teaching of german (cf. Bredel et al. 2003). al-
though language learning in the local language 
of schooling (or in another first language) has 
many points in common with what is hap-
pening with foreign languages, the starting 
point is always quite different and curricular 
and extracurricular demands are also very 
different. however, there are many poten-
tial areas of transfer, such as strategies (see 
chapter 3.2.5) that could be taken advantage 
of. opening up the teaching of the language of 
schooling requires cooperation, taking care 
to preserve and develop the linguistic and 
cultural identity specific to each language – 
something that has not been achieved so far. 
even if it is obvious from the point of view of 
language acquisition theory that connections 
can be established and synergies put to work, 
implicitly and explicitly for the learning of 
several languages, it has not yet been possi-
ble, at least from the perspective of language 
of schooling teaching methodology, to solve 
the problem of how these processes should 
and can be stimulated in the teaching context. 
The theory is confronted with a number of 
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practical considerations, which partly explains 
why the demand for a multilingually oriented 
language teaching methodology has been only 
partially met up to now.

An accent on languages in general•	  | concepts 
related to ELBE (language awareness, Be-
gegnung mit Sprachen, éveil aux langues) that 
emerged in the 1990s put an end to the  
monocultural habitus of the language of 
schooling. The classroom, as a place of lin-
guistic and cultural diversity, constitutes the 
starting point of a movement that considers 
all languages and cultures important, al-
lows synergies to be constructively combined 
between these languages and cultures and 
generally fosters a positive attitude towards 
languages and language learning (see chapter 
4.2.1). approaches such as this, which en-
compass several languages and allow them 
to interact have already been integrated into 
the latest generation of Swiss curricula, as 
demonstrated for example in the Plan d’études 
romand (PER) (curriculum of french-speaking 
Switzerland), in EOLE (language education and 
awareness in school, see chapter 4.2.1), and 
also into teaching resources and materials 
(cf. Perregaux 1994 and Schader 200496; and 
chapter 4.2).

4.3.2 The language of schooling as 
medium and as object

in the school context, language is always the 
subject of learning (language as subject) as 
well as the medium through which the teaching 
is delivered (language across the curriculum). 
The language of schooling has always only been 
able to fulfil its role of providing good quality 
teaching to all with the help of all the other sub-
jects – and this stills seems particularly nec-
essary today, given the constantly growing de-
mands in a diverse, multimedia communication  
society.

Language as medium 

language is the principal medium through which 
learning takes place, the one in which knowl-
edge is built, formed and applied. language 
opens the doors of knowledge and is a constitu-
ent part of all subjects: speaking and thinking, 
acting and understanding are closely related 
and, through interaction, enable the acquisition 
of new knowledge. developing competences re-
lated to language always involves developing ab-
stract thought (cf. Portmann, 1998, 23), as does 
the construction of conceptual structures. it is 
therefore essential, besides teaching the lan-
guage of schooling as the object, that all other 
school subjects play their part in developing lan-
guage competences.

The teaching of the language of schooling (like 
that of foreign languages) mainly concerns lan-
guage activity and linguistic knowledge. Teaching 
the language of schooling does not only transmit 
linguistic knowledge to the students; its main 
purpose is to render them capable of conducting 
language activity in situations that present vari-
ous difficulties (see BicS and calP, chapter 3.2.2). 
This requires the acquisition of certain strategic 
capacities related to language (learning strate-
gies) and abilities that are directly beneficial to 
the learning of other school subjects, such as 
making sure when giving a presentation that the 
addressees understand the message, when pre-
paring a presentation, summarising a text, taking 
notes from different sources, studying different 
types of discourse and genres, working on linear 
and non-linear texts, using dictionaries, etc.

To enhance language competences one needs 
repetitive, cumulative fields of application in 
which what has been studied and examined while 
learning the language of schooling is continu-
ously practised, allowing learners to make the 
link between what they learn and the knowledge 
they have already acquired. in order to do so, the 
other subjects are an ideal training ground. and 

96  Cf. Kaleido, a series of examples of teaching in the French-speaking region of Switzerland available in French at 
http://www.educa.ch/dyn/96103.asp (22.02.2010)
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the advantages they bring to language learning 
are not limited to short-term benefits. in fact, 
the differentiation that increases throughout 
the schooling in non-language subjects requires 
the use of a related specific language along 
with the development of specific concepts (for 
example in subjects such as citizenship, his-
tory, physics, etc.). But this process cannot be 
successful if the learner has not achieved a 
certain basic language level. This proficiency 
is a prerequisite for further studies or profes-
sional training at a higher level. There is also a 
positive effect on language activity when the 
motivation for learning changes: indeed, many 
students learn particularly well when the em-
phasis is not on the language but on the subject  
matter.

for language learning to become a part of teach-
ing in all subjects, the linguistic knowledge and 
expertise of the students, and the capacities and 
abilities they have acquired in the language of 
schooling, must be explicitly evaluated. This can 
only take place if there is a keen awareness of 
the relevance and purpose of the other subject 
matter, i.e. through better exchange between the 
language of schooling and the other subject mat-
ter. This must be done with the conviction that 
the teaching of non-language subjects can also 
benefit from attention to language. This aspect is 
even more significant when the teaching of dif-
ferent subjects is delivered by different teach-
ers, which is increasingly the case after lower 
secondary education. it is necessary to develop 
regular exchange and comparison of teaching 
and learning content, students’ language level, 
and the specific terminology to be used. for this, 
attention is given primarily to students’ linguis-
tic progress, but the teacher’s language com-
petence is central and must not be neglected  
either. The interest and behaviour of teachers 
with regard to language provide an important 
model of correct usage that serves as a refer-
ence for students.

in Switzerland, the relationship between lan-
guage as the object of teaching and language as 
teaching medium is not only addressed regard-
ing the language of schooling, but also for foreign 

languages, in the context of the different kinds 
of immersive teaching (see chapter 4.1.2). how-
ever, it has often been observed that in everyday 
school practice, it is still not possible to make 
a sufficiently detailed assessment of language 
learning potential and learning requirements in 
all subjects to be able to respond adequately:  
«The use of language in school is very often 
characterised by a dearth of context, especially 
in the subjects that are crucial to educational 
success; it requires heightened creative think-
ing on the part of the learners. logical language 
competence is a prerequisite for understanding 
and expressing complex facts from a linguistic 
point of view, and is independent from accuracy» 
(Sprachprofile of Basel Stadt 2007, 6). [Transla-
tion]

in the matter of the teaching methodology of the 
language of schooling there must be a critical 
assessment of the determination to anchor the 
language of schooling in non-language subjects, 
in the same way as one assesses the determi-
nation to promote integrative language con-
cepts (see above). The long-sought optimisation 
of language teaching through a more conscious 
approach to language learning across the cur-
riculum has not as yet been proved empirically. 
although isolated studies have been conducted, 
particularly in the teaching of mathematics and 
the natural sciences, there is no complete re-
search study available that conclusively proves 
the advantages of learning the language of 
schooling in a more conscious manner across 
the curriculum (cf. Knapp 2003 and antos 2003). 
To do this, one would have to demonstrate the 
present level of effectiveness of implicit lan-
guage learning outside the teaching of the lan-
guage of schooling and the potential effect of 
more explicit teaching and a more conscious ap-
proach. Moreover, the requirements would need 
to be fully implemented in practice, not only par-
tially. Perhaps the regrettable lack of implemen-
tation is not only due to a lack of training and 
awareness on the part of the teachers; reasons 
related to teaching practice may constitute an 
obstacle to implementation, such as the com-
plexity of the teaching environment or the lack 
of teaching resources and materials which would 
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consciously take into consideration language  
learning97.

in the german-speaking region of Switzerland 
the teaching of non-language subjects is more 
complex due to the medial diglossia. Most Swiss-
german cantons have enacted binding direc-
tives concerning the use of standard german 
(Hochdeutsch) and dialect in all subjects. chil-
dren must be encouraged to practise standard 
german from pre-school onwards. although the 
level of encouragement of this early practice of 
the standard language varies depending on the 
canton, standard german becomes the language 
of teaching in all subjects from elementary level  
(Grund-/Basisstufe, generally the third school 
year) onwards. however, the dialect must also be 
practised and developed in consciously chosen 
situations (cf. neugebauer and Bachmann 2006). 

Language as object 

in the teaching of the language of schooling, 
the language becomes the object. The founda-
tions of this learning are provided by models of 
competence, like those developed in the frame-
work of the national educational Standards. The 
models of competence describe how the body of 
language competences is structured and what 
partial competences are to be identified. The 
model of competence that underlies the edu-
cational Standards of the language of school-
ing is based on a functional and pragmatic un-
derstanding of the language and the language 
activity (see chapter 3.1.1; cf. eriksson, lindauer 
and Sieber 2009). This model of competences 
common to all the languages of schooling can be 
hailed as a major achievement, if one thinks that 

the concepts on which language competences 
are structured are based on different traditions 
in the various teaching methodologies for lan-
guages of schooling in Switzerland. in german 
teaching methodology for example, the main 
structuring principle is provided by the language 
skills (reading, listening, speaking and writing); 
in french teaching methodology it is texts and 
text genres98 that are used as the first structur-
ing principle (cf. CIIP 2006). it goes without saying 
that the model of competences now being de-
veloped and the resulting national educa tional 
Standards provide an impetus for the teaching 
methodologies of languages of schooling. They 
also provide a framework for the orientation of 
competence-oriented syllabuses and the teach-
ing resources that they generate, as well as for 
diagnostic instruments. it is heartening to ob-
serve that this development has given rise to an 
express demand for empirical foundations for 
knowledge of the teaching methodology of the 
language of schooling and of language learning. 
The teaching of the language of schooling must  
be defined by an approach that takes into ac- 
count not only the question of the organisation 
of the teaching, but also its quality and out-
put. overly dogmatic educational directives and 
strict normative instructions should be revised  
in favour of teaching practices that have been 
empirically proven. however, where the lan- 
guage of schooling is concerned, there is cur-
rently a lack – in many partial domains – of rele-
vant research (in particular longitudinal studies) 
on the fundamentals of teaching, for instance on 
the effect of teaching written language based 
on process or on the effects of language activ-
ity strategies. Therefore, language learning con-
tents are often taught according to traditional 
methods that have become entrenched in school 

97  A successful example of a teaching medium that combines language and non-language subject has been de-
veloped by Ruf and Gallin «Ich mache das so! Wie machst du es? Das machen wir ab. Sprache und Mathematik. 
1.–6. Schuljahr». Zürich: Lehrmittelverlag 1995. The new Plan d’études romand (PER) (curriculum of the French-
speaking region) deals with this under its «general education» heading and includes education for new media 
(MITIC).

98 «Centrée sur le texte vers lequel convergent les différentes composantes de l’activité langagière, l’organisation 
du français est basée sur une conception intégrée de l’enseignement de la langue. Dès lors, c’est autour du texte 
que prennent place les différentes activités qu’on trouvait auparavant dans des sous-disciplines distinctes (gram-
maire, conjugaison, orthographe, etc.).» (CIIP 2006).
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practice and are very hard to change. Take for 
example the functional and integrative reflex-
ive teaching of grammar and spelling, which has 
long been requested99 and which is struggling 
to gain a foothold in practice. it is to be hoped 
that a more competence-based, empirically sup-
ported teaching methodology of the language of 
schooling will prove fruitful in the long term, over 
the next twenty years.

The issues that have dominated the teaching 
of the language of schooling in the past ten to 
twenty years, such as literacy or heterogeneity, 
will remain relevant. a few examples of the lan-
guage domains that will be the focus of attention 
are given below.

Literacy skills

The most significant occurrence in the past 
ten years with respect to language of schooling 
teaching was the publication of the eye-opening 
PiSa 2000 study in which the Swiss education 
system obtained poor results in the reading com-
petences achieved at the end of compulsory edu-
cation. after PiSa, literacy concepts were widely 
debated and their implementation studied (cf. 
EDK action Plan 2003, Bertschi-Kaufmann and 
rosebrock 2009), and quality control of schools 
became the main issue. This resulted in the edu-
cation Monitoring and educational Standards. 
The promotion of literacy will continue to be one 
of the key tasks of schools, particularly in the 
context of rapidly evolving media (cf. Bertschi-
Kaufmann et al. 2004) and in relation to learning 
in all subjects. The importance of this aspect has 
been underlined by the creation in Switzerland 
in early 2010 of the leseforum.ch platform, de-
signed for an interested audience and individu-
als who are professionally involved in literacy re-
search and practice. 

The management of heterogeneity

Schools are mandated to treat all children  
equally, no matter their origin, gender, or abil-
ity. The debate surrounding heterogeneity in 
lan guage teaching has in recent years focused  
mainly on the following two themes:

There has long been a goal of teaching the lan-•	
guage of schooling in a way that takes into ac-
count the needs and the potential of students 
whose first language is not the local language 
of schooling. in spite of more than thirty years 
of theoretical and practical work on the de-
velopment of schooling, one observes that, as 
confirmed by the PiSa findings and other find-
ings obtained from large scale assessments, 
these students always face consider- 
able inequality (cf. reich and roth 2002, Müller 
and dittmann 2007). it is essential to ensure 
better encouragement of these students in 
the language of schooling as second language. 
Moreover, as demonstrated by the lüdi and 
werlen study (2005), Switzerland could use the 
potential of these plurilingual students much 
more effectively. 
The second important issue dealt with in the •	
context of the debate on heterogeneity was 
gender. at the end of the 20th century the 
debate centred mainly on the question of the 
appropriate linguistic consideration to be 
given to the issue of female gender (language 
and teaching resources respectful of gender, 
coeducation, as opposed to separation); it has 
now moved on, allowing girls to successfully 
complete their schooling, to the point that it 
has raised the issue of equality of opportu-
nity for boys (cf. Matzner and Tischner 2008). 
in the teaching of the language of schooling, 
approaches are needed that provide for a dif-
ferentiation according to gender, for example 
in the areas of reading and writing.

99  «Il faut entendre par grammaire au sens large, une grammaire qui englobe tout ce qui est mis habituellement 
sous l’étiquette grammaire [que l’on désigne dès lors par grammaire au sens étroit], mais aussi l’orthographe, la 
conjugaison et le lexique. [...] elle permet de prendre en compte tout ce qui touche à la réflexion sur la langue en 
faisant de la grammaire au sens étroit, de l’orthographe, de la conjugaison et du lexique des outils mieux reliés 
entre eux.» (CIIP 2006, 43).



95

Linguistic encouragement for children from 
birth until the age of eight

in the reorganisation of school years, the 4bis8 (4 
to 8) syllabuses for the teaching of the language 
of schooling during the first four years (i.e. the two 
years of elementary school (Grund-/Basisstufe) 
and the 1st and 2nd years of primary school) are 
differentiated, particularly in view of the early de-
velopment of literacy (cf. cornali-engel 1993; and 
the final report of the EDK of eastern Switzerland 
concerning the 4bis8 project, 2010100 or the cor-
responding chapters in the Plan d’études romand 
PER [curriculum of the french-speaking region 
of Switzerland]). in this context, a new field has 
recently emerged: the field of elementary educa-
tion, which involves developing concepts for the 
linguistic encouragement of children from birth to 
the age of four. Various surveys in Switzerland and 
abroad have shown that a great deal of attention 
must be paid to the early linguistic encourage-
ment of children before they enter school – par-
ticularly in relation to the parameters that condi-
tion our social life (mobility, family structure, etc.), 
without forgetting the issue of equal opportunity 
(cf. Stamm et al. 2009). now that new language 
concepts for children aged four to eight have been 
developed, models of development or school pro-
grammes adapted to this early age must still 
be provided for the teaching of the language of 
schooling in Switzerland.

The place of speech

in the models of competence developed in the 
framework of the national educational Standards 
and performance tests the importance of speech 
is equal to that of written language, which was 
previously not the case where syllabuses and 
teaching resources were concerned. indeed, al-
though oral language competences have always 
had a place in the teaching of the language of 
schooling, they were not well defined and had lit-
tle scientific basis as a result of lack of research 

and development. This is why the place of com-
prehension of the oral language, and of listening 
in the teaching of the language of schooling is far 
from clear although, in certain cantons, teachers 
must now make written assessments of oral com-
prehension. This lack of clarity is partly due to the 
fact that it is not easy to grasp the concept of 
speech and that assessment presents a number 
of difficulties, particularly because of the volatil-
ity of oral language (cf. weiss and wirthner 1991; 
de Pietro et al. [in preparation], Becker-Mrotzek 
2009). it is hardly surprising therefore that teach-
ers have difficulty in finding their way in the area 
of speech. The fact that certain recent teaching 
resources, such as the Die Sprachstarken, are 
now putting forward methodological concepts for 
speech, will contribute to giving a better direction 
in this domain.

The preceding considerations have dealt with the 
language of schooling as object and medium of 
schooling. But the language of schooling is also 
subject to transmission processes that occur 
outside the school environment. Such daily in-
formal learning is informed by social and cultural 
values that are those of the society in which the 
individual moves. it occurs in parallel to school-
ing and is generally unplanned, unguided, unread-
able, and therefore cannot be controlled. But ex-
tracurricular language knowledge and experience 
of the language as it is influenced by daily life – 
for example by the media – have a considerable 
impact on the language behaviour of students. 
Schools must be unceasingly flexible in referring 
to this language knowledge acquired outside the 
school by learners, and react to its influence, both 
positive and negative, through appropriate teach-
ing measures.

4.3.3 Developing the teaching of the 
language of schooling

Teaching methodologies for the languages of 
schooling in Switzerland – and the teaching of lan-

100  The final 2010 report of the 4bis8 project of the EDK of Eastern Switzerland (EDK-Ost) can be ordered at the fol-
lowing address: http://www.schulverlag.ch (30.07.2010)
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guages of schooling – developed independently  
of each other in the different linguistic regions of 
Switzerland, with a few exceptions. exchanges re-
garding teaching subjects with specialists in the 
neighbouring countries speaking the same lan-
guage (i.e. france for french-speaking cantons, 
germany, austria and liechtenstein for german-
speaking cantons, and italy for the italian-speak-
ing cantons) have always been more dynamic than 
the marginal exchanges between different teach-
ing methodologies within the country. for its part, 
the romansh-speaking region does not have the 
possibility of exchanges related to teaching sub-
jects with another country and must therefore 
conduct exchanges with regions that use another 
language – generally the german-speaking can-
tons – or conceive and develop its own solutions 
for the specific issues that arise in romansh-lan-
guage schools. The project of national education-
al Standards is one of the first national research 
and development projects to bring together in a 
reflective process resulting in binding objectives 
the three teaching methodologies for language of 
schooling for french, german and italian – a re-
flective process, moreover, that brought to light 
the opportunities and potentials that could result 
from future exchanges in this area. 

The teaching of the language of schooling has 
developed and continues to develop very differ-
ently depending on the linguistic region. The cur-
ricula play a central role in the different linguistic 
regions (see chapter 5.2) and the teaching of the 
language of schooling is also very much defined 
by the guiding concepts, the teaching resources, 

and the materials used. in the german-speaking 
region of Switzerland the teaching resources de-
veloped at regional level provide an important 
impetus for developing of teaching, contrary to 
what is happening in the french-speaking region. 
indeed, german-speaking Switzerland has long 
experience in the development of teaching re-
sources. every ten or fifteen years, a new genera-
tion of teaching resources is published by various 
editors for the teaching of german in compulsory 
education. These teaching resources are gener-
ally developed by researchers in german teaching 
methodology, in collaboration with practitioners, 
which makes it possible on these occasions to as-
sess the progress of research on teaching meth-
odology for german and the degree of progress in 
educational development, and this directly con-
tributes to the development of teaching101. up to 
2000 the french-speaking region of Switzerland, 
also created its own teaching resources for the 
teaching of the language of schooling, with the 
emphasis on teaching resources for structural 
linguistic domains (grammar, spelling, lexis). This 
unilateral orientation towards the formal as-
pects has been greatly criticised (cf. for example 
de Pietro, deschenaux and wirthner 1993), and 
thereafter teaching materials were developed 
that enabled more complete, communication-
oriented teaching of the language of schooling 
(cf. dolz, noverraz and Schneuwly 2001). Since 
2000, the french-speaking region has been  
using, and adapting, methods published in other 
french-speaking countries102. The italian-speak-
ing region, as a small linguistic region, has prac-
tically no tradition in the production of teaching 

101  The latest teaching resources published include the Die Sprachstarken method of the Klett Verlag publishing 
firm (2nd–6th year, with lower secondary education at the planning stage), the series Sprachfenster, Sprachland 
(at the development stage), published by the school publishing departments of cantons Bern and Zurich, as well 
as Sprachwelt (2nd–9th years) and the Pipapo method for German as a second language, published by the school 
publishing departments of cantons Aargau, Bern and Zurich.

102  For example, in the teaching resources the terminology that is not the same in the French-speaking region as 
that used in other French-speaking regions and countries must be adapted. It would, moreover, be highly desir-
able to align the terminology used in language teaching for all the French-speaking countries. The Association 
Internationale pour la Recherche en Didactique du Français (AIRDF) (International Association for Research in 
French Teaching Methodology) has created a working group representing several countries, whose mandate 
is to harmonise the guidelines for terminology as much as possible. In the French-speaking region, the GREF 
working group (Groupe de référence enseignement du français – Reference Group for the Teaching of French) 
has developed bases that should enable the detailed assessment of teaching resources in view of guaranteeing 
coherence with CIIP requirements (the curriculum, inter alia). 
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resources. in general, the teachers use teaching 
resources created in italy; sometimes teaching 
materials are also produced internally for the 
canton, particularly for continuing education. 
french-speaking Switzerland also tends to steer 
its educational development for the language of 
schooling through regional conceptual studies 
and development projects coordinated by the 
CIIP, such as the publication Maîtrise du français 
(Besson et al. 1979) by the CIIP, which contributed 
greatly to the teaching of the language of school-
ing («french renewed»), or the publication Ensei-
gnement / apprentissage du français en Suisse 
romande – Orientations (Teaching / learning of 
french in western Switzerland) (2006). This latter 
publication provides a frame of reference for the 
teaching of the language of schooling throughout 
the compulsory education period. This frame of 
reference has been used in teachers’ initial and 
continuing education and it has also been taken 
as a basis for the creation of teaching materi-
als and assessment instruments103. german-
speaking Switzerland has no similar frame of 
reference that would cover several cantons and 
be enforced for the teaching of the language of 
schooling. This may be due to the fact that the 
german-speaking region has not been governed 
by a single body, but by three regional EDK-sec-
retariats which is not conducive to intercantonal 
regulation. The regional EDK-secretariats never-
theless regularly establish working groups on 
various linguistic themes. There was for a long 
time, for instance, a working group for the teach-
ing of german in the regional EDK-secretariat of 
eastern Switzerland, and it is this group that gave 
rise to the Forum Deutschdidaktik which is very 
active today in german-speaking Switzerland. 
The Forum Deutschdidaktik, a working group of 
the Schweizerische Gesellschaft für Lehrerbil-
dung (the Swiss society for teacher training) that 
works in close cooperation with the international 
association Symposion Deutschdidaktik (SDD), is 
the body that facilitates exchanges on teaching 
subjects among specialists in german-teaching  
methodology. 

for the romansh-language schools of canton 
graubünden, a new generation of teaching re-
sources for the first language is currently being 
developed (since 2006, in the framework of the 
introduction of the standard variant Rumantsch 
Grischun as the language of teaching and writ-
ing). This new generation of teaching resources re- 
places the language textbooks used up to now in the 
communities that have opted for the introduction 
of Rumantsch Grischun. The old textbooks, written 
in regional dialects, had been developed based on 
the concept of the Schweizer Sprachbuch.

concerning the teaching of the language of 
schooling in Switzerland, and associated teach-
ing methodologies, a harmonisation of the de-
velopment of schooling and the development of 
teaching is emerging via the project for national 
educational Standards as well as for the curricula 
of the linguistic regions, and this harmonisation 
will be beneficial for all regions. The teaching of 
the language of schooling will thus be essentially 
characterised, in the coming years, by the na-
tional educational Standards and the orientation 
of teaching towards the competences that fol-
low on from those standards (see chapters 3.1.2 
and 5). Moreover, cooperation will be reinforced 
at regional and also national level. The council of 
europe has also acknowledged, in its recent work, 
the key role played by educational Standards in 
promoting the right of all learners to an educa-
tion of good quality, since they clearly define what 
learners can expect from school and what they can 
hope to achieve. however, developing educational 
Standards will only produce positive outcomes if 
those educational Standards are at the service of 
learning and not an end in themselves.

in the context of educational Standards, com-
petence-orientation and performance measure-
ment, the debate surrounding the assessment 
of performance is particularly intense for the 
language of schooling (see chapter 5.4). The wish 
to have at one’s disposal more objective, trans-
parent, test results must be reconciled with the 

103  For example the sequence entitled S’exprimer en français (Dolz, Noverraz and Schneuwly 2001) and EOLE (CIIP 
2003).
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wish to promote performance through an indi-
vidualised approach and an individual learning 
portfolio. on the one hand there is a summative 
assessment according to the social norm, and 
on the other a formative assessment according 
to the individual norm. School practice and so-
ciety do not make sufficient distinction between 
these two forms of assessment, with their re-
spective functions which are both essential to 
a complete assessment; they are therefore not 
correctly used. The hoped-for competence ori-
entation requires the availability of appropriate 
tools, such as competence grids and diagnostic 
instruments; it is also important to study and 
develop a culture of learning and tasks. for this 
reorientation, school practice must be integrated 
into the development process and specific con-
tinuing education for teachers ensured, particu-
larly with regard to their diagnostic competences 
(see chapter 5.5.1). corresponding instruments 
should also be provided in the language teaching 
resources.

The debate surrounding the teaching of the lan-
guage of schooling was launched on a european 
scale by the council of europe. following the im-
petus given by this debate and based on trials of 
international performance measurement and the 
development of national educational Standards, 
the methodology and the teaching of languages of 
schooling in Switzerland are faced with new chal-
lenges. a more empirically substantiated teach-
ing practice could help in dealing with these chal-
lenges.

4.4 Languages of origin / of 
migration

as described in chapter 3.3, a substantial por-
tion of the population is concerned by the sub-
ject of languages of origin in Switzerland; 23% 
of students in compulsory education claim that 
their first language is not one of the national lan-

guages. in the past ten years we have seen a rise 
in the proportion of so-called «very heterogene-
ous» classrooms, i.e. classrooms with a percent-
age of children with a migrant background of be-
tween 30% and 100% and who live mostly, but not 
only, in densely populated urban areas. The Swiss 
average for such classrooms is currently at al-
most 40%. at the same time, the findings of the 
2000 census (which are unfortunately no longer 
entirely recent) show that a distinction must be 
made, among the foreign population, between 
first generation immigrants to Switzerland, and 
second generation foreigners who hold a foreign 
nationality but who were born in Switzerland: 60% 
to 80% of foreigners born in Switzerland claim the 
local language as their main language, while this 
is the case for only 28% to 40% of foreigners not 
born in Switzerland104. conversely, this means 
that almost 70% of foreigners who arrived in 
Switzerland and a good 30% of second generation 
foreigners, use their language of origin / of migra-
tion as their main language. whether languages of 
origin / of migration are used as dominant main 
languages or not, the findings of the census show 
that they constitute an element of the plurilingual 
repertoire of these individuals and must be recog-
nised as such. This necessity is further reinforced 
by the growing number of very heterogeneous 
classrooms mentioned above. These children and 
adolescents grow up with two or more languages 
and the majority of them belong to the second or 
third generation. They learn the local language at 
the same time as the language of origin of their 
parents or, very often, as a second language, three 
or four years later, since they usually spend their 
first years at home. They complete their school 
career in Switzerland and only a very small por-
tion of these students return to their countries of 
origin with their parents. although most of them 
do not encounter any noticeable difficulties in 
school in communicating in the local language on 
a daily basis (BicS, see chapter 3.2.2), many chil-
dren and adolescents, especially those from un-
derprivileged homes, face major problems when 

104  Not included in these figures: for the German-speaking region, individuals from Germany and Austria; for the 
French-speaking region, those coming from France; for the Italian-speaking region, those from Italy. It is the 
French-speaking region that shows the greatest integration contingent with 79.7% (Lüdi and Werlen 2005, 15).
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it comes to the more complex aspects of the lan-
guage of schooling – aspects that unfortunately 
play an important role in school selection (calP, 
see chapter 3.2.2).

4.4.1 The need for promotion of 
languages of origin / of migration in 
school

in the context of multilingually oriented language 
teaching methodology, languages of origin / of mi-
gration are classified under «retrospective mul-
tilingualism» because in the language biography 
of the learner they predate the local language of 
schooling. The need to promote languages of origin /  
of migration in school also stems from theoreti-
cal considerations. as first languages, languages 
of origin / of migration are part of the plurilingual 
repertoire of the individual and, since they are 
part of his/her linguistic and cultural biography, 
they are also part of his/her identity. as shown 
by many studies (such as lüdi 1998; hamers and 
Blanc 2000), bilingualism and plurilingualism are 
associated with cognitive as well as sociocultural 
dimensions; for individuals to be able to develop 
themselves fully in both these dimensions they 
must be able to develop their first language and 
culture. what is more, the interdependence hy-
pothesis (see chapter 3.3.2), which presupposes 
a common underlying language proficiency, es-
pecially in the area of cognitive-academic com-
petence (calP), is based on the principal that the 
fundamental aspects of this competence can be 
transferred from one language to another. These 
arguments show that the promotion of lan guages 
of origin / of migration in the school context 
must be considered as a necessary investment 
in the plurilingual competence of the students 
concerned – an investment that increases their 
chances of educational success and which, con-
sequently, will have positive repercussions for  
society (see chapter 4.1.1). 

This social and linguistic evolution has brought 
about changes in the teaching of the language 
and culture of origin (lco) in the past fifteen 
years, but these changes have not yet been en-
tirely completed. where before the emphasis was 

on the country of origin with a view to a possible 
return, the lco courses now increasingly include 
the bilingual, bicultural environment which these 
students inhabit in Switzerland. Their objective 
is not only to reinforce language competences 
in the languages of origin / of migration but also 
to help students find their way among the differ-
ences they see in the culture here and the culture 
of origin of their parents, supporting them in the 
process of finding their identity. The language 
and culture of origin (lco) classes thereby fulfil a 
function of integration (cf. the presentation below 
of the framework zurich curriculum of 2003 for 
language and culture of origin courses, which is 
applied in many other cantons as well). The func-
tion of integration has moreover been recognised 
by the cantons which have already for some time 
been contributing, at the very least, premises and 
material for the lco teachers.

The general concept of language Teaching of 
1998 called for the promotion of languages of ori-
gin / of migration: The cantons will respect and 
encourage the languages present in their school 
population and integrate them into the sylla-
buses. Therefore, the first concern is to develop 
and integrate the teaching of languages of origin, 
which must be much better coordinated with the 
rest of the curriculum and the teaching, and its 
content rendered more attractive. This concern is 
based on the following considerations:

the importance of possessing solid knowledge •	
of one’s first language in order to be able to 
acquire a second language
the considerable importance of mastering •	
one’s first language to be able to define one’s 
own identity
the market value of linguistic knowledge and •	
its value for the national economy of Swit-
zerland (language diversity as an economic 
resource)

The Strategy of language Teaching adopted in 
2004 refers to this need and provides for the pro-
motion of languages of origin / of migration. The 
HarmoS agreement also recognised the language 
and culture of origin courses (lco) by inviting the 
cantons, in art. 4, para. 4, to «provide organisa-
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tional support for the language and culture of ori-
gin courses (lco courses) set up by the countries 
of origin and the different language communities, 
while respecting religious and political neutral-
ity». [Translation]

This growing awareness of the integrative func-
tion fulfilled by the lco courses also emerges in 
the provisions of the ruling on the integration of 
foreigners (Verordnung über die Integration von 
Ausländerinnen und Ausländern [VIntA])105, which, 
in art. 7 on teaching and tutorial activities, stipu-
lates that teachers of the lco courses must pos-
sess «knowledge of the national language spo-
ken in the workplace equivalent to level B1 of 
the common european framework of reference 
for languages (cefr) enacted by the council of 
europe»; moreover, they «know the Swiss social 
and legal systems (art. 5, para. 3) and are able to 
transmit this knowledge to the foreigners they 
train». [Translation]

4.4.2 Towards integrated language 
and culture of origin teaching (LCO) 

Students with a migrant background grow up in 
an environment in which (at least) two languages 
are spoken, and they use these languages daily. 
This situation may constitute an advantage, which 
schools have not capitalised on until now. But lco 
courses must be rendered attractive to children 
(and their parents), given that they devote time to 
them outside of school and that – depending on 
the language group to which they belong – they 
have to pay for them106. The authors of the recom-
mendations of the EDK of eastern Switzerland 
(EDK-Ost 2007, 9; [translation]) regarding «the 
promotion of language competences for a multi-
lingual school population» (Sprachförderung für 
eine mehrsprachige Schülerschaft) observe that 
the best way of encouraging the linguistic devel-
opment of these learners is to provide them with 

support in both languages: in their second lan-
guage, german, as well as in their first language. 
if the promotion of first languages improves in the 
schools, one can expect to see positive effects on 
the acquisition of the second language by children 
and young people with a migrant background, as 
well as on the development of their personality 
and their integration. a favourable development 
in this direction would also have positive reper-
cussions for society. 

from the linguistic point of view, lco teaching 
should therefore help students to acquire, in their 
language of origin / of migration, language com-
petences that go beyond everyday use of the spo-
ken language (BicS). They must be able to develop 
their reading and writing competence, expand 
their vocabulary and acquire an understanding 
of the linguistic structure of their first language. 
lco teaching must therefore lead to a qualified 
plurilingualism, which must also be recognised. 
Studies (gogolin 2005; zappatore 2008, 108) show 
that isolated additional teaching in the language 
of origin / of migration can indeed lead to im-
provement, but it will have no repercussions on 
the second language. Positive outcomes for the 
development of both languages are observed only 
when both are promoted in a coordinated man-
ner. one also notes that the length of the effort 
is a significant factor. Moreover, the fact that the 
effort is facilitated and supported by the institu-
tion as a whole as well as by the family is a de-
termining condition. other favourable factors, not 
only for the children but also for their parents, are 
the fact that the particular linguistic experience 
of bilingual children is accepted and recognised 
as a skill (even if the language competences are 
only partially developed due to the age of the 
learners), and an encouraging social environment 
that values languages of origin / of migration with 
minority status. Therefore, to positively influence 
children’s overall development, their entire social 
environment must support and encourage their 

105  Cf. http://www.admin.ch/ch/d/sr/142_205/index.html (22.02.2010)
106  For instance, LCO courses for Albanian and Kurdish children are not supported by the embassies of the coun-

tries of origin; they are offered by Swiss organisations that deal with migration issues, among other things, and 
the parents must pay for them.
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bilingualism. for schools, this means adopting a 
fundamentally positive attitude and recognising 
the individual plurilingualism of children and ad-
olescents with a migrant background. But it also 
implies a series of concrete measures:

encouraging attendance at lco classes•	
coordinating lco courses with the ordinary •	
school curriculum
integrating lco teachers into the mainstream •	
teaching body 
integrating the languages of origin / of migra-•	
tion into language teaching
expanding the curriculum in the area of lan-•	
guages and integrating lco courses 
funding lco teachers when they cannot be •	
paid for by the country of origin
regulating / supporting lco teaching within •	
the framework of ordinary school super - 
vision

Below, we will look at the first five points in 
depth.

Encouraging attendance at LCO classes

language and culture of origin courses (lco) 
are either sponsored by embassies and consu-
lates, or organised by parent associations or by 
organisations specialised in migration issues. 
Parents have considerable influence on attend-
ance at lco classes. on the other hand, attend-
ance also depends on parents being informed. in 
this regard, the canton and the faculty play a role 
through their information policy. for the german-
speaking region of canton Valais for instance, Kal-
bermatten (2008) showed that, although a great 
majority of teachers consider the significance of 
lco teaching as being of average to highly signifi-
cant importance, only about 30% of them actively 
encourage children and parents to attend these 
classes. The situation is different in cities with a 
high concentration of children and adolescents 
with a migrant background, and an older tradition 
of encouraging lco courses, such as Basel, Bern, 
geneva or zurich, where children even sometimes 
ask their teacher spontaneously about registering 
for lco classes.

Coordinating LCO courses with the 
ordinary school curriculum

The fact that language and culture of origin  
courses (lco) are initiated by embassies and con-
sulates or by parent associations and organisa-
tions specialised in migration issues represents a 
considerable challenge for coordination between 
the lco courses and mainstream schooling. lco 
teachers must, for instance, follow objectives 
stipulated in the curricula prescribed by the coun-
try of origin and use the recommended teaching 
resources. lco courses offered by non-govern-
mental organisations can act more rapidly to ful-
fil their mandate of integration than can those of 
government bodies. a first step has been taken 
towards coordination in canton zurich, with the 
development of a framework curriculum (2003) 
that has been adopted by several other cantons. 
The curriculum was coordinated with that of zu-
rich’s compulsory education; it involved collabo-
ration with the management of the public schools 
and the various organisations concerned. other  
stages will include exchange platforms between 
lco organisations and cantonal authorities, as 
well as specific continuing education modules 
designed to familiarise lco teachers with the 
educational, methodological and assessment 
practices of the Swiss system. Participation in 
exchange sessions and in continuing education 
may be required in order to be authorised to teach 
in the different cantons, i.e. to be able to use pub-
lic school premises or to include the lco grade in 
students’ school reports. recognition of the com-
petences of these bilingual, or even plurilingual, 
children and adolescents will come as a result 
of including lco learning achievements in the 
school report and in the european language Port-
folio (elP).

Integrating LCO teachers into the teaching 
staff

if one wants languages of origin / of migration 
to be recognised, one must also recognise their 
representatives as competent teachers. This 
can be achieved by integrating lco teachers 
into the teaching staff. The school management 
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should, for instance, invite the lco teachers who 
teach in their establishment to participate in 
at last one staff meeting per semester, as well 
as in the school’s continuing education courses 
in the area of language competence promo-
tion. More opportunity for cooperation should 
also be encouraged between the teachers of 
mainstream classes and those of lco classes, 
particularly for assessment of students’ lev-
el of learning, use of the european language 
Portfolio (elP), intercultural and multilingual 
learning projects, and cooperation with the  
parents.

Integrating the languages of origin /  
of migration into language teaching

it is important that plurilingual learners real-
ise, through the language teaching delivered in 
the ordinary school curriculum, among other 
things, that their plurilingualism is a valuable 
asset and that it is worthwhile investing their 
(free) time in developing their language of ori-
gin / of migration. They must also be aware that 
this language knowledge that they already pos-
sess represents a potential resource for learning 
new languages. in the field of language aware-
ness it is useful, not only for the acquisition of 
a second or even a third language, but also for 
consolidating first languages, establishing links 
between languages, and discovering and nam-
ing their similarities and their differences. ap-
proaches such as ELBE and EOLE (see chapter 
4.1.2) encourage the integration of the languages 
of origin / of migration of the students in the 
teaching of the language of schooling and of for-
eign languages – which coincides perfectly with 
the multilingually oriented language teaching  
methodology.

The integration of languages of origin / of mi-
gration can be expanded and reinforced if lco 
teachers participate, at different levels, in team 
teaching and help with a follow up of individual 
students. The value of cultures and languages of 
origin is emphasised by such personalised inte-
gration. The place of bilingualism and multilin-
gualism becomes visible and concrete.
 

Expanding the curriculum in the area of 
languages 

The general concept of language Teaching of  
1998 called for the integration of languages of 
origin / of migration as did subsequent confer-
ences and articles (for example, Babylonia no. 
138, october 2004). if one is to take this seriously 
it means that the teaching of languages of ori-
gin / of migration should be associated with the 
overall promotion of multilingualism in schools. 
although this objective is at present, in light of 
current practices, still wishful thinking, one must 
not lose sight of it in the long term, in the sense 
of the general concept of language Teaching, in  
particular.

Steps can be taken in this direction by imple-
menting the measures described above. They 
could also be developed more fully. one could, for 
example, make lco teaching a compulsory option 
that would be taught during normal school hours 
and not as now, as an optional supplementary pro-
gramme followed by highly motivated students in 
their free time. learners whose first language is 
the language of schooling could be offered an al-
ternative, such as the St. Johann model of Basel 
Stadt offered to Swiss children, which is for the 
Swiss-german dialect and has been successfully 
applied for years. in order to promote exchanges, 
it would be good to see lco teachers more often 
in staff rooms during official school hours. They 
should be included, without having to undergo 
cumbersome formalities, in teaching teams with 
ordinary Swiss teachers, in individual follow ups 
and in dealings with the parents. it would be use-
ful to have official school materials available, 
which would be coordinated with the teaching re-
sources of the other subjects, language and non-
language. Moreover, lco teaching should lead to 
a form of recognition, such as a certificate for ex-
ample; this possibility already exists for Spanish 
and italian, among other languages. 

Moreover, certain demands have been voiced with 
respect to teacher training in view of the imple-
mentation of integrated language teaching meth-
odology: «a basic condition for the creation of a 
multilingual school is the presence of plurilingual 
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teachers and trainers in universities of Teacher 
education. a solution must therefore be found on 
a nationwide Swiss scale for the training of teach-
ers, in order to be able to really take advantage 
of the asset represented by Switzerland’s quad-
rilingualism (multilingualism). Measures that 
could be taken include cooperation between uni-
versities of Teacher education – this is an urgent 
necessity –, mutual recognition of training, or 
partial training, and regional, national or interna-
tional language exchanges. universities of Teach-
er education should include in their programme 
specific continuing education for (lco) teachers 
as well as joint professional and continuing edu-
cation programmes with Swiss teachers. at the 
same time, the multiple competences of teachers 
of language and culture of origin (lco) should be 
used in universities of Teacher education, and mi-
grant and second and third generation individuals 
should be particularly encouraged to participate 
in the training of teachers» (vpod Bildungspolitik, 
Interdialogos, Babylonia, 2004, 62). [Translation]
 

4.5 Foreign language learning 
within the general context of 
compulsory education

This chapter deals with the reactions of the school 
system – teaching staff, students and school 
authorities – to the compulsory teaching of two 
foreign languages in addition to the language of 
schooling, i.e. the second national language and 
english. To these must be added the languages of 
origin / of migration, as well as special access to 
the language of schooling as a second language 
for the children of immigrants (see chapter 4.4).

it focuses in particular on the introduction of the 
second foreign language in primary school and the 
order of learning of languages – questions that have 

marked the political debate in this field in recent 
years. The language of schooling takes its place 
within this context of growing multilingualism. 

in the central portion of the chapter (4.5.3) cur-
rent methodological and teaching concepts are 
presented with the help of concrete examples and 
their potential is studied from the angle of multi-
lingually oriented language teaching methodology.

4.5.1 The political decision to 
introduce two foreign languages

Between 1975 and the mid 1990s, most of the can-
tons favoured the teaching of a national language 
as foreign language in primary school (EDK 1975). 
The general concept of language Teaching (1998) 
expressed the will, widely shared by the general 
public and education policy makers, that english 
should be introduced in primary school, and some 
fundamental principles were put forward to that 
effect (see chapter 2). Since then, based on their 
common Strategy of language Teaching (EDK 
2004), but each in their own way and according to 
different time scales, the cantons and the regional 
conferences are implementing the teaching of the 
second foreign language from 5th school year (the 
7th school year according to the HarmoS schedule) 
onwards and introducing the start of learning of 
the first language at the 3rd school year at the lat-
est (i.e. the 5th school year) (see chapter 2.3.2).

in four german-speaking cantons the decision to 
teach two foreign languages in primary school was 
put to popular vote107. The results, in some cases 
close but in all cases positive, showed that vot-
ers were favourable to extending the learning of 
languages in compulsory education but that the 
reservations expressed, notably by teacher asso-
ciations, must be taken into account108.

107  They are cantons Zurich, Zug, Thurgau and Schaffhausen; in Lucerne, a popular initiative for a single foreign 
language in primary school was withdrawn.

108  The leading teachers’ association of German-speaking Switzerland (LCH) published, as early as 2004, a document 
in which it stated its position and formulated a number of demands that it considers as necessary preconditions 
for the success of the process: http://www.lch.ch/dms-static/d0225347-823b-4913-b74d-52b70de9326a/040930_
gel_bed_sprachen.pdf (20.02.2010)
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The french-speaking region of Switzerland is 
currently preparing the introduction of english 
teaching in primary schools; implementation is 
planned to start in 2013–2014. The situation of 
Ticino is more complex. Traditionally, the Ticinese 
have learned french as their first foreign lan-
guage, and it is in that language that they achieve 
the highest level of competence. The second 
foreign language is german and, until recently, 
english was an optional subject. The teaching of 
french during compulsory education has been 
reinforced: a new teaching resource has been in-
troduced and the transition from primary school 
to secondary level (scuola media) improved (see 
chapter 4.1.2).

canton graubünden intends to bring the teach-
ing of the first foreign language forward starting 
with the 2010–2011 school year, i.e. from the 4th 
to the 3rd school year of primary school. The first 
foreign language is a cantonal language – ital-
ian or romansh for german language schools, 
and german for romansh or italian language 
schools. Starting in the 2012–2013 school year, 
english will be introduced as the second foreign 
language for all three language groups109 from 
the 5th school year of primary school. The bilin-
gual schools will introduce english as a foreign 
language in the 5th school year, since two canton-
al languages are used side by side as languages 
of schooling starting in the first school year of 
primary school.

The following sections will present and develop 
the strategies and coordination efforts as well 
as the projects and instruments that exist in 
this area and which will contribute to creating 
the best possible conditions for language learn - 
ing.
  

4.5.2 The order of introduction of 
languages, the levels to achieve and 
the curricula 

The main goal of the EDK’s (2004) Strategy of 
language Teaching and of the intercantonal Har-
moS agreement (2007) is that by the end of their 
compulsory education (9th to 11th school years 
according to the HarmoS schedule) students will 
have achieved equivalent levels of competence in 
two foreign languages (the second national lan-
guage and english) (see chapter 3.1.4). The fact of 
aiming for a comparable level of competence in 
two foreign languages at the end of compulsory 
education gives the linguistic regions a certain 
amount of freedom as to the order of introduction 
of languages (for the second national language 
and english) since, by the end of compulsory 
education, there should no longer be any differ-
ence between the languages. The findings from 
research conducted on language learning seems 
to indicate that when learning a second foreign 
language one benefits from the competences al-
ready acquired in the first (see chapter 3.3). a lon-
gitudinal study by heinzmann et al. in 2010 dem-
onstrated this, taking as examples the cantons of 
central Switzerland110. The common basis used 
for all foreign languages is the common european 
framework of reference for languages (cefr). 
as the main coordinating instrument, it underlies 
the national educational Standards, the curricula 
of the linguistic regions, and current teaching re - 
sources.

Differences in the order of introduction of 
foreign languages

The order of introduction of languages in the re-
gions is different (see illustration 2a). This raises 
certain problems, albeit not insoluble ones, espe-
cially where interregional mobility is concerned. 
The time lapse between foreign languages at the 

109  The language teaching concept of canton Graubünden can be consulted at: http://www.gr.ch/DE/institutionen/
verwaltung/ekud/avs/Volksschule/Sprachenangebot_uebersicht_de.pdf (20.02.2010)

110  Cf. http://www.fe.luzern.phz.ch/fileadmin/media/fe.luzern.phz.ch/Kurzfassung%20des%20Schlussberichts%20
Nr.%2023_web.pdf (26.07.2010)
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start of the learning process is generally equiva-
lent to two years (in zurich, three years). with 
regard to the annual objectives set in the curric-
ula (for example the EDK of eastern Switzerland 
[EDK-Ost], the EDK of central Switzerland [BKZ], 
the Passepartout cantons), the gap between the 
levels of competence (elementary requirements) 
in primary school is never greater than one cefr 
level. in the model that was developed, the differ-
ences in the amount of time allocated were in the 
order of about a third111 depending on the canton. 
in any case, the differences in level that one can 
expect between those students who have elemen-
tary competences (for example, in the eastern 
EDK’s curriculum [EDK-Ost] for english: a2.1 for 
written and spoken reception) and those who have 
theoretically acquired broad competences (from 
B1.2 to B2.1 for reception) are greater than that as 
a result of discrepancies that might be caused by 
different orders of introduction of languages.

if one refers to cummins’ interdependence hy-
pothesis (1981, 1991, 2004) and accepts the prin-
ciple that learners, in addition to their monolin-
guistic knowledge, can also mobilise a common 
underlying proficiency (see chapter 3.3.2), one ar-
rives at the conclusion that as soon as they start 
to learn a second foreign language they can draw 
on additional synergies and transfer opportuni-
ties. for example, cognitive and metacognitive 
strategies can be transferred from one language 
to another and similarities in the linguistic sys-
tem or lexis can be used to facilitate the learning 
process, particularly when the languages in ques-
tion are closely related (for example, german and 
english, as germanic languages for «latin» Swit-
zerland). however, this transfer does not always 

occur automatically; it must be specifically en-
couraged and prepared (hutterli, Stotz and zap-
patore 2008, 123-4) – a premise that also applies 
to the development of teaching resources and 
teacher training112. 

The objective of language teaching is, therefore, 
not to increase learners’ competence in a single 
given language, but rather to facilitate the trans-
fer of elements of one language to another and 
thus to encourage the development of a common 
multilingual competence (cf. hutterli, Stotz and 
zappatore 2008, 112). 

as regards the question of whether students can 
attain comparable competences in the national 
language and in english, regardless of the order 
of introduction of the two foreign languages and 
in spite of variable time allocations, it is practi-
cally impossible to answer it without empirical re-
search. it would probably be easier to achieve this 
objective if better use were made of the synergies 
produced by the multilingually oriented language 
teaching methodology and if, moreover, the time 
allocations in this area were adapted. The ques-
tion of whether this should be done to reinforce 
the second foreign or national language concerned 
(i.e. languages that are more complex from a mor-
phological and in part syntactic point of view, such 
as german and french) remains open113.

Curricula – a key to planning and 
coordination

curricula and learning objectives comprise 
competence objectives that are formulated for 

111 In the Passepartout project cantons, 19 week lessons per school year are set aside for French in the year and 
13 for English. In canton Zurich, 20 are set aside for English and 13 for French. However, the present situation 
could change due to the measures being put in place for Lehrplan 21.

112  Examples of teaching resources that have been developed: Explorers for English (Lehrmittelverlag des Kantons 
Zürich), Mille feuilles for French (Schulverlag plus), New World for English (Klett Schweiz). Teacher training: 
modules of foreign language teaching methodology for several languages in many Universities of Teacher Edu-
cation (for instance in Zurich, Lausanne, Locarno). 

113  Cf. the consultation report on Lehrplan 21 (2010, 24), which contains planning hypotheses for the number of 
hours per teaching subject and training field. The analysis of the present situation, which includes data con-
cerning the large cantons that have English as the first foreign language, shows that the first foreign language 
(English) takes up 59% of the time, against 41% for the second foreign language (French). The planning hypoth-
eses provide for 53% for the first foreign language and 47% for the second. 
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each level with the help of can-do statements 
regarding capacities and the ability to carry out 
certain language and communication tasks (lan-
guage activities). as regards teaching resources 
used to support teaching, their progression is 
determined by the objectives set for each lev-
el in the curricula, which therefore represent 
a decisive guiding instrument. a distinction 
can be made between (a) competence-based 
curricula and (b) what can be called content  
standards:

The curriculum of the a. EDK of eastern Switzer-
land (EDK-Ost) for english refers first to the 
checklists that contain can-do statements 
developed in the context of the european 
language Portfolio ii, and also the Lingualevel 
project. it supplements them with examples  
of contents that are presented as essential  
components of language activities in the 
learning process.

Table 4b | Curriculum for the teaching of English EDK-Ost 

2009, 16

The objectives for the different levels are 
presented as profiles for certain groups of 
learners (for basic or broad competences for 
example), which are differentiated according 
to ability (higher levels in receptive  
competences than in productive compe- 
tences). The teaching resources used in the 
different cantons are adapted to the objec-
tives for the different levels, which vary 
slightly according to the language skills.  
Performance tests such as Lingualevel 
make it possible to test to what point the  
objectives have been achieved (see chapter 
5.5.2).

End of the 9th school year (11th school year according to 
HarmoS) – basic competence sought A2.2
spoken reception: listening
The learners:
are able to understand 
accounts on familiar 
subjects, providing the 
speaker speaks slowly and 
clearly.

examples of contents:
news reports about other 
countries,
information about disasters,
sports news

for its part, the curriculum for the teach-b. 
ing of english and french in the cantons that 
are participating in the Passepartout project 
presents content standards, i.e. it describes 
what must take place during teaching rather  
than the performances that should be 
achieved. This approach endeavours to set 
out learning activities in language teaching 
and in the cross-curricular learning of foreign 
languages, as well as learning opportunities 
in the framework of extracurricular intercul-
tural encounters. The Passepartout curricu-
lum thus focuses on learning and teaching, 
by showing how communicative (language) 
competences can be achieved at the differ-
ent levels. Moreover, it expressly draws on the 
common european framework of reference 
for languages (cefr) and its corresponding 
definitions of levels, without presenting them 
in detail, however.

Table 4c | Curriculum for the teaching of French and English 

in the Passepartout region, project version January 2010, 31

This example shows that certain activities, 
such as in this case the fact of explaining 
working instructions, represent an indispen-
sable condition for learning proper, which 
can then be encouraged through the teaching 
methodology.

The curriculum for german-speaking Switzerland 
(Lehrplan 21) abstains from developing specific 
foreign language curricula; it plans to draw on the 
existing regional curricula, combining and possi-
bly adapting them. according to the consultancy 
report, the aim is a competence-based curricu-
lum, which however explicitly addresses certain 
subjects (topics, knowledge) (see chapter 5.2.3).

Field of competences I, language activity: reading (7th 
and 8th school years according to the HarmoS schedule) 
level A1.2
field of action:
using the foreign language 
in a group.

reading and understand-
ing usual, simple working 
instructions in the foreign 
language; difficult terms 
are also explained in the 
language of schooling.
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in any competence orientation the question arises 
of the progression in the development of suitable 
linguistic resources, i.e. grammatical structures, 
syntactic regularities and vocabulary. in this re-
gard, it should be noted that the differences do 
not only concern corresponding units (words, mor-
phemes, etc.), which vary from one language to an-
other, but also the way in which the grammatical 
system is constructed (for example, tense system, 
systematic of the formation of the comparative 
and superlative form, etc.) certain curricula in-
clude lists of grammatical structures (the curric-
ulum of the EDK of eastern Switzerland [EDK-Ost] 
for the teaching of english); others reveal through 
the examples they contain how the resources to 
be used become progressively more complex (the 
curriculum of the french-speaking region of Swit-
zerland [PER], the curriculum of the EDK of cen-
tral Switzerland [BKZ] for the teaching of english). 
within the framework of the Passepartout project, 
an attempt has been made to link grammati-
cal progression to can-do statements and to the 
cefr levels, while also drawing attention to the 
difficulties that can arise: «on an abstract level, 
french and english grammatical phenomena 
present certain similarities. however, where the 
development of linguistic resources is concerned, 
we are forced to accept that there are consider-
able formal differences (morphology, spelling, 
syntax).» (a supplement to the curriculum of the 
Passepartout region for the teaching of french and  
english)

it goes without saying that the development of 
suitable linguistic resources must be taken into 
consideration in the progression from one lev-
el of competence to the next; however without  
taking grammar as the structuring component, as 
is the case in traditional approaches (see chapter 
3.2.4). The linking of certain linguistic structures 
with language activities is highly complex and it 
is difficult to do in a satisfactory way114. in fairly 
recent curricula using a competence-based lan-
guage model, linguistic resources are presented 
as lists of structures (2008 curriculum of the EDK 

of eastern Switzerland [EDK-Ost] for the teaching 
of english) or appear in examples for carrying out 
language activities (2005 curriculum of the EDK of 
central Switzerland [BKZ] for the teaching of eng-
lish). The curricula do not provide for competence 
development in terms of structures, sentences 
and words adapted for communication. The role 
of teaching resources appears as all the more 
important, and in particular that of textbooks 
that cover several years and facilitate the devel-
opment of language competences by following 
functional cyclical, spiral principles (see chapter  
4.5.3).

curricula developed so as to be adaptable to the 
learners to whom they are addressed are a key in-
strument for the managing and coordinating lan-
guage teaching. in spite of the efforts that have 
been made towards harmonisation, there remain 
hints of regional (linguistic) differences in the 
way in which language learning is addressed in 
the curricula. Such tensions can also prove ben-
eficial, since they induce a sharper introspective 
awareness, particularly among the teachers who, 
in the framework of their initial and continuing 
education, can compare the different existing 
documents among themselves. at the same time, 
the curricula often propose concrete guidelines 
as well as aids for the methodological and teach-
ing orientation of teachers’ activities (see chapter 
4.5.3).

Supporting evaluations and research have made 
it possible to obtain, in Switzerland and abroad, 
preliminary results for early foreign language 
teaching approaches (haenni hoti and heinz-
mann 2009, werlen 2005, heinzmann et al. 2010). 
according to their conclusions, it appears that a 
majority of students are able to achieve the ob-
jectives set for the end of the primary level, and 
that some of them even exceed these objectives 
(heinzmann et. al 2010). at the same time, accord-
ing to the report of the lucerne-based research 
team led by heinzmann, synergies are emerging 
that can be put down to the fact of learning two 

114  The publication Profile Deutsch (Glaboniat et al. 2005) is an ingenious instrument which associates communica-
tive speech acts and lexical-grammatical activities.
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foreign languages at the same time. Thus, skills 
acquired in the first foreign language prove to be 
one of the main reasons why certain skills are 
more highly developed in the foreign language 
that is learned subsequently. The researchers 
suppose that the positive relations between the 
languages of schooling and the first and second 
foreign languages could be signs of the presence 
of a common linguistic competence (heinzmann 
et al. 2010, 53)115. 

The parallel learning in primary school level of two  
foreign languages that are introduced succes-
sively – in accordance with the 3/5 model of the 
EDK – is showing preliminary results that support 
a holistic view of language learning.

This means that individual progress in linguistic 
competences should be considered, in the con-
text of a language teaching methodology oriented 
towards multilingualism, as a lifelong project that 
can be differentiated but which, in the end, forms 
a coherent whole.

4.5.3 Concepts of methodology and 
teaching

one also observes effects related to the coordi-
nation process regarding methodology and teach-
ing. although current approaches take different 
directions, they essentially concentrate on usage, 
content and cross-curricular learning.

if one wants to implement a language teach-
ing strategy with two foreign languages starting 
in primary school, and encourage literacy skills 
and a communicative (language) competence 
in the language of schooling, what one needs is 
a well thought out methodological and teaching 
concept that conforms to a set of principles. al-
though it is wise to preserve a certain amount of 
methodological freedom, it is however necessary 
to take a number of crucial decisions in order to 

attain the ambitious objective of an integrated 
language teaching methodology without wasting 
energy and effort. The following sections take up 
some essential points raised in chapter 3, such as 
language competence and speech act, functional 
language skills, implicit and explicit learning, or 
action orientation, and give concrete examples 
related to real teaching experiences in compul-
sory education.

Usage-based approaches

languages are learned first and foremost to 
communicate in everyday situations. functional  
plurilingualism refers to the ability to make one-
self understood in a manner that is adapted to 
the situation and the desired communicative 
function (see chapter 3.2.4). The daily reality of 
school-age children and adolescents is strongly 
influenced by the school, but also in part by the 
media. certain situations, such as shopping or 
exchanging small talk, are situations that the 
students will encounter later; while spoken inter-
action in the classroom and the studying of texts 
are an integral part of learning and represent a 
special form of authentic communication. lan-
guage is used, depending on the communication 
opportunities, in the immediate teaching con-
text. arrangements need to go from the simple 
to the relatively complex, with both content and 
language outcomes.

This vision of the school learning environment 
corresponds to a usage-based linguistic model, 
such as is presented in chapter 3.2.4. if lan-
guage learning is understood to be the result of 
meaningful interactions occurring within social 
groups, it seems logical that modern, relevant 
methodological and teaching concepts should 
be action-based, such as for example task-based 
language learning (TBl, cf. willis and willis 2007, 
and hutterli, Stotz and zappatore 2008, 80–84). 
The common european framework of reference 

115  These results were obtained in the fields of spoken and written comprehension. According to the authors, the 
English spoken interaction competence does not significantly help to explain the French spoken interaction 
competence.



109

for languages (cefr) defines the (communica-
tive) task as «any purposeful action considered 
by an individual as necessary in order to achieve 
a given result in the context of a problem to be 
solved, an obligation to fulfil or an objective to 
be achieved.» (council of europe 2001, 16). lan-
guage is thus a social act and, at the same time, 
a means of discovering new, or partly unknown, 
content. in the context of the school, content 
may focus on daily experience, but also on 
themes relevant to education, such as aesthetic 
narrative texts, visual or audiovisual products, 
or pieces of music. There are also topics per-
taining to nature- and society-related teaching  
fields.

action-based approaches, such as the TBl ap-
proach, are particularly suited to the basic 
conditions of language learning in school. The 
emphasis is not placed on mastery of certain 
linguistic rules or of vocabulary, but on the use 
of the language that is needed to carry out com-
municative tasks in situated events. at the same 
time, through the tasks that they must carry 
out, students discover facts that are interest-
ing and relevant to their education (see chapter 
4.1.2). The content- and action-based approach 
is a pillar of integrated language teaching meth-
odology. The hypothesis underlying the TBl  
approach, which is well supported empirically 
(ellis 2003), is the following: students’ linguis-
tic-communicative and cognitive resources are  
mobilised when they are confronted with learn-
ing and problem-solving tasks suitable for their 
age. in the task cycle, (willis 1996, 38), it is a 
question of «negotiating» results such as com-
posing a summary or presenting a report to the 
class, and the emphasis is primarily placed on 
sense and meaning rather than on accuracy . This 
draws on resources related to understanding and 
making oneself understood, in a process which 
is described in the literature as «negotiation of 
meaning» (cf. gass and Mackey 2006; long and  
doughty 2009; Pica 1994). in this process, the 
speakers, whether they express themselves in 
their mother tongue or in a language they are 
learning, send signals of comprehension or in-
comprehension and adapt the form and content 
of their expression. in this sense, task-based 

language learning (TBl) corresponds also to the 
context-sensitive, situated approach of com-
municative (language) competence described by 
Pekarek doehler (2005).

in the TBl approach, learners are first confronted 
with the topic and the task. in carrying out the 
task, they put to use the competences they ac-
quired earlier and the language resources they 
already possess, thereby developing new knowl-
edge. it is only in a third phase, when learners are 
no longer preoccupied with reception and pro-
duction of meaning, that emphasis is focused on 
language.

The teaching resource Voices, following the prin-
ciple of complementarity, combines the devel-
opment of language competence through task-
based learning (TBl) with in-depth thematic 
content linked to other subjects. The teaching 
resource used for level a2 activates students’ 
competences with the help of tasks that may be 
differentiated but are always stimulating. in the 
following activities, emphasis is placed on a few, 
selected language resources; students discover, 
by themselves or with the help of a language 
guide, certain regularities and practise them in 
class in various contexts, as well as individually 
following a set training programme. Thus, the fact 
of working with topic files, whose main objective 
is to provide students with new, interesting con-
tent, allows them to communicate effectively in 
the language learned. 

Since knowing the rules is but one aspect among 
many others in language learning, and since, in 
the levels up to B1 of compulsory education, the 
emphasis is placed mainly on adapting com-
munication to the addressee and to the situ-
ation, it is only at a later stage in the develop-
ment of language competences that one can 
expect more accurate and correct language us-
age (see chapter 4.6.2). however, one must take 
care to avoid the fossilisation of incorrect lan-
guage patterns or of a telegraphic style. in order 
to do this, one can use cyclical, spiral develop-
ment of grammatical and lexical resources. This 
means that language regularities such as the 
plural of nouns, tenses or the pronoun system, 
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are used first for reception (recognising and un-
derstanding language patterns), and then in the 
framework of tasks carried out with linguistic 
support (such as the beginnings of sentences 
in bubbles), spoken or written, before being per-
haps thematically presented in a linguistic se-
quence or used again in a controlled activity or a  
game116.

The fact of repeating and practising elements is 
not incompatible with a communication-based 
approach, if the principle objects of learning 
are integrated into language activity sequences. 
Students should have the opportunity to manage 
this element of systematic practice according to 
their individual needs and to receive immedi-
ate, understandable feedback; for this, it is best 
to work with tools such as exercise books with 
the solutions, vocabulary cards, or computer 
exercises (programmes on cd-roM or internet, 
or ways of revising vocabulary using a mobile 
phone). These methods adapted to individual 
learning free up valuable time for interactive ac-
tivities in the classroom.

Practical experiments show that autonomous, 
self-organised learning (autonomous learning) in 
the field of foreign languages must be developed 
very gradually, and that it is useful, at an early 
stage, to use different social formats, i.e. indi-
vidual learning, pair learning and learning with 
the entire classroom (information exchange and 
class discussions, for instance). Students must 
have the opportunity to listen and read the lan-
guage their classmates or those of other classes 
or schools produce, and give them feedback, so 
that the teachers are not always the main ex-
change partners117. 

Content orientation: from the thematic 
teaching of foreign languages to the CLIL 
concept

in the current concept of language of schooling 
teaching, all teaching offers learning opportuni-
ties to improve language competence in the lan-
guage of schooling (language of other subjects, 
see chapter 4.2). for example, accuracy in written 
and spoken comprehension not only facilitates 
the learning of non-language elements in sub-
jects such as world studies, environmental stud-
ies, or geography, but also, in a very general way, 
the acquisition of languages and literacy skills 
(calP).

conversely, in the teaching of the language of 
schooling, foreign languages and languages of 
origin / of migration (language(s) as subject, see 
chapter 4.2), learners study content and topics 
that correspond to their personal everyday expe-
riences as well as to educational objectives. con-
tent and teaching resources must meet multiple 
requirements in terms of topicality and relevance 
to the world in which the students live. Practice 
seems to show that the ideal is a mixed offer 
composed of relatively timeless cross-discipli-
nary themes combined with topical subjects that 
can be introduced by the students or the teach-
ers. The teaching resources and the themes ad-
dressed must be adapted to the level and age of 
the students, and must be presented in an attrac-
tive visual form. 

The fields of action in the Passepartout curricu-
lum include, for instance, horizontal and extra-
curricular language encounters:

acquiring new content and new knowledge of •	
the world in the foreign language

116  In the development of a language, spiral cyclical processes require repetition, over a suitable time period, of 
structures and phenomena that have been introduced for a first time, followed by renewed repetition, some-
times in a slightly different form. In English for example, one can consolidate the simple past in the context of 
the functional thematisation of the past continuous – the description of actions or events in the context of a 
permanent state.

117  The jigsaw principle is an example in which certain learners / groups repeat or create, each on their own,  
different pieces of information; they then exchange them in order to reconstitute a complete image.
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discovering and interpreting stories (youth •	
literature) and accounts
using the foreign language in a group•	
trying out and practising the foreign language •	
outside the classroom
meeting representatives of french or english •	
cultures and keeping in touch with them118

developing linguistic knowledge that can be ac-
tivated, that is acquired progressively by implicit 
and explicit means (see chapter 3.2.6), is inte-
grated into the specific tasks; it is reinforced and 
partly automated through reflection on and aware-
ness of language, as well as through practice and 
repetition. different processes can be used.

Mille feuilles, is an example of a teaching re-
source for french at the primary school level. 
learning through discovery must be encouraged 
by means of complex inputs and tasks that are as 
authentic as possible. The components of learn-
ing acquisition encompass the four language 
skills, vocabulary, structure, phonology, spelling, 
rules, implicit sentiment, learning strategies, 
discovery of phenomena, reflection, autonomous 
learning, language relationships, etc. Students 
have access to practice in all these learning 
fields, which is how they learn. This means that 
understanding a text is as important to learn-
ing as playing a game. for some of the learning 
tasks, various aspects (for instance a grammati-
cal regularity or a study technique, such as look-
ing up words in a reference work) are taken out 
of their original context, developed, and then re-
produced in the learner’s own language, with all 
its complexities.119

in foreign language teaching, learning through 
discovery requires support and the appropriate 
tools. The resources available on the internet 
are supplemented by dictionaries and reference 

works adapted to the age of the learners120. in the 
spirit of multilingually oriented language teach-
ing methodology, it is a matter of increasing the 
use of multilingual instruments (multilingual dic-
tionaries; multilingual online databanks121). Some 
bilingual school dictionaries contain references 
to identical or similar words in several languages 
(parallel words) and deceptive cognates (false 
friends); etymological information also aids mul-
tilingual learning.

Cross-disciplinary learning content

current teaching resources that were created or 
adapted for the teaching of foreign languages in 
Swiss schools offer a wide spectrum of motivat-
ing topics. They differ in the degree of integration 
of cross-disciplinary content and therefore in the 
opportunities they offer for cross-disciplinary 
learning. Teaching concepts that follow the clil 
model, content and language integrated learn-
ing, (see chapter 4.2.2; cf. also Mehisto et al. 
2008) systematically combine language learn-
ing with curricular content taken from other 
fields of teaching. in content- and action-based 
language teaching, the object is to bring out the 
thematic aspects of different specialised fields. 
The link between language and content must 
allow learners to communicate among them-
selves in their daily school context and to acquire  
new knowledge through discovery. in order to do 
this, in a cross-disciplinary approach one deals 
with subjects such as the metamorphosis of the  
butterfly or bridge building, but one also teaches 
the students to use study methods taken from 
other fields of teaching than language teaching 
(for example, observing and describing a biologi-
cal process presented in a short film sequence;  
making a plan for a bridge, in a group, then build-
ing and testing the model)122. 

118  Wording for the 9th–11th school years (according to the HarmoS schedule). Passepartout curriculum for French 
and English teaching (2010).

119  Taken from a presentation by Ida Bertschy given on 3 November 2009 in Bern.
120  A current example for English teaching would be the Resource Book for Explorers (Lehrmittelverlag des  

Kantons Zürich).
121  Some examples: http://www.logos.it, http://www.pdictionary.com, http://www.babylon.com (22.02.2010)
122  Cf. Hutterli, Stotz and Zappatore (2008, 85–90).
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learning contents discovered through the con-
tent- and action-based teaching of foreign lan-
guages do not stem only from fields of teaching 
such as the natural sciences, music, or visual and 
applied arts; they may also concern horizontal 
competences and areas of knowledge relating 
to intercultural learning. in language teaching, 
children must learn at an early age to recognise 
linguistic diversity and show interest in contacts 
with speakers of other languages. The models that 
accompany the Envol teaching resource encour-
age this and offer an ongoing thematic access 
to the life and culture of french-speaking neigh-
bours, i.e. to the presence of the french language 
in other regions of Switzerland.

awareness of language and cultures (ELBE) con-
stitutes, for example, an important area of compe-
tences in the Passepartout curriculum; it widens 
the spectrum to include learning experiences and 
exciting content (for instance, paying attention 
to words that sound the same in different lan - 
guages; reflecting on the origin of words; under-
standing the differences in meaning between 
borrowed words in different languages; explor-
ing relationships between languages; discover-
ing language families and their history). The best 
way to develop many of these skills, attitudes and 
elements of knowledge is to encourage language 
contacts, exchange activities (contact pedagogy; 
see chapter 4.2.3) and the integration of linguistic 
diversity in the school population including teach-
ing staff. one can find learning tasks and useful 
leads in various documents and on internet sites 
devoted to this field (see chapter 4.6.1).

content- and theme-based foreign language 
learning is accompanied by certain constraints; 
it requires the support of appropriate teaching 
resources and a personal investment on the part 
of the teacher. The clil approach to foreign lan-
guage teaching lends itself well, as a springboard, 
to bilingual teaching of non-language subjects 
and immersive language learning, i.e. to pro-

grammes in which individual teaching units or en-
tire subjects are taught in a foreign language (see 
chapter 4.2.2). one point is a subject of debate 
in this context: should students taught accord-
ing to this model also be assessed on the knowl-
edge they acquire in the non-language subject? 
although this goes without saying where immer-
sive learning and bilingual teaching of non-lan-
guage subjects are concerned, it is generally not 
done in current content-based foreign language 
teaching. one prefers to combine aspects of con-
tents with language activities in communication  
tests123. 

4.6 Horizontal and vertical 
coherence in language teaching

Teaching of the language of schooling (also as a 
second language) and of foreign languages spans 
the entire duration of compulsory education, and 
continues beyond it. in this context, there are two 
aspects of learning which should be supported by 
the school system in order that this period can be 
used efficiently and lasting results obtained. The 
first can be termed horizontal coherence: it guar-
antees cross-curricular coordination of language 
learning. in other words, the question is how to 
take advantage of competences in different lan-
guages taught simultaneously, in such a way as 
to facilitate learning? it is also a matter of includ-
ing the informal learning processes and language 
contacts that take place outside the school envi-
ronment.

The second aspect concerns vertical coherence, 
which is about planning the individual learning 
path of each student, taking into account suc-
cessive school cycles and preparation for lifelong 
learning. how does language teaching unfold dur-
ing a student’s school career? what strategies  
and instruments are used, and when? how to 
avoid efficiency loss – during transition from one 
phase to another, for instance?

123  Here is an example taken from the test series Assessment Pack for Explorers 3 (2009, 9): (previous) knowledge 
about wild animals that are present in residential areas facilitates comprehension of a radio interview with a 
researcher who studies foxes. 
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4.6.1 Horizontal coherence

The need to ensure the coherent horizontal or-
ganisation of language teaching, i.e. within the 
same school year, stems from the concept of 
multilingualism (see chapter 3) which considers  
that an individual’s languages form part of a 
whole, resting partly on common underlying  
competences and thus influencing each other; 
coherent language teaching should make use of 
these connections in order to optimise the learn-
ing pro cess. Students must perceive language 
teaching as a coherent, coordinated whole – a 
whole that is organised into different language 
subjects, certainly, but which are based on a  
common foundation.

concretely, horizontal coherence is based on the 
following four principles: 

coordination of methodology and teaching •	
between language subjects
coordination of instruments between different •	
language subjects
coordination between curricular and extra-•	
curricular language learning
coordination between language and non- •	
language subjects

Coordination of methodology and teaching 
between language subjects

The action- and content-based approach that has 
already been mentioned at several points in this 
report is gaining an ever wider audience in the 
field of language teaching. This does not neces-
sarily mean, however, that it is being applied in 
practice. common methodological approaches 
must be carefully studied and coordinated to 
encompass the different language subjects. if 
every language subject uses its own specialised 
terminology and approaches, learners may have 
the impression that there are gaps or overlaps 
between the different language subjects. Take 
the following example: in the french-speaking re-
gion of Switzerland where french is the language 
of schooling, for a time the expression suite du 
verbe was used to refer to a complement that was 

not introduced by a preposition, which had pre-
viously been called a complément d’objet direct. 
Students in this region, who learn german as their 
first foreign language, were misled, believing that 
the complement (or object) is always placed after 
the verb, which is not necessarily the case in ger-
man. in the following sections we present some 
examples of common processes which reinforce 
horizontal coherence in the field of methodology 
and teaching.

Cross-linguistic study of strategies•	  (see 
chapter 3.2.5) | The acquisition of strategic 
competences takes place across the curricu-
lum. it would therefore be unnatural to sepa-
rate the subjects artificially, reintroducing 
these strategies each time. it is much more 
motivating and efficient to coordinate them 
(for example by planning written produc-
tion in the language of schooling and reading 
strategies in the first foreign language), and to 
conceive a strategic approach in all language 
subjects.
Coordinated development of cognitive •	
academic competences (see chapter 3.2.2) | 
The acquisition of calP and of literacy skills 
is cross-linguistic: these competences are 
not linked to one language in particular. it is 
important that the literacy skills acquired 
in one language can be transferred to other 
languages and developed. for this, one could 
also, for example, present thematically in 
different languages cultural characteristics 
encountered in text genres (such as tales) 
during classes.
Plural, cross-linguistic approaches•	  (multi-
lingually oriented language teaching meth-
odology / integrated language teaching 
methodology in the strict sense) | Meaning 
processes such as intercomprehension (see 
chapter 3.3.2), as well as EOLE and ELBE (see 
chapter 4.2.1). one of the main objectives of 
this type of approach is to develop students’ 
linguistic awareness in the hope that it will 
have positive repercussions for their language 
learning overall: better transfer capacity as 
well as increased openness and flexibility in 
their contacts with different languages and 
cultures. These pluralist approaches make it 
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possible to acquire declarative knowledge 
(savoir), skills and know-how (savoir-faire) 
and attitudes (savoir-être) related to different 
languages and cultures, taken together and 
separately (using a comparative approach). 
frePa (framework of reference for Plural-
istic approaches to languages and cultures 
2007, see chapter 3.3.4) describes such com-
petences. The latter can in particular serve as 
a basis for the development of curricula and 
teaching resources.

Coordination of instruments between 
different language subjects

ideally, to be able to ensure and optimise hori-
zontal coherence, it should be integrated into the 
curriculum and implemented through coordinat-
ed teaching resources. The national educational 
Standards presented in chapter 3 and their mod-
els of competence can serve as a basis for this.

Curricula and teaching resources•	  | in the 
framework of the Passepartout project, the 
conception of teaching resources for foreign 
languages (french and english) was revised 
based on the teaching principles defined by 
the curriculum, and a presentation of these 
teaching resources consolidated into a single 
curriculum was chosen; this measure makes it 
much easier for teachers to implement coher-
ent language teaching. This is not the case 
for all the Swiss regions. The example of the 
french-speaking region presents a different 
picture: there, teachers use textboooks that 
are not specifically designed for the needs of 
the region; frequently, though, together with 
the publishers, they adapt these publications 
and develop additional resources (see chapter 
4.1). consequently, the Plan d’études romand 
(PER) (the curriculum of the french-speaking 
region) (see chapter 5) takes a fairly general 
approach and contains fewer concrete guide-
lines for practical implementation. 
This situation does not facilitate the imple-
mentation of projects such as the harmonisa-
tion of terminology across language subjects. 
in these conditions, the task of ensuring hori-

zontal coherence falls mainly to the teachers 
and the emphasis on horizontal connection 
will probably be displaced towards common, 
or cross-curricular projects, and towards in-
struments that are not connected to a method, 
such as the european language Portfolio (elP) 
or to approaches such as EOLE. 
for its part, the Passepartout curriculum 
presents, for primary school level until the 
end of lower secondary education, the learn-
ing objectives for the areas of competence 
of language and culture awareness (ELBE) as 
well as learning strategies for the two foreign 
languages french and english. 
however, in the french-speaking region, 
teaching material for EOLE, as printed mate-
rial, separate from the curriculum, is only 
available for primary school (mainly in the 
language of schooling); for secondary educa-
tion, one can find a few activities in an online 
version (see chapter 4.2.1). There too, it is up to 
the teachers to take the initiative and it is they 
who must decide whether to incorporate these 
activities into their teaching. The proposals 
put forward by de Pietro (2002) for a continu-
ing EOLE curriculum, from primary school level 
up to upper secondary education, arranged ac-
cording to the fields of declarative knowledge 
(savoir), skills and know-how (savoir-faire) and 
attitudes (savoir-être), have so far not been 
implemented and are referred to at most in 
teacher training. it goes without saying that it 
is also necessary to coordinate assessment 
practice (see chapter 5.4). and in the con-
text of horizontal coherence one should also 
note the central role of initial and continuing 
teacher training (chapter 5.3).

the European Language Portfolio (ELP)•	  | The 
Swiss edition of the Portfolio is a relevant 
instrument for the reinforcement of horizon-
tal and vertical coherence. it ensures verti-
cal coherence (see chapter 4.6.2 and, more 
generally, chapter 4.1) since the age groups 
from pre-school to adult are covered without 
interruption, from elP i, with the portfolino, 
up to elP iii. as regards horizontal coherence, 
the european language Portfolio serves as 
an instrument for self-assessment, an aid for 
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individual learning and a means of document-
ing language learning in a broad sense. it cov-
ers curricular and extracurricular languages 
and concerns the linguistic and intercultural 
capacity to communicate as a whole. it makes 
it possible to take into account linguistic 
contacts, language learning experiences, and 
the practice of self- and hetero-assessment of 
language competences. 
This instrument is not connected to a teach-
ing resource; it is always at the learner’s 
disposal and can be used at will for different 
subjects whenever language and culture are 
addressed. The aim of the european language 
Portfolio is to encourage learners to acquire 
several languages, to motivate them to widen 
their linguistic knowledge and their cultural 
experience, facilitate lifelong learning, and to 
emphasise the value of multilingualism and 
contribute to the mutual understanding of the 
speakers.  
however, this cannot be done without co-
ordinated management on the part of the 
teachers, since the students, especially the 
younger ones, must first acquire autonomy. 
The language Passport, which is part of the 
european language Portfolio now also takes 
into account the language of schooling, in 
addition to the second and foreign languages, 
which provides a record of language compe-
tences according to the levels of the common 
european framework of reference for lan-
guages (cefr). 
although the european language Portfolio is 
destined primarily for learners, teachers can 
find in the Lingualevel project a complete da-
tabank of communication- and action-based 
tests with which to assess the competences of 
students who are learning french and english 
as foreign languages (www.lingualevel.ch, see 
chapter 5.4). and the groundwork is being laid 
to extend this tool to the learning of german 
as a foreign language. The assessment grids 
and descriptors (which are identical to those 
of the european language Portfolio) can be 
used for any language, for a cross-linguistic 
and content- and action-based approach. The 
proposed tasks are available in two (and soon 
in three) languages.

Coordination between curricular and 
extracurricular language learning 

extracurricular linguistic encounters and their 
conscious integration into the teaching are mo-
tivating for further learning. what is important 
is that language learning is perceived as a whole 
that is ever present in daily life, as a meaningful 
activity, and not as an academic obligation. one of 
the ways in which extracurricular and curricular 
learning can be combined is the use of the above-
mentioned European Language Portfolio (ELP). 
Various forms of exchanges (e-mail contact, en-
counters and student or class exchanges; contact 
pedagogy, see chapter 4.2.3) offer opportunities 
for language encounters organised by the school 
system which take place outside the classroom.

Coordination between language and non-
language subjects

The question of the coordination and connection 
of thematic teaching content arises in the context 
of action- and content-based teaching, as well as 
in connection with teaching aids that do not form 
part of teaching materials. as has been pointed 
out in chapter 4, this can include content and top-
ics taken from non-language subjects. To guaran-
tee coherence, the content must be coordinated, 
and two options can generally be envisaged to 
this effect: dealing with content or topic in seve-
ral subjects simultaneously (including non-lan-
guage subjects that lend themselves to it), or di-
viding different aspects of the content between 
the different subjects in such a way as to avoid 
duplication. we can take as an example the topic 
of diet and health which, by taking a comparative 
approach, can address cultural aspects (what do 
we eat, where, when?) in different language sub-
jects; in geography, one could take the topic of 
transportation and globalisation, and in natural 
science one could take health-based topics such 
as the food pyramid; one could then draw conclu-
sions in the language of schooling, or organise 
debates on the basis of the information gathered. 
Taking the same approach, another form of teach-
ing plays a role: immersive teaching / bilingual 
teaching of non-language subjects, which not 
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only coordinates but combines language learning 
with a non-language subject (see chapter 4.2.2).

The four areas of coordination mentioned above 
are, in reality, not so clearly separated; they in-
teract. one finds an example in the Passepartout 
project, which is described in chapter 4.1. in the 
introduction of the Passepartout curriculum124, an 
entire chapter (chapter 5) is devoted to the sub-
ject of educational coherence and coordination. 
following the concept of multilingually oriented 
language teaching methodology, Passepartout 
combines the different components of language 
teaching (language subjects as objects, meth-
odological concepts, resources and instruments) 
in order to benefit from the resulting synergies. 
language and non-language subjects are taken 
into account, as are curricular and extracur-
ricular learning (see chapters 4.2.1 [language 
and culture] and 4.2.3 [contact pedagogy]). in 
the Passepartout project, coherence is not only 
achieved through the coordination of the cur-
riculum, the teaching resources and the assess-
ment method; the curriculum also emphasises 
the need for coordination among the (language) 
teachers, who must work together, to coordinate 
content for instance, and must prepare and carry 
out their teaching and special projects, jointly. 
This concerns foreign language teachers, teach-
ers of the language of schooling (german) and 
those who teach language and culture of origin 
courses (lco). This requirement also reveals the 
limits of the curriculum in the area of horizontal 
coherence, as a curriculum must leave a certain 
margin of manœuvre for the adjustments that 
may be necessary depending on the students, 
special events, the preferences and creativity of 
the teachers, the school culture, etc. Moreover, 
the implementation of a curriculum depends on 
how the teacher combines the teaching resources 
and finally, it is he or she who must provide coher-
ence. Teacher training is therefore highly impor-
tant. and we should point out here the role of the 
school management who must, in the Passepar-
tout project, guarantee the structural framework 
that is indispensable to optimum coherence, for 

example by ensuring that the timetable makes al-
lowance for joint activities, but also by providing 
teaching staff with the necessary infrastructure 
for coordination sessions.

4.6.2 Vertical coherence

Basically, vertical coherence consists of providing 
support for students so that they can continue to 
develop their plurilingual competences through-
out their school careers and beyond. for this, the 
following measures must be taken:

learning objectives must be adapted to the •	
age and level of the learners
resources and methodological and teaching •	
modules must be selected that facilitate the 
achievement of these objectives
the acquired competences and possible short-•	
comings or gaps should be assessed by means 
of a diagnostic procedure

what is needed is transparency in performance 
objectives and in the description of competences 
at the moment of the transition between levels, 
aids to define and record differentiated profiles 
(for example the different requirements for re-
ceptive and productive language ability) as well 
as comprehensible tools that are adapted to the 
students and accessible for parents, so that the 
latter can follow the educational and psycholin-
guistic development of their child – and, espe-
cially, so that they can experience this learning 
path as a continuing and motivating process.

The development of language competences and 
their positive application depend essentially on 
continuity in the process of acquisition and learn-
ing throughout the school career and beyond. This 
includes basic communication competences and 
cognitive academic competences (BicS and calP, 
see chapter 3.2.2). To ensure progression over the 
years, particular attention must be given to the 
cyclical form of learning (consolidation of knowl-
edge, repetition and revision, self-assessment). 

124  Cf. http://www.passepartout-sprachen.ch/de/inhalt/lehrplan.html (22.07.2010)
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it is a matter, on the one hand, of avoiding use-
less duplication that can be demotivating (the 
impression of «starting all over again») and, on 
the other hand, of taking into account the reality 
of students’ heterogeneous knowledge. Moreover, 
in the transition period between primary school 
level and lower secondary education, the passage 
from a comprehensive school system to a selec-
tive system divided among paths characterised 
by performance levels plays an important role. 
The question therefore arises of how the different 
performance objectives can and should be formu-
lated in the curricula and the teaching resources. 
The following sections offer concrete examples 
that demonstrate how it is possible to avoid gaps 
in the learning process and reinforce continuity 
in language learning and in the different learning 
programmes.

Curricula, teaching resources, and 
instruments such as the European 
Language Portfolio (ELP)

if one examines the different curricula from the 
perspective of vertical coherence, one observes 
differences, which have their origins in history, 
between the languages of schooling (french, ger-
man and italian in the corresponding regions) and 
foreign languages. although certain curricula for 
german in the lower secondary education do not 
make a distinction regarding abilities – or only a 
slight one – between the different types of paths 
(cantons zurich, Basel landschaft), it is different 
for foreign languages, for which different levels 
of objectives are often set between the required 
minimum and the superior level (cantons zurich, 
Basel landschaft, Plan d’études romand [PER], 
the curriculum of the french-speaking region). 
This can be explained by the fact that, during the 
academic development of the subjects, different 

instruments were used – which is still the case 
today. Thus, in the field of foreign languages, the 
common european framework of reference for 
languages (cefr) (see chapter 3.1) has played 
a dominant role since the end of the 1990s. The 
european language Portfolio (elP, see chapters 
4.1 and 4.6.1), which was inspired by the cefr, 
may therefore be considered as an instrument 
to reinforce the vertical coherence of language 
learning, but with a limitation, since students for 
whom the language of schooling coincides with 
the first language cannot document the progress 
of their capacities in that language125.

we are already seeing approaches based on the 
promotion of language competences that include 
the language of schooling, the languages or origin 
and foreign languages in the language profiles in 
use (Sprachprofile of ed Basel Stadt 2007), but 
only at the regional level for the time being and 
calibrated according to the years of schooling 
rather than to the level of language competence. 
The language profiles (Sprachprofile) are not used 
for self- or hetero-assessment; they are intended 
to help plan the teaching and analyse it. They must 
therefore be considered as a specialised curricu-
lum that combines content standards and oppor-
tunity to learn standards and thus contribute to 
cross-curricular transparency where work with 
languages is concerned. one of the main func-
tions of the language profiles is indeed to create 
connections between levels, allowing teachers 
of one level to address and develop the language 
competences which, according to the language 
profile, have been acquired in the previous level 
(cf. Sprachprofile of ed Basel Stadt 2007, 10).

as explained in chapter 4.3, the teaching of the 
language of schooling refers increasingly to 
the advance which a common model of compe-
tences represents. The latter has been taken up 

125  This results in the following inherent contradiction: a student who uses a language of migration will note his 
or her competences in the language of schooling as capacities acquired in the second language (for example, in 
German) and will be able to check them by means of checklists. He or she is different in this from the students 
for whom the first language coincides with the language of schooling, who will not be able to use the ELP to 
document their competences in German, even though parts of these competences (such as writing structured 
texts) were acquired principally in school; see chapter 4.2.1. The language of schooling is one of the languages 
now taken into account in the new Language Passport.
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as a reference for the new national educational 
Standards, which should also become an impor-
tant management tool for vertical coherence. 
The curricula that apply to an entire linguistic 
region (Plan d’études romand [PER], Lehrplan 21, 
the curriculum of Ticino) provide transparency 
regarding expected knowledge levels in terms of 
output, at the points of transition (the 4th, 8th and 
11th school years according to the HarmoS sched-
ule). furthermore, as pointed out in chapter 4.3, 
the council of europe is increasingly taking an in-
terest in the question of languages of schooling 
and is developing a platform that includes various 
resources126. however, there is still a long way to 
go before one will be able to create an instrument 
comparable to the cefr that would help, among 
other things, to improve vertical coherence in the 
teaching of languages of schooling (coste et al. 
2007).

other considerations regarding the role of cur-
ricula and test instruments as means of encour-
aging coordination and improving coherence are 
presented in following chapters (5.1 and 5.2). re-
garding concrete implementation, the following 
sections present strategies, resources and initia-
tives aimed at reinforcing the vertical coherence 
of language learning. This concerns language 
teaching, teaching resources, diagnostic instru-
ments and tasks for the transition from one level 
to the other.

Continuity in language teaching 
methodology

The set of conditions that determines teaching 
and learning in school is not only different for the 
teaching of the language of schooling and that of 
foreign languages (see chapter 3.2); it also var-
ies according to the age groups and school levels 
(primary, secondary, 2nd and 3rd cycles). Based on 
the theoretical considerations presented in chap- 

ter 3, one can conclude that during the first years 
one should focus on implicit learning and on a 
rich, but controlled input (edelenbos et al. 2006; 
duvander et al. 2009; Mayer and Köhler 2009). 
Moreover, it is wise to make students aware of 
learning and communication strategies early on, 
so that they can use them for the different lan-
guages throughout their school career127. Strate-
gies that are simple from the cognitive point of 
view, such as those used for acquiring vocabulary, 
can also be used by young learners in primary 
school (cf. Staufer 2008).

as a result, language teaching at primary level, at 
levels a1 and a2, presents the following charac-
teristics (see chapter 4.5):

Teaching is content- and meaning-based, as •	
well as action-based.
The senses and the body (movement) are •	
included in the learning.
learners practice simple expressions or stock •	
phrases.
emphasis is placed on speech. reading is •	
developed gradually, writing is used mainly as 
a learning aid.
Vocabulary is learned, whenever possible, •	
though short phrases, and with the help of 
visual and auditory aids.
grammatical regularities are primarily learned •	
implicitly or with the help of simple general 
rules.
acquisition and practice of learning and com-•	
munication strategies are an integral part of 
the teaching.
feedback is used primarily for confirmation, •	
but well-considered corrections can also be 
effective (lyster and ranta 1997). 

as the cognitive potential of the students grows, 
certain aspects become more and more prevalent 
during the transition to B1, corresponding to up-
per secondary education:

126  Cf. Platform of resources and reference for multilingual and intercultural education, accessible at: http://www.
coe.int/t/dg4/linguistic/schoollang_EN.asp (22.02.2010)

127  Missler (1999) demonstrates that the more language learning experience learners accumulate, the more they 
rely on learning strategies, and this is especially true for individuals who learn several languages.
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attention is directed towards the phenom-•	
ena of the linguistic system (reflection on 
language) and students seek to discover by 
themselves the regularities of the language. 
grammatical rules are connected to ex-•	
ceptions and previously acquired phrases 
(chunks).
writing competences are consolidated; dif-•	
ferent genres and registers are introduced; 
opportunities for informal, interactive and 
relatively formal writing are introduced. Texts 
are revised and improved. 
Synergies are created, for instance by pre-•	
senting models of word formation (prefixes 
and suffixes, similar and borrowed words).
Strategies for approaching texts are perfected •	
and used for reading information texts and 
(youth) literature.
Metalinguistic reflection enriches the teaching •	
and learners are motivated to take an interest 
in languages.

even though priorities gradually change, the con-
tinuity of language learning is maintained when, 
as described in chapter 4.5.3, language learning 
is governed by a content- and action-based ap-
proach and by learning objectives, in primary 
school as well as at lower and upper secondary 
education.

To contribute to a more durable integration of 
language learning it is important to plan, when-
ever possible, more intense working phases dur-
ing the school career, whether these are language 
exchanges (half-class exchanges for instance), 
project weeks (such as an intensive course in the 
national language, italian, cf. www.italianosubito.
ch) or immersion (bilingual teaching of non-lan-
guage subjects and clil).

we are also observing an evolution of the priori-
ties in the teaching of the language of schooling in 
the course of the school career, even if this is less 
obvious, given that the target language is continu-
ously employed as the vehicle of communication. 
The curricula contain teaching instructions that 
emphasise the development of reflection and lin-
guistic analysis, as well as metacommunication, at 
lower and upper secondary education (for exam-

ple, the 2005 curriculum for lower secondary edu-
cation of canton zurich, 121). This includes among 
other things a conscious recourse to norms and to 
breaches of those norms. Moreoever, the empha-
sis is placed more on the reworking of texts and 
on linguistic pragmatism (for example, identifying 
discursive intent) and the function of language 
in society (writing letters, filling in forms). More 
complex forms of interaction are developed in 
the classroom in order to perform certain acts for 
which several language skills must be combined 
(for example, participating in a debate; Sprach-
profile of ed Basel Stadt 2007, Sprachprofil IV). 

The compulsory education period should allow 
teachers and learners to establish and reinforce 
links between certain abilities, skills and compe-
tences and to practise them in relatively complex 
communication situations. in order to do this, more 
consultation is necessary in cases where sev-
eral teachers teach languages to the same class 
and one must make sure that all are aware of the 
teaching resources used for the other subjects.

The cohesion of teaching resources

for cohesion among the different components of 
language teaching, the teaching resources used 
must cover all the needs of the learners and 
teachers at different levels as satisfactorily as 
possible. in this regard, we must point out that 
the selection of teaching resources is influenced 
by different traditions: in french-speaking Swit-
zerland textbooks and teaching aids are sup-
plied mainly by large, often foreign, publishing 
firms (as in the case of french as language of 
schooling). in the german-speaking region, spe-
cialists and experienced teachers are commis-
sioned by cantonal or private publishing firms 
to jointly develop textbooks, and these projects 
often also include those responsible for teacher 
training, who are aware of the evolution of the 
situation at the regional level and of national  
policy.

in the field of languages of schooling, teaching 
resources have generally been designed in recent 
years as sets of materials destined for specific 
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levels; and although entire series were created, 
as in the case of Sprachfenster / Sprachland / 
Sprachwelt Deutsch (Lehrmittelverlag des Kan-
tons Zürich / Schulverlag plus), we must point out 
that they were developed over a period of time and 
not necessarily according to uniform approaches. 
These teaching resources share the same basic 
concept of language learning through language 
activity in teaching situations, and through the 
transmission of working techniques and basic, 
transferrable learning strategies. reflection on 
language is conducted through research tasks 
on linguistic phenomena and linguistic knowl-
edge. The most recent contribution of the series 
Sprachland places a great deal of importance on 
associating contents and text genres to language 
activities. Moreover, for the primary level, the 
textbook (Linguoskop) enables an assessment of 
language competences that supports and moti-
vates the learner.

The Die Sprachstarken (Klett Verlag) teaching re-
source, which covers several years, is currently 
available in five yearly volumes for primary school, 
and a continuation is planned for the lower sec-
ondary education according to a continuing con-
cept that goes from the 2nd to the 9th school year 
(4th to 11th school year respectively, according to 
HarmoS).

although the french-speaking region of Switzer-
land has a framework of reference and orienta-
tion that is applicable to the language of school-
ing (CIIP 2006, see chapter 4.3.3), the situation 
regarding methods is more heterogeneous, since 
it uses teaching resources imported from france, 
which it sometimes adapts. There is an ongo-
ing debate as to whether these textbooks fit in 
coherently with the guidelines given in the ref-
erence document. «(…) everything is being done 
as though one had given up trying to construct a 
homogenous structure in which classroom study 
would be focused on developing the communica-
tive abilities of the students and the construction 
in parallel of the language tools and cultural ref-
erences to support this structure and lend mean-
ing to the learning» [translation] (de Pietro 2007, 
16). The author then brings up the question of the 
selection of the teaching resources, which are not 

coordinated, because they reflect different con-
cepts of language teaching methodology: «(…) 
strong opposition (…) between, on the one hand, 
expression resources (…) and on the other struc-
turing resources (…)» (de Pietro, ibidem) [transla-
tion]. 

in this context of fundamental tensions between 
teaching methodology based on the use of lan-
guage and the emphasis on language structure, 
one must welcome the decision to create a ref-
erence work for teachers of primary school level 
and secondary education which presents the 
objectives of language of schooling (french) 
teaching and will enable the transmission of 
the «broad principles of teaching methodology» 
(CIIP 2006).

The teaching resources, which are planned and 
conceived as a set covering several years, are 
intended to accompany learners systematically 
through the different school levels. in this re-
spect, a structured progression of language de-
velopment, preferably spiral cyclical, and meth-
odological proposals are invaluable. The Envol 
method (Lehrmittelverlag des Kantons Zürich) is 
an example of a teaching resource that adapts 
progressively to the programmes of the different 
levels. The whole set of teaching materials, which 
includes more than 100 products, covers five 
years (primary school level and lower secondary 
education, as well as baccalaureate schools) and 
offers a wide range of learning aids and modalities 
(such as vocabulary lists, audio cds, exercise cd-
roMs, documentary films, comic strips, reference 
dictionaries, etc.). The development of learning 
strategies covers the entire method and internal 
differenciation possibilities are more and more 
frequent at the secondary education. once basic 
language resources are acquired, culturally inter-
esting subjects and contents are broached with 
the help of different modules. Thus, the spectrum 
of possibilities for use of the learned language is 
broadened, which also contributes to implicit ac-
quisition.

The spiral cyclical approach to language devel-
opment (see chapter 4.5.3) has been adopted 
by the Explorers and voices series of teaching 
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resources128. These resources start by introduc-
ing language structures without analysing them, 
in the form of chunks, which become part of the 
learners’ Konstruktikon (cf. Berthele 2008 and 
chapter 4.6.2). These elements are often par-
tial products that can or should be completed 
(«i don’t know…», «This picture shows…»); they 
therefore offer a preliminary basis for gram-
matical structuring («i didn’t know…»), syntacti-
cal combinations («these pictures all show…») 
or lexical alternatives («i don’t like / see…»). 
Throughout the learning process, which takes 
several years, most language resources are re-
cycled according to multiple variations and in-
creasing degrees of development; they are used 
in authentic communication situations in such 
a way as to reinforce each other through input 
and usage. Moreover, after transition to the next 
level, many fundamental structures are repeated 
and sometimes rethought. (Stotz 2009, 28)

Diagnostic instruments for the continuity of 
language learning

The assessment of learning performances is part 
of language learning in school (see chapter 5.4). 
To this end, formative assessment is comple-
mented by summative assessment. in most can-
tons, grades are introduced at the latest in the 6th 
school year (according to HarmoS) – for foreign 
languages as well – sometimes in combination 
with performance assessment of the different 
language skills. competence grids and observa-
tion sheets complete the formal assessment mo-
dalities and make it possible regularly to record 
and document the level achieved by the learners 
and the areas in which they must improve.

in order to reinforce language learning coherence, 
a degree of transparency must be ensured in the 
transition periods. The teachers at each level 
should be clear about the level their students 
need to have achieved in the previous level (ba-

sic standards, extended competence objectives) 
as well as about the method and means that will 
be used for continuation in the next level. The in-
formation that is passed on should be more than 
simply a list of elements of the programme fol-
lowed or of the chapters dealt with in the text-
book; it must also indicate the set learning objec-
tives and whether these have been achieved.

competence assessments at the point of transi-
tion from one level to the next involve more than 
exams focused on learning objectives. instru-
ments such as the european language Portfolio 
(elP) and Lingualevel in particular (see chapter 
5.4) are useful when it comes to students’ indi-
vidual levels. The compiled results of these as-
sessments provide teachers with information on 
learning results and at the same time a profile of 
the class for the next school level. it is a matter 
of recording the key points that are not easily ob-
servable (such as detailed competences in spo-
ken comprehension or the ability to give a presen-
tation based on notes).

The european language Portfolio (elP) consti-
tutes first and foremost an educational instru-
ment that belongs to the learners. it can, to 
some degree, be used as a diagnostic tool be-
cause it essentially provides information about 
the learner’s intercultural and language learning 
experience as well as about the progressive de-
velopment of his or her competences. one of the 
important objectives of the elP is attained when 
students gradually take responsibility for their 
own learning. The transition from one year to the 
next is less problematic. The elP ii for instance 
was expressly created to be introduced in the 
last year of primary school level and to be car-
ried forward to lower secondary education. it is 
essential that the portfolio aspect of this instru-
ment be taken seriously by the teachers of the 
following school level and that the students can 
use it to present their previous performances in 
a positive way. 

128  These two teaching resources for English from the 2nd or 3rd school year of learning follow the same action- and 
content-based approach, but have different names, mainly to indicate to students that they are something new, 
but in line with what they already know.
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Action and learning scenarios for transition 
stages

Various studies indicate that learning acquired at 
primary school level can be rapidly lost at lower 
secondary education if it is incorrectly perceived 
or if it is «dumbed down». as much as it is un-
derstandable that students be given a soft start 
when they pass into the next level, experience 
shows that the less motivated students will then 
often position themselves in the lower half of the 
performance spectrum and not make full use of 
their potential, trying to get by with as little effort 
as possible.

Teaching resources often contain revision units 
in which the material that has been learned is re-
peated and consolidated. although there is no ob-
jection to this practice, one observes that the ef-
fort is generally focused, where foreign languages 
are concerned, on basic vocabulary and grammar. 
it is more difficult to establish effectively the po-
sition of students regarding language skills and 
competences. for example, it is not possible to 
make do with a few rapid revision exercises for 
spoken comprehension and consider the matter 
closed. 

Special learning scenarios have been developed 
for the transition periods, with the aim of helping 
students to loosen up and encourage them to use 
their competences to the fullest: indeed, bridging 
tasks encourage learners to demonstrate their 
competences in the school environment by com-
municating among themselves to achieve a cer-
tain objective or develop a product.

The following example of a bridging task is taken 
from the european comenius project, which was 
conducted in seven partner countries including 
Switzerland129.

To summarise, one can retain the following as-
pects of bridging tasks with transitional value in 
language teaching, which are to:

motivate the learners to use the language •	
knowledge they have already acquired
give access to new knowledge through dis-•	
covery
lead to a concrete result: a language product •	
or activity intended for the addressees
provide intermediary steps to allow for com-•	
ments and changes
encourage and require the use of learning and •	
communication strategies
include recourse to the four language skills •	
and combine them in a functional manner

in addition to these conditions, which are present-
ed in general terms, a central element of most of 
the bridging tasks is that at the end of one school 
level the students develop a product that they 
will present once they have passed onto the next 
level. This will give the teachers of the secondary 
education direct insight into the performances of 
their new students. The bridging tasks also allow 
the transfer of part of the learning culture of the 
primary school to the following level. Moreover, 
thanks to these bridging tasks, the teachers of 
the two levels can work together on a project that 
is limited in time and enables them to conduct ex-
changes regarding the objectives and the level of 
their students.

in seeking to reinforce the vertical cohesion of 
language learning, it is worthwhile adopting the 
standpoint of the learners and checking whether  
the curricula, the teaching resources and the 
teaching methodology contribute to continu-
ity and to clearly oriented and defined learning. 
among the measures that can be taken are transi-
tion programmes and transparent learning objec-
tives, a certain cohesion among the teaching ma-
terials, with bridging tasks, as well as formal and 
informal diagnosis of the learning acquired. one 
aspect that has not been addressed concerns the 
occasionally limited opportunities for teachers to 
gain information about language learning prac-
tices at other levels. This can be covered during 
initial training, continuing in-service education or, 

129  Additional bridging tasks are presented, with filmed examples of teaching, on the website of the PRI-SEC-CO: 
http://www.pri-sec-co.eu/en (22.02.2010)
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preferably, in the everyday school context. The ef-
fort may sometimes seem daunting, but accord-
ing to the teachers who have taken the trouble it 
is certainly worthwhile131.

4.7 Summary 

This chapter introduces several concepts that fall 
within a multilingually oriented language teaching 
methodology / integrated language teaching meth-
odology, as well as the status of their implemen-
tation in Switzerland. The theme is approached 
both from the perspective of the language sub-
jects concerned (language of schooling, foreign 
languages, languages of origin / of migration) and 
from the perspective of teaching and methodol-
ogy. Basically, it is a fact that integrated language 
teaching methodology is not in itself revolution-

ary; what is new is the ambition to bring together 
in a coherent manner current practices to include 
all languages, from a horizontal (languages taught 
simultaneously – horizontal coherence) as well as 
a vertical perspective (throughout the entire dura-
tion of the school career – vertical coherence). in 
principle, it is also a matter of defining the role of 
each language and the type of competences tar-
geted in the framework of an integrated language 
teaching methodology.

a comprehensive concept of multilingually ori-
ented language teaching methodology takes into 
account functional language skills and socio-
cultural aspects. The examples presented show 
that reflection is generally based on foreign lan-
guages, although the approaches that are aimed 
at encouraging language awareness and intercul-
tural openness (EOLE / ELBE) rely mainly on the 

130  An adapted version of this bridging task has been used in the bridging model Explorers 3 Moving on, entitled 
«It means a lot to me» (Explorers 2009, Lehrmittelverlag des Kantons Zürich).

131  For example, for their complementary English teaching qualification, secondary education teachers of canton 
Zurich must attend a primary school English class and give a report on it.

«my object, my memories»130

The objective of the task: at the end of primary school, the students prepare a presentation for their future lower 
secondary level class. They choose an object that has special meaning for them and is connected to a story. The objects 
are exhibited before the class. The learners can say a few words about what the object will mean to them in the future. 
Presenting their favourite object allows them, indirectly, to present themselves without having to describe themselves 
as a person, which eases their apprehension.

The main linguistic-communicative objectives are

to describe the object and express preferences•	
to tell a simple story (past tenses)•	
to use adverbs to indicate time and frequency •	
optional: to use verb forms that express the future •	

Hour(s) of teaching at the end of primary school: the students bring to school an object connected to a story (for ex-
ample, a football that once fell into a stream and was retrieved by the student’s grandfather). in a group, they exchange 
information and short stories in the foreign language. with the help of linguistic support, the students prepare a pres-
entation on their object.

hour(s) of teaching at the beginning of secondary school: each student brings to the new class the object that holds 
special meaning for him or her. all the objects are placed on a table and covered with a cloth. one object is chosen at 
random. The student to whom it belongs presents the object and its story to the class.

a discussion can then be launched about the future (for instance, one can ask the student whether he expects to play 
football again in the future).

Illustration 4c | Bridging task taken from the Comenius project «Primary and Secondary Continuity in Foreign Language 

Teaching»
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teaching methodology of the language of school-
ing, at least in french-speaking Switzerland. The 
transition to a plurilingual concept of language 
teaching is a complex task given the different 
traditions of the linguistic regions, where teach-
ing practices for the language of schooling and 
for foreign languages vary. This appears clearly in 
the examples that concern the implementation of 
these approaches. however, the first steps have 
been taken in this long-term process and the ini-
tial training and continuing education institutions 
for teachers must play a key role in creating a 
common culture for language teaching. 

The teaching methodology of the language of 
schooling – which may be the first, second or even 
third language of the students – has a significant 
integrative function and covers a wide range of 
tasks: it must integrate intralinguistic varieties (in 
particular the constantly evolving diglossia of the 
german-speaking region), recognise languages 
and cultures of origin, establish connections with 
foreign languages, focus on linguistic and cul-
tural diversity, and deliver general language edu-
cation. The language of schooling is at the same 
time the vehicle (access to contents and knowl-
edge in all subjects) and the object of teaching; 
it thus fulfils a double role. in future, where the 
language of schooling is concerned, the main is-
sues will continue to be the optimum develop-
ment of literacy skills, the management of the 
learners’ heterogeneity, early support for linguis-
tic development, and the definition of the place of 
speech. it should be noted that Swiss traditions 
of teaching and methodology differ considerably 
depending on the region (where the french and 
german languages of schooling are concerned, 
for instance). hence, developing a common model 
of competences for the language of schooling in 
the framework of the educational Standards is a 
matter for national consultation, which will have 
to be stepped up in future.

in Switzerland, there is a high proportion of stu-
dents who have what is called a language of origin 
as their first language. The HarmoS agreement 
and the language strategy of the EDK (2004) pro-
mote these languages and cultures as resources, 
as part of a multilingually oriented language teach-

ing methodology. The goal of language and culture 
of origin teaching (lco) is to facilitate integration 
as much as it is to promote students’ educational 
and career success. Since lco courses are sup-
ported by foreign state institutions, organisations 
of migrants or other associations, coordination 
with mainstream schooling is very important. an 
example is the framework curriculum adopted 
by the canton zurich in 2003. This type of coordi-
nation will have to be reinforced throughout the 
Swiss regions and lco courses should be inte-
grated into the wider language curriculum. in this 
regard, initial and continuing teacher training also 
play a role.

Just as the language of schooling, as the vehicle, 
enables access to content in all fields, the ques-
tion of simultaneous learning of language and 
content and of language and culture arises in all 
languages. in foreign language teaching, method-
ology, action- and content-based processes and 
dealing with technical or general content in the for-
eign language are regarded as beneficial as much 
for language learning as for content learning; this 
field offers a wide range of teaching methods that 
range from the occasional focusing on subjects to 
fully developed bilingual / immmersive teaching, 
general knowledge or cultural studies in the for-
eign language, as well as the clil module. Thus, 
several cantons already offer bilingual courses 
for both primary school level and lower and upper 
secondary education. The connection between 
language and culture refers to the social and in-
tercultural component of language competence 
which is an indispensable complement to the 
language competence primarily defined from the 
perspective of functionality. intercultural compe-
tence, whose operationalisation in the form of de-
scriptors is also one of the central elements of the 
european frePa project, is fundamental to a mul-
ticultural, mobile society. This competence can be 
developed through approaches such as EOLE and 
ELBE, through language teaching processes that 
rely on comparison and observation and, mainly, 
through contact pedagogy. literature and art are 
also part of the relationship between language and 
culture. The integration of languages and cultures 
of origin, for its part, contributes to intercultural  
learning.



125

early foreign language teaching (two foreign 
languages starting in primary school) raises 
the question of the coordination of this parallel 
teaching, since the number of hours allotted for 
each language is often low. The order of intro-
duction of languages (one national language and 
english) is different depending on the linguis-
tic region. Students are expected to reach the 
same level of competence in both languages by 
the end of their compulsory education, and it is 
expected that transfers and synergies between 
languages will facilitate the learning of the sec-
ond and subsequent languages. This approach is 
supported by several studies (such as the survey 
conducted by heinzmann et al. in the cantons 
of central Switzerland in 2010). other empirical 
surveys will of course be needed. The curricula 
take on an important function in the coordina-
tion of content and the competences targeted 
in the different languages. Various instruments 
make it possible to check whether objectives 
have been reached, such as Lingualevel, which 
has been available for some time in the german-
speaking region for french and english as for-
eign languages, and remains to be developed 
for german in Ticino and in the french-speaking  
region.

when language teaching relies on action- and 
content-based methods, progression can no 
longer be determined by grammatical structures. 
The linguistic resources are at the service of lan-
guage activities. Progression always appears 
as a cyclical spiral. The increase in the number 
of languages taught coincides with a relatively  
lower time allocation per foreign language. how-
ever, overall, the allocation for foreign languages 
is increasing. in this regard, it is important to 
adopt a holistic approach to language compe-
tences, concentrating less on competences in 
each separate language, and more on the learn-
ers’ language resources as a whole. as seen in 
chapter 3, teaching methods emphasise usage-
based approaches, encouraging the use of lan-
guage in carrying out tasks, for instance. com-
bined with content-based methods, language 
also becomes a medium in the teaching of for-
eign languages, thereby facilitating efficient im-
plicit learning processes.

horizontal and vertical coherence are particu-
larly important for integrative language teach-
ing, since they guarantee the internal cohesion of 
language learning and thereby optimise learning  
pro cesses. horizontal coherence is the result of 
common (action- and content-based, see above) 
methodological processes, of coordinated curric-
ula and teaching resources, as well as of interlin-
guistic resources and instruments. The european 
language Portfolio (elP) in particular serves as an 
integrative instrument by giving learners an idea 
of their overall plurilingual competence and of its 
development. But the EOLE / ELBE approaches 
also create coherence through the cross-disci-
plinary perspective they provide. work on several 
languages, especially in the area of strategies, is 
also part of this category, since vocabulary learn-
ing strategies, for instance, can be developed and 
practised for several languages at the same time. 
in this context the national educational Standards 
and the models of competence play an important 
role. The language of schooling is considered as 
object and as language in other subjects; natural 
sciences and mathematics also include aspects 
of language; for foreign languages, aspects of lan-
guage mediation and of intercultural competence 
are described. for the development of curricu-
lar and teaching resources as regards horizontal 
(and vertical) coherence, it would be advisable to 
include these elements. horizontal coherence is 
also reinforced through a common basis for the 
description and assessment of language compe-
tences (such as Lingualevel and elP). The wash-
back effect of such a basis can on the one hand be 
to achieve a degree of harmonisation of teaching 
and, on the other, to show that there is an identi-
cal fundamental philosophy for the different for-
eign languages. 

The curricula play a major role in achieving verti-
cal coherence: their function must be to build a 
continuous learning pathway through the learn-
ing levels, avoiding discontinuities at the points 
of transition from one level to the next. for this, 
the level descriptions of the cefr provide useful 
benchmarks for a transparent formulation of the 
objectives. nothing comparable exists for the mo-
ment for languages of schooling. in this context 
one must mention the linguistic profiles (Sprach-
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profile) applied in Basel Stadt and the recent work 
of the council of europe on languages of school-
ing, which are both based on an interlinguistic ap-
proach.

where foreign language teaching methodology 
is concerned, using processes specific to the 
age and level of the learners can provide vertical 
coherence of methodology and teaching. Thus, 
transitions are provided by the type of teaching 
that is chosen: from implicit to explicit, from gen-
eral exercises to reflexive cognitive exercises and 
concrete topics that appeal to the senses and the 
body, to more abstract, general topics. The com-
mon points are always an action and content ori-
entation, the fact of integrating exchanges and 
the awareness of other languages (contact ped-
agogy), as well as the possibility of intensifying 
language learning (for instance by using the clil 
modules). in this vertical perspective of the lan-
guage of schooling one observes that the empha-
sis is increasingly placed on linguistic reflection 
(metacognition) and on the types of texts (recep-
tive and productive) that have a certain relevance 
to life in society. 

The search for cohesion among teaching resourc-
es has postitive effects on vertical coherence. 
hence, it is beneficial to use methods based on 
continuing concepts that evolve over several 
years. Such concepts are however not general-
ised, since traditions differ between the Swiss 
linguistic regions. although in the german-speak-
ing region teaching resources are often designed 
and specifically developed to ensure cohesion, 
this is less often the case in the french-speaking 
region where some of the teaching resources that 
are used come from abroad.

one of the central problems for vertical coher-
ence is the transition between school levels, be-
cause discontinuity compromises not only learn-
ing results but also the motivation of the learners. 
if transitions are to be managed in a homogenous 
way, one needs records of competence and stand-
ards. for this, the european language Portfolio 
(elP) is very useful. it can be used as a document 
of transition since its different versions overlap 
at the points of transition between school levels. 

national educational Standards are also useful. 
Transition can be facilitated, for both the learners 
and the teachers, by so-called bridging tasks.

To conclude, we observe that evolution towards 
a plurilingual approach to language teaching in 
Switzerland is governed by a complex process 
– due to the linguistic and cultural differences 
between the regions – of which the outcome is, 
as yet, unpredictable. however, there is currently 
a strong dynamic in this area, indicated by the 
creation and partial implementation of a multi-
lingually oriented language teaching methodol-
ogy / integrated language teaching methodology 
which has been considerably stimulated by work 
in relation to the HarmoS agreement. it is there-
fore probable that within a few years Switzerland 
will have developed more than mere approaches 
to integrated language teaching.
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The first goal of language teaching is to enable 
students to acquire the language and (inter)cul-
tural competences they need in order to deal 
with the communication challenges they en-
counter and to answer their own needs and the 
expectations of others. They must be supported 
by excellent teaching to be able to develop these 
competences and acquire the necessary knowl-
edge132.

official guidance applies to languages at dif-
ferent levels. The Strategy of language Teach-
ing (EDK 2004) notes that efforts to provide co-
ordination and quality in the fields of language 
teaching should not be made only in school, but 
should also be features of teacher training. na-
tional educational Standards represent a cen-
tral steering tool. The models of competence and 
their different levels define the areas in which 
communicative (language) competence must be 
developed, and contain guidelines as to the levels 
that should be reached at the transition points of 
compulsory education (the end of the elementa-
ry level [Grund-/Basisstufe], the primary school 
level and lower secondary education). as regards 
the content of foreign language teaching, the EDK 
had already stated in its 2004 Strategy of lan-
guage Teaching that all subsequent development 
must be based on the common european frame-
work of reference for languages (cefr) (coun-
cil of europe 2001). at the present time there is 
no other comparable reference for languages of 
schooling.

it is possible to improve the quality of language 
learning by setting out guidance regarding a cer-
tain number of conditions which should be met 
from the outset. however, these conditions must 
also be properly implemented in language teach-
ing. To test the success of this undertaking, pe-
riodic assessments of the education system’s 
performance will from now on be carried out in 
order to determine where adjustments have to 
be made. They will check, with the help of repre-
sentative samplings of students (as in the PiSa 
system), whether the educational Standards 
(fundamental competences) – applicable for all 
of Switzerland irrespective of the curricula of the 
linguistic regions – have been reached. This will be 
done on a national scale, at regular intervals. This 
component, the education Monitoring in Swit-
zerland, serves exclusively to inform necessary 
adjustments and take appropriate measures –  
to improve language teaching for instance. Sur-
veys conducted in this context are not used to es-
tablish student, class or school rankings.

at the level of the linguistic regions, the curricula 
have a certain influence on coordination: there is 
one curriculum for the german-speaking region 
(Lehrplan 21), one curriculum for the french-
speaking region (Plan d’études romand – [PER]), 
and one curriculum for Ticino. The educational 
Standards are observed in these curricula and 
constitute common points of reference. The na-
tional educational Standards only formulate the 
basic levels in the fundamental competences 

5 The coherence of naTional  
educaTional STandardS, curricula,  
aSSeSSMenT inSTruMenTS and 
Teacher Training 

132  The HarmoS Agreement (art. 7) and the Strategy of Language Teaching of the EDK (2004) offer quality assurance: 
national Educational Standards that provide a framework of reference with basic levels; the curricula of the 
linguistic regions; portfolios that provide self-assessment and documentation resources as well as resources for 
planning one’s own learning; the improvement of language teaching through the initial training and continuing 
education of teachers.
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that must be attained in the different language 
subjects, the curricula present a greater differ-
entiation in requirements, in particular cross-
disciplinary requirements (which also concern 
language subjects). They also contain guidelines 
relating to contents and teaching methods. The 
curricula play a pivotal role between educational 
planning, the development of teaching resources  
and the teaching itself. The curriculum of the 
french-speaking region (the Plan d’études ro-
mand – [PER]) has been available since the spring 
of 2010, the curriculum of the german-speaking 
region (Lehrplan 21) will probably be completed 
in 2014, and the curriculum of Ticino is being 
reworked following the adoption of the national 
educational Standards. concerning foreign lan-
guages, two curricula have already been devel-
oped in connection with the Strategy of language 
Teaching and are based on the common european 
framework of reference for languages (cefr): 
these are the curriculum of the EDK of eastern 
Switzerland (EDK-Ost) for english and the curric-
ulum of the cantons associated with the Passe-
partout project, which has expressly adopted the 
order of introduction of languages that consists 
in beginning with the second national language 
(french), followed by english. These two prelimi-
nary projects will be taken into consideration in 
the curriculum of the german-speaking region, 
the Lehrplan 21.

another key to success in the reorientation and 
improvement of language teaching is teacher 
training. according to the Strategy of language 
Teaching (EDK 2004), the setting in motion of 
the change process depends largely on student 
teachers’ stock of language knowledge when they 
embark on their training and on their language 
and teaching competences at the end of that 
training. The issue is to determine whether regu-
lar primary school teachers can master these new 
approaches or if new profiles should be defined 
that include fewer subjects. development work is 
being carried out in universities of Teacher edu-
cation in relation to the language competence of 
teachers, with the support of COHEP (the Swiss 
conference of rectors of universities of Teacher 
education), whose work is particularly directed 
towards the profession.

it is expected that training teachers in meth-
odology will deliver, in addition to knowledge of 
language acquisition (chapter 3) and methodo-
logical and teaching competences (chapter 4), 
an essential component: that is diagnostic com-
petence, and the ability to develop in schools a 
modern culture of assessment. in order to do this, 
teachers must have the appropriate assessment 
instruments that make it possible, at very differ-
ent levels, to diagnose competences (or deficits) 
and encourage reflection and learning or to check 
whether objectives have been attained. in many 
cases these instruments also serve as quality  
assurance, particularly when they are used to 
check whether the learning objectives and the 
levels prescribed by the curriculum (includ-
ing national educational Standards) have been 
achieved. what is important is that the people 
who use these instruments know when and why 
they should be used.

where second languages, and especially foreign 
languages, are concerned, various service provid-
ers offer international language diplomas that 
are more or less standardised and generally refer 
to a single level of language competence that is 
based on the common european framework of 
reference for languages (cefr). There is growing 
interest in these diplomas, particularly in com-
pulsory education especially at upper secondary 
education, in the field of career guidance. The ad-
vantage of these diplomas is that generally they 
are widely, even internationally, recognised. as re-
gards their use in the training of teachers, the ex-
aminations leading to these diplomas lack some 
communication elements specific to the teaching 
profession, and will therefore have to be adapted 
accordingly. 

This chapter demonstrates the coherence of the 
efforts that are being made to guarantee quality 
in this area of language teaching by reinforcing 
the five following main points:

The curricula, educational Standards and the 1. 
education Monitoring as factors of teaching 
quality (chapter 5.1). The main question is how 
to ensure this high quality level in the field of 
language learning.
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The current evolution of the curricula of the 2. 
linguistic regions (chapter 5.2). This chapter 
presents the approach that has been adopted 
in the new curricula in the field of language 
teaching and learning.
initial and continuing teacher training (chap-3. 
ter 5.3). The aim of this chapter is to define  
the initial training and continuing education 
which teachers should follow in order to pre-
pare for their tasks in relation to the promo-
tion and coordination of language teaching.
The different instruments for assessing 4. 
language competence (chapter 5.4). The main 
question is defining which instruments are 
intended for which goal, and what the rela-
tionship is between the different instruments 
available.
international language diplomas (chapter 5.5). 5. 
This chapter addresses the question of the 
role played by these diplomas in the education 
system.

 

5.1 Curricula, Educational 
Standards and Education 
Monitoring 

curricula, educational Standards and the educa-
tion Monitoring contribute to language teaching 
coordination. curricula and educational Stand-
ards serve as reference systems in the education 
Monitoring. it is a matter of clearly defining their 
different functions.

5.1.1 The curricula of the linguistic 
regions and national Educational 
Standards

The curricula of the linguistic regions prescribe, 
for the language of schooling and for foreign lan-
guages, educational objectives to which the teach-
ing resources and assessment instruments, and 
hence the teaching itself, are geared. This is a mat-
ter as much of vertical coherence as of horizontal 
coherence (chapter 4.6). The curricula take into 
account the traditions and culture of the linguistic 
regions; they observe common educational Stand-
ards that are coordinated on a national basis.

The national educational Standards are defined 
as fundamental competences. They describe 
general language competences equivalent to the 
minimum level that students must have acquired 
at the point of transition from one school level 
to the next (at the end of the fourth school year 
for languages of schooling, and at the end of pri-
mary school and secondary school for foreign lan - 
guages and languages of schooling). no higher 
requirement is prescribed, for example for tran-
sition into upper secondary education schools. 
however, the fundamental competences are part 
of scales of competence that go beyond the lev-
els on which they themselves are positioned and 
which are therefore also relevant for students 
who must meet higher requirements. The cur-
ricula, which by their nature describe not only the 
basic levels but also higher levels of proficiency, 
can consequently refer to these models of com-
petences.

The project for national educational Standards 
has produced scales of competence, but not for 
all the important areas of language teaching. on 
the one hand, it has concentrated on the central 
competences and on the other it has only been 
able to construct empirically verifiable scales 
and corresponding tasks in those areas in which 
it has proven practically feasible. for example, 
it would be possible for writing comprehension 
and writing competences, but not – or at least 
not in this context – in areas such as methodo-
logical competences (learning strategies, etc.) or 
intercultural and cultural competences. The edu-
cational Standards for the language of school-
ing are defined by a cross-disciplinary approach 
since they include both language as subject and 
language in other subjects. as regards the edu-
cational Standards for foreign languages, their 
wording – in the spirit of a multilingually oriented 
language teaching methodology – does not refer 
to one language in particular. an annex also gives 
intercultural and methodological competences, 
as well as mediation, as central elements for the 
development of curricula.

educational Standards for foreign languages are 
based on the common european framework of 
reference for languages (cefr), which also serves 
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as a benchmark for curricula (as well as for the de-
velopment of teaching resources and instruments). 
This is important for the world of employment, 
which refers to it to describe the levels of language 
competence required for different positions. it will 
henceforth be possible to establish language pro-
files for different occupations by referring to the 
national educational Standards, the models of 
competences, and the levels that compose them.

The national educational Standards refer to the 
outcomes of learning in school. They do not con-
tain guidelines about the contents of the learning, 
nor about learning conditions or opportunities.

however, the curricula, in contrast, present learn-
ing contents (content standards) and learning 
conditions (opportunity to learn standards), in  
addition to the objectives. Moreover, the curricula  
must cover all the areas that contain learning 
objectives considered as relevant, and set out 
bases for teaching irrespective of the level of de-
velopment of the corresponding models of com-
petences and the possibilities of implementing 
them in the form of test exercises. 

The proposals for national educational Standards 
for the different language subjects have been 
described by consortia and illustrated by tests 
and test results (see chapter 3.1). The sugges-
tions made by the specialists were the subject of 
a consultation process during the first semester 
of 2010. reworked on the basis of the answers 
obtained, the educational Standards were then 
adopted and will be used in the different curricula. 
They will be adjusted once again according to ad-
ditional feedback that will be obtained after their 
introduction. chapter 5.2 contains more detailed 
information on the current state of development 
of the curricula in the linguistic regions.

5.1.2 Education Monitoring 

it is not possible to ensure optimum individual 
development in language learning unless certain 
preconditions are met at the level of the educa-
tion system itself. This is why language teaching 
must also be examined with respect to the edu-

cation system and, if necessary, adapted. an ap-
proach similar to PiSa is therefore planned, on a 
national scale, based on the educational Stand-
ards – which apply throughout Switzerland re-
gardless of the curricula of the linguistic regions. 
it will check, at regular intervals and based on a 
representative sampling, whether these educa-
tional Standards have been achieved. These data 
provide an important foundation for education 
Monitoring in Switzerland.

in accordance with the articles on education con-
tained in the federal constitution (art. 61a and 
62), the intercantonal HarmoS agreement (EDK 
2006) and the message to encourage education, 
research and innovation (BFI 2007), the confed-
eration and the cantons jointly ensure the educa-
tion Monitoring. according to the Swiss federal 
council (Bundesrat 2007), this consists in gath-
ering and systematically processing information 
on the education system and its context. Starting 
in 2010, the results will be published every four 
years in an official report entitled «Swiss educa-
tion report». PiSa is one of the instruments that 
have been in use for some time, notably with the 
aim of comparing the Swiss educational system 
with that of other countries.

at the Swiss level, the decision to implement na-
tional educational Standards does not provide 
for their use as a basis for establishing a ranking 
or individual assessment of schools, teachers, 
or students. The question of whether the educa-
tional Standards will be used as a benchmark for 
other quality controls of the educational system 
at the cantonal level is a decision which is up to 
the cantonal and regional authorities.

5.2 The current evolution of 
curricula in Switzerland 

in accordance with the HarmoS agreement, the 
harmonisation of the curricula and the coordina-
tion of teaching resources are guaranteed at the 
level of linguistic region (art. 8, al. 1). Some of the 
conceptual work for the new curricula was initi-
ated before the consortia embarked on their work 
on educational Standards. The french-speaking 
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region of Switzerland, which has played a pio-
neering role in the development process of the 
curricula, in 2010 subjected to consultation the 
Plan d’études romand (PER) (the curriculum of the 
french-speaking region). in the german-speaking 
region, a common curriculum was developed for 
the first time, the Lehrplan 21 (the groundwork 
was completed in 2009, the content of the cur-
riculum was developed as of autumn 2010, and 
the work should be completed in 2014). however, 
in german-speaking Switzerland the situation is 
more complex for language subjects than for other 
subjects, because the cantons have opted for two 
different models of foreign language introduction 
at the primary school level (french before english 
or english before french) rather than for a single 
model. The canton Ticino, for its part, has had a 
new curriculum since 2004 for lower secondary 
education, which takes into account specific lo-
cal structures, particularly in the area of language 
teaching. a coherent curriculum is planned for 
all school years once the national educational 
Standards have been adopted.
  

5.2.1 French-speaking Switzerland: 
the Plan d’études romand (PER) 

with the Plan d’études romand (PER) (the cur-
riculum of the french-speaking region) we now 
have a finalised version of a curriculum. The last 
adjustments were made at the beginning of 2010, 
and it can thus come into force as of the begin-
ning of the 2011-2012 school year. These adjust-
ments include a reworking of the curriculum for 
language subjects that gives more space to inte-
grated language teaching methodology. The Plan 
d’études romand (PER) is based on an agreement 
between the french-speaking cantons (Conven-
tion scolaire romande, CSR; the school convention 
of western Switzerland), which in turn makes ref-
erence to the HarmoS agreement. The PER thus 
contributes to the implementation, at the regional 
level, of the directives issued at the national level 
and, at the same time, provides a high degree of 
coordination within the linguistic region. The PER 
is part of a series of products that has been de-
veloped recently by the intercantonal conference 
of cantonal Ministers of education of western 

Switzerland and Ticino (CIIP). This series includes 
among other things a brochure presenting the  
future orientations of french-teaching (CIIP 2006) 
as well as the teaching resources that have been 
selected or developed by the CIIP.

The language of schooling (in this case french), 
foreign languages (german and english) and 
language awareness (EOLE, language educa-
tion and awareness in school) together form the 
field of language in the PER, to which are added 
the classical languages taught in some parts of 
the french-speaking region, and italian. More-
over, the «general comments» in the introduction 
to the section on languages refer to the linguis-
tic diversity present in schools and in everyday  
usage – a diversity that could lead to a plurilingual 
approach. The same passage mentions the «crea-
tion of a language repertoire» based on the learn-
ing of different languages (CIIP 2010, 123). in spite 
of these references and of the fact that ELBE (lan-
guage awareness, Begegnung mit Sprachen, éveil 
aux langues) has been introduced in the french-
speaking region through the EOLE approach (CIIP 
2003), it seems that the PER also does not really 
go beyond the boundaries between subjects that 
have existed until now. Moreover, it is striking to 
observe that french as a second language (for 
children of migrants) is not systematically taken 
into account in the PER.

The PER sets out the following objectives regard-
ing languages:

acquisition of functional language skills in •	
several languages (including gathering infor-
mation and using reference materials)
reflection on languages / mastering the func-•	
tioning of languages and their use
construction of cultural references; use of the •	
media in general, as well as of information and 
communication technology
development of positive attitudes towards •	
languages and language learning

The application of these objectives gives us, for 
french as the language of schooling, the following 
learning themes, described in greater detail (see 
table 5a):
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These learning themes are then presented by  
cycle in great detail in an even more detailed sys-
tem. This process is illustrated here using a theme 
related to communicative language use. 

The field of objectives «language of schooling l1 
11–12 reading and writing texts» is represented in 
the Plan d’études romand (PER) by the following cat-
egories (see table 5b):

The learning progression presents learning con-
tent divided by half-cycles of two school years up 
to the 8th school year, and by one school year for 
lower secondary education.

Cycle 1 Cycle 2 Cycle 3

l1 11–12 reading and writing texts (...) l1 21 reading texts (...) l1 31 reading and analysing texts (...)

l1 22 writing texts (...) l1 32 writing texts (...)

l1 13–14 understanding and produc-
ing spoken texts (...)

l1 23 understanding spoken texts (...) l1 33 understanding and analysing 
spoken texts (...)

l1 24 Producing spoken texts (...) l1 34 Producing spoken texts (...)

l1 15 appreciating literary works (...) l1 25 Practising and appreciating the 
reading of literary works (...)

l1 35 appreciating and analysing a 
range of literary material (...)

l1 16 observing language functioning 
(...)

l1 26 constructing a representation of 
language to understand and produce 
texts (...)

l1 36 analysing language functioning 
(...) 

Sentence grammar
Spelling
Vocabulary
conjugation
from text to sentence and from  
sentence to word

Sentence grammar
Spelling
Vocabulary
conjugation
from sentence to word

Sentence grammar
Spelling
Vocabulary
conjugation
from sentence to word

l1 17 identifying the organisation of 
language through observation and use 
of other languages (...)

l1 27 extending language compre-
hension and practice by establishing 
connections with a range of different 
languages (...)

l1 37 extending language compre-
hension and practice by establishing 
connections with a range of different 
languages (...)

l1 18 discovering and using writing 
techniques and communication tools 
(...)

l1 28 using writing and communica-
tion tools to plan and create docu-
ments (...)

l1 38 using writing and communica-
tion tools to plan and create docu-
ments (...)

table 5a | Learning themes for French as language of schooling. Cycle 1 covers school years 1 to 4 (according to the HarmoS 

schedule); cycle 2 covers school years 5 to 8 and cycle 3 covers school years 9 to 11. [Translation]

Learning progression, fundamental expectations, 
teaching instructions
Basic reading and writing

elements common to all genres

Text that plays with language

Text that narrates

Text that recounts

Text that argues

Text that transmits knowledge

Text that governs behaviours

Table 5b | Systematic learning «language of schooling L1 

11–12 Reading and writing» texts
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fundamental expectations define the compe-
tences that students must acquire during the 
course, and at latest by the end of the course.  
otherwise, according to the authors of the curricu-
lum, there is a risk that they will run into difficulties 
later on in their schooling (Merkelbach 2007, 54). 
The curriculum aims to establish a correspond-
ence between these fundamental expectations at 
the end of each course and the national educa-
tional Standards for the corresponding points of 
transition (the 4th, 8th and 11th school years). The  
authors are aware that one cannot simply pos-
tulate that fundamental expectations and edu-
cational Standards are comparable, but that this 
can only be verified through practice (Merkelbach 
2007, 56).

in the 3rd cycle (lower secondary education), three 
levels of expectation are formulated in order to 
take into account the different requirements of 
lower secondary education courses. expectations 
for the lower level of the 11th school year corre-
spond to the national educational Standards.

The national educational Standards for the lan-
guage of schooling (french) appear to be compat-
ible with the system chosen in the Plan d’études 
romand (PER). in the educational Standards one 
observes, as primary areas of competence (see 
chapter 3.1.2): speaking and listening comprehen-
sion, writing and reading comprehension, taking 
part in a conversation, continuous spoken ex-
pression, writing, spelling and grammar. for each 
of these objectives, distinct standards have been 
defined. Moreover, one finds these same objec-
tives, among others, in the PER.

for foreign languages (german and english), the 
curriculum refers to the categories and com-
petence descriptions of the common european 
framework of reference for languages (cefr) 
(council of europe 2001) and to the Swiss edi-
tion of the european language Portfolio (elP), 
which includes versions that each cover several 
years of compulsory education (Portfolino: EDK 
2008a; Pel i: EDK 2008b; Pel ii: EDK 2005; Pel iii: 
EDK 2001/2010). like the PER, the national edu-
cational Standards also refer to the cefr. and 
like the national educational Standards, the PER 

also approaches the first and second foreign lan-
guages mainly from the angle of a single subject; 
it does not therefore take integrated language 
teaching methodology as a guideline.

for foreign languages, the curriculum sets out the 
following general learning themes:

Cycle 2 Cycle 3

l2 21 reading texts (…) l2 31 / l3 31 reading texts 
autonomously (…)

l2 22 writing texts (…) l2 32 / l3 32 writing texts 
(…)

l2 23 understanding  
spoken texts (…) 

l2 33 / l3 33 understanding 
spoken texts (…)

l2 24 Production of utter-
ances [spoken texts] (…)

l2 34 / l3 34 Production of 
utterances [spoken texts] 
(…)

l2 26 observing language 
functioning (…)

l2 36 / l3 36 observing 
language functioning (…)

Table 5c: Learning themes for the first foreign language 

(German) and the second foreign language (English)  

(CIIP 2010, 126–127)

like the european language Portfolio (elP) and 
the national educational Standards, the Plan 
d’études romand (PER) makes a distinction be-
tween spoken production and spoken interaction. 
The learning theme termed «language function-
ing» combines objectives and activities taken 
from the fields of vocabulary and grammar.

Themes l2 21 to l2 34, which are usage-based, 
are presented according to the following plan: 
first, one represents the way in which learners 
understand or produce texts: they identify the 
main ideas, mobilise their knowledge, adapt 
to the reactions of their interlocutors, etc. The 
plan then proposes a selection – indicating the 
level of reference – of can-do statements that 
are connected to certain actions and taken from 
the european language Portfolio (elP). recom-
mendations for teaching activities, including  
action-based communication tasks, follow under  
the heading «learning progression». funda-
mental expectations for these proposals are 
mentioned each time, often with the simple  
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indication «achieves the level…», and teaching 
recommendations are formulated for the pro-
posed activities. for lower secondary education, 
the plan also sets expectations corresponding to 
different levels for the various courses. for ger-
man, the plan defines three levels, and for eng-
lish, two.

5.2.2 Ticino

Ticino, which is a member of the intercantonal 
conference of cantonal Ministers of education 
of western Switzerland and Ticino (CIIP), has de-
veloped its own solutions regarding curricula. for 
the foreign languages french, german and eng-
lish, a new curriculum was introduced in 2004 
for the scuola media (lower secondary educa-
tion). The significant innovation of this curricu-
lum is to introduce a common plan for the three 
foreign languages. on the basis of the common 
european framework of reference for lan - 
guages (cefr), it formulates the same commu-
nicative learning objectives for the three lan-
guages; but it sets different levels of competence. 
furthermore, its aim is to develop an integrated 
language teaching methodology that will, in par-
ticular, make the most of the communicative 
(language) competences and the learning strat-
egies (methodological competences) connected 
to language teaching or to previously learned  
languages.

5.2.3 German-speaking Switzerland: 
the Lehrplan 21

The Lehrplan 21 is the first common regional cur-
riculum for german-speaking and multilingual 
cantons133. it harmonises the language teach-
ing objectives of compulsory education, includ-
ing pre-school, thereby greatly contributing to 
the harmonisation of compulsory education as 
a whole. The Lehrplan 21 is based on voluntary 
coordination among the cantons, and not on a le-

gal basis such as the agreement behind the Plan 
d’études romand (PER). depending on the curricu-
lum that is adopted, development of the contents 
of the Lehrplan 21 should begin in the autumn of 
2010 with a view to its introduction in spring 2014. 
its contents are defined by teams composed of 
methodology specialists and teachers familiar 
with the school system.

in the Lehrplan 21, language education includes 
the language of schooling (german) as well as the 
first and second foreign languages. as the order 
of introduction of the languages differs depend-
ing on the region, students learn either english or 
french first. The HarmoS agreement stipulates, 
moreover, that the cantons offer optional teach-
ing, according to needs, in a third national lan-
guage. in the german-speaking region this is gen-
erally italian. for this reason, a curriculum is also 
being developed for italian as the third foreign 
language. The cantons are free to offer other for-
eign languages as well (Spanish for instance), and 
latin as a classical language, within the frame-
work of their additional cantonal education.

language development is coordinated in the 
spirit of multilingually oriented language teach-
ing methodology. language awareness, in parti- 
cular in connection with the languages of origin/ 
of migration – known in Switzerland under the  
acronym ELBE (language awareness, Begegnung 
mit Sprachen, éveil aux langues) – is includ-
ed in the contents of the language of school-
ing as object from the start of schooling and is 
subsequently included in the other language  
subjects.

for the teaching of german as a second language 
(DaZ) the objectives of the ordinary curriculum 
generally apply.

The cantons and regions (the EDK of northwest-
ern Switzerland [NW EDK], the EDK of central 
Switzerland [BKZ], and the EDK of eastern Swit-
zerland [EDK-Ost]) have recently adapted their 

133  The Lehrplan 21 is designed for the German-speaking cantons, for the German-speaking regions of the bilingual 
cantons Bern, Fribourg and Valais, and for canton Graubünden, which is officially trilingual.
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curricula to introduce a second foreign language 
in primary school, as it is needed before the work 
on Lehrplan 21 is finalised. The cantons of cen-
tral Switzerland finished these adaptations some 
time ago. The EDK of eastern Switzerland (EDK-
Ost) has extended the curriculum for english 
teaching at primary school level to lower second-
ary education.

Since 2006, the cantons of Basel landschaft, Ba-
sel Stadt, Bern, fribourg, Solothurn and Valais 
have been coordinating foreign language teach-
ing within the framework of the Passepartout 
project. These six cantons will introduce french 
in the 3rd school year starting with the 2011–2012 
school year, and starting in 2013–2014, english 
will be taught in the 5th school year. a curriculum 
has been designed for french and english in the 
framework of the Passepartout project. Thus, 
the field of foreign languages has new curricula 
based on the common european framework of 
reference for languages (cefr).

The different regional curricula for foreign lan-
guage teaching are expected to be integrated into 
the Lehrplan 21. This will be carried out by the 
team in charge of the field of languages, under 
the direction of the leaders of the project. This 
will guarantee that the Lehrplan 21 forms a co-
herent unit with the integrated foreign language 
curricula.

for each subject, the curriculum defines the com-
petences that students must acquire during their 
compulsory schooling. The curriculum sets out, 
for each competence, the way in which it will be 
developed. The development of competences is 
described by levels which correspond to the three 
cycles of the compulsory education (elementary 
level [Grund-/Basisstufe], primary school level, 
lower secondary education). in order to take into 
account the varying progress of students these 
levels of competence overlap at the end of the 
cycles.

The Lehrplan 21 will designate the minimum re-
quirements per cycle. These correspond to the 
levels of competence that all students (except for 
those for whom special learning objectives have 

been applied) must achieve at the latest by the 
end of each respective cycle. 

in mathematics, foreign languages, language of 
schooling and natural sciences, the minimum re-
quirements refer to educational Standards, which 
cannot be used directly, in their literal form, in the 
Lehrplan 21. it is up to the teams in charge of the 
different subjects, to translate and adapt them. 
however, the Lehrplan 21 must guarantee that 
the achievement of the minimum requirement 
and that of the educational Standards are indeed 
equivalent.

for the end of the third cycle (of lower secondary 
education), the Lehrplan 21 contains a description 
of contents for transition to upper secondary edu-
cation. But the curriculum does not contain any in-
structions regarding selection criteria to be applied 
for entrance to subsequent schools with higher 
requirements, such as baccalaureate schools. it is 
up to the cantons to define the selection process 
and the applicable criteria. it goes without saying 
that the cantons can use the development of com-
petences, with its different levels, to create other 
instruments and, if necessary, set the levels of re-
quirements for the various educational courses.

The schedules for language subjects are not de-
tailed in the Lehrplan 21; the curriculum pre-
scribes a framework that leaves some leeway to 
the different regions.

Basically, the Lehrplan 21, like the national edu-
cational Standards, is in keeping with a compe-
tence-based teaching approach (D-EDK [confer-
ence of german-speaking and bilingual cantons] 
2009, 10s). developing the ability to act is central 
to this effort. one of the characteristics of this ap-
proach is the wide and diverse vision of the differ-
ent cognitive, personal and social competences 
that underpin every action (whether it is success-
ful or not) carried out in situations that present 
certain constraints. This understanding of com-
petence reveals a need for greater autonomy in 
teaching.

The canton graubünden has decided to implement 
the Lehrplan 21 throughout the canton, i.e. also in  
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the romansh and italian-speaking regions. on  
the one hand this means that complementary  
portions of the curricula must be developed for 
the additional languages taught in graubünden 
and, on the other, that the specific situation of 
this trilingual canton must be taken into account.

one can refer to the curriculum of canton Ticino 
for the development of the italian portion. how-
ever, due to the differences in school structure 
between the two cantons, it is not possible to 
simply apply this curriculum, as it is, for canton 
graubünden. Moreover, collaborating with the  
Lehrplan 21 offers the advantage of producing a 
curriculum that is harmonised for the entire can-
ton.

5.2.4 German-speaking Switzerland, 
cantons at the linguistic border with 
French: Passepartout

The bilingual cantons on the german-french 
linguistic border, as well as some of the neigh-
bouring german-speaking cantons, decided to 
collaborate, starting in March 2004, following 
the EDK’s adoption of the Strategy of language 
Teaching, because contrary to the majority of ger-
man-speaking cantons, they wished to introduce 
french, a national language, before english. They 
are the following six cantons: Basel landschaft, 
Basel Stadt, Bern, fribourg, Solothurn and Valais.

The preference for french first was motivated by 
the following considerations:

The •	 Passepartout cantons lie in the interme-
diary zone between german-speaking and 
french-speaking Switzerland; three of these 
cantons are officially bilingual.
The •	 Passepartout project’s specialists feel 
that an earlier start in french-learning 
presents advantages:

language awareness, immersion and the •	
bilingual teaching of non-language subjects 
are easier to implement
a playful approach, which is only possible •	
with quite young students, is more impor-
tant for french-teaching since that language 

presents greater formal difficulties than 
does english
younger children are less influenced by •	
international youth culture, which is marked 
by english
from a psycholinguistic point of view, the •	
grammatical transparency and richness of 
form found in french provide a good foun-
dation for initiating beginners in foreign 
language learning

The authors also point to the following reasons to 
justify introducing english after french:

because of the similarities in english vocabu-•	
lary to both german and french vocabulary, 
synergies can be doubly helpful
english is more present in everyday life and •	
international contacts often take place in eng-
lish; it is therefore possible to attain the same 
level in less time within the period of compul-
sory education

The Passepartout project is a comprehensive 
formula for the implementation of the french-
before-english scenario and of the EDK Strategy 
of language Teaching, and by no means merely a 
project for a curriculum. it brings into play the fol-
lowing central elements:

the development of a methodology for several •	
languages
the development of a common curriculum for •	
french and english as foreign languages (with 
performance benchmarks as well as learning 
content and opportunities)
the reworking of a french-teaching method •	
from the third school year onwards (Mille 
feuilles) and the development of the english-
teaching method from the fifth school year, 
in accordance with the principles of the 
Passepartout project
initial and continuing teacher training•	

although Passepartout does not concern the lan-
guage of schooling (german), the latter is never-
theless taken into account in the general con-
cept, as is the fact that many students also have 
knowledge of other languages that they have 
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generally acquired within the family. Planning of 
the two foreign languages (french and english) is 
approached in a combined manner. The Passepar-
tout project is presented as a concept of language 
learning in school in the era of multilingualism. its 
primary ambition is therefore to contribute to the 
development of functional multilingualism (see 
chapter 4.1.1 regarding the integrated language 
teaching methodology approach of the Passepar-
tout project).

The Passepartout project formulates objectives 
for three areas of competence, i.e.: 

the capacity to act in a communication  •	
situation
language and culture awareness•	
learning strategy competences•	

The Passepartout project also offers guidelines 
in areas that are not governed by national edu-
cational Standards because they are connected 
more to the process than to the outcome or be-
cause they have not been sufficiently measured 
and tested. The procedure that has been adopted 
for the Passepartout project indeed corresponds 
to the educational Standards as the areas men-
tioned are important to learning and to the gen-
eral objectives pursued; they must therefore be 
taken into account in the curriculum, even if it is 
still difficult to measure and test them (or if this 
raises fundamental problems).

in the Passepartout project it is essentially the 
levels of the fundamental competences  that have 
been taken as the minimal levels of achievement 
for the capacity to act in a communication situ-
ation. But additional objectives have also been 
set for the broader requirements. There too, it is 
a matter of an amplification that is entirely logi-
cal in the context of the Strategy of language 
Teaching (EDK 2004) and the national educational 
Standards.

Trilingual canton graubünden is the only canton 
of eastern Switzerland to have adopted the same 
order of introduction of foreign languages as the 
Passe partout cantons with, as first foreign lan-
guage, a cantonal language, and as second foreign 

language, english. as a result, there are a number 
of parallels and synergies in the implementation 
of the Strategy of language Teaching.

5.3 Initial and continuing teacher 
training 

in the Strategy of language Teaching (EDK 2004), 
teacher training is rightly considered as a key fac-
tor in the successful reorientation and improve-
ment that are necessary in the area of language 
teaching.

The universities of Teacher education are ap-
pointed by the cantons to ensure the initial train-
ing of compulsory education teachers. The train-
ing of baccalaureate teachers (corresponding 
to the Bachelor-Master degrees) is carried out 
in universities or, in the case of art subjects, in 
universities of applied Sciences; to this is added 
teaching, methodological and practical training 
delivered by universities of Teacher education. in 
the area of continuing education, the universities 
of Teacher education offer courses on their own 
initiative or in response to direct instructions from 
the cantons. Those concerning foreign language 
teaching should include, as an indispensable ele-
ment, stays in the different linguistic regions.

5.3.1. Initial education

coordinated groundwork has been carried out for 
several years on a nationwide scale in the area 
of initial training for language teachers (foreign 
languages in particular). The EDK is collaborat-
ing with the COHEP (the conference of rectors of 
universities of Teacher education) and more spe-
cifically with its Professional group for Teaching 
of foreign languages. emphasis is being placed 
on the following points:

the description of language competence •	
profiles for primary and secondary lan guage 
teachers | The object is to define what is 
expected of foreign language teachers with 
respect to language competences in response 
to specific needs. The requirements are cur-
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rently defined differently depending on the 
language taught and the level (primary or 
secondary). for the primary school level, the 
2009/2010 EDK survey shows that as part of 
their teacher training policy the cantons will, 
in principle, retain the model of the general-
ist teacher. on the political level, the model of 
the teacher who is accredited only to teach a 
group of subjects does not have a large follow-
ing at present. however, as regards accredi-
tation for teaching visual arts, music, sports 
and a second foreign language, students in a 
number of courses already have the option of 
developing a profile, in other words, of giving 
up a subject (for instance the second foreign 
language). as shown by the results of an audit 
of the categories of teaching diplomas, the 
cantons, the training institutions and the 
professional associations are very interested 
in the idea of offering accredited teachers the 
possibility of acquiring accreditation for ad-
ditional levels or subjects through additional 
studies. This would allow teachers in the pri-
mary school level in particular to expand their 
profile (subjects, teaching level) and thereby 
obtain an accreditation to teach a second 
foreign language, for instance134. at lower sec-
ondary education, language teachers, by the 
very nature of their training, are specialised 
in their chosen subjects. in addition to laying 
the groundwork for these competence pro-
files, it is also intended to clarify the question 
of whether international language diplomas 
can serve as a certification for the necessary 
linguistic competences. at the same time, 
proposals will be developed for assessment 
instruments to ensure that teachers, even if 
they are not certified by language diploma ex-
aminations, have the competences necessary 
for the different teaching accreditations. once 
the competence profiles are available, recom-
mendations will be formulated for complete 
language examinations that will be organised 
by the universities of Teacher education.

A curricular framework for initial training in •	
language teaching methodology | The funda-
mental elements of foreign language teaching 
methodology must be defined and submitted 
in the form of recommendations to the univer-
sities of Teacher education. certain prelimi-
nary european studies are taken into account, 
in particular the european Portfolio for 
language teachers in initial training (EPOSA) 
developed by the european centre for Modern 
languages (ecMl) in graz. 
Language and cultural content in the initial •	
training of language teachers | here as well, 
the fundamental elements must be identi-
fied which will subsequently be implemented 
in the training programmes of the greatest  
possible number of universities of Teacher 
education. 
multilingually oriented language teaching me-•	
thodology / integrated language teaching me-
thodology) | it is important, first and foremost, 
to clarify these two notions. The next phases 
are not yet clearly defined, but the preliminary 
work and the trials carried out in the course of 
ongoing projects, in particular the Passepar-
tout project, are being taken into account as 
far as possible.

Some of the abovementioned points have been 
developed as a result of commissions. in rela-
tion to the profiles of competences, important 
steps have already been taken. a survey was also 
conducted nationwide to find out which levels 
of linguistic competence or language diplomas 
students must hold at the start and at the end 
of the training (hunkeler et al. 2009). in practice, 
a number of aspects have proved quite different. 
currently primary school level teachers require 
competences corresponding to the B2/c1 levels 
of the cefr, and teachers of lower secondary 
education need competences corresponding to 
levels c1/c2. in order to preserve level c com-
petences over the long term, fairly frequent and 
demanding language contact would be neces-

134  Guidelines for recognition of teaching accreditations for additional subjects or levels at the pre-school and  
primary school levels as well as for additional subjects at lower secondary education are being developed by 
the EDK.
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sary – a condition that is not easy for teachers 
to observe. 

certain competences corresponding to level c are 
not directly relevant or are too general in the con-
text of compulsory education teaching. Moreover, 
it is essential for teachers to possess extensive 
competences allowing them to teach competently 
and with ease (which also implies being a model 
speaker in the fundamental fields of communica-
tion, and mastering correcting and assessment).  
The universities of Teacher education of St. gallen 
and of central Switzerland are currently carrying 
out a project aimed at describing the relevant lan-
guage competences135 with the support of the EDK 
and COHEP. The project is not limited to language 
activity requirements but also integrates cultural 
and intercultural competences. The work that has 
been carried out for the project, such as a video 
study in which authentic teaching situations are 
filmed, should be finished by 2012. Based on this, 
the question to be addressed will be whether inter-
national language diplomas constitute a sufficient 
certification of language competences or whether 
perhaps a language examination should be de-
signed specifically for the teaching profession.

in anticipation of the new teaching scenarios, 
the Passepartout project is conducting pioneer-
ing work in the area of teacher training. a concept 
is already available for primary school level that 
includes the three areas of competence that will 
have to be developed by trainees, i.e. the ability 
to act in communication situations, language and 
culture awareness and learning strategy compe-
tences.

regarding the ability to act in an ordinary com-
munication situation, the aim is a satisfactory B2 
level. from then on, areas of competence are spe-
cifically developed that are particularly important 
for teaching, such as leading classes in the tar-
get language, telling stories, etc. These broader 
competences are connected to a newly defined 
c1 level.

5.3.2 Continuing education

continuing education of teaching staff plays a 
particularly important role when innovations 
have to be introduced into school programmes. 
The teaching of two foreign languages instead of 
one at primary school level therefore represents 
a major challenge, hence the importance of the 
additional qualifications described above. These 
will make it possible to acquire the accreditation 
to teach a second foreign language at a later time 
during one’s employment.

Several german-speaking cantons have already 
introduced english; the Passepartout cantons 
are currently conducting continuing education for 
their teaching staff and the french-speaking re-
gion is planning teacher training for the 7th and 8th 
school years (according to the HarmoS schedule).

continuing education for primary school teach-
ers in a new language is conducted on a voluntary 
basis. as a rule, knowledge of a foreign language 
must be certified by a recognised language di-
ploma. Teachers who need to spend time abroad 
in order to obtain such a diploma often receive 
support from the canton. Moreover, training is 
currently being given in Switzerland in foreign 
language teaching methodology, as well as an 
introduction to teaching resources. highly moti-
vated teachers are frequently trained as multipli-
ers to supplement the trainers in charge of con-
tinuing education. The Passepartout project offers 
multipliers an interesting option: to train for their 
new task, both in methodology and in language 
learning theory, as part of the certificate of ad-
vanced Studies (caS), and thus acquire a formal 
qualification.

The Strategy of language Teaching of the EDK 
(2004) led to several innovations, particularly in 
the field of foreign language teaching. The imple-
mentation of the multilingually oriented language 
teaching methodology in the Lehrplan 21 and the 
Plan d’études romand (PER) could also lead in the 

135  Cf. http://www.phsg.ch > Forschung & Entwicklung > Institut für Fachdidaktik Sprachen > Projekte > Berufsspezi-
fische Sprachkompetenzprofile für Lehrpersonen. 
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near future to initiatives in the area of the lan-
guage of schooling.

for the time being there is no one specifically in 
charge of questions related to language of school-
ing teaching methodology in regard to education-
al policy (COHEP, EDK) in Switzerland. The Forum 
Deutschdidaktik (FDD), a working group of the 
Schweizerische Gesellschaft für Lehrerinnen- und 
Lehrerbildung (SGL) [the Swiss society for teacher 
training] drew up in 2010 a summary document on 
the language competences of future language of 
schooling teachers. it underscored the need to de-
velop the bases that are still lacking and defines 
four points to be clarified as a matter of priority:

among those embarking on their studies in 1. 
universities of Teacher education there is 
a growing number of multilingual students 
whose first language is not the local language 
of schooling, or who have acquired two lan-
guages simultaneously since early childhood 
(the language of schooling and another). This 
must be taken into account in the formulation 
of the requirements for language of schooling 
competences.
it is necessary to check whether the language 2. 
of schooling competences acquired as qualifi-
cations for entrance into universities of Teach-
er education correspond to those that teach-
ers need in their everyday work with students. 
if necessary, the admission requirements and 
the courses of universities of Teacher educa-
tion must be adapted.
Promoting the competences in the language of 3. 
schooling that are specific to this professional 
field must be systematically integrated as 
widely as possible into the study schedules of 
future teachers (the language of schooling as 
language of other subjects).
greater emphasis must be placed on the lan-4. 
guage of schooling in the continuing education 
of teachers.

in many universities of Teacher education stu-
dents are selected on the basis of tests of their 
competences in the language of schooling, mainly 
in writing. The selection takes place either during 
the entrance examination or during the first cy-

cle. however, there is no available overview of this 
process in the different universities of Teacher 
education, of the underlying theory, or of the le-
gitimation of this selection process. a list should 
be established of current practices and an over-
view obtained of the requirements to be met in 
the various areas of competence in the area of the 
language of schooling. as there is unfortunately 
no european benchmark, it is a matter of develop-
ing the necessary foundations (competence grids 
and tools for hetero- and self-assessment, etc.). 
This task should deal with personal competences 
as well as with methodological competences.

5.4 Assessment instruments

implementing the Strategy of language Teach-
ing of the EDK (2004) and attaining the language 
competence objectives set by the national educa-
tional Standards (see chapter 3.1) require not only 
the instruments needed to attain those objec-
tives but also the instruments to verify that those 
objectives have been attained. The EDK pointed 
out in its Strategy of language Teaching that 
coordination at the national level is supported 
by the planned development of common instru-
ments (EDK 2004, 8). among those instruments 
are those, in particular, designed to achieve as-
sessment that is as complete as possible and the 
development of the language competences to be 
acquired. what is more, the competence-based 
approach adopted for the national educational 
Standards requires a new culture of assessment 
and learner development that combines, in par-
ticular, formative and summative assessment. fi-
nally, the teachers must have particularly strong 
diagnostic competences.

The first part of this chapter looks at assess-
ment instruments in the context of the current 
culture of assessment and learner development 
(encouragement). it then gives an overview of the 
diagnostic instruments normally used in Switzer-
land in the field of languages. The final part of the 
chapter concentrates on instruments of encour-
agement-based hetero- and self-assessment in 
the form of competence grids and assessment 
checklists. 
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5.4.1 The culture of assessment and 
encouragement 

a good culture of assessment and encouragement 
is beneficial both to the learners themselves and 
to their individual learning. Such a culture has the 
following characteristics:

it concentrates on the processes and results •	
of learning, and therefore on the competences 
of the students. 
it is inspired by competence-based curricula •	
and teaching resources that provide indica-
tions for subsequent teaching and learning.
it integrates assessment into daily teaching •	
and learning activities, so that students per-
ceive assessment as an analytical reflection 
that is constructive and useful for themselves 
and for their learning, and so that they acquire 
confidence in themselves and in the abilities 
that will serve them throughout their lives.
it takes into account horizontal competences •	
(such as planning, reflection, self-assessment; 
the ability to take a critical view, for example) 
in addition to competences in the different 
subjects.

Student assessment and encouragement must 
be related to the objectives and competences. in 
other words, they must provide indications about 
the degree to which objectives have been attained 
(in reference to the curriculum) on the one hand 
and, on the other, about the development of com-
petences (in reference to the student) – a balanc-
ing exercise that is not always easy. The need to 
relate the objectives and the level of learning of 
the students in a constructive and encouraging 
way is underscored by achermann (2009, 24ss) 
for example, who sets out the following model of 
encouragement (see illustration 5a).

one of the essential conditions for competence- 
and encouragement-based teaching relates to the 
diagnostic competence of the teachers. The latter 
must have solid basic knowledge of the individual 
development of the students, of certain theoreti-
cal fundamentals, and of the thematic contents 
and the tasks and processes that make it possi-
ble to assess, reinforce and develop the compe-

tences of the students in the different subjects. 
The intitial training and continuing education of 
teachers must also meet high requirements.

in school, three forms of assessment are gener-
ally used: formative, summative and prognostic. 
«formative assessment» is the term used for 
processes that make it possible, in the course 
of teaching, to give each student individual, con-
structive feedback that is oriented towards the 
learning objectives regarding the knowledge 
and abilities acquired. Summative assessment 
is made after a set period of teaching to check 
whether the class and the individual students 
have attained the partial objectives set. Prognos-
tic assessment is based on summative and form-
ative assessment and is used to identify the next 
learning steps for each student, in particular with 
a view to transition from one level to another.

a culture of assessment and student encourage-
ment productively combines current develop-
ments such as educational Standards, perform-
ance tests, diagnostic instruments and learning 
tasks that aim at building competences. More- 
over, it is one in which the assessment and en-
couragement of students is not a task that falls 
solely to the teacher, but one which must be un-
dertaken by an entire team and include the as-
sessments of all those involved: the classroom 
teachers, the students, special education profes-
sionals, speech therapists, educational psycholo-
gists, teachers of the language of schooling as a 
second language, and others.

5.4.2 Diagnostic procedures and 
instruments in the field of languages

a distinction can be made among outcome-based 
diagnostic procedures between those that pri-
marily pursue an objective related to education 
policy and those that mainly fulfil an educational 
function. Policy-motivated diagnostic procedures 
contribute to the running and quality control of 
the school (for example, PiSa or the measures 
that will be taken in the framework of the educa-
tion Monitoring in Switzerland to check whether 
educational Standards are attained). These pro-
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cedures consist of screenings and standardised 
tests to measure the language performance of 
large student populations and draw conclusions 
as to the performance of the school as a system. 
we will not present them in detail here as they 
are concerned with the educational system as a 
whole and do not have a direct role in language 
teaching, either for the class or for the individual 
student. educational diagnostic procedures con-
centrate on the individual learner and are there-
fore of interest to teachers and to the students 
themselves. They provide support for the students 
in their individual language learning process by 
counterbalancing the subjective perceptions of 
teachers and students with objectively gathered 
data and they provide useful intelligence for pro-
moting individual language competence, based 
on considerations of subject-matter, teaching 
and so forth related to developmental psychol-
ogy. 

To understand the language competence of their 
students, teachers are relying more and more on 
(semi-)standardised assessment instruments in 
addition to the traditional tests of learning ob-
jectives that are set by most current teaching re-
sources designed for student self-assessment, 
and by the corresponding textbooks designed for 

hetero-assessment by teachers. These instru-
ments are scientifically based; they meet certain 
methodological criteria related to test theory. 
They fall into the following categories:

(Semi-)standardised assessment instruments •	
that include, inter alia, tests on subjects or 
languages | at the present time, several as-
sessment instruments of this type have been 
developed at the cantonal level and are also 
used by other cantons. The results serve to 
establish competence reports and to plan 
subsequent learning; they are obviously not 
used for selection. Some examples: 
Klassencockpit136, an online assessment 
instrument that measures, three times a year 
at certain periods, various aspects of com-
petences in the language of schooling (in this 
case, german) and mathematics, from the 5th 
to the 11th school year (according to the Har-
moS schedule). a web-based platform is avail-
able providing test models and the ability to 
analyse the performance data. The test results 
are compared using a sample of between 450 
and 600 students in a given canton. 
Stellwerk137, an assessment instrument which 
may be adapted online, measures, once a year, 
certain aspects of competences in math-

assessment

determination of learning situations

Illustration 5a | Cyclical model of encouragement (with reference to Achermann 2009, 24ss)

definition of objectives

capture of the level
 of learning

competence description

observation, encourage-
ment and documentation       

of learning

136  Cf. http://www.klassencockpit.ch (22.02.2010)
137  Cf. http://www.stellwerk-check.ch (22.02.2010)
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ematics, sciences and technology, language 
of schooling (german) and foreign languages 
(english and french) during the 10th and 11th 

school years (according to the HarmoS sched-
ule). a performance profile is established for 
each test participant by comparison with a 
sample of students, which provides informa-
tion about the strengths and weaknesses 
observed in the areas tested. Several cantons 
use this instrument in the 10th school year to 
define, together with the students concerned, 
individual learning objectives to supplement 
the official objectives (for example, optional 
subjects). 
Check 5138, an assessment instrument that 
measures aspects of competences in math-
ematics and in the language of schooling 
(german), and which is used for 7th school year 
(according to the HarmoS schedule) students 
in canton aargau.

(•	 Semi-)standardised assessment instruments 
specifically for languages, such as:  
Lingualevel139 | This is an instrument that  
assesses foreign language competences for 
the 7th to 11th  school  years (according to the 
HarmoS schedule). Thanks to an access code, 
this instrument allows teachers to access on- 
line more than 140 action-based (test) tasks 
for french and for english as foreign lan- 
guages (additional tasks are planned for ger-
man as a foreign language). These tasks refer 
directly to the descriptors of the european 
language Portfolio (elP) ii. Student perfor- 
mances can be analysed with the help of these 
descriptors and an assessment grid based on 
the common european framework of refer-
ence for languages (cefr). This instrument 
includes concrete assessment examples of 
spoken and written production by students 
to which teachers can refer to assess their 
students’ performance. for the time being, 
Switzerland has no comparable instrument for 
the language of schooling. nevertheless, we 
should mention in this context the language 

of schooling tests presented in the reports of 
fried (2004) and ehlich et al. (2007).

Standarised reference tests•	  | They are used as 
(semi-)standardised tests of school perform-
ance, usually during periods of transition from 
one level to the next (particularly from primary 
school level to lower secondary education). 
Their purpose is to establish an objective as-
sessment of students’ performance. develop-
ment and use of these tests is generally done 
at cantonal or regional level. Some examples: 
the Prove di fine ciclo, used in Ticino at the end 
of lower secondary education (scuola media). 
The tasks in these tests refer to the cur-
riculum as well as to the common european 
framework of reference for languages (cefr) 
and to Lingualevel. 

Hetero-observation and hetero-assessment •	
instruments | They provide outside observa-
tions about student performances (by the 
teachers or by other students for instance). 
for example, competence grids, i.e. descrip-
tions of competences in the form of tables, 
such as Einschätzungsraster für Deutsch als 
Schulsprache, by Bitter Bättig et al. 2006,  
and Beurteilungsraster der Orientierungs- 
arbeiten.

Self-observation and assessment instru-•	
ments | They allow learners to establish their 
own performance reports, such as the self- 
assessment grids and checklists of the euro-
pean language Portfolio (elP) and of Lingua-
level.

formal, (semi-)standardised assessment proce-
dures have an advantage over informal observa-
tion procedures in that they meet certain meth-
odological standards for measurement (more or 
less reliably) and therefore provide fairly objec-
tive data. But they also have the disadvantage of 
being used only in isolated situations of language 
activity, therefore only measuring certain aspects 

138  Cf. http://www.ag.ch/leistungstest/de/pub/check5.php (22.02.2010)
139  Cf. http://www.lingualevel.ch (22.02.2010)
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of language competences. This is due notably to 
the fact that certain language abilities, such as, 
very generally, spoken and written productive 
competences, are difficult to pin down from a 
methodological point of view. ehlich (2005) and 
fried (2004) point out that in order to establish 
a list of competences that is complete and edu-
cationally relevant in the field of languages one 
should in principle combine several methods and 
instruments, especially if the aim is to encourage 
the learners.

in Switzerland, more and more assessment in-
struments are being used at the intercantonal 
level. annex 5 sets out an annotated selection of 
instruments used at regional and national levels. 
what is important is that the acquisition of com-
petences and the achievement of language learn-
ing objectives should be accompanied by the 
various instruments in a continuous but also co-
ordinated manner throughout the school career. 
one of the advantages of the european language 
Portfolio (elP) and of Lingualevel is that they are 
compatible with the national educational Stand-
ards and with the corresponding model of com-
petences for foreign languages. The instruments 
developed by the cantons, such as Klassencock-
pit and Stellwerk must also adopt this approach 
in future if they are to be implemented at the lin-
guistic region or Swiss levels.

The european language Portfolio (elP) and Lin-
gualevel – which are both foreign language learn-
ing instruments – have a special place among 
Swiss educational diagnostic instruments. They 
have been and are still promoted by the EDK and 
the regional conferences and their application 
is compulsory in several regions. This is due in 
particular to the fact that these instruments put 
into practice fundamental ideas of the common 
european framework of reference for languages 
(cefr). These are, in particular, assessment al-
lied to european reference levels (a1/c2), self-
assessment and autonomous learning. They also 
draw on the european language Portfolio (elP), 
especially concerning individual plurilingualism 
and the development of intercultural competen- 
ces. The elP and Lingualevel both offer complete 
instruments for assessment and encouragement 

that allow summative and formative assessment 
and include other aids to reflection to support the 
learner. There is no such complete series of in-
struments for the language of schooling.

unlike the elP and Lingualevel, which are relatively 
diversified instruments, most of the instruments 
used in school are oriented either solely towards 
summative assessment, or solely towards the 
formative (self- and hetero-observation) assess-
ment of language competences. in the case of 
formative assessment, we are increasingly seeing 
the development of instruments of observation 
and assessment in competence-based teaching 
that allow teachers to systematically observe and 
assess the language competences of their stu-
dents, or to have them assessed by the students 
themselves. But the need for instruments to as-
sess, define the level achieved and encourage is 
especially great for german and french as foreign 
languages. chapter 5.4.3 presents this type of 
observation and assessment instrument (com-
petence grids, checklists) that can be used in the 
everyday school environment, in greater detail 
because they offer high potential for the develop-
ment of encouragement-based competences and 
because they can cover the whole spectrum of 
language abilities and skills.

a great number of special diagnostic procedures 
and instruments are used for the language of 
schooling, generally for basic aptitude tests or 
in cases where students are lacking in the local 
language of schooling. These tests are designed 
on the one hand for defining the needs in terms 
of speech therapy and special teaching and, on 
the other, for establishing a list of language com-
petences and encouraging children who are non- 
native speakers and who are learning the lan-
guage of schooling as a second language, or stu-
dents with weak language competences (cf. ehlich 
[2005] and fried [2004] about the level of learning 
tests). The introduction of national educational 
Standards and of the curricula of the linguistic 
regions should provide an opportunity to conduct 
a critical analysis of these tests in order to deter-
mine to what degree the competences they out-
line are really current and relevant (cf. Behrens, 
Marc and Vermot, currently under publication). 
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Their use in Swiss schools should be documented 
and the results verified.

5.4.3 Competence grids and 
checklists – encouragement-
based observation and assessment 
instruments 

Competence grids and checklists were designed 
for the daily practice of competence-based 
teaching. for this, the descriptions of compe-
tences must be very detailed, precise and com-
prehensible in order to minimise a variation mar-
gin that could lead to divergent assessments and 
to provide as accurate an assessment as possible. 
Thanks to the competence grids and checklists, 
the learner is able to establish comparisons with 
his or her previous performances or with those of 
other learners.

The competence grids describe competences 
in a matrix: the first field presents the areas of 
competence («what?»); the second records the 
different levels («to what degree?»). They allow 
the orientation and visualisation of the devel-
opment of the learning and the competences of 
the students. They contribute to the assessment 
made by the teacher or the students themselves 
and lead to better awareness of the compe-
tences acquired. By talking with the teachers, 
students find out about performance criteria 
and learn to evaluate themselves. Vollstädt’s vi-
sion for the school of 2020, (2009, 255) describes 
what can be achieved with competence grids, 
stating that the competence grid tells students, 
for the long term and at any time, which compe-
tences they need to acquire and what levels they 
can attain. The grid shows them what they must 
know and to what degree of proficiency. To give 
them a better understanding of what is expected  
of them, different learning tasks have been as-
signed to each level of competence, among 
which they can choose. They thereby learn to as-
sess themselves, and can also get an idea of how 
their competences are assessed by the teacher 
and of what still needs to be achieved. it gives 
them an individual competence profile for each  
subject. 

an example of a competence grid that enables 
teachers to observe and assess the performances 
of their students is to be found in the assessment 
grid conceived for the language of schooling of 
children aged four to eight (Einschätzungsraster 
für die Schulsprache der 4- bis 8-Jährigen») (see 
table 5d). 

This example is an instrument of hetero-observa-
tion that helps teachers to accompany their stu-
dents in their learning. it allows them to supple-
ment the assessments made on the basis of their 
own observation and on the basis of test and exam-
ination results, with more differentiated, targeted 
observations made in the daily school context, 
and thereby to widen their diagnostic repertoire. 
its purpose is to obtain as complete a picture as 
possible of the development of the students’ com-
petences in order to promote these competences 
more effectively and give the students and their 
parents a better understanding of them.

Checklists present, in list form, different aspects 
of the competences or learning objectives re-
lated to a given level of competence. They show 
students what they have already learned and 
what they still need to acquire. They teach them 
to assess their own competences, to recognise 
the progress they have made and to plan the next 
steps in their learning. an example of a checklist 
is given below; it is taken from the elP and used 
by students to observe and assess their own per-
formances (see illustration 5b).

This example presents an instrument for self-
assessment and reflection designed for students. 
The competences to be attained are described in 
the form of can-do statements that are relatively 
easy to understand. Self-assessment repeated 
at different times evidences the level of learning 
that has been achieved and makes it possible to 
plan the next steps. 

competence grids and checklists are important 
working instruments for teaching. But to use these 
instruments, teachers must possess specialised 
knowledge of methodology, education, and psy-
chology, and a certain diagnostic competence. 
The competence grids and checklists that are cur-
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rently available are accompanied by complemen-
tary supplements such as commentaries contain-
ing information on the subject and methodological 
instructions for teachers, suitable stimulating 
tasks that enable accurate observation, or student 
performances that illustrate the expectations at 
different levels (cf. Lingualevel). The competence 
grids and checklists refer to scientifically-based 
models of competence such as those developed 
for the common european framework of refer-
ence for languages (cefr) or the national edu-
cational Standards. however, although these in-
struments, with their different levels, track the 
learning gains of children and adolescents fairly 
well, they are often not able to give a satisfactory 
representation of each function because in many 
areas the empirical data are still insufficient. 

The need has been demonstrated for orientation 
aids in the area of assessment and promotion of 
the individual competences of students in the 
language of schooling. it is now particularly urgent 
to clarify for those involved the function of the in-
struments, whether or not their use is compulso-
ry, and the associations that are possible, notably 
with the aim of coordinating diagnosis and per-
formance training. in addition to conducting in-
depth studies of language acquisition in school, 
to developing the relevant instruments, particu-
larly with regard to the models of competence, 

and to providing continuing education to teachers, 
more attention should be devoted to research into 
the effects of the instruments in parallel to their  
implementation.

5.5 International language diplomas

This chapter deals with the role and significance 
of international language diplomas in (compulso-
ry) school and in upper secondary education (bac-
calaureate and vocational schools). 

5.5.1 Standardised international 
language diplomas: what is on offer 
and how it is used 

The standardised international language diploma 
offer for foreign languages has been growing stead-
ily in the past decades. according to estimates and 
reports made available by the providers of this 
type of diploma, the number of individuals having 
successfully passed their examinations has risen, 
for certain diplomas, by over 30% between 2004 
and 2007. in 2007, most international language di-
plomas awarded in Switzerland related to english 
(about 33,000), followed by french (about 20,000), 
german (about 3,700), Spanish and italian (less 
than 1,000 for each of these two languages)140.

the ability to converse

level i level ii level iii level iV
does not grasp the basic 
rules of conversation
 

Begins to follow the basic 
rules of conversation

improves in following the 
basic rules of conversation; 
integrates the utterances of 
his/her interlocutor(s)

follows the basic rules of 
conversation, listens at-
tentively, seeks to clarify 
unclear points, argues, 
clarifies 

Makes little contribution to 
the conversation

Makes little, or dispropor-
tionate, contribution to the 
conversation

Makes increasingly relevant 
contribution to the conver-
sation

Makes a contribution to the 
conversation that is relevant 
and adapted to the situation

Table 5d | Einschätzungsraster für die Schulsprache (assessment grid for the language of schooling), Jurt Betschart, Theiler and 

Vogel Wiederkehr (2008), based on Bitter Bättig et al. (2006)

140  This information is taken from a survey conducted by the General Secretariat of the EDK of which the results 
have not yet been published.
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although there are no age-specific statistics, one 
can assume that language diplomas are acquired 
mainly by adults who follow continuing education 
courses for professional reasons.

although most examination providers now refer to 
the common european framework of reference 
for languages (cefr) and its levels (a1 to c2), 
the offer is extensive and it is not possible to gain 
an overall picture because each language is of-
fered by several providers (such as, for italian, the  
Società Dante Alighieri with the PLIDA exami-
nations, the Accademia italiana di lingua with 
the DELI examinations, and the Università per  
Stranieri di Perugia with the CELI examinations) 
and because some of them offer several language 
diplomas (for example, telc GmbH, with diplomas 
for nine languages). a list drawn up for the survey 
conducted by the EDK in 2008 (see footnote 140) 

Illustration 5b | Checklist for self-assessment, listening, level A1, taken from the Swiss version of the European Language 

Portfolio for children aged 11 to 15 and for adolescents (EDK 2005)

shows that for french, for example, there are 20 
different language diplomas. furthermore, a dis-
tinction must be made between language diplo-
mas and assessment tests.

Standardised international language diplomas 
are forms of certification of foreign language 
competence that are known worldwide and rec-
ognised by most educational institutions and by 
employers. a number of institutions offer general 
language examinations for different levels that all 
refer to the cefr levels. There is generally no time 
limit on the validity of these language diplomas. 
among the well-known language diplomas there 
are, for english for instance, the first certificate, 
the advanced and Proficiency certificates of 
cambridge eSol. This chapter gives an overview 
of some of the other language diplomas on offer 
(see below).
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Besides standardised international language di-
plomas, linguistic knowledge can also be evalu-
ated by means of assessment tests. These tests 
are generally conducted for universities, col-
leges, or professional schools and are valid for a 
fixed period of time (generally two years). among 
these widespread assessment tests are the fol-
lowing well-known examinations: ielTS, Toefel 
and Toeic for english, TCF and TEF for french, 
Testservice Deutsch für den Beruf or BulaTS for 
english, french, german and Spanish.

More and more international language diplomas 
are offered (up to about level B1) for the specific 
needs of compulsory education students, from 7 
to 16 years of age. There are, for instance delf 
Prim and delf Junior a1–B2, Yle Young learn-
ers english (Starters, Movers and flyers), KeT 
Key english Test a2, PeT Preliminary english Test 
B1, and ZDj B1 Zertifikat Deutsch für Jugendli-
che. They are characterised by topics adapted 
to the age of the learners and take into account 
their system of reference, which is heavily influ-
enced by their schooling. Students who com-
plete a baccalaureate diploma or a federal VeT 
diploma (professional baccalaureate school, 
final apprenticeship examination) can choose 
from an even wider range. Some international 
language diplomas relate to specific language 
competences for certain professions or employ-
ment sectors; they are therefore intended for 
students who are following vocational education 
and training or for those who want to go beyond 
general language competences in order to at-
tain specific language objectives (technical, or 
commercial for example). The following table 5e 
gives an overview of the international language 
diplomas corresponding to specific school lev-
els in the three foreign languages most taught in 
Switzer land.

The empirical data available concerning the use 
that is made of these diplomas in the context of 
compulsory education are largely inadequate. 
however, a case study of the Zertifikat Deutsch 
für Jugendliche (ZDj) is enlightening. among the 
tested models of standardised international lan-
guage diplomas integrated into the Swiss educa-
tion system there is for instance the federal VeT 

diploma for commercial employees and the fed-
eral Vocational Baccalaureate certificate.

The pilot project for the Zertifikat Deutsch 
für Jugendliche (ZDj) (German certificate for 
youth)

The project conducted in 2007 and 2008 by the 
Département des sciences du plurilinguisme 
et des langues étrangères [the department of 
the sciences of plurilingualism and foreign lan - 
guages] (formerly LeFoZeF: Lern- und Forschungs-
zentrum Fremdsprachen) of the university of fri-
bourg with the support of the EDK, had a dual 
objective:

to make the1.  ZDj (a communication-based 
language examination corresponding to level 
B1) available, under licensing, to Swiss public 
schools through an information and advisory 
programme, and to have students take this 
examination at the end of their compulsory 
education
to set up a Swiss 2. ZDj examination centre (PSS 
ZDj) to implement this project

The case for the introduction of the ZDj as a lan-
guage diploma for young people was argued as 
follows in the ZDj proposal:

it provides Swiss schools desiring it with a •	
framework that helps them to become more 
professional and to distinguish themselves in 
the field of language assessment.
it offers Swiss students desiring it the oppor-•	
tunity to acquire a prestigious diploma that 
provides evidence of their language compe-
tences in a form that is motivating, transparent, 
and can be compared internationally. This is a 
significant asset for their ongoing school career 
and for entry into the world of work, in which 
(language) certificates are widely recognised.

according to the final internal report, it is not 
possible to give a clear summary of the pre-
liminary results of this initiative (Studer and 
wiedenkeller 2009, 2): only a few examinations 
could be organised during the official period of 
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Languages International language diplomas Providers (numbre of examination centres  
in Switzerland)

german, 
french,
english,
italian, plus 
other lan-
guages

telc A1
telc A1 online
telc A2
telc A2 School
telc B1
telc B1 Business
telc B1 hotel and restaurant
telc B2
telc B2 Business
telc B2 Technical
telc C1

telcGmbH (30)

german Goethe-Zertifikat A1–C2:
Fit 1 A1
SD1 A1
SD2 A2
Fit 2 A2
ZDj B1
ZD B1
ZDfB B2
TestDaF B2–C1 (Test DaF-Institut)
PWD C1
Goethe-Zertifikat C1
ZOP C2
KDS C2
GDS C2+

Goethe-Institut (11)

french DELF Prim 
DELF Junior A1–B2
DELF A1–B2
DELF pro B1 and B2
DALF C1–C2

Ministry of national education, in cooperation with the 
Centre International d’Etudes Pédagogiques (CIEP) (13)

DFP A2–B1
DFP AFFAIRES B2–C2
DFP scientifique et technique B1
DFP tourisme et hôtellerie B1
DFP secrétariat B1–B2
DFP juridique B2
DFP médical B2
DFLP A1.2 / A2

CCIP CELAF (chamber of industry and commerce of 
Paris/french language centre) (10)

telc A1
telc A2
telc A2 Ecole
telc B1
telc B1 Ecole
telc B1 pour la Profession
telc B2

telcGmbH (30)

english Yle
KeT a2
PeT B1
fce B2
cae c1
cPe c2
Bec B1–c1

caMBridge eSol (english for Speakers of other lan-
guages) in collaboration with the university of cambridge 
(13)
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the project (and not in the 9th school year as orig-
inally planned, but in the 10th (i.e. respectively in 
the 11th and 12th school years according to the 
HarmoS schedule) and the schools showed little 
real interest in the license. Yet the PSS ZDj (the 
Swiss ZDj examination centre) rapidly emerged 
– completely unexpectedly – as an authority to 
which a significant number of teaching institu-
tions referred for advice on all sorts of questions 
regarding performance assessment. The actual 
target group was therefore not the compulsory 
schools, but rather schools of the next level, in 
particular professional (vocational) schools. The 
schools generally did not wish to acquire the li-
cense themselves to organise the examination, 
preferring the examination centre to look after 
this. however, the survey revealed that the ini-
tial objective, which was to offer Swiss schools 
an individualised advisory service and to provide 
support if the ZDj were integrated into the exist-
ing school structure (as either an optional or a 
compulsory element) – which german provid-
ers do not offer on the Swiss examination mar-
ket – responded to a clear need on the part of 
many teachers and schools and could indeed 
be considered as a positive result at the end 
of this pilot project (Studer and wiedenkeller  
2009, 6).

The integration of standardised language 
diplomas into the Federal VET Diploma 
examination of commercial employees and 
into the Federal Vocational Baccalaureate 
Certificate examination 

Young adults who sit the federal VeT diploma ex-
amination for commercial employees may replace 
exams in the second national language or english 
with a standardised international diploma. The 
regulation of 1 / 24 January 2003 stipulates, in 
section c «Systematics of examination elements», 
under ii «Broader education», «federal VeT diplo-
ma examination»: «The examination commission 
can recognise or prescribe international language 
certificates in lieu of an examination or part of an 
examination. grades will be given according to 
the accreditation concept in force.» [translation]. 
This provision has been in force throughout Swit-
zerland since September 2006.

The Swiss examination commission sets the 
rules for the conduct of the examinations: the 
aim is to test the communication skills of com-
mercial employees on both a personal and a pro-
fessional level. The description of the written and 
oral sections of the examination covers partial 
competences (such as spoken and written com-

italian PLIDA Juniores (A1–C1, 15–18 years)
PLIDA A1–C2
PLIDA commerciale (B1, B2, C1)

DA (Società Dante Alighieri) in cooperation with the  
Università La Sapienza of rome (5)

CELI A1–C2
CIC B1, C1

Università per Stranieri of Perugia (21)

DELI A1/A2
DILI B1
DILIC B1
DALI B2/C1
DALC B2/C1 (diploma commerciale)

Accademia italiana di lingua (AIL) of florence (14)

CILS A1–C2 Università per Stranieri di Siena

telc A1–B2 telcGmbH (5)

Table 5e | A selection of the most common standardised international language diplomas for German, French, English and  

Italian141

141  The main providers of international language diplomas are generally members of ALTE (Association of Lan-
guage Testers in Europe). For Italian as a foreign language, they are for example the Università per Stranieri in 
Perugia or the Accademia italiana di lingua (AIL) in Florence.
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prehension, written production and interaction), 
the performance objectives (such as written com-
munication in the professional arena) and the 
requirements of the examination itself (duration, 
number of points, etc.). The weighing of the dif-
ferent parts of the examination is also stipulated 
(written examination 70%, oral examination 30%). 
for international language diplomas, the oral and 
the written each count for 50%.

The international language diplomas to be con-
sidered must be accredited by the Swiss exami-
nation commission. There is a provision for ad-
ditional requirements concerning performance 
objectives specific to a professional area. These 
requirements are waived if the international lan-
guage diploma obtained is classed at a higher 
level according to the cefr scale. in the case of 
vocational schools, it is up to the relevant can-
tonal authority to decide whether they recognise 
the accredited international language diplomas. 
regulation school grades are applicable for the 
international language diplomas, unless the can-
tonal authority grants a dispensation on the basis 
of an international language diploma. 

The approach adopted for the federal Vocational 
Baccalaureate certificate examination is compa-
rable. The federal commission for the federal Vo-
cational Baccalaureate certificate formulates its 
recommendations in the Aide-Mémoire IV (2007) 
regarding the handling of standardised interna-
tional language diplomas.

generally, standardised international language 
diploma examinations, based on the common 
european framework of reference for languages 
(cefr) are highly motivating for students. Their 
cost however is not negligible (fees ranging from 
chf 80 to 450 per participant). 

5.5.2 The relevance of language 
diplomas and the need for 
coordination

The examinations for international accreditation 
that have been mentioned mainly test the use 
of language competences, which can be consid-
ered as a favourable development, in particular 
because this can produce positive outcomes in 
terms of action-based teaching142. nevertheless, 
the fact that examinations are confined to what 
is measurable and occasionally to formats which 
may be limiting (multiple choice answers, etc.) 
can have negative repercussions. learners and 
parents expect courses to be first and foremost 
devoted to preparing for these tests (teaching 
for the test), which can be incompatible with the 
learning objectives set by the curricula. 

international recognition of these diplomas is one 
highly valued advantage, to which can be added 
the guarantee of quality – which is on the rise – 
and the association with the common european 
framework of reference for languages (cefr) 
and, especially, its levels of reference (a1–c2). in-
tegrating language diplomas based on the cefr 
levels into federal VeT diploma or federal Voca-
tional Baccalaureate certificate examinations 
provides opportunities for comparison – pro-
vided all students obtain this type of diploma or 
that equivalent diplomas on offer are issued by 
a single establishment or have been developed 
for a certain region, are professionally organised 
and assessed, and meet quality criteria similar to 
those of international examinations (see chapter 
5.5.1 on the training of commercial employees).

for most of the standardised international lan-
guage diplomas, the different sections of the 
examination that correspond to language skills 
(such as written comprehension and spoken pro-
duction) refer to the same level (B1, for exam-
ple). To determine whether the examination has 
been passed successfully, a global assessment 

142  However, a clear limiting factor is that, in the examples given, the examinations always test competences in a 
single language. At the present time, communication in a multilingual situation, for instance, is not a subject of 
examination. 
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is generally made (for example, 60 points out of 
100)143, whereas national educational Standards 
and the expectations defined in recent curricula 
give different requirements for each area of com-
petence, making it possible to establish profiles. 
likewise, professional profiles also use differ-
entiated competence profiles depending on the 
function of various sets of competences as shown 
in the example below of the SBB (Swiss railway  
system, illustration 5c).

Skills Levels 

Speaking  (spoken interaction)
writing  (written interaction)
listening comprehension (spoken reception)
reading comprehension (written reception)

Illustration 5c | Linguistic profile of the «Customer relations 

and Services» staff of the SBB144.

in such cases, standardised international lan-
guage diplomas do not really cover the language 
competences required.

The designers of the Zertifikat Deutsch für Ju-
gendliche (ZDj) consider that language diplomas 
complement the national educational Stand-
ards. This is shown by the following excerpt  
taken from the project proposal (Studer 2007) 
(see table 5f):

if one wishes to give students who are finish-
ing their compulsory education the motivation 
and the opportunity of pursuing further learning 
throughout their lifetimes, it may be useful to 
make them aware of the importance of language 
diplomas. in this respect, the european lan-
guage Portfolio (elP) can play a major role, as it 
allows students to plan their continued language 
learning themselves and to set such a certificate 
as a medium or long term goal.

national Educational 
Standards

the Zertifikat Deutsch für 
Jugendliche (ZDj)

define binding national 
fundamental competences, 
in the form of levels of 
competence in foreign 
languages that should be 
attained by practically all 
students at the end of the 
8th and 11th school years 
according to the HarmoS 
schedule).

intended mainly for stu-
dents (at the end) of lower 
secondary education who 
have a particular inter-
est in german as a foreign 
language, or a certain level 
of fluency. (The ZDj offers 
interesting opportunities to 
rework entry examinations 
for baccalaureate school 
and is reasonably applica-
ble for german as a second 
language.)

define binding fundamen-
tal competences that apply 
to the entire Swiss school 
system.

designed as an additional, 
optional qualification for 
learners. it has gained rec-
ognition and scope beyond 
the Swiss school system 
and of Switzerland.

contribute to the education 
Monitoring.

offered to schools that 
choose to professionalise 
and wish to distinguish 
themselves in this area.

Table 5f | Potential complementarity between national 

Educational Standards and international language diplomas 

(according to Studer 2007)

at upper secondary education, the baccalaure-
ate diploma could take inspiration from experi-
ence gathered from federal Vocational Bacca-
laureate certificate (see chapter 5.5.1), where 
the transparency and useability of levels was 
paramount before accrediting the relevant di-
plomas. This process also regularly gave rise to 
intense debates about the areas that the inter-
national diploma examinations do not cover, or 
not sufficiently. The action to be undertaken in 
this regard concerns in particular the regula-
tions governing the examination for the bac-
calaureate diploma and more specifically the 
certificate for the level achieved in foreign lan - 
guages.

143  Certain examinations use other systems, thereby allowing the establishment of different scales (TCF, IELTS, 
TOEFL or TestDaF). Work is in progress to design language diploma examinations that lead to a profile of 
competences rather than to a single level. The certificate presents in detail the different levels achieved. The 
examination for German as a second language, Deutsch für Zuwanderer, is an example.

144  Taken from the talxx language profile for staff «Customer relations and services»: http://www.clacnet.ch/docs/
talxxprofil.pdf (22.02.2010)
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Moreover, the example of vocational training 
shows that summative examinations leading to 
a grade and language diploma examinations can 
very well complement each other, provided that 
certain measures are taken (such as offering op-
tional courses to prepare for tests outside the 
regular classroom schedule) to avoid «teaching 
for the test», which would be unbalanced and 
time-consuming145. 

The general Secretariat of the EDK is currently 
studying the question of the measures to be 
taken in connection with international language 
diplomas, together with the federal bureaux 
concerned146, the general secretariats of the 
three conferences of rectors of universities of 
Teacher education (CRUS, KFH and COHEP), the 
Swiss conference of upper Secondary education 
(SMAK), as well as the Swiss conference of Voca-
tional Training Bureaux (SBBK).

5.6 Summary

The developments presented in chapter 5 show 
that, leaving aside practical implementation (see 
chapter 4 on education), the quality of language 
teaching depends heavily on the way in which it 
is coordinated, particularly as regards organisa-
tion and the instruments used. national educa-
tional Standards, curricula, assessment instru-
ments and, consequently, initial teacher training 
and continuing education must be coherent if 
they are to be implemented at the school level. in 
this regard, the EDK’s (2004) Strategy of language 
Teaching constitutes an appropriate basis, since 
it comprises aspects of quality assurance and co-
ordination of language teaching.

The curricula of the linguistic regions that have re-
cently been completed or are still in development 
(the Plan d’études romand [PER], the Lehrplan 21 
and the curriculum of canton Ticino) will take on 

a new function since, in addition to taking into 
account regional traditions and needs they will, 
for the first time, comprise national educational 
Standards that play the role of greatest common 
denominator, and since they refer to correspond-
ing models of competence for the language of 
schooling as well as for foreign languages. These 
will form the necessary basis for the develop-
ment of assessment instruments across Switzer-
land, for example, as is the case for Lingualevel, 
a hetero-assessment instrument for foreign lan-
guages that is not associated with any teaching 
resource. This instrument, which up until now was 
used in the german-speaking region of Switzer-
land can, because it is coherent with educational 
Standards and their models of competence, be 
used for the french and italian-speaking regions. 
Moreover, when the national educational Stand-
ards were developed, they were designed to cor-
respond to the european language Portfolio (elP) 
and to its descriptions of levels, since this was al-
ready a well-established instrument for self-as-
sessment that had achieved recognition through-
out europe. 

henceforth, when instruments are conceived 
or revised there will be the question of whether 
they should be offered at the level of the linguis-
tic regions or nationwide. They will therefore refer 
to the competence descriptions and educational 
objectives of the curricula or educational Stand-
ards that they cover. The exercises in the tests de-
signed for the national education Monitoring will 
be based on the national educational Standards. 
for regular recording of individual student learn-
ing levels, the tests will be developed on the basis 
of the educational objectives of the curricula and 
on the learning objectives of the ensuing teach-
ing resources (for instance, for the testing of the 
learning objectives contained in the teaching re-
sources). The question will be to define the refer-
ence value for the (semi-)standardised tests that 
periodically (at the end of the school year for ex-

145  See chapter 5.3 regarding the relevance of standardised language diplomas and the debates surrounding this 
question in the Universities of Teacher Education.

146  I.e., the State Secretariat for Education and Research (SER), The Federal Office for Professional Education and 
Technology (OPET) and the Federal Office of Culture (FOC). 
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ample, to plan subsequent learning) provide in-
formation regarding the language competence of 
each student in comparison with other students 
of the same age, and in relation to a given refer-
ence system (language competence descriptors). 
The Klassencockpit, Stellwerk and check 5 in-
struments, which are implemented at the level of 
the linguistic region, have until now been based 
on their own model of competences, which con-
tains descriptions of levels. if they referred to the 
models of competence and levels of the national 
educational Standards, in addition to the descrip-
tions of competences of the regional curriculum, 
their relevance would be heightened, especially 
since the system of reference for assessment 
corresponds to the one in use in the school sys-
tem of the region. 

Standardised international language diplomas 
are recognised internationally because they are 
based on the common european framework of 
reference for languages (cefr) and can in prin-
ciple be used together with assessment instru-
ments that are based on national educational 
Standards. They represent general language com-
petences, or competences that may be specific 
to certain professions or occupations; most lan-
guage diplomas concentrate on a same level (for 
example B1) in all language skills and therefore 
do not lead to language profiles. however, the na-
tional educational Standards, the curricula and 
the professional profiles are based on language 
profiles that give specific information about dif-
ferent language skills. in the development pro- 
cess of assessment instruments, it will be more 
and more necessary to reflect on the way in which 
to deal with the diverse competences of plurilin-
gual individuals (their competences in different 
communicative language skills in a same lan-
guage often being unequal) as well as their ability 
to communicate in a multilingual situation.

Besides the abovementioned reference function 
for the development of teaching resources and 
assessment instruments, the new curricula of 
the linguistic regions also fulfil an interlinguistic 
coordination function. This is in relation to inte-
grating in the curricula the aspects of multilin-
gual teaching methodology presented in chap- 

ter 4. The educational objectives of the second 
foreign language should be an extension of those 
set for the first. in parallel, one should take into 
account the transfers that occur between lan-
guages (for instance in strategies or vocabulary). 
Methodological competences (such as knowing 
how to use dictionaries) and mediation should 
be rooted in the educational objectives and must 
not be reduced to general considerations. other-
wise, they cannot be utilised in the development 
of teaching resources and instruments used for 
encouragement-based assessment, nor can they 
be used for teaching. in the Plan d’études romand 
(PER), which has just been adopted, foreign lan-
guages still tend to appear as isolated languages. 
it would be good if the Lehrplan 21 took into con-
sideration aspects linked to transfer and thus to 
the real learning of students. Preliminary work 
has already been done in this area as part of the 
Passepartout curriculum which was recently cre-
ated by the cantons along the linguistic border. 
Moreover, one must reflect on the way in which 
exchange projects could be included in the cur-
ricula, in order to be more strongly integrated into 
the teaching and so that they could be used for 
language learning.

finally, the curricula should explicitly develop and 
coordinate the issues of language as subject and 
language in other subjects. Thus, a description of 
competence such as, in natural sciences, «de-
scribe an experiment as concisely and accurately 
as possible», contains, in addition to its subject 
orientation, a linguistic component. on the one 
hand, the linguistic aspect must be considered 
in chemistry courses and on the other it must be 
coordinated so as to develop this competence in 
the language of schooling as object. in this field, 
there remains a great deal of development and 
coordination work to be done and one can hope 
that the Lehrplan 21 will provide the opportunity 
to deal with it. 

The teachers are the instigators of the implemen-
tation phase and it is therefore essentially they 
who guarantee the quality of language teaching. 
The abovementioned developments are being 
considered in the initial training and continuing 
education they receive. universities of Teacher 
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education are working, at national level, on issues 
such as the description of language competence 
profiles for primary school level and secondary 
education teachers, the curricular context for 
language methodology training as well as the de-
velopment of multilingual teaching methodology. 
The measures that need to be taken in this regard 
concern coordination of initial education and 
training and continuing education in the language 
of schooling, in the context of plurilingualism as 
well as in connection with non-language subjects. 
Moreover, teachers should receive more support 
in order to be able to develop a positive assess-
ment capability geared towards encouragement.

The cantons wish to keep the generalist model, 
even with two foreign languages at the primary 
level. although this model facilitates transfers 
among languages in teaching, it makes special 
demands on teachers in terms of language com-
petence. however, a good number of courses of-
fer trainees the option of choosing their educa-
tional profile, giving up a foreign language which 
they can acquire later through additional training. 
guidelines concerning the recognition of teaching 
accreditation for subjects or additional cycles in 
pre- and primary schools as well as for additional 
subjects in lower secondary education are being 
developed with the EDK.



156

The coordination of language teaching in Switzer-
land is progressing in both small and big steps, 
simultaneously. chapter 6.1 presents a summa-
ry of the main lines of this endeavour. it will re-
main necessary to continue investing in language 
learning, to promote and cultivate languages as 
a means of communication and a door to knowl-
edge and to the riches of our cultural heritage, 
rather than considering them as an obstacle or 
a burden. The development of our language po-
tential requires the involvement of every level of 
our education system. The success of such a mis-
sion depends on conditions that are addressed in 
chapter 6.2. chapter 6.3 deals with the outlook for 
the future.

6.1 The main lines of coordination

as described in the preceding chapters and in  
illustration 6a, diverse actors are involved in the 
coordination of language teaching. They intervene 
in this ongoing process with the help of the ap-
propriate tools, at several levels whose schedules 
overlap. for this, on the one hand objectives must 
be continually adjusted and action taken in the 
light of the experience gained and the new needs 
of society, and, on the other continuity must be 
guaranteed through long term strategies and 
coherent implementation of changes in several 
stages. Below is a brief outline of the main lines 
of coordination of language teaching as it is prac-
tised today.

6.1.1 The individual

curricular and extracurricular language learning: 
children are born with the ability to acquire sever-
al languages. Before they enter school they come 

into contact with different languages (in their 
neighbourhood or via the media, for instance). 
Moreover, in addition to the local language some 
acquire a different language at home. children 
spontaneously coordinate the languages learned 
outside the school by calling on their (plurilin-
gual) repertoire and making transfers (see chap-
ters 3.1 and 3.3.3). when they start school, lan-
guage learning becomes explicit. in other words, 
the pupil becomes aware of learning and thinks 
about the linguistic system. at that point, lan-
guages are separated into teaching subjects and 
learning units (lessons). learning the language of 
schooling involves all subjects and is the indis-
pensable prerequisite for acquiring knowledge. 
The language of schooling and foreign languages 
are learned interdependently through adapted 
contents and according to precise situations and 
objectives. extracurricular learning continues in 
parallel to curricular learning, either passively (as 
via the media) or actively (in the family or during 
leisure activities, for instance)147. for language 
teaching, these different learning contexts must 
be coordinated (see chapter 3.3.5 on the potential 
of the different learning contexts). 

during their compulsory education, children can 
acquire not only knowledge of languages but also 
the competences they will need to pursue life-
long learning. These competences are transfer-
able to other situations of everyday life (BicS) and 
to the learning of a specific subject (calP)148. at 
upper secondary education, language learning is 
oriented either towards a specific profession (in 
vocational schools) or towards general knowledge 
(in baccalaureate schools). at tertiary and post-
graduate levels language learning is increasingly 
linked to specific situations. linguistic knowl-
edge, which is a precondition for contact with oth-
ers both in the private and professional spheres, 

6 SuMMarY and PerSPecTiVeS 

147  See chapter 3 for more detailed information about language acquisition and learning.
148 BICS is the acronym of «basic interpersonal communicative skill» and CALP that of «cognitive academic  

language proficiency»; see chapter 3.2.2.
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contributes to a better understanding of others 
and to tolerance and enables active participation 
in society. language teaching must reflect these 
objectives as well as the new needs of society.

6.1.2 Language teaching

The essential role of language teachers is to adapt 
their teaching to the class, to take into account 
the resources of their students and to adjust the 
method to different styles of learning. Plurilin-
gualism is on the rise in classrooms: 23% of chil-
dren under the age of 15 speak a language that is 
not one of the four national languages. coordina-
tion and cooperation with language teachers (for 

language of schooling, foreign languages and lan-
guages of origin / of migration) must be reinforced 
to help students develop a plurilingual repertoire, 
to establish structured language learning, and to 
enable transfers (of strategies for instance) be-
tween languages. Moreover, harmonisation with 
teachers of other subjects (such as history, geog-
raphy) is necessary in order to base the language 
aspects of those subjects on acquired language 
competences and thereby consolidate the latter. 
This mainly concerns the language of schooling, 
but foreign languages as well in the case of bilin-
gual teaching of non-language subjects149. Such 
harmonisation and cooperation can take very dif-
ferent forms depending on the structures of the 
individual schools.

Illustration 6a | The main lines of language teaching coordination (simplified) 

149  See chapter 4 for more detailed explanations.
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The cantonal level

The sovereignty of the cantons in the area of edu-
cation means that the coordination of teaching 
takes place first at the cantonal level and then, 
for implementation, at the level of the com - 
munity.150 The cantons are responsible for the de-
velopment of the education system and for the 
implementation of regional and national strate-
gies. it is they, for example, who set the timetable, 
decide on the bilingual teaching of non-language 
subjects, define the teachers’ mandates (i.e. 
whether languages are taught by generalists or 
by specialists) and select teaching resources and 
assessment tools. They also organise support 
for children from a migrant background or those 
whose families are culturally disadvantaged, 
and help sponsor language of origin / of migra-
tion courses in cooperation with the embassies 
of the countries involved. Thus, canton fribourg, 
for example, integrates certain forms of bilingual 
teaching into its language promotion programmes 
during the compulsory education151; canton zurich 
has introduced a permanent measure that makes 
it possible to follow a bilingual path in all schools 
that prepare for the baccalaureate diploma152. fi-
nally, canton Basel Stadt emphasises reinforce-
ment of the local language for children from three 
to four years of age whose families are socially or 
culturally disadvantaged or speak a foreign lan-
guage. in order to do so, it intervenes before pre-
school and, if necessary, makes it compulsory for 
the children to attend a play group or a day-care 
centre that offers qualified language-learning as-
sistance153.

Several cantons have coordinated provision of 
teaching resources and assessment tools that 

are partially available to the other cantons as 
well. The following are a few examples of the most 
widely used assessment tools:

Klassencockpit•	 154 in canton St. gallen and 
check 5155 in canton aargau for the assess-
ment of the language of schooling (see chapter 
5.4.2)
Stellwerk•	 156 in canton St. gallen for assess-
ments in the language of schooling as well as 
for french and english as foreign languages 
(see chapter 5.4.2)
assessment grid for german as a foreign •	
language in the elementary cycle (Grund-/Ba-
sisstufe) and in the 1st and 2nd school years (3rd 
and 4th school years according to the HarmoS 
schedule)157 of the EDK of eastern Switzer-
land, i.e. at the level of the linguistic region 
(see chapter 5.4.3)
cantonal examinations in western Switzerland •	
at the end of the 8th school year in the lan-
guage of schooling and foreign languages (see 
chapter 5.4.2)
Prove di fine ciclo •	 in canton Ticino at the end of 
lower secondary education (scuola media) as 
per the common european framework of ref-
erence for languages (cefr) and the descrip-
tors of the european language Portfolio (elP)
(see chapter 5.4.2)

The linguistic region

The needs of society – mobility, transparency and 
similarity of educational provision – can be ad-
dressed by developing coordination at the level 
of the linguistic regions while observing regional 
traditions and specificities.

150  See the main legal foundations of compulsory education in art. 61a and 62 of the Federal Constitution (http://
www.admin.ch/ch/d/sr/101/a61a.html and http://www.admin.ch/ch/d/sr/101/a62.html, 22.02.2010) and, at the 
cantonal level, in the school laws and ordinances.

151  See http://admin.fr.ch/ww/de/pub/aktuelles.cfm?fuseaction_pre=detail&prid=76146& (22.07.2010)
152  See http://www.bildungsdirektion.zh.ch/internet/bi/de/aktuell/news09/022-2.html (22.07.2010)
153  See http://www.ed-bs.ch/bildung/volksschulen/projekte/sprachliche-fruhfoerderung (22.07.2010)
154  See http://www.klassencockpit.ch/ (22.07.2010)
155  See http://www.ag.ch/leistungstest/de/pub/check5.php (22.07.2010)
156  See http://www.stellwerk-check.ch (22.07.2010)
157  See http://www.edk-ost.ch/Einschaetzungsraster-Erstsprac.110.0.htm (22.07.2010)



159

the order •	 in which foreign language learning is 
introduced is not decided at the national level 
but at the level of the linguistic region (a sec-
ond national language and english are com-
pulsory, and a third national language must 
be offered). The permeability of the education 
system is guaranteed at the point of transition 
to upper secondary education, because all 
students must attain a similar level of compe-
tence in both foreign languages by the end of 
their compulsory education.
for the first time, the •	 curricula are now estab-
lished by the linguistic region (and no longer 
by the canton) (see chapter 5.2). The Plan 
d’études romand (PER) will be/was introduced 
in 2011, the publication of the Lehrplan 21 for 
the Swiss-german region is planned for 2014, 
and a revision of the curriculum of Ticino is 
also planned. when the proposal was put for-
ward to teach two foreign languages in primary 
schools, the curricula for foreign languages 
developed in the educational facilities of 
eastern and central Switzerland already made 
reference to the common european frame-
work of reference for languages (cefr). 
The Passepar tout curriculum for french and 
english at the primary school level, and lower 
secondary education, which is also based on 
the cefr but not yet ready, concerns the can-
tons located along the linguistic border (Basel 
landschaft, Basel Stadt, Bern, fribourg, 
Solothurn and Valais. Passepar tout takes a 
resolutely plurilingual approach in which lan-
guages encounters, exchanges, and transfers 
play a central role. all this preparatory work at 
the regional level will be taken into considera-
tion in future developments.
Lingualevel•	 158, an assessment tool for foreign 
language competences, was developed for 
the german-speaking region (see chapter 
5.4.2). it is not linked to teaching resources 
and provides teachers with a series of practi-
cal tests to assess the five language skills. 
These refer to the intermediate levels (a1.1, 
a1.2, a2.1, a2.2, etc.) developed in Switzer-

land on the basis of the common european 
framework of reference for languages 
(cefr). The corresponding descriptors are 
identical to those of the Swiss edition of the 
european language Portfolio (elP), which 
makes it possible to combine hetero-assess-
ment by the teacher with Lingualevel and 
self-assessment by the student with the elP. 
furthermore, examples of assessments are 
available to the teachers for the productive 
language skills (speaking and writing). in its 
introduction, Lingualevel mentions various 
fields of application: «determining learn-
ing objectives and illustrating them»; «as-
sessing communication tasks, for instance 
in textbooks or examinations, and creating 
them oneself»; establishing links between 
self-assessment and hetero-assessment». 
The Lingualevel series of tests is available for 
assessments. The latter fulfil two functions: 
an internal function, showing learners how 
they are doing and enabling them to plan the 
continuation of their learning (see chapter 
5.4.1 on the outcome-based diagnostic pro-
cess); an external function, by analysing the 
language competences of all the students of 
a canton with a view to providing additional 
support for, or developing, language teach-
ing. in future, Lingualevel will be available 
throughout Switzerland for german, french 
and english as foreign languages.
during the 2014/2015 school year common •	
tests, épreuves communes romandes (EpRo-
Com),159 will be introduced in all the cantons 
of the french-speaking region; these tests 
will be used to establish assessments at the 
end of each cycle and to give an indication of 
the level of attainment of the objectives of the 
curriculum (Plan d’études romand, PER).

The national level

The new constitutional articles on education ap-
proved by public vote in 2006 and the HarmoS 

158  See http://www.lingualevel.ch (22.07.2010). Access to documents requires purchase of a license.
159  See http://www.irdp.ch/documentation/indicateurs/theme_epreuves.html (22.07.2010)
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agreement based on it reinforce cooperation 
between the cantons as well as between the lat-
ter and the federal government, while preserv-
ing cantonal sovereignty in this area. at national  
level, the coordination of language teaching is 
based mainly on the following texts:

a) legal bases and recommendations

national Strategy of Language teaching •	 (EDK 
2004)160 | it includes recommendations con-
cerning the coordination and improvement of 
language teaching, of which the most impor-
tant are the introduction of a second national 
language and english for all in primary school, 
at the latest from the 5th and7th school years 
respectively (according to the HarmoS sched-
ule), i.e. at 8 and 10 years of age, and the 
development of language teaching to achieve 
clearly defined objectives. These national ob-
jectives are described in the national educa-
tional Standards that students must attain by 
the end of the 4th school year for the language 
of schooling, and by the end of the 8th and 11th 
school years for the language of schooling 
and the compulsory foreign languages. These 
elements of the Strategy of language Teaching 
were integrated into the intercantonal agree-
ment on the harmonisation of the compul-
sory education (the HarmoS agreement) and 
are compulsory for the cantons signing this. 
Moreover, the language policy sets out recom-
mendations on the following points: the wide-
spread use of the european language Portfolio 
(elP) at all school levels (from pre-school to 
upper secondary education); teacher training 
and profile of language competences, as-
sessment of language teaching based on the 
national educational Standards, exchanges  
between schools on either side of the linguis-
tic border (with the support of the centre for 
exchanges and mobility managed by  
ch foundation, the Swiss foundation for fed-

eral cooperation); the establishment of a na-
tional competence centre of Multilingualism.
The •	 new constitutional articles on education 
(2006) | The cantons undertake to cooperate 
in the harmonisation of certain fundamental 
parameters of the education system. it is also 
the task of the confederation and the cantons 
to jointly supervise the quality and permeabil-
ity of the Swiss education system. To achieve 
this, they share tools, more specifically the 
national educational Standards and Swiss 
education Monitoring (see education Monitor-
ing in chapter 5.1). article 70 of the constitu-
tion of 1999 is thus put into effect.
The•	  Intercantonal Agreement on the Harmo-
nisation of Compulsory Education (the  
HarmoS Agreement)161 | as a result of signing 
this agreement, the cantons agree to imple-
ment the provisions of the constitutional 
articles on education concerning the harmoni-
sation of the objectives of the teaching levels 
and the transition from one to the next. These 
objectives include: two foreign languages 
starting in the 5th and 7th school years (cantons 
graubünden and Ticino can be released from 
this schedule if they provide for the addi-
tional compulsory teaching of a third national 
language); development of language teaching 
to achieve clearly defined objectives (national 
educational Standards for the language of 
schooling and foreign languages); coordina-
tion of the second foreign language (second 
national language or english) at the regional 
level; optional teaching of the third national 
language during compulsory education, and 
support for the cantons for students from a 
migrant background (support for the organi-
sation of language and culture of origin (lco) 
classes set up by the countries of origin and 
the different language communities, provided 
that political and religious neutrality are ob-
served).
The •	 Languages Act and the ordinance on Lan-
guages (langa, SpV 2007)162 | with the entry 

160  See http://edudoc.ch/record/30008/files/Sprachen_d.pdf (22.07.2010)
161  See http://www.edk.ch/dyn/14901.php (22.07.2010)
162  See http://www.admin.ch/ch/d/ff/2007/6951.pdf (22.07.2010)
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into force on 1 January 2010 of the languages 
act and on 1 July 2010 of the ordinance on 
languages, the confederation, in agreement 
with the EDK, undertakes to promote and 
financially support the exchange programmes 
of ch foundation; support projects for school 
development and for italian and romansh lan-
guage teaching, and create a national compe-
tence centre of multilingualism.

b) measures and instruments on the national  
level:

The instruments of coordination at national level 
are:

The•	  exchange programmes of the centre for 
youth exchanges (ch foundation for federal 
cooperation, 1993163) | at the request of the 
EDK and the confederation, the centre en-
courages and supports exchanges of students, 
classes, vocational training students and 
teachers between the linguistic regions and 
internationally. Thanks to the financial support 
provided for in the federal law and ordi-
nance on languages (langa, SpV 2007), these 
exchanges will be increased as of 2011. These 
programmes make it possible to emphasise 
intercultural learning as well as the interac-
tion between curricular and extracurricular 
language learning (see chapters 4.2.3).
The •	 Common European Framework of Refe-
rence for Languages (cefr, 2001)164 | This is 
a reference system for action- and commu-
nication-based teaching and learning and for 
assessment. current curricula and teaching 
resources refer to it, as do internationally rec-
ognised language diplomas (see chapter 5.5).
learning objectives, teaching resources and 
assessment tools can thus be compared and 
combined. language learning is more coher-
ent throughout the school career, transfers 

between languages are reinforced and lan-
guage competences can be more transpar-
ently described. all of this promotes lifelong 
language learning.
The Swiss edition of the •	 European Langua-
ge Portfolio (elP i with Portfolino, elP ii and 
iii, 2001–2011)165 | The elP portfolio series, 
arranged in order of age and type of learning 
(from language-awareness to the recogni-
tion of actual language competences) makes 
possible the vertical and horizontal coherence 
necessary for language learning (see chapter 
4.6). The elP is conceived according to an ap-
proach that integrates all languages, including 
the language of origin / of migration, and takes 
into consideration intercultural aspects, vari-
ous learning experiences (such as strategies) 
and all learning contexts (extracurricular and 
curricular). The elP may be used independ-
ently of the chosen teaching resources thanks 
to its links with the common european frame-
work of reference for languages (cefr). it 
makes it possible to document the level of 
language and intercultural competences at 
the transition from one teaching level to the 
next and on entering the world of work. The 
new electronic version of the elP iii is more 
user-friendly.
The •	 national Educational Standards (2011) for 
the language of schooling and foreign lan-
guages166 | These describe the fundamental 
competences that all students should have 
acquired by the end of the 4th school year (only 
in the language of schooling), the 8th and 11th 
school years (the language of schooling and 
foreign languages, according to the HarmoS 
schedule). The national educational Standards 
represent the greatest common denomina-
tor of the curricula that contain the different 
learning objectives according to the linguistic 
region concerned. The models of competence 
on which the educational Standards are based 
are practice- and communication-based (see 

163  See http://www.chstiftung.ch/exchange-and-mobility (22.07.2010)
164  See http://www.goethe.de/Z/50/commeuro/303.htm (22.07.2010)
165  See http://www.sprachenportfolio.ch (22.07.2010)
166  See http://www.edk.ch/dyn/12930.php (22.07.2010)
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chapter 3.1). They cover the five language 
skills. The levels to attain in foreign languages 
correspond to those of the common european 
framework of reference for languages (cefr) 
and to the intermediate levels developed in 
Switzerland (a1.1, a1.2, a2.1 etc.). The models 
of competence are subdivided into language of 
schooling and foreign languages but contain 
certain elements of the plurilingual approach: 
in particular, mediation and methodological 
and intercultural competences (see chapters 
3.1.1 and 3.1.3). The models of competence and 
the educational Standards for the language of 
schooling take into account the double role of 
the latter: language as subject and language 
in other subjects. likewise, the models of 
competence and educational Standards for 
natural sciences and mathematics contain 
elements of language that are a prerequisite 
for learning in general.

c) Continuing support and regulation

Education monitoring in Switzerland•	 167 | 
Through education Monitoring, the levels of 
attainment of national educational Stand-
ards will be verified by sampling conducted 
at regular intervals over a probable period of 
four years. depending on the results, it will be 
possible to make adjustments to the school 
system and take the necessary measures 
to improve language teaching. no ranking of 
students, classes or schools will be estab-
lished. The cantons can decide individually 
if they wish to make cantonal assessments 
that would lead to cantonal measures. The 
EDK and the linguistic regions should develop 
together a database of tasks that will be  
used for education Monitoring in Switzerland, 
and possibly for other surveys. Task develop-
ment resources and know-how will be  
pooled (see chapter 5.1). PISA168 makes it pos-
sible to survey the literacy skills of students 

of lower secondary education for the lan-
guage of schooling. comparison on an  
international scale makes it possible to  
identify the aspects of the school system  
that need to be improved and to define the 
corresponding measures to be taken (see 
chapter 4.3.2).
teacher education and training and continu-•	
ing education | Teachers of the pre-school, 
primary school, lower secondary education 
and baccalaureate schools that prepare for 
the  baccalaureate diploma, special educa-
tors, speech therapists and psychometricians 
are trained for bachelor and master’s degrees 
at universities of applied Sciences. The man-
agement of teacher training is carried out 
mainly according to the EDK’s rules on the 
recognition of qualifications169. all pre-school 
and primary school courses throughout Swit-
zerland have obtained initial EDK recogni-
tion, which promotes mobility both nationally 
and internationally. The rules governing the 
recognition of teaching qualifications evolve 
according to the development of the teaching 
profession. work is in progress in particular 
where language teaching is concerned: for ex-
ample, thanks to the categorisation of teach-
ing diplomas for the pre-school and primary 
school levels, and of the rules governing the 
acquisition of additional teaching accredita-
tions, it will be possible to train as teacher 
of one language first, and then of a second. 
Moreover, based on the rules of recognition of 
teaching diplomas for baccalaureate schools 
preparing for the baccalaureate diploma, the 
EDK can set minimum requirements for the 
practical training of baccalaureate school 
teachers in different subjects. for training 
colleges, meeting these requirements is a 
prerequisite for nationwide recognition of the 
teaching diploma. This procedure has already 
been planned for music, sports and visual 
arts and could also be applied to foreign 
language teaching. a profile for additional 

167  See http://www.edk.ch/dyn/11663.php (22.07.2010)
168  See http://www.edk.ch/dyn/11664.php (22.07.2010)
169  See http://www.edk.ch/dyn/12050.php (22.07.2010)



163

training in bilingual and immersion teaching 
has been developed. if it is accepted by the 
cantons, this additional training will be rec-
ognised by the EDK. Specialisation will allow 
teachers to help improve language teaching. 
This training profile is intended for language 
teachers, but also for teachers of non-
language subjects who can use it to prepare 
themselves to teach a language in the context 
of their subject. (See training and continuing 
education in chapter 5.3.)
Research•	  | research in theoretical and applied 
linguistics is conducted in universities and 
universities of Teacher education. The Swiss 
national Science foundation (SnSf) sup-
ports research projects of national interest. 
The federal council determines the research 
programme themes. one national research 
programme, nrP 56, concerns language diver-
sity and competences in Switzerland (informa-
tion on this project and its outcomes are to be 
found in the annex 6). another project, nrP 33, 
which concerns the efficiency of our training 
systems, has conducted studies of crucial 
importance for language teaching and learning 
(for example, the development of descriptors 
for the common european framework of ref-
erence for languages [cefr], the development 
of educational concepts and resources for 
bilingual teaching at the secondary education 
or the teaching of a second language during 
compulsory education)170. in 2010/11, for ex-
ample, empirical research is being conducted 
on the profile of language competences that 
language teachers for different levels should 
possess. This research is supported by the 
Swiss conference of rectors of universities of 
Teacher education (COHEP) and by the Swiss 
conference of cantonal Ministers of education 
(EDK).

d) Permanent partners and network

Coordination Group for Language teaching •	
(KOGS) | This group is composed of represent-

atives of the regional conferences; its mission 
is implementation in the regions.
Professional Group Foreign Languages of •	
COHEP | it comprises representatives of each 
of the universities of Teacher education and is 
in charge of the coordinated development of 
training for teachers of foreign languages. 
the national Competence Centre of multilin-•	
gualism | The entry into force of the ordinance 
on languages (SpV 2007) was accompanied 
by the establishment of the national compe-
tence centre of Multilingualism at fribourg’s 
university of Teacher education. The centre 
conducts applied research on multilingual-
ism, networks with national and international 
research institutes, and coordinates the work 
that is done in this field. as of 2011, the na-
tional competence centre of Multilingualism 
will be an important partner for the EDK.
European Centre for modern Languages •	
(ecMl) in Graz | at the international level there 
is already cooperation with the european 
centre for Modern languages (ecMl) in graz, 
of which Switzerland is a founding member. 
Specialists from Switzerland actively partici-
pate in research and development projects  
for the implementation of multilingualism and 
the promotion of languages in schools. in  
addition, Switzerland regularly delegates 
a specialist from an university of Teacher 
education or university, or a practitioner to 
international workshops.
various foundations and associations•	  | These 
are active at national level in the promotion of 
multilingualism or for a particular type of lan-
guage (such as languages of origin / of migra-
tion). The EDK is in regular contact with these 
foundations and associations.

6.2 Success factors

in order to maximize progress, a certain number 
of factors must be considered. Below are six con-
ditions for success drawn from the presenta-
tion in the preceding chapters of the work that 

170  See http://www.snf.ch/SiteCollectionDocuments/NFP33_rapports.pdf (22.07.2010)
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has been undertaken to coordinate language  
teaching.

 Awareness1.  | adopting strategies for the coor-
dination of language teaching does not ensure 
that they will be applied in schools. School  
authorities, teachers and parents must be 
aware that language teaching has to be adapt-
ed to the increasingly rapid evolution of the 
needs of society and of the linguistic context. 
The statistical surveys carried out each year 
by the EDK in the cantons and the data con-
tained in the report on education (published 
in 2010) support this observation. as a result 
of changes in the initial parameters, the EDK’s 
Strategy of language Teaching (2004) and the 
corresponding objectives of the programme of 
activities (2008–2014) have set targeted and 
coordinated priorities to improve language 
learning. as each of the partial objectives is 
attained, the direct link with long term needs 
should be examined and highlighted for stake-
holders in the field of education. it is there-
fore essential to regularly evaluate the social 
context on the one hand and, on the other, the 
objectives of language promotion and their 
implementation.

thinking in terms of process2.  | The coordination 
of language teaching is a long-term process. 
indeed, the partial objectives and the stages of 
implementation take place within this overall 
process. This is illustrated by the integration 
of the national educational Standards for the 
language of schooling and foreign languages in 
the regional curricula: when the first proposal 
for educational Standards was published in 
January 2010, the Plan d’études romand (PER) 
was in the process of being finalized while 
the Lehrplan 21 was at the project stage. The 
curriculum of canton Ticino will be revised only 
once the EDK has adopted the educational 
Standards. The coordination process should 
be flexible, in order to better integrate into an 
overall process taking place in a constantly 
changing environment. in this way, the Plan 
d’études romand specifies the degree of 
conformity between its objectives and the 
educational Standards, while the Lehrplan 21  

integrates the latter into the development 
phase. Ticino will have the advantage of the 
experience gained by these curricula.

the qualifications of the participants and 3. 
the cooperation of all the concerned parties | 
language teachers must acquire the linguistic 
and methodological qualifications required by 
their new tasks. Their own language learning 
history has shaped their teaching methods, 
which generally do not correspond to cur-
rent needs. Simply handing down new meth-
odological approaches is not enough. Today, 
teacher training and continuing education 
call on greater alternation between practi-
cal experience and theory. The learning and 
teaching experience of language teachers is 
the starting point. new scientific knowledge 
will be integrated into this experience and the 
combination will then be put to the test. The 
resulting experience will in turn fuel research 
on teaching and contribute to its development. 
This type of process is particularly suited to 
the transmission of new methodological ap-
proaches, particularly as many base them-
selves on subjective theories. Moreover, teach-
ers of several languages (languages of origin / 
of migration, of schooling, second and foreign 
languages) and of several levels (primary, 
lower and upper secondary) receive training or 
continuing education in the form of common 
modules. This makes them aware of the need 
for horizontal and vertical coherence and con-
tinuity in teaching methods and approaches 
that are adapted to the learning conditions 
of the children. Thanks to the exchanges that 
take place in these common modules  
of continuing education, teachers from differ-
ent backgrounds are more likely to adapt  
their teaching methods and cooperate –  
or at least coordinate – and to make better 
use of the resources available to the students. 
More concretely, teacher training can take the 
following forms:

 courses composed of several modules  •	
alternating with periods of practical appli-
cation
 continuing education courses given by •	
teams of methodology specialists and 
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teachers (for example, the introduction  
of the european language Portfolio  
[elP])
 language projects in a particular school, •	
linked to research projects, that generate 
exchanges between teachers and  
researchers
 on-the-job training that brings together •	
teachers of all levels and languages (focus-
ing on vertical and horizontal coherence)

for this, the cantons and universities of 
Teacher education must take advantage of 
models developed by others that have proved 
effective. although the Strategy of language 
Teaching is implemented at the cantonal  
level, more use could be made of available  
resources at the intercantonal level.
we welcome the coordinated development of 
the competence profiles of language teach-
ers. firstly because language competences at 
the beginning and the end of training will be 
harmonized. and secondly because, several 
universities of Teacher education are now 
defining the specific competence profiles of 
future language teachers. Some of the univer-
sities are actually working together and others 
are working to coordinate their efforts171. given 
the many constraints, and with a view to har-
monisation, it is important that the language 
competences that are really necessary should 
be identified through concrete research and 
described accordingly. The level of language 
competence of a teacher is undoubtedly a 
major quality factor in language teaching. The 
requisite concrete language competences 
must therefore be more precisely defined and 
detailed. universities of Teacher education 
must also improve cooperation among them-
selves regarding organization.
finally, as they are developed, new instru-
ments and technical capabilities should be 
integrated – depending on their relevance – 
into the initial education and training and con-
tinuing education of teachers. in this regard, 
the new social media have opened up new 

horizons in the field of languages and commu-
nication that should be explored and assessed 
with a view to expanding teaching resources 
and methods. The plethora of innovation 
constitutes a real challenge: teachers must 
integrate into their teaching new technologies 
of which they have little experience but which 
their students already routinely use in their 
daily lives.

the development of national instruments and 4. 
of international cooperation | instruments 
must be created to support the implementa-
tion of the Strategy of language Teaching and 
carry it out. The transition from a foreign lan-
guage learning strategy designed to teach how 
to speak a foreign language «correctly» to one 
designed to teach practical communication in 
a foreign language, and which includes other 
languages, represents a change of paradigm. it 
has taken the form of the Lingualevel instru-
ment in the german-speaking region of Swit-
zerland (with competence-based tests) and of 
the european language Portfolio (elP) (with 
learning strategies and language contacts 
dealing with several languages). The simulta-
neous introduction of these two instruments 
makes it possible to introduce teachers to 
certain aspects of the new methods that can 
be put into practice immediately.
The development of teaching instruments 
must be coordinated, i.e. they must be in har-
mony with each other and, wherever possible, 
address all levels and languages. Moreover, 
their function must be clearly defined, espe- 
cially for diagnostic and testing instruments. 
indeed, the latter can only be of use to teach-
ers and guide students in their learning pro- 
cess if they are transparent as to what they 
assess and how they arrive at their conclu-
sions. The development and harmonisation of 
instruments in the foreign language field can 
be based on the common european frame-
work of reference for languages (cefr) and 
its approach to language teaching, learning, 

171  See the PHSG and PHZ projects on professional competence profiles for foreign language teachers http://www.
phsg.ch/desktopdefault.aspx/tabid-1758/ (05.05.2010)
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and assessment, and on the intermediate  
levels (a1.1, a1.2, a2.1, a2.2 etc.) developed 
by the ief (Instrumente zur Evaluation von 
Fremdsprachenkompetenzen) on the basis of 
the cefr levels. The european language Port-
folio (elP) and Lingualevel conform to these 
and the national educational Standards, cur-
ricula and corresponding teaching resources 
refer to them. naturally, there should continue 
to be room for new approaches and devel-
opments. it is especially important, in this 
respect, to work at reinforcing an overarching 
and multilingual understanding of language 
learning and to develop the relevant instru-
ments, including the language of schooling. 
finally, as instruments are developed, local 
characteristics must be taken into considera-
tion (monolingual, bilingual, or trilingual can-
tons, for example) as well as the importance 
of international relevance (for internationally 
standardized language diplomas, for instance). 
There is increased cooperation on both na-
tional and international levels for development 
work carried out concerning languages that 
are used internationally. This is the case in the 
german-speaking area for instance, where 
germany, austria, and Switzerland are taking 
part in the development of educational Stand-
ards. There should also be increased coopera-
tion with the council of europe, the european 
centre for Modern languages (ecMl) and the 
european union to improve the quality of  
language teaching, to exchange know-how  
and experience and maximize the use of  
resources.

 5. taking teaching conditions into considera-
tion | The implementation phase must take 
into account the actual teaching conditions 
and school environment, such as for example 
the size of classes and the number of hours 
of group work dedicated to coordination. 
These constraints and the areas in which 
there is room for manœuvre must be well 
defined so that the wishes and concerns of 
those involved can be addressed and creative 
solutions found. Thus, the conditions can be 
created that allow language teachers (first 
language, language of schooling and foreign 

languages) to exchange their experiences 
and coordinate the main parameters of their 
teaching in their schools, and not only during  
continuing education classes. it is also a 
matter of facilitating the introduction of new 
methodological approaches and related in-
struments into the teaching. The example  
of the course leading to the Schulisches 
Sprachenlernen (acquisition of languages in 
school) certificate of zurich’s university of 
Teacher education shows that it is essential to 
combine personal resources with those of the 
school management and the teaching staff. in 
each community school system, a language 
teacher was chosen to receive continuing  
education in methodological approaches and 
new instruments as well as in regional and  
national language teaching strategies. This 
training, which was financially supported by 
the cantonal public school department, also 
included the acquisition of skills in project 
management within a teaching body. The 
teachers who were trained were given the  
responsiblity of supporting the school man-
agement and the school authorities and 
especially their colleagues for the implemen-
tation of projects involving languages. They 
also served as contact persons. This kind of 
organisation makes it possible to plan long-
term projects, adapt them to local conditions, 
and raise the necessary funding. This model 
worked in situations where the school man-
agement considered the teachers as support 
persons with know-how and provided them 
with the necessary time allocation, gener-
ally in the form of reductions in their teaching 
load. The community school system thereby 
gained the opportunity of organising infor-
mation sessions for parents about language 
learning and cooperation among teachers of 
all levels was intensified. good practice was 
first defined within small groups and then 
extended to all the language teachers of the 
community school system.
The coordination of language teaching takes 
time. There must be sufficient leeway for its 
implementation in schools. for instance, the 
introduction of a new instrument requires the 
following:
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 offering those who want it – or who are •	
at least open to the new approach – the 
opportunity to participate voluntarily in 
the initial implementation phase (several 
cantons have successfully introduced  
the european language Portfolio in this  
way)
 planning trial and development periods  •	
for teaching resources (this was done when 
the Mille feuilles method was introduced)
 evaluating the implementation (for exam-•	
ple, in the framework of research projects 
of universities of Teacher education on the 
assessment of language competences in 
school)

when large-scale projects are undertaken 
such as initiating the teaching of two foreign 
languages at primary school level, or develop-
ing a multilingually oriented language teach-
ing methodology, the time-line involved must 
be estimated accordingly. The actual impact 
that these changes will have and how they 
will facilitate language learning in the long 
run depend on the success factors described 
above. They also depend on an awareness of 
the importance of languages, on the level of 
qualification of the teachers, on the availabil-
ity of relevant teaching resources and on ap-
propriate learning and teaching conditions. all 
this takes time. Moreover, complementary re-
search studies will have to be conducted over 
the long term which, using data pertaining to 
the implementation, will establish whether 
and to what extent bringing language learning 
forward to the primary school level is worth-
while, what kind of result can be achieved  
and what the most appropriate methods  
are. Premature interruption of the implemen-
tation projects would have disastrous conse-
quences – it would disappoint all the partici-
pants and frustrate teachers. Therefore, it is 
advisable to think in terms of a process, as 
mentioned in point 2. This involves defining 
partial stages, assessing them, making the 
necessary adjustments, and taking support-
ing measures. in this way, continuity can  
be achieved that gives those involved (teach-
ers, school authorities, parents and learners) 
the assurance that innovations are coordi-

nated and integrated into the daily school 
schedule.

Stabilising and developing the objectives 6. 
attained, and ensuring quality | The national 
Strategy of language Teaching (EDK 2004) 
constitutes an important basis for the coordi-
nation of language teaching, but its objectives 
must be developed and stabilized. Teachers 
should know about the european language 
Portfolio (elP), but it is not an end in itself as 
it must be integrated into other initiatives. 
when new teaching resources are developed, 
the link with the elP must be ensured. an-
other example: if a new competence – media-
tion – is added to the curricula, the language 
portfolio will acquire an additional function 
since it will encompass several languages. 
The objectives, methods and instruments will 
only be wholly functional and stable if they are 
coordinated and harmonized. assessments at 
regular intervals (during education Monitor-
ing for instance) will clarify what has been 
achieved and what remains to be done. it is 
advisable for research projects to focus more 
on the implementation process of projects and 
on measuring their concrete outcomes. for 
quality assurance, practical examples must 
be documented and the conditions of suc-
cess deduced that will guide future progress. 
The results of these research projects, which 
should be carried out together with the teach-
ers, must be formulated in way that is practi-
cal and accessible for all.

6.3 The outlook

future needs in terms of language teaching coor-
dination are becoming apparent in several areas.

objectives and curricula•	  | language learn-
ing is no longer considered as the separate 
acquisition of several languages, but as the 
development of an integrated plurilingual and 
intercultural competence. it is an overarching 
competence that students acquire in the gen-
eral context of the school, reinforced by being 
spread among several subjects and teachers. 
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consequently, the curricula are being devel-
oped along two lines: 
firstly, the objectives that are set for each of 
the languages must be harmonized in order 
to establish cross-language learning syner-
gies. in addition, more attention must be given 
to the language aspects of non-language 
subjects, by harmonising their objectives 
with those of the language of schooling for 
instance. calP (cognitive academic language 
proficiency), which is a precondition for the 
acquisition of knowledge, can be developed in 
this way. The language of schooling maintains 
its place in the curricula, with a double role: 
language as subject and language in other 
subjects. here, the contributions of the na-
tional educational Standards and the models 
of competence in the language of school-
ing are significant, since they consider the 
language of schooling both as a subject, and in 
other subjects. in parallel, the national educa-
tional Standards for the natural sciences and 
mathematics contain competence descrip-
tions that support the promotion of language 
learning in the time allocated to those sub-
jects. The language aspects of the models of 
competence and educational Standards of 
different subjects must therefore be analysed 
and compared, and then harmonised with and 
integrated into the work that is currently being 
carried out for the development of curricula 
and teaching resources.
Secondly, intercultural communication com-
petences must be among the learning objec-
tives on an equal footing with the five lan-
guage skills. like the latter, they encompass 
declarative knowledge, procedural knowledge, 
and attitude. as they develop neither in a 
linear way nor in parallel to language compe-
tences, their acquisition must be promoted 
throughout schooling. This is an additional 
challenge to the development of curricula and 
teaching resources that will improve intercul-
tural communication competences linked to 
language learning. curricula must address the 
question: what are the language and intercul-
tural competences that students must acquire 
in order to be successful in their social life? 
The answer lies partly in the national educa-

tional Standards and their models of com-
petence, which include mediation and meth-
odological and intercultural competences. 
The Passepar tout project (see chapter 4.1.2) 
fosters the acquisition of experience in putting 
these approaches into practice through cur-
ricula, teaching resources and continuing 
education for teachers. The project aims for 
integrated language teaching using a cross-
language methodology. it deals simultaneous-
ly with language learning and with language 
awareness (ELBE). The implementation of the 
project is based first and foremost on action 
and communication-based language teach-
ing, on the possibility of bilingual teaching of 
non-language subjects, and on exchange pro-
grammes. The national educational Standards 
and the models of competence, as well as the 
experience gained with Passepartout, consti-
tute the basis for significant and important 
developments in curricula and teaching  
resources. 
in addition to language and intercultural 
competences, one must consider and take into 
account in the curricula the transmission of 
cultural competences in the national languag-
es and make the link with language learning 
and with the content of the different subjects. 
The possibility of learning a third national lan-
guage at lower secondary education (usually 
italian) should be reinforced in the curricula 
and timetables and supported by concrete 
implementation measures. The italiano subito 
project, which was created in the framework 
of the nrP 56, is an example: it offers the 
possibility of acquiring a basic knowledge in 
italian in a very short time with the help of a 
specially designed teaching methodology and 
a tailor-made approach to previous language 
learning. 

teaching models•	  | Switzerland, where several 
languages are spoken, offers ideal conditions 
for language learning. Bilingual / immersion 
teaching models and exchange programmes 
are beneficial to the learning of languages 
and content and to the motivation, perception 
and general learning capacity of students. The 
acquisition of plurilingual and intercultural 
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competences is facilitated by such teaching 
models. Today, the implementation of these 
models depends on the isolated initiatives of 
teachers and schools. a solution must there-
fore be found so that each student can benefit 
from these teaching models at least once dur-
ing his or her education. for this, it is essen-
tial that teachers gain first-hand experience 
of these models during their initial training 
or continuing education. By going abroad or 
participating in intercultural activities they 
will be better equipped to encourage their 
students to develop plurilingual and pluricul-
tural competences. Therefore, bilingual or 
plurilingual training and continuing education 
options must be made available. The exchange 
programmes of the ch foundation have been 
extended by its participation in the european 
union’s lifelong learning project. it is a ques-
tion of finding solutions so that exchanges be-
tween teachers of different linguistic regions 
are actually possible and that they have the 
support and recognition of the school authori-
ties.

the general context•	  | The timetable (including 
time allocation) must ensure that the teach-
ing of each language is really coordinated. 
This means that the language teachers and 
the teachers of non-language subjects must 
get together and jointly plan a portion of their 
classes. non-teaching staff who give classes 
but are not members of the teaching staff 
per se must also be integrated into this team. 
This is particularly important in the case of 
those who teach language and culture of origin 
classes (lco), as the first language should be 
learned together with the language of school-
ing in order to lay the language foundations 
for further schooling. Moreover, once a link is 
established with the teaching of foreign lan-
guages, the language potential of the students 
with a migrant background can be effectively 
and positively used. Teachers need to be given 
the time to establish this type of coordination.

T•	 he language competence of the teachers | 
The teachers’ competences in the language of 
schooling are of utmost importance regardless 

of the subject taught, because language has a 
fundamental impact on learning. it is therefore 
necessary that the teachers’ language profiles 
be adapted to the learning context. Specific 
professional profiles should include intercul-
tural and cultural competences and, for those 
who teach a foreign language, experience 
abroad. The language level required by univer-
sities of Teacher education today differs from 
one to the other. There must be a consensus in 
order to ensure the quality of language teach-
ing. once the language competences required 
for language teaching have been established, 
the corresponding binding profiles will have 
to be defined. These will necessarily include 
plurilingual and intercultural competences in 
addition to the competences in the language 
concerned. in this respect, it would be helpful 
to determine how to encourage more people 
from a migrant background to take an interest 
in the teaching profession, for which they are 
well-prepared due to their plurilingual experi-
ence.

Early language teaching and continuity•	  | early 
language teaching takes place in pre-school 
mainly in the case of children from a migrant 
background being taught the language of 
schooling. There is a growing demand for 
foreign languages to be taught in pre-school 
and private day care centres. early teaching 
of the language of schooling should also be of 
benefit to Swiss children who present a lan-
guage deficit before entering school. Moreover, 
extending to Swiss children early language of 
schooling teaching destined for children from 
a migrant background would favour integra-
tion. early foreign language teaching, for its 
part, should not be limited to children from 
financially and culturally privileged back-
grounds. Multilingual sports associations and 
bilingual public pre-schools, etc., would give 
greater access to foreign languages to the 
largest number. approaches such as EOLE /
ELBE or JALING ought to be further developed. 
There is also untapped potential in multilin-
gual and multicultural radio and television 
programmes, which falls within the mandate 
of SRG SSR Idée suisse (Switzerland’s radio 
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and TV broadcasting corporation). and fi-
nally, pre-school teachers – whose role is not 
explicitly language teaching – could learn to 
develop language awareness in their pupils 
during their training or continuing educa-
tion and to use the corresponding tools (such 
as the Portfolino of the european language 
Portfolio) and teaching resources (such as 
multilingual picture books and children’s 
books). after compulsory schooling, it is 
important to continue to develop language 
and intercultural competences. likewise, 
coordination efforts must be pursued at up-
per secondary education with the european 
language Portfolio (elP), which is an ideally 
suited support instrument. it fulfils several 
of the aforementioned conditions: it takes a 
plurilingual and intercultural approach and 
contributes to the visibility of language trans-
fers. as it exists in several versions adapted 
to the age of the learners, it can be used for 
specific target groups. Moreover, at the time 
of transition to the next level, the new teach-
ers will have access to it. all of this favours 
continuity and coordination. and, in relation 
to teaching and assessment (which cannot be 
summative) of plurilingual and intercultural 
competences, the elP will play a central role 
as an instrument that encourages learning 
and at the same time enables a continuous 
diagnosis of progress. it is therefore advisable 
to consolidate the use of the elP at all school 
levels, and to use it as a link between them. 
at the transition from compulsory education 
to vocational training, it would be particularly 
desirable to link the competences recorded in 
the elP to the requirement profiles. continuity 
in language learning cannot however be based 
solely on instruments: it presupposes that lan-
guage teaching at upper secondary education 
is built on the foundation laid during compul-
sory schooling. Progress must be made in that 
area. The problem has been recognized and 
will necessitate a joint approach on the part of 
all those involved. it is therefore important to 
ensure coordination between the heads of the 
departments of social services and of public 
education, as well as between the teaching 
staff of early childhood institutions and the 

teachers of languages of origin / of migration 
and of schooling. continuity is an indispensa-
ble element of quality in language teaching. all 
the coordination efforts made at compulsory 
education level will have only limited results 
if they are not adequately pursued at higher 
levels. it is therefore highly desirable that 
language teaching be developed further at the 
upper secondary education.

Many bridges have been built between the differ-
ent languages – the languages of schooling, for-
eign languages and languages of origin / of migra-
tion, national languages and english. This report 
contributes in several ways: by putting forward 
methods of coordination, by advancing think-
ing on this issue, and by asking questions – but 
without claiming to be absolutely coherent down 
to the last detail. The coordination of language 
teaching in Switzerland has not yet been fully im-
plemented. This in no way prejudges the progress 
that can, and must, be achieved in this field. on 
the contrary, a lot is being done – with different 
timetables – and this is encouraging. let’s con-
tinue in this direction.
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a1: gloSSarY of language Teaching 

accuracy
Korrektheit/formale Korrektheit
précision et exactitude formelles
correttezza formale
correctezza formala

1. The formal observance of (linguistic) norms.
2. a field of performance assessment related to observance of the norms 
(of the different levels of language; spelling for example).

acquisition
Erwerb
acquisition
acquisizione
acquisiziun

The learning of a language in a natural context, without teaching or guid-
ance. Most of the time, acquisition processes do not occur consciously 
and correspond to the communication or cognitive needs of the learner.

action orientation (see speech act)
Handlungsorientierung (siehe Sprach
handlung)
orientation vers l’action (voir acte de 
parole)
orientamento all’azione (vedi atto  
linguistico)
orientaziun a l’acziun (vesair act  
linguistic)

assessment 
Beurteilung
évaluation
valutazione
valitaziun 

There are several important types of assessment, including:
formative assessment (mainly used to enhance the learning process),•	
summative assessment (which takes place at the end of a given learn-•	
ing phase and/or in relation to particular learning goals), and
prognostic assessment (which provides information concerning poten-•	
tial future performance).

assessment must be transparent and beneficial to the learning pro-
cess. it provides information on the level of learning, on the planning of 
subsequent learning, on the educational and professional career, and on 
individual needs for support. an assessment of language skills should be 
complete and should cover all areas of language competence.
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assessment instrument 
Beurteilungsinstrument
instrument d’évaluation
strumento di valutazione
instrument da valitaziun

an instrument that identifies learners’ abilities and skills. The following 
are several examples of assessment instruments for language learning:

Self-assessment grids as well as assessment of learning goals and of •	
the lessons given in teaching resources, providing information on the 
level of achievement regarding content and on aspects of the skills 
learned with the help of educational material.
The grids and checklists of the european language Portfolio (elP) for •	
self- and hetero-assessment of foreign language skills as well as for 
the planning of further learning – in line with the common european 
framework of reference for languages (cefr).
Lingualevel,•	  with its different instruments for self- and hetero-assess-
ment of foreign language skills – in line with the common european 
framework of reference for languages (cefr).
Klassencockpit/Stellwerk/Check 5•	 , online adaptable assessment 
instruments that are based on various criteria and enable skill assess-
ment by comparison with other students and with a reference group. 
Skill assessment at the cantonal or intercantonal levels, such as the •	
Epreuves communes romandes (EpRoCom) or the Lingualevel assess-
ments.
international language tests and certificates that attest to the level of •	
competence achieved in a language – in line with the common euro-
pean framework of reference for languages (cefr).

authentic 
authentisch
authentique
autentico
autentic 

The adjective «authentic» refers on one hand to linguistic and cultural 
products developed for an audience of the language and culture in 
question (and not for teaching purposes); on the other, «authenticity» 
is characteristic of situations that correspond to a real life speech act 
(such as concrete instructions in a foreign language class, an exchange 
of correspondence with a partner class, or situations occurring outside 
the educational context).

autonomous learning 
Lernautonomie 
autonomie d’apprentissage 
autonomia nell’apprendimento 
autonomia d’emprender 

The degree of self-determination and self-guidance of an individual in 
training; a constructivist concept based on the idea that learners should 
themselves decide on the goals, contents, methods, working techniques, 
forms of assessment, as well as the temporal and spatial learning envi-
ronment.

autonomy, autonomous 
(see auto nomous learning)
Autonomie, autonom 
(siehe Lern autonomie)
autonomie, autonome 
(voir autonomie d’apprentissage)
autonomia, autonomo 
(vedi autonomia nell’apprendimento)
autonomia, autonom 
(vesair autonomia d’emprender)

BICS (basic interpersonal communication 
skills)
situationsgebundene Sprachfertigkeiten
compétence de communication inter
personnelle basique
competenze comunicative inter 
personali di base
cumpetenzas da basa per la communica
ziun quotidiana

communicative language skills that are used in everyday language 
situations (such as the playground, the school bus, the telephone); they 
depend heavily on context and are cognitively undemanding. They are 
characterised by commonly used vocabulary and by simple grammatical 
structure.
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bilingual teaching of a non-language 
subject 
bilingualer Sach/Fachunterricht
enseignement bilingue d’une discipline 
non linguistique
insegnamento bilingue di una materia 
non linguistica
instrucziun bilinguala d’in rom nun
linguistic

when a non-language subject, such as history or sport, is taught in a 
foreign language. The foreign language is not part of the content, it is 
essentially the means by which the teaching is carried out. in addition to 
the foreign language the language of schooling is also used, depending 
on the teaching language. (see also the clil/EMILE method)

CALP (cognitive academic language 
proficiency) 
kognitivschulische (akademische) 
Sprachfertigkeiten
compétence langagière cognitive 
académique
competenza linguistica cognitivo 
accademica
cumpetenza cognitiva da la lingua  
academica

cognitive-academic language skills essential to the production and 
reception of specialised language or texts. They are generally acquired 
in the context of language teaching through cognitively demanding tasks 
(such as writing or decoding a text), in which the learners are also con-
fronted with new ideas and concepts. unlike BicS, these do not depend 
on context and, once they are acquired in one language, can be trans-
ferred to others.

can-do statement 
KannBeschreibung
descripteur du type «être capable de...»
descrittore del saper fare 
descriptur dal tip «savair far»

a description of apects that come under communicative competence; 
generally linked to a given language level (what is an individual capable 
of at said level?) and formulated in the first person singular («i can…»). 
See also descriptor. 

checklist (for self-assessment with the 
ELP)
Checkliste (für die Selbstkontrolle im 
ESP)
liste de repérage (pour l’autoévaluation 
dans le PEL)
lista di controllo (per l’autovalutazione 
nel PEL)
glistas da controlla (per l’autovalitaziun 
en il PEL)

within the framework of the european language Portfolio, these are 
specific lists for given skills and levels containing descriptions of skills 
and can be used by learners (possibly together with others) in order to 
assess themselves.

chunks 
Chunks
chunks (éléments préfabriqués)
chunk
chunks

unanalysed multiword expressions, ready-made utterances and col-
locations, etc., that form an important part of the lexis of each lan guage. 
one can facilitate communication in a foreign language by consciously 
encouraging the use of chunks.

classical languages
alte/klassische Sprachen
langues classiques
lingue classiche
linguas veglias/classicas

foreign languages which, contrary to modern foreign languages, are no 
longer active national languages. These were the administrative lan-
guages of the roman empire, latin and ancient greek, which form the 
basis of many european languages and are an integral part of western 
culture.
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CLIL (content and language integrated 
learning)
integriertes Fremdsprachen- und
Sach-/Fachlernen
EMILE (enseignement d’une matière par  
l’intégration d’une langue étrangère)
apprendimento integrato di lingua e 
contenuti
instrucziun integrada da lingua e da 
cuntegn

in this method a foreign language is used as a medium for learning con-
tents of a non-language subject, which, at the same time, enables one to 
learn the foreign language based on practical contents of every day life 
(see bilingual teaching of a non-language subject).

code-switching 
Codeswitching
alternance codique
codeswitching
codeswitching

Switching from one language or variety to another. if necessary, this can 
be done for certain sequences, either spontaneously or consciously, 
as for instance in the context of bilingual teaching of a non-language 
subject.

Common European Framework of  
Reference for Languages (CEFR)
Gemeinsamer europäischer Referenz
rahmen für Sprachen (GER)
Cadre européen commun de référence 
pour les langues (CECR)
Quadro comune europeo di riferimento 
per le lingue (QCER) 
Norma europeica communabla per las 
linguas (NEC)

a reference work widely recognised in europe in the field of foreign 
language learning and teaching, as well as the assessment of language 
skills. it was developed between 1991 and 2001 in the framework of 
a council of europe project. among the key elements of the cefr are 
descriptions of different levels (a1–c2) that were essentially devel-
oped empirically and formulated as can-do statements. The cefr also 
includes many indications for encouragement, planning, implementation 
and quality assurance in the field of foreign language teaching. The cefr 
model of language competences is founded on an action-oriented com-
municative approach that also takes intercultural elements into account.

communication strategy 
Kommunikationsstrategie
stratégie de communication
strategia di comunicazione
strategia da communicaziun

a mental map or the development of an activity in order to mobilise 
language and communicative resources, or other, that make it possible 
to carry out a task (such as making a decision) or to guarantee compre-
hension (such as asking questions to ensure that one has made oneself 
understood).

communicative competence
kommunikative (Sprach)Kompetenz
compétence communicative
competenza comunicativa
cumpetenza communicativa

an individual’s language competences, taken as a whole. in the com-
mon european framework of reference for languages certain elements 
of linguistic, sociolinguistic and pragmatic knowledge and know-how 
(resources) are described as communicative language competences.

competence description (see descriptor)
Kompetenzbeschreibung (siehe  
Deskriptor)
description de compétence (voir  
descripteur)
descrizione della competenza (vedi 
descrittore)
descripziun da la cumpetenza (vesair 
descriptur)

competence grid 
Kompetenzraster
grille de compétence
griglia delle competenze
raster da cumpetenza

competence grids shed light on a specific competence (competence 
grids relating to written comprehension, for example). These grids 
contain precise descriptions of specific competences. The descriptions 
are generally organised in the form of tables that cover 3 to 5 levels of 
performance. competence grids are based on models of competence. 
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construct 
Konstrukt
construct 
costrutto
construct 

This refers to construct in the field of assessment: skills (latent, men-
tally anchored) that must be identified and verified with the help of test 
exercises, such as written comprehension skills. These skills are gener-
ally recognised as being based on a body of cognitive processes that 
interact consistently. Together, they constitute a measurable psychomet-
ric dimension.

content standard (see educational  
standard)
Inhaltsstandard (siehe Bildungs 
standard)
standard de contenu (voir standard  
de formation)
standard di contenuto (vedi standard  
di formazione)
standard da cuntegn (vesair standard  
da furmaziun)

cross-disciplinary learning 
fächerübergreifendes Lernen
apprentissage interdisciplinaire
apprendimento transdisciplinare
emprender multidisciplinar

including knowledge and methods stemming from different language 
and non-language subjects in order to acquire learning content. 

cross-language competence 
translinguale Kompetenz
compétence translinguistique 
competenza translinguistica
cumpetenza translinguala

a general competence that is not linked to one language in particular, 
which includes for instance the competence to read and knowing differ-
ent types of texts and their structures, and which can, in principal, be 
transferred even if it is partially related to a culture.

culture of assessment 
Beurteilungskultur
culture d’évaluation
cultura della valutazione
cultura da valitaziun

The body of assessment measures and the way in which assessment is 
carried out in an institution; the culture of assessment is influenced by, 
inter alia, the tension created through encouragement and selection:

encouragement (as a culture) is based especially on reciprocal feed-•	
back between the different individuals involved in an institution, for 
instance between the teachers and the learners.
Selection is based chiefly on summative assessments carried out by •	
teachers or external authorities and facilitates decisions regarding the 
educational or professional orientation of the individuals assessed 
(for instance, at the point of transition from one level to another or for 
orientation to different options).

curriculum 
(see syllabus/programme of work, siehe 
Lehrplan, voir plan d’études, vedi piano di 
studi, vesair plan d’instrucziun)



177

declarative knowledge  
(see explicit knowledge)
deklaratives Wissen/savoir  
(siehe explizites Wissen)
savoir déclaratif  
(voir savoir explicite)
sapere dichiarativo  
(vedi sapere esplicito)
savair declarativ  
(vesair savair explicit)

descriptor 
Deskriptor
descripteur
descrittore
descriptur

an element used to describe skills, for instance in the common euro-
pean framework of reference for languages, using can-do statements.

diagnostic competence 
diagnostische Kompetenz
compétence diagnostique
competenza diagnostica
cumpetenza diagnostica

The ability of teachers to assess learners and their abilities and skills. 
for this, they may use various diagnostic procedures, such as observing 
the learning, tests and examinations on the subject and on skills, as well 
as self- and hetero-assessment grids.

diagnostic instrument (see also  
diagnostic procedure) 
diagnostisches Instrument (siehe auch 
Diagnoseverfahren)
instrument diagnostique (voir également 
procédé diagnostique)
strumento diagnostico (vedi anche  
processo diagnostico)
instrument diagnostic (vesair era  
procedura da diagnosa)

a standardised test, observation form or checklist designed for teachers 
or learners, to determine the level of learning and plan ways of encour-
aging it.

diagnostic procedure (see also  
diagnostic instrument)
Diagnoseverfahren (siehe auch  
diagnostisches Instrument)
procédé diagnostique (voir également 
instrument diagnostique)
procedura diagnostica (vedi anche 
strumento diagnostico)
procedura da diagnosa (vesair era  
instrument diagnostic)

diagnostic procedures are among the means used by teachers to  
evaluate learners. in addition to standardised tests one can use various 
observation procedures as well as lists that enable self- and hetero-
assessment.

dialect 
Dialekt
dialecte
dialetto
dialect

a non-standard language variety that differs from the standard language 
on several levels (such as vocabulary, pronunciation, grammar). every 
dialect has strong local or regional roots and therefore a limited com-
municative reach.
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differentiation (internal differentiation)
Binnendifferenzierung
différenciation interne
differenziazione interna 
differenziaziun interna

adaptation of tasks and working methods to take into account the differ-
ent needs, performance potential, learning styles, etc. of the learners.

diglossia 
Diglossie (mediale Diglossie)
diglossie
diglossia
diglossie

The situation of a society in which two different language varieties 
cohabit that are used alternately according to the context (such as the 
Swiss-german and standard german used in the german-speaking 
region of Switzerland). The term «medial diglossia» refers to a language 
situation in which the choice between one or the other variety depends 
largely on the means of communication (spoken or written).

eclectic approach (see integrated  
language teaching methodology)
Methodenmix (siehe integrative [bzw. 
integrierte] Sprachendidaktik)
approche éclectique (voir didactique 
intégrative [ou intégrée] des langues)
eclettismo metodologico (vedi didattica 
integrata delle lingue)
maschaida da metodas (vesair didactica 
integrada da linguas)

education monitoring 
Bildungsmonitoring
monitorage du système d’éducation
monitoraggio del sistema educativo
monitoring dal sistem d’educaziun

The long-term collection and systematic treatment of information on a 
system of education and its context. This task serves as a basis for  
planning, supports policy decisions, reports on the situation and clarifies 
public debate. Through education Monitoring, the government and the 
cantons gather complete information on the Swiss educational system. 
a Swiss education report which serves as a basis for management deci-
sions is published every four years. 
in the framework of education Monitoring a check will henceforth be 
carried out to determine whether students in compulsory education at-
tain the educational Standards. 

educational standard (see also  
fundamental competence)
Bildungsstandard (siehe auch Grund
kompetenz)
standard de formation (voir également 
compétence fondamentale)
standard di formazione (vedi anche  
competenza fondamentale)
standard da furmaziun (vesair era  
cumpetenza fundamentala) 

requirements that students must meet at given times in their school 
career. a distinction is made between:

content standards – the description of content•	
opportunity-to-learn standards – the description of situations that •	
provide a learning opportunity, and
Performance standards  – the description of performance •	
Performance standards focus on the outcome of the learning.

ELBE (language awareness, Begegnung 
mit Sprachen, éveil aux langues)
Begegnung mit Sprachen  
éveil aux langues
consapevolezza linguistica
inscunter cun linguas

an approach that is not oriented towards acquisition but aims at re-
flexion about language in a multilingual context. The goal is to develop 
cross-language competence that could accelerate the learning of other 
languages; culturel differences may be concerned as well. ELBE and 
EOLE are among what are known as «pluralistic approaches.»
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EMILE (enseignement d’une matière par 
l’intégration d’une langue étrangère) 
(see/siehe/voir/vedi/vesair CLIL)

EOLE (éducation et ouverture aux  
langues à l’école)  
(see/siehe/voir/vedi/vesair ELBE)

error tolerance
Fehlertoleranz
tolérance aux erreurs
tolleranza verso gli errori
toleranza da sbagls

The extent to which errors are tolerated or corrected. in this instance,  
«error» generally applies only to forms that depart from the grammatical 
and lexical norms of the target language. when errors are considered as 
an inevitable phenomenon in language learning error tolerance is fairly 
high at the lower levels and decreases as the learners’ mastery of the 
language increases – this principle is to be found in the levels of refer-
ence of the common european framework of reference for languages.

European Language Portfolio (ELP)
Europäisches Sprachenportfolio (ESP)
Portfolio européen des langues (PEL)
Portfolio europeo delle lingue (PEL)
Portfolio europeic da linguas (PEL)

a learning companion and source of documentation for learners, 
designed on the basis of the common european framework of refer-
ence for languages. This instrument makes it possible to document 
and present the sum of linguistic knowledge acquired, be it in the 
school context or extracurricular, as well as (inter)cultural experi-
ences. as the learning companion, it contains instruments that enable 
self-assessment of language skills (grids, checklists), planning further 
learning and reviewing linguistic and (inter)cultural learning experiences. 
it is a documentation instrument that helps to establish a transpar-
ent description of the user’s skills and thereby facilitates mobility. as a 
companion learning, it promotes development of the learner’s autonomy 
and encourages lifelong learning.

exchange programme/education through 
contact
Austausch/Kontaktpädagogik
échange/pédagogie des contacts
scambi/pedagogia degli scambi 
barat/pedagogia da barat

an approach that allows simultaneous language and intercultural learn-
ing, in a real or virtual target language location. using a language in a 
region where it is spoken or by means of communication media makes it 
possible for learners to experience authentic communicative language 
activities and develop an affective relationship with the language and 
culture being learned.

existential knowledge/competence 
Persönlichkeitswissen/kompetenz 
(savoirêtre)
savoirêtre
atteggiamenti (saper essere)
savair/cumpetenza da la persunalitad 
(savoirêtre)

Knowledge or competence linked to the personality. designates the 
combination of individual qualities and aptitudes of a human being, such 
as the ability to relate to others; these are influenced by cultural factors 
and can be developed and therefore encouraged in the teaching context. 
See also declarative knowledge (explicit knowledge) and procedural 
knowledge (know-how).

explicit knowledge/learning
explizites Wissen/Lernen
savoir/apprentissage explicite
sapere/apprendimento esplicito
savair/emprender explicit

Knowledge that can be verbalised, i.e. a learning process by which learn-
ers are conscious of what they are learning (knowledge). See also
procedural knowledge (know-how) and existential competence.
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first language (L1)
Erstsprache (L1)
langue première (L1)
prima lingua (L1)
emprima lingua (L1)

in the present report, this designates the first language acquired in 
chronological order. it can remain an individual’s main language when it 
coincides with the language of schooling. But it can also, generally due to 
the phenomenon of migration, be supplanted by a second language  
(usually the language used in the social environment) that is often ac-
quired at a later stage. See also language of origin / of migration.

foreign language
Fremdsprache 
langue étrangère
lingua straniera
lingua estra

a language that is learned in school or during a limited stay in a region 
where it is spoken.

formal vs informal learning
formelles vs informelles Lernen
apprentissage formel vs informel
apprendimento formale vs informale
emprender da maniera formala vs  
nunformala

learning in an institutional environment (such as school) vs learning in a 
natural environment (such as everyday life). The pedagogy of contact and 
exchange makes it possible to create informal learning opportunities 
even in an institutional context. 

fossilisation
Fossilierung
fossilisation
fossilizzazione
fossilisaziun

The level of competence attained in the second language or in the 
foreign language, i.e. the interlanguage stage, although the speaker 
may continue to apply incorrect rules. This occurs frequently in spite of 
rectifications made by others because the speaker is able to make him/
herself understood anyway. fossilisation occurs very frequently, which is 
why it is often found at very high levels in some linguistic fields.

functional language skills
funktionale Sprach(en)kompetenz
compétence langagière fonctionnelle
competenza linguistica funzionale
cumpetenza da lingua(s) funcziunala

The ability to carry out appropriate speech acts in diverse situations. See 
also functional plurilingualism.

functional plurilingualism
funktionale Mehrsprachigkeit 
plurilinguisme fonctionnel
plurilinguismo funzionale
plurilinguissem funcziunal

Plurilingual individuals’ ability to make the most of their languages for 
communication by using their language and cultural skills. emphasis is 
placed on adaptation and on the appropriateness of language activities 
and interactions with other speakers. functional plurilingualism is often 
opposed to what is considered as perfect bilingualism (double mother 
tongue).

fundamental competence (see also  
educational standard)
Grundkompetenz (siehe auch Bildungs
standard)
compétence fondamentale (voir égale
ment standard de formation)
competenza fondamentale (vedi anche 
standard di formazione)
cumpetenza fundamentala (vesair era 
standard da furmaziun)

a competence profile of the minimum level that must be attained by all 
learners, provided that their learning took place in satisfactory condi-
tions. fundamental competences differ from average standards (which 
describe the average level required) and maximum standards (which 
describe the ideal level of achievement).
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HarmoS agreement  
(intercantonal agreement on the harmoni - 
sation of compulsory education)
HarmoSKonkordat  
(Konkordat über die Harmonisierung der 
obligatorischen Schule)
concordat HarmoS
(concordat sur l’harmonisation de la 
scolarité obligatoire)
concordato HarmoS
(concordato sull’armonizzazione della 
scuola obbligatoria)
concordat HarmoS  
(concordat davart l’armonisaziun da la 
scola obligatorica)

The intercantonal agreement on the harmonisation of compulsory edu-
cation (the HarmoS agreement, which came into effect on 1 august 2009) 
is a Swiss agreement on education coordination. it harmonises, for the 
first time, at the national level, the duration of teaching levels, their main 
goals, and the transition from one to the next.
The HarmoS agreement contributes to the implementation of the new 
constitutional articles on education (which were accepted by the Swiss 
people and by the cantons, by a majority of 86%, on 21 May 2006). The 
main contents of the Strategy of language Teaching (EDK 2004) were 
incorporated into the intercantonal agreement on the harmonisation of 
compulsory education (art. 4 of the HarmoS agreement) and will there-
fore be legally binding for the cantons that adhere to the agreement.
These include: two foreign languages starting at primary school level, the 
option of a third national language starting at lower secondary educa-
tion, the national educational Standards as well as the language and 
culture of origin courses (lco).

hetero-assessment instrument
Fremdbeobachtungs und Fremd
beurteilungsinstrument
instrument d’observation et d’évaluation 
par autrui 
strumento di eteroosservazione e di 
eterovalutazione
instrument d’observaziun e da valitaziun 
externa

an instrument of observation and assessment that provides feedback on 
learners’ performances from an external viewpoint – it is generally the 
teachers’ viewpoint but may also come from other students (observation 
grids and examinations for example).

horizontal coherence
horizontale Kohärenz
cohérence horizontale
coerenza orizzontale
coerenza orizontala

The coordination of language learning, including all languages learned 
simultaneously at one school level (coordination of teaching in particu-
lar).

identity
Identität
identité
identità 
identitad 

The collective set of characteristics that characterise a human being 
and set him or her apart from others; these are the characteristics that 
make up an individual, differentiating between individual identity (the 
characteristics specific to a person) and community identity (common 
characteristics of a group). among these are languages and cultures, 
with their use and its valorisation, which mark the individual.

immersion, immersive
Immersion, immersiv
immersion, immersif
immersione, immersivo
immersiun, immersiv

a bilingual education situation in which the bulk or the entirety of the 
teaching is given in a foreign or second language. in german, this is 
often referred to as a «language bath» (Sprachbad), since learners are 
«plunged» into the target language through non linguistic contents.

implicit knowledge/learning
implizites Wissen/Lernen
savoir/apprentissage implicite
sapere/apprendimento implicito
savair/emprender implicit

Knowledge that cannot be verbalised but is expressed in activity, i.e. a 
learning process in which learners are not conscious of what they are 
learning (know-how).
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input
Input
input/donnée
input
input

Spoken or written language with which learners are confronted when 
they learn or use a language. depending on the methodological approach 
chosen, input can be rich and authentic to a greater or lesser degree.

integrated language teaching method-
ology (see also multilingually oriented 
language teaching methodology)
integrative (bzw. integrierte) Sprachen
didaktik (siehe auch Mehrsprachigkeits
didaktik)
didactique intégrative (ou intégrée) des 
langues (voir aussi didactique du plurilin
guisme)
didattica integrata delle lingue (vedi 
anche didattica plurilingue)
didactica integrada da linguas (vesair  
era didactica dal plurilinguissem)

an approach in which teaching is coordinated among the different lan-
guage subjects using common processes, and in which general founda-
tions of language acquisition and teaching are transmitted in order to 
promote multilingualism. in its broadest sense, this term is synonymous 
with multilingually oriented language teaching methodology. in a narrow-
er sense, it refers only to the cross-language aspect.

interaction
Interaktion
interaction
interazione
interacziun

a process in which written or spoken exchanges take place between two 
or more persons. in these exchanges, the alternation of roles between 
production and reception operates either according to given rules or is 
negotiated, with some improvisation. 

intercomprehension
Interkomprehension
intercompréhension
intercomprensione
intercomprehensiun

The comprehension of or ability to decipher a neighbouring language 
(Spanish and italian for instance); in order to do this the speaker com-
pares the languages and puts forward theories on the meaning of a word 
or a sentence, for example, and reflects on how to express a given notion. 
This approach to teaching and learning encourages the linguistic and 
language learning awareness, as well as the flexibility of the plurilingual 
individual (see ELBE).

intercomprehension approach
Interkomprehensionsdidaktik
didactique de l’intercompréhension
didattica dell’intercomprensione
didactica da l’intercomprehensiun

Transversal teaching that combines different language teaching meth-
ods for a cross-disciplinary and cross-language approach to learning. 
The intercomprehension approach focuses solely on receptive plurilin-
gualism, and particularly on the understanding of the written as well as 
the spoken language.

intercultural competence
interkulturelle Kompetenz
compétence interculturelle
competenza interculturale
cumpetenza intercultural

referring to the ability: it is the ability to communicate in a satisfac-
tory and appropriate manner in a foreign cultural environment or with 
persons of other cultures.  
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intercultural learning (see  
intercultural competence)
interkulturelles Lernen (siehe  
interkulturelle Kompetenz)
apprentissage interculturel (voir  
compétence interculturelle)
apprendimento interculturale (vedi  
competenza interculturale)
emprender intercultural (vesair  
cumpetenza intercultural)

interdependence hypothesis
Interdependenzhypothese
hypothèse de l’interdépendance
ipotesi di interdependenza
ipotesa da l’interdependenza

according to this theory an individual’s linguistic knowledge includes 
both (all) languages. even if the languages are clearly distinct from one 
another in their superficial characteristics, i.e. pronunciation, vocabulary 
and grammar, the existence of a common underlying proficiency enables 
the transfer of different aspects of language competence from one 
language to another.

interference
Interferenz
interférence
interferenza
interferenza

The transfer of linguistic resources to a new language, which can cause 
errors or confusion (false friends such as the german «bekommen» and 
the english «become» [see transfer]). The influence of a (better  
mastered) language on another (less well mastered) language.

interlingual competence
interlinguale Kompetenz
compétence interlinguistique
competenza interlinguistica
cumpetenza interlinguala

The competence to build bridges between languages by utilising lexical, 
syntactical, morphological and phonological regularities, thereby facili-
tating the comprehension and learning processes. interlingual compe-
tence is a transversal competence.

language acquisition (see acquisition)
Spracherwerb (siehe Erwerb)
acquisition langagière (voir acquisition)
acquisizione della lingua (vedi  
acquisizione)
acquisiziun da lingua (vesair acquisiziun)

language activity
Sprachaktivität 
activité langagière 
attività linguistica 
activitad linguistica 

The use of language, in action-oriented communicative situations, for 
example. The common european framework of reference for languages 
defines the following language activities: reception, production, inter-
action, mediation (see also language skills). 

language as subject
Sprache als Fach
langue comme matière
lingua come materia
lingua sco rom

The language is taught as an aim and content of a teaching unit.
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language awareness
(see ELBE)
Sprachbegegnung/ Sprach(en)
bewusstsein 
(siehe ELBE)
éveil aux langues
(voir ELBE)
consapevolezza linguistica
(vedi ELBE)
inscunter cun linguas
(vesair ELBE)

language certificate/examination
Sprachdiplom/prüfung
certificat/examen de langue 
certificato/esame di lingua
certificat/examen da lingua 

language measurement, indicating the current level of competence in a 
foreign language. There are various internationally recognised language 
certificates which refer to the levels of the common european frame-
work of references.

language competence
Sprach(en)kompetenz
compétence langagière
competenza linguistica
cumpetenza linguistic

The ability to use language in the context of communicative activities.

language learning biography
Sprachlernbiografie
biographie langagière
biografia linguistica
biografia linguistica

a teaching instrument that contains the individual’s history of lan-
guage learning and the entire range of learning to which it corresponds 
(in-school and extracurricular language learning, as well as linguistic 
encounters, for example); it is part of the european language Portfolio.

language of migration (see language  
of origin)
Migrationssprache (siehe Herkunfts
sprache)
langue de la migration (voir langue 
d’origine)
lingua della migrazione (vedi lingua 
d’origine)
lingua da migraziun (vesair lingua 
d’origin)

language of origin/of migration
Herkunfts/Migrationssprache
langue d’origine/de la migration
lingua d’origine/di migrazione
lingua d’origin/da migraziun

in most cases this is the first language acquired (see first language) by 
children with a migrant background. as to whether speakers have devel-
oped, in the language of origin, only communicative language skills for 
everyday use (BicS) or if they also possess cognitive-academic language 
proficiency skills (calP), this depends primarily on the moment of migra-
tion, and therefore on their age.
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language of schooling (see also local 
language)
Schulsprache (siehe auch Lokalsprache)
langue de scolarisation (voir également 
langue locale)
lingua di scolarizzazione (vedi anche 
lingua locale)
lingua da scola, da scolarisaziun (vesair 
era lingua locala)

The language in which content is transmitted in schools and universi-
ties. in the german-speaking region of Switzerland standard german 
(Hochdeutsch) is the preferred language of communication, whereas 
in everyday life the local dialect is generally used. The language(s) of 
schooling is (are) taught as subject(s) in itself (themselves) as well as 
in the context of other subjects; see language as subject, as opposed to 
language(s) in other subjects.

language skills
Sprachfertigkeiten
aptitudes langagières
abilità linguistiche
abilitads linguisticas

a traditional method of grouping language activities according to the 
form and medium used: spoken and written comprehension, spoken 
expression (production and interaction), and written expression.

language(s) in other subjects
Sprache(n) in andern Fächern
langue(s) des autres matières
lingua nelle altre materie
lingua(s) en auters roms

The teaching of non-language contents (such as history or natural  
science), in which certain linguistic aspects are consciously addressed 
(writing a short description of a diagram, for example).

languages act (LangA) 
Sprachengesetz (SpG)
loi sur les langues (LLC)
legge sulle lingue (Lling)
lescha da linguas (LLing)

Swiss federal act governing the use of national languages and the under-
standing between the linguistic communities (act of 2007, in force since 
2010; http://www.admin.ch/ch/d/ff/2007/6951.pdf)  

LCo, course in the language and culture 
of origin
HSK, Unterricht in heimatlicher Sprache 
und Kultur
LCO, enseignement de la langue et de la 
culture d’origine
LCO, corsi di lingua e di cultura dei paesi 
d’origine
LCO, instrucziun da la lingua e da la  
cultura d’origin

classes intended for children and teenagers from a country where an-
other language is spoken and who want to develop their competences in 
their language of origin; increasingly, an effort is being made to integrate 
the bilingual and bicultural world in which these learners live.

learning
Lernen
apprentissage
apprendimento
emprender

appropriation (of a language for example) in the school context, accom-
panied insofar as possible, for educational purposes, by teaching guided 
by a set of rules. 

learning/knowing how to learn
Methodenkompetenz
compétence méthodologique
competenza metodologica 
cumpetenza metodica

Knowledge and know-how in the field of learning (but also the learning 
to learn area of competence). for example:

the ability to use auxiliary means to verify knowledge and to learn;•	
knowing learning strategies and techniques; the will and ability to  •	
apply them;
the ability to compare languages and cultures.•	
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learning strategy
Lernstrategie
stratégie d’apprentissage
strategia di apprendimento
strategia d’emprender

a mental map or the development of an activity for the guidance of the 
individual’s own learning which can be referred to according to the situa-
tion. The implementation of learning strategies can be done consciously 
or unconsciously and depends on the learning method of the student. 
learning strategies are oriented towards an educational goal and the 
requirements of the learning process; they help to support the learning 
process and to achieve the best possible result.

level of competence
Kompetenzniveau
niveau de compétence
livello di competenza
nivel da cumpetenza

The ability, of a given functional range and quality, to act in terms of 
language and communication. The descriptions of levels of competence 
for languages in the common european framework of reference for lan-
guages use a reference system with a total of 6 main levels (a1–c2). The 
a1 and a2 levels correspond to an elementary use of the language, levels 
B1 and B2 to a largely autonomous use of the language and levels c1 and 
c2 to a competent use of the language.

lingua franca
Verkehrssprache, lingua franca
langue véhiculaire, lingua franca
lingua franca
lingua franca

a language that is used mainly when the speakers have no first or  
second language in common.

linguistic knowledge
Sprachwissen
savoir langagier
sapere linguistico
savair linguistic

The body of knowledge recorded in the long-term memory on acceptable 
language structure and lexis, as well as on sociocultural conditions of 
use and norms.

linguistic resources
sprachliche Mittel
moyens linguistiques
strumenti linguistici
elements linguistics

elements of language that are used in language activities (morphologi-
cal, grammatical, or lexical units for example).

linguistic system
Sprachsystem
système langagier
sistema linguistico
sistem linguistic

construction of the language as an element of a scientific description. 
This is done based on partial, interdependent systems of phonology, 
morphology, syntax, semantics and, to a certain degree, pragmatics. 
recent linguistic theory increasingly questions the systemic character of 
language.

literacy
Literalität
littératie
literacy 
litteralitad

ability to read and write. it is one of the key-competences to participate 
at social life.

literacy skills
Textkompetenz
compétence textuelle
competenza testuale
cumpetenza da text

The ability to understand texts in an autonomous manner and establish 
links between the information received and one’s own knowledge in  
order to use them for one’s own reflection and actions, i.e. also to  
produce texts destined for others (see also calP).
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local language (see also language of 
schooling)
Lokalsprache (siehe auch Schulsprache)
langue locale (voir également langue de 
scolarisation)
lingua locale (vedi anche lingua di  
scolarizzazione)
lingua locala (vesair era lingua da scola, 
da scolarisaziun)

The language spoken by the majority of the population of a given  
location.

mediation (linguistic mediation)
Sprachmittlung/Mediation 
médiation (linguistique)
mediazione (linguistica)
mediaziun (linguistica)

a type of language activity in which the goal is primarily to transmit, by 
speech or in writing, messages heard or read in one language (or lan-
guage variety) to another language (or variety) for a person who does not 
understand the source language (or variety). Personal opinion or intent 
are secondary.
Mediation activities include translation and interpretation, but also 
the reproduction of textual content, by communicating them in another 
manner or by summarising them.

metacognition
Metakognition
métacognition
metacognizione
metacogniziun

Second class cognitions: i.e. knowledge about one’s own knowledge and 
cognitive functioning; analysis and management of one’s own cognitive 
efforts, such as learning processes.

metalinguistic awareness 
metalinguistisches Bewusstsein
conscience métalinguistique
consapevolezza metalinguistica
conscienza metalinguistica

The ability to reflect consciously on the sonority or construction of 
words, sentences and texts, as well as on the best way to express a given 
meaning and the ability to verbalise one’s reflections. See also meta-
cognition.

model of competence
Kompetenzmodell
modèle de compétence
modello di competenza
model da cumpetenza

for the comprehension of action-oriented language competence: the 
description of the essential knowledge and know-how that determine 
the extent and quality of the ability to act, and the connections between 
these elements. Models of competence often comprise different degrees 
of competence (model by degrees).

multilingualism (see plurilingualism) 
Vielsprachigkeit (siehe Mehrsprachig 
keit)
multilinguisme (voir plurilinguisme)
multilinguismo (vedi plurilinguismo)
multilinguissem (vesair plurilinguissem)
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multilingually oriented language teach - 
ing methodology (see also integrated 
language teaching methodology) 
Mehrsprachigkeitsdidaktik (Didaktik der 
Mehrsprachigkeit; siehe auch integrative 
[bzw. integrierte] Sprachendidaktik)
didactique du plurilinguisme (voir aussi 
didactique intégrative [ou intégrée] des 
langues)
didattica plurilingue (vedi anche  
didattica integrata delle lingue)
didactica dal plurilinguissem (vesair era 
didactica integrada da linguas)

Multilingually oriented language teaching methodology offers teaching 
concepts aiming to promote multilingualism through a combined and 
coordinated approach to language teaching and learning, both within 
and outside the school system. Multilingually oriented language teach-
ing methodology proposes on one hand the integration into language 
teaching of several different languages in order to encourage transfers 
between languages; on the other hand, it implies integration of lan-
guages and foreign language learning into the teaching of non-language 
subjects.

native speaker competence 
muttersprachliche Kompetenz
compétence d’un locuteur natif
competenza nella lingua madre
cumpetenza da lingua materna

in the acceptation initially developed by n. chomsky this is hypothetical 
grammatical competence in the first language, fully developed as the 
mother tongue, which is abstract and neutral from a socio-cultural point 
of view. nowadays one often includes the socio-cultural component.

opportunity-to-learn-standard (see  
educational standard) 
Standard für Lehr und Lernbedingungen 
(siehe Bildungsstandard)
standard relatif aux conditions  
favorables à l’apprentissage (voir  
standard de formation)
standard relativi alle condizioni di  
istruzione e di apprendimento (vedi  
standard di formazione)
standard per cundiziuns d’instruir e 
d’emprender (vesair standard da  
furmaziun)

outcome
Outcome
outcome
risultato del processo di apprendimento 
resultat d’emprender

The results of learning; competences that result from education efforts.

output 
Output
output
output
output

Spoken or written texts produced by language users (see input).

performance standard (see educational 
standard) 
Leistungsstandard/Performance 
Standard (siehe Bildungsstandard)
standard de performance (voir standard 
de formation)
standard di prestazione (vedi standard  
di formazione)
standard da prestaziun (versair standard 
da furmaziun)
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performance test (see standardised test 
instrument)
Leistungstest (siehe standardisiertes 
Testinstrument)
test de performance (voir instrument 
d’évaluation standardisé)
test di prestazione (vedi strumento  
di valutazione standardizzato)
test da prestaziun (vesair instrument  
da valitaziun standardisà)

plurlingual repertoire/competence
mehrsprachige(s) Repertoire/Kompetenz
répertoire/compétence plurilingue
repertorio/competenza plurilingue 
repertori/cumpetenza pluriling(ua)

The body of language resources that an individual can mobilise in a  
manner appropriate to the situation.

plurilingualism/multilingualism 
Mehrsprachigkeit/Vielsprachigkeit
plurilinguisme/multilinguisme
plurilinguismo/multilinguismo
plurilinguissem/multilinguissem

increasingly, a distinction is made between multilingualism, which 
relates to the linguistic diversity of a given region or society, and 
plurilingualism, which characterises individuals who master several 
different languages. a multilingual region can be inhabited by monolin-
gual individuals, and plurilingual individuals can live in a (theoretically) 
monolingual region. however, the distinction is not always made at all 
levels concerned and cannot be translated into all european languages 
(in german, the term Mehrsprachigkeit is often applied for both the ter-
ritorial and the individual case).

procedural knowledge (know-how) 
prozedurales Wissen (savoirfaire)
savoir procédural (savoirfaire)
sapere procedurale (saper fare)
savair procedural (savair far)

elements of knowledge that are usually unconscious and essential, 
for instance to articulation and automatic written comprehension, and 
which constitute the foundation necessary to the fluent use of language. 
See also declarative knowledge (explicit knowledge) and existential 
competence.

production, productive 
Produktion, produktiv
production, productif
produzione, produttivo
producziun, productiv

communicative language activity in which framework language users 
express themselves (often having prepared beforehand) either orally or 
in writing (for instance in the form of a presentation or report).

progression
Progression
progression
progressione
progressiun

The principle governing the learning process, i.e. the improvement of 
language mastery.
Various parameters can be envisaged: the linguistic resources (gram-
matical forms, vocabulary), contents, themes, as well as tasks to be car-
ried out that become increasingly complex and abstract. if progression 
is approached too narrowly, particularly regarding grammar, it may limit 
the possibilities of language use. whereas teaching resources formerly 
focused solely on grammatical progression, current teaching resources 
follow a progression of language skills and opportunities for language 
use that are increasingly complex and flexible, combined with the neces-
sary linguistic resources.
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reception, receptive
Rezeption, rezeptiv
réception, réceptif
ricezione, ricettivo
recepziun, receptiv

a communicative language activity in which spoken or written informa-
tion is recorded and understood (when one reads a text for oneself, 
listens to a radio broadcast or watches a television show, for example).

reflection about language (see  
metacognition)
Sprachreflexion (siehe Metakognition)
réflexion linguistique (voir métacognition)
riflessione linguistica (vedi  
metacognizione)
reflexiun linguistica (vesair  
metacogniziun)

register 
Register
registre
registro
register

a manner of speaking and writing that is conditioned by social factors; 
for instance a familiar, formal, or literary register. This manner of speak-
ing and writing, characteristic of a specific field of communication, is 
often the linguistic reflection of the speaker’s social relations.

scaffolding
Scaffolding
étayage
scaffolding
scaffolding

Support that implies a form of cooperation in which the learners’ atten-
tion is guided towards important aspects of language and the learning 
process progresses as they are encouraged to take the next steps, with 
the help of mentoring and support. This concept is initially based on 
observation of parent–child interaction in the acquisition of the first 
language. according to sociocultural studies on first language acquisi-
tion learners need the help of such scaffolding to construct, support and 
further the learning process.

second language (L2)
Zweitsprache (L2)
langue seconde (L2)
lingua seconda (L2)
segunda lingua (L2)

in the present report this designates the second language acquired in 
chronological order and which, ideally, was learned in school; it generally 
corresponds to the language of the social environment. depending on 
the situation it is this language or the first language that is dominant.

self-assessment instrument
Selbstbeobachtungs und Selbst
beurteilungsinstrument
instrument d’autoobservation et  
d’autoévaluation
strumento di autoosservazione e  
di autovalutazione
instrument d’autoobservaziun e  
d’autovalitaziun

an instrument that enables learners to observe and assess themselves 
(checklists, for example).
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self-directed learning (see autonomous 
learning)
eigenständiges Lernen (siehe  
Lern autonomie)
apprentissage autonome (voir autonomie 
d’apprentissage)
studio autonomo (vedi autonomia 
nell’apprendimento)
emprender da maniera autonoma (vesair 
autonomia d’emprender)

self-guidance
Selbststeuerung
autorégulation
autoregolazione
autoregulaziun

The ability of the learner to select the appropriate learning texts and 
contexts, for example, without the intervention of teachers, as well as to 
define the learning rhythm and its objectives.

speech act
Sprachhandlung
acte de parole
atto linguistico
act linguistic

The use of language for communication purposes in a specific situa-
tion and in concrete contextual conditions, with a defined intent. This 
term designates a functional micro-element of language use (such as 
expressing consent).

spiral cyclical
spiralzyklisch
cyclique, en spirale
progressione ciclica, a spirale
ciclic, en spirala

Specific linguistic resources are repeated several times, each time at a 
higher degree of difficulty; this concept of grammatical progression is 
typical of an action-oriented communicative approach; although previ-
ously only linguistic material (the audiolingual method for instance) 
corresponding to the learners’ level was used (and taught by repetition), 
today learners are put into realistic communication situations and given 
texts that they do not need to translate in detail, but of which they must 
get the gist. Moreover, the assumption is that there are more understood 
linguistic resources than actively produced ones. This is why the linguis-
tic phenomena to be learned are presented to learners several times 
(cyclically) in a spiral of increasingly complexity.

standard language
Standardsprache
langue standard
lingua standard
lingua da standard

The dominant form of language, both written and spoken (in german 
these are called Schriftsprache or Hochsprache). The characteristic 
elements of this standardised form of language come from the linguistic 
rules set down in grammar text books and dictionaries.

standardised reference test
Vergleichsarbeit/Vergleichstest
travail/test de référence
lavori/test comparativi di riferimento
lavur/test da referenza

reference tests are (standardised) tests used to compare the perform-
ances of school classes, generally at the time of transition from the 
primary level to secondary education. They are often conceived and used 
only at the cantonal, or even regional, level.

standardised test (instrument) 
standardisiertes Testinstrument
instrument d’évaluation standardisé
strumento di valutazione standardizzato
instrument da valitaziun standardisà

instruments that meet specific theoretical and pedagogical criteria of 
quality. They are developed and standardised through scientific studies 
and fulfil specific quality criteria. They are used as routine procedures.
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strategy (see learning strategy)
Strategie (siehe Lernstrategie)
stratégie (voir stratégie d’apprentissage)
strategia (vedi strategia di  
apprendi mento)
strategia (vesair strategia d’emprender)

strategy of language teaching 
Sprachenstrategie
stratégie pour l’enseignement des 
langues
strategia per l’insegnamento delle lingue
strategia da linguas

an element of education planning. its goal is to promote language learn-
ing and linguistic diversity, and to enable coordination of the relevant 
provisions that apply for all cantons and also other countries. This 
strategy defines the age from which students learn a given language in 
school, for example. Switzerland has a national Strategy of language 
Teaching since 2004; its implementation is incumbent on the cantons. 
work is currently underway to achieve continuity in coordination at  
upper secondary education.

syllabus/programme of work
Lehrplan 
plan d’études 
piano di studi 
plan d’instrucziun 

The recommendations defined at the political level that cover the edu-
cational goals, both disciplinary and cross-disciplinary, as well as the 
organisation of learning and the assessment of school processes of a 
given school level. conversely, a curriculum defines all the learning goals 
along with contents, methods and teaching resources; it therefore rather 
refers to closer definitions.

task (communicative task)
Aufgabe (kommunikative Aufgabe)
tâche (communicative)
compito (comunicativo)
pensum (communicativ)

a task requiring targeted communicative language activity, with special 
emphasis on content. communication tasks often serve as learning 
tasks in action-oriented language teaching.

task-based language learning (see tBL)
aufgabenbasiertes Sprachenlernen 
(siehe TBL)
apprentissage des langues basé sur les 
tâches (voir TBL)
approccio basato sui compiti (vedi TBL)
emprender linguas sin basa d’activitads 
(vesair TBL)

tBL (task-based language learning)
aufgabenbasiertes Sprachenlernen
apprentissage des langues basé sur des 
tâches
apprendimento basato sui compiti
emprender linguas sin basa d’activitads 

a methodological approach to teaching in which learners acquire lan-
guage and communicative competence by being confronted, cyclically, 
to exercises that are as close to reality as possible and by reflecting on 
the linguistic resources they have had to use; the assessment process is 
based mainly on the result that the learner must achieve in carrying out 
the learning task.

teaching for/to the test
teaching for/to the test
enseignement en vue de l’examen
insegnamento in funzione dell’esame
instruir per il test

Teaching oriented towards a specific test or examination. a distinction 
must be made between teaching to the test – which does not pose any 
particular problem when it means the test is matched to the teach-
ing (i.e. the assessment is based on objectives that have been set in 
the teaching). conversely, teaching for the test poses a problem as the 
teaching is primarily oriented according to certain tests. 
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threshold theory/hypothesis
Schwellenhypothese
hypothèse du seuil
ipotesi del livello soglia
ipotesa da la sava

according to the threshold theory developed by cummins (1976) in 
regard to bilingualism, there is a critical threshold in language compe-
tence, in both languages, which learners must attain in order to exclude 
negative cognitive repercussions. Moreover, another, higher, threshold 
must be attained in order for linguistic and cognitive benefits to be 
realised.

transfer
Transfer
transfert
transfer
transfer

Transposing formal similarities and differences from one language 
into another. Besides purely linguistic transfers there are also, from a 
plurilingual point of view in particular, the transfer of cross-language 
competences (the competence to learn a language or the competence 
to read, for example) and experience (specific experience gained while 
learning a foreign language, such as knowing that one does not under-
stand everything right away, or intercultural experience).

variety 
Varietät
variété
varietà
varietad

More or less stable variations of a language which are characterised by 
obvious linguistic similarities relating for example to geographic and 
social factors (dialects), to certain social groups (the language of young 
people, popular expressions) or that develop as a result of certain situa-
tions (technical language). See also register.

vertical coherence
vertikale Kohärenz
cohérence verticale
coerenza verticale
coerenza verticala

The continuous development of language learning at all school levels.
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a2: The EDK’S language acTiViTieS

The language activities of the EDK are presented below, in chronological order. The EDK’s programme 
of activities is established annually based on these strategies. (http://www.edudoc.ch/static/web/
edk/tgpro_d.pdf). in accordance with the principle of subsidiarity, the cantons undertake to promote 
a high level of quality, permeability and mobility within the Swiss education and training system. The 
EDK intervenes whenever cooperation or coordination is required on a national scale.

Recommendations 
concerning the 
schooling of foreign 
language children 
(24 october 1991)

http://edudoc.ch/

record/24317/files/edK-

empfehlungen_d.pdf

in compliance with the non-discrimination principle, it is recommended that 
the cantons integrate all foreign language children residing in Switzerland 
into the public school system. They must be encouraged to learn the lan-
guage of schooling, from pre-school age and throughout their compulsory 
schooling, and this must be made possible for them, free of charge.

Moreover, the right of children to preserve their language and culture of origin 
must be respected. This is generally accomplished through language and 
culture of origin (lco) classes for at least two hours per week that should, 
ideally, be integrated into the school timetable.

attendance at lco classes and the results obtained must be recorded in 
the school report. Moreover, the competences acquired in the first language 
must be considered when making decisions about promotion and selection. 

it is recommended that teachers be prepared during their initial training 
and continuing education to teach heterogeneous classes, and that they be 
encouraged to cooperate with foreign lco teachers.

The needs of foreign language children must be taken into account for the 
development of teaching resources and curricula, and for the establishment 
of the school schedule. 

the EDK’s PISA  
Action Plan
(12 June 2003)

http://www.edudoc.ch/
static/web/arbeiten/
pisa2000_aktplan_d.pdf

The EDK’s PiSa action Plan is based on the findings of the PiSa 2003 survey, 
and indicates that there are already clear points of agreement among the 
cantons, and even at the supraregional level, as to learning contents.

nonetheless, the differences observed between the cantons as highlighted 
by PiSa confirm that national educational Standards are instrumental in 
guaranteeing and developing quality.

The following fields of action are planned:

promotion of reading for all•	
promotion of language competence for students in difficult learning  •	
situations
pre-school education and schooling •	
management; promotion of school quality •	
extracurricular support•	
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national Strategy of 
Language teaching 
(25 march 2004)

http://edudoc.ch/

record/30008/files/

Sprachen_d.pdf

The object of this strategy is to coordinate and encourage the development 
of language teaching in Switzerland, a multilingual country. it is comparable 
with other efforts that have been made throughout europe, particularly with-
in the framework of the european commission’s action plans on language 
learning and linguistic diversity of 2004–2006. The two texts stipulate that in 
the course of their compulsory schooling students must be encouraged in all 
language-related areas.

language learning is a fundamental learning objective:

as a key to identity, communication, and social integration •	
as a determining basis for all learning processes, for participation in school •	
and in the professional arena, and for lifelong learning

This strategy proposes language promotion with common objectives:

promoting the language of schooling through consistent measures from the •	
beginning of schooling onwards
developing skills in a second national language, at the least, and in english •	
(starting at the latest in the 5th and 7th school years, according to the  
HarmoS schedule)
developing and expanding skills in the students’ first language when it is •	
different from the local language (with pre-school and extracurricular lan-
guage promotion)

The implementation of this strategy requires:

setting a common, fixed schedule for the achievement of objectives dur-•	
ing compulsory schooling and adapting the schedules of the cantons (see 
illustration a2)
establishing a common starting situation for language learning harmonising •	
across the cantons (two foreign languages starting in the 5th and 7th school 
years at the latest, as well as english for all types of schools)
developing national educational Standards for the language of schooling •	
(4th, 8th and 11th school years) and foreign languages (8th and 11th school 
years)
coordinating curricula and teaching resources among the linguistic regions•	
using common instruments (such as the european language Portfolio, elP) •	
for the coordination and development of language teaching
referring to the common european framework of reference for languages •	
(cefr) where foreign languages are concerned
capitalising on Switzerland’s advantage as a multilingual country (the expe-•	
rience gained through projects of the bilingual cantons, for example)
coordinating the framework conditions that govern teacher training•	
supporting the Swiss foundation for federal cooperation (•	 ch foundation) 
which facilitates school exchanges
establishing a national competence centre of Multilingualism •	
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Illustration A2 | Plan for EDK’s 2004 Strategy of Language Teaching (data updated since 2004)
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Coordination of 
foreign language 
teaching at upper 
secondary education 
(2004)

http://www.edk.ch/

dyn/12498.php

following the decisions made by the EDK in 2001/2002 and the unanimous 
decision of 25 March 2004 concerning the Strategy of language Teaching,  
efforts have been made to coordinate language teaching for the different 
types of training at upper secondary education – at the end of compulsory 
schooling. The will to coordinate and optimise language teaching beyond the 
primary school level and lower and upper secondary education is very im-
portant for the lifelong learning process and to take advantage of the oppor-
tunity that Switzerland offers all students to obtain a diploma at the upper 
secondary education. Moreover, the need for foreign language has increased 
in the professional and educational spheres.

it is not a matter of developing a general concept of  language teaching at  
upper secondary education but rather:

of establishing a coherent strategy•	
of preparing instruments so that the cantons can implement this strategy. •	

Art. 4 of the Inter-
cantonal Agreement 
on the Harmonisa-
tion of Compulsory 
Education (HarmoS 
Agreement) (14 June 
2007)

http://edudoc.ch/

record/24711/files/

harmoS_d.pdf

The main objectives of the 2004 Strategy of language Teaching were  
integrated into the HarmoS agreement and are therefore binding for all can-
tons which signed it. These objectives are the following:

l•	 earning of two foreign languages (a second national language and english) 
from the 5th and 7th school years (according to the HarmoS schedule) at the 
latest; the order of introduction of the two languages is set at the regional 
level
optional teaching, according to needs, in the third national language•	
national educational Standards for the language of schooling (4•	 th, 8th and 
11th school years) and foreign languages (8th and 11th school years); the level 
of competence attained each of the foreign languages should be compara-
ble at the end of the compulsory schooling
language and culture of origin (lco) classes should be made available with •	
the organisational support of the cantons and should respect religious and 
political neutrality

Federal Act on the 
national Languages 
and understanding 
between the Lin-
guistic Communities 
(LangA) and ordi-
nance on Languages 
(SpV) 
(5 october 2007)

http://www.bak.admin.

ch/themen/sprachen_

und_kulturelle_mind-

erheiten/00506/00616/

index.html?lang=de

on 4 June 2010, the federal council, based on the languages act (langa), 
approved the ordinance on national languages and understanding among lin-
guistic communities (the ordinance on languages, SpV). The ordinance came 
into effect on 1 July 2010 and regulates four spheres:

the use of Switzerland’s official languages and the promotion of plurilin-•	
gualism in public services
measures to promote understanding and exchange•	
support for multilingual cantons•	
safeguarding and promotion of •	 the romansh and italian languages and 
cultures

Support for a national competence centre of Multilingualism is also included 
(see point a3: collaboration and cooperations)
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International  
cooperation

http://www.edk.ch/

dyn/15386.php

The EDK participates in the activities of the council of europe and in the 
projects of the european union in the field of language teaching. 

The council of europe, founded in 1949, is an intergovernmental organisation 
with 44 member states. it cooperates on the following projects: 

the european language Portfolio (see point a6 of the annex)•	
the european centre for Modern languages (ecMl) in graz, an institution •	
founded in 1994 by the council of europe, with 33 member states. Swit-
zerland is a founding member of this institution and is represented in its 
steering committee by the general Secretariat of the EDK. ecMl’s task is 
to introduce innovations in the field of learning and teaching of modern 
languages. for this, it supports international research projects and also 
organises workshops that always include the participation of a Swiss spe-
cialist. The projects are published in a series of ecMl publications (see the 
programme at http://www.ecml.at/activities/programme.asp)
the european day of languages: since 2001, 26 September has been  •	
officially designated by the council of europe as the european day of lan-
guages. each state is free, if it so wishes, to organise and decide on  
activities at the state level.

within the framework of the european union, the EDK currently participates 
as a representative of Switzerland and its cantons in the early language 
learning (ell) project. The latter is an integral part of the lifelong learning 
project and its purpose is to develop recommendations for early language 
learning.
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a3: collaBoraTion and cooPeraTionS 

in the field of language teaching coordination, the EDK cooperates with specialised groups, and  
bodies:

Coordination Group for Lan-
guage teaching (KOGS)

http://www.edk.ch/dyn/11943.php

delegates from the regional EDKs, cantons Ticino and graubünden. 
its tasks comprise the coordination and the implementation of the 
Strategie of language Teaching in the different regions.

Professional Group  
Foreign Languages of the  
Conference of Rectors of  
universities of teacher  
Education (COHEP)

http://www.cohep.ch/

foreign language educationalists from Swiss universities of 
Teacher education. They contribute to an exchange between 
education policy and teacher training as well as to a coordinated 
development of teachers’ initial training and further education in 
languages.

Since the ordinance on languages (SpV 2007; see annex 2) came into effect, cooperation with the 
following institutions has been strengthened or developed:

youth Exchanges 
(an institution of the  
ch Foundation)

http://www.ch-go.ch/programme 

(http://www.chstiftung.ch/cms.php)

 

The EDK and the Swiss confederation have entrusted the  
ch foundation for federal cooperation, in Solothurn, with the pro-
motion and coordination of language exchanges and with main-
taining relations between the different language communities in 
the field of education. for this, the ch foundation draws on the 
recommendations concerning the promotion of educational and 
training exchanges in Switzerland and abroad that were approved 
by the EDK on 18 february 1993. with the entry into force of the 
federal act on the national languages and understanding be-
tween the linguistic communities (langa 2007) on 1 January 2010, 
and of the ordinance on languages (SpV 2007) on 1 July 2010, 
Switzerland has further strengthened the commitment of ch foun-
dation and supports it financially. in view of Switzerland’s partici-
pation as of 2011 in the eu’s lifelong learning and Youth in action 
programmes, the ch foundation has set up a federal agency which 
will support the european programmes for education and youth. 

The Youth exchange programme of the ch foundation, which has 
been in existence since 1976, has built up a network of cantonal 
contacts for exchange projects. Such projects ideally comple-
ment language teaching. Students and teachers are thus offered a 
wide variety of opportunities to make direct contact with partner 
classes in other linguistic regions. 



200

in its Strategy of language Teaching (2004) the EDK stipulates that 
in order to develop both language teaching and language learn-
ing, better use should be made of the multilingual potential of our 
country and exchanges across linguistic borders should be facili-
tated both for students and for teachers (art. 3.3). 

national Competence Centre 
of multilingualism, university 
and university of teacher Edu-
cation of Fribourg 

http://www.institut-mehrsprachig-

keit.ch/de/

following the entry into effect of the ordinance on languages (SpV 
2007), the national competence centre of Multilingualism was 
officially constituted on 1 June 2010. as a scientific centre, it will 
encompass a network of research institutions of the different lin-
guistic regions and will focus on the development of multilingual-
ism. its task is to carry out projects commissioned by the govern-
ment, the cantons and third parties.

language-related issues, in particular those concerning the upper secondary education and the 
tertiary level, are dealt with by the EDK in cooperation with various federal offices:

Federal office of Culture (FoC)
http://www.edi.admin.ch/

org/00344/00353/00355/index.

html?lang=en

foc is responsible for language policy (see point a2 of the an-
nex, the federal act on the national languages and understand-
ing between the linguistic communities, and the ordinance on 
languages 2007). Together with the cantons, the government has 
the task of promoting understanding and exchange between the 
linguistic communities.

Federal office for Professio-
nal Education and technology 
(oPEt)

http://www.bbt.admin.ch/bbt/por-

traet/index.html?lang=en

as Switzerland’s centre of competence for professional educa-
tion, oPeT actively participates, together with the cantons, in the 
setting up of bilingual training courses for the federal Vocational 
Baccalaureate certificate. 

Federal office for migration 
(Fom)

http://www.bfm.admin.ch/bfm/en/

home.html

Pursuant to its mandate for integration, foM, together with the 
cantons, is committed to promoting language competence for 
adults.

State Secretariat for Educa-
tion and Research (SER)

http://www.sbf.admin.ch/htm/

index_en.php

Ser is in charge of supervising the recognition of cantonal and 
foreign baccalaureate diplomas, as well as of conducting the ex-
aminations for the Swiss baccalaureate diploma. Together with the 
cantons, it supports the bilingual baccalaureate diploma.
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Various groups of specialists or interested circles are not explicitly mentioned here as they are active 
at the level of the linguistic regions and do not have a mandate as organs of the EDK. in future, the 
debate surrounding multilingualism will be its scope to become more broad-based.

Language Forum The EDK’s general Secretariat plans to initiate an informal yearly 
meeting on current topics related to language teaching and learn-
ing and to the coordination of developments in the field of mul-
tilingualism, with the aim of creating a network for all languages 
(languages of schooling, languages of origin / of migration, foreign 
languages) and coordinating at the different levels of the educa-
tion system (cantons, universities and universities of Teacher 
education).
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a4: oVerView of SoMe currenT  
STudieS on language learning  
financed BY The SwiSS naTional  
Science foundaTion (SnSf)

two foreign lan-
guages starting in 
primary school 

haenni hoti and werlen e. (2009): Der Einfluss von Englisch auf das  
Französisch lernen

This study supports the model of two foreign languages starting at primary 
school level: teaching a first foreign language (english, in this case) for two 
years already has a positive impact on the learning of a second foreign 
language (french). Moreover, the students’ competence in the language of 
schooling and in the languages of origin / of migration has a positive influ-
ence on their ability to learn a second foreign language in school. Previous 
language knowledge, metalinguistic competences and experience of lan-
guage learning are resources for learning other languages. The benefits de-
rived from these resources are proportional to the quality of the knowledge 
acquired in the previously learned language.

the third national 
language as an 
option

Moretti and rigotti (2009): Per una nuova posizione dell’italiano nel contesto 
elvetico. Strumenti e strategie per l’elaborazione di un curriculum minimo di 
italiano

This report presents a concrete proposal for an optional italian course. a pro-
gramme aimed at developing minimum communication competence in the 
third national language has enabled students 12 to 14 years of age to acquire 
basic skills in italian during one-week courses by capitalizing on the lan-
guage and learning resources they already possess. Two factors in particular 
have a motivating influence: concentrating on the language for a whole week 
(as opposed to learning that is segmented into two or three periods a week) 
and emphasising oral teaching, which places the accent on communication 
rather than on accuracy. given this positive motivational influence, the  
authors suggest using the model of the week of intensive learning as a 
springboard for tackling the learning of the other foreign languages.

Bilingual teaching näf and elmiger (2009): Die zweisprachige Maturität in der Schweiz – Evalua-
tion der Chancen und Risiken einer bildungspolitischen Innovation

The authors underline the importance of creating working and continuing 
education conditions that strengthen the bilingual teaching of non-language 
subjects, because it is the teachers who are the real promoters of bilingual 
teaching of non-language subjects. This is especially true since the students 
surveyed for this report, who have received bilingual teaching, show signifi-
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cantly higher language competences than those in ordinary classes (there 
are no data available as to real improvement). 

 
gajo and Berthoud (2009): Construction intégrée des savoirs linguistiques et 
disciplinaires dans l’enseignement bilingue au secondaire et au tertiaire

The authors advocate bilingual teaching at upper secondary and tertiary 
education, as a complementary form of ordinary teaching. Based on their 
analyses of units of immersion teaching, they recommend targeted and situ-
ational use of the language of schooling and of the foreign language, with 
language mediation as a determining competence. They show that this form 
of teaching, besides its impact on foreign language proficiency, also has a 
positive effect for the language of schooling.

the development  
of language  
competence 

Pekarek doehler and de Pietro (2009): L’organisation du discours dans 
l’interaction en langue première et seconde: acquisition, enseignement,  
évaluation

This study contributes to the research on language acquisition. The authors 
examine oral interaction in french as the language of schooling or as a for-
eign language for learners of lower and upper secondary education, focusing 
on the linguistic, discursive and interactive resources that learners acquire 
in that language. The ideal development of these resources is achieved in a 
context of varied teaching methods and balanced interaction of the activities 
of teachers and learners (in contrast to the interaction often managed  
primarily by the teacher).

 
Moser and werlen i. (2009): Entwicklung der Sprachkompetenzen in der Erst- 
und Zweitsprache von Migrantenkindern

in their study, the authors advocate encouragement of the first language of 
children where this is not a national language as early as pre-school. a series 
of targeted interventions (lco courses, raising the awareness of families, 
coordination of the encouragement of language competence in school and 
within the family) significantly reinforces language competence in the first 
language and raises interest for the second language, german in this case, as 
the language of schooling. although the study did not reveal a fundamental 
improvement in language competence in the language of schooling, it did 
note certain transfers of phonological awareness, of knowledge of the alpha-
bet and in the area of reading.
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Schneider, häcki Buhofer, Bertschi, Kassis and Kronig (2009): Literale 
Kompetenzen und literale Sozialisation von Jugendlichen aus schriftfernen 
Lebenswelten – Faktoren der Resilienz oder: Wenn Schriftaneignung trotzdem 
gelingt

This study reports on the support measures designed for learners with a 
linguistic disadvantage. from it, the researchers deduce the conditions that 
lead some children against all expectations to develop good reading and 
writing skills even though they come from an environment that does not 
share the written culture. The development of writing is positively influenced 
by the development of the personality of the individual who reads and writes 
if, for example, the teaching includes the daily written activities of the pupil 
and emphasises the social functions of writing in everyday and professional 
life (studying all kinds of texts rather than confining it to one variety of  
writing).

Plurilingualism Stotz: Mehrsprachigkeit, Identität und Sprachenlernen in Schweizer  
Schul gemeinden

Sometimes it is the first language that shapes identity and sometimes it is 
plurilingualism, which is generally the case among the children of migrants. 
This study examines how foreign language learning influences the develop-
ment of the child’s identity in the light of the interaction between education 
policy and individual factors. in so doing it documents the implementation 
of foreign language teaching reform projects in two cantons, identifying as 
positive factors the quality of the networks, the close cooperation between 
authorities and teaching staff and the coincidence of views regarding the 
benefits of the reforms. The rapid creation of the necessary structure (such 
as the schedule) makes it possible to focus on the philosophy of the new 
educational resources and on innovations in methodology and teaching (for 
example the evolution of structural-lexical language learning towards the 
content – form – Me triangle, and thus towards action-based teaching).

nrP 56 also includes other projects without a direct connection to school: 

Language and identity (http://www.nfp56.ch/d_projekt.cfm?kati=5)

cattacin (2009): welche dynamik bringt Mehrsprachigkeit in der Schweiz?•	
coray (2009): die Bedeutung des rätoromanischen für die romanischsprachige Bevölkerung•	
fibbi and Matthey (2009): zur rolle der herkunftssprache für die identität von Migranten•	
Kreis and lüdi (2009): wie funktioniert Mehrsprachigkeit beim Militär?•	
Perrin and wyss (2008): wie erfüllt die Srg SSr ihren sprachpolitischen auftrag?•	
Singy and Mileti (2008): ist eine soziale Kluft beim Sprachgebrauch in der romandie erkennbar?•	
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Language and the economy (http://www.nfp56.ch/d_projekt.cfm?kati=4)

grin and Vaillancourt (2009): wie steht es um fremdsprachenkompetenz in unternehmen?•	
Piller and duchêne (2009): Über die Schweiz hinaus: Sprachliche Praktiken im nationalen und interna-•	
tionalen Tourismus
Steyaert (2008): wie wirkt sich Mehrsprachigkeit einer firma auf den alltag aus? hat die firmen-•	
sprache einfluss auf die Karriere?

the language competence of adults (http://www.nfp56.ch/d_projekt.cfm?kati=2)

christen (2008): wann sprechen deutschschweizer hochdeutsch – und wie gut?•	
notter (2008): wie verlernt man mit steigendem lebensalter das lesen? •	
Poglia and Berger (2009): welchen einfluss haben fremdsprachenkenntnisse auf die Berufswahl •	
und kulturelle identität bei italienischschweizern?
werlen i. (2008): welche Bedingungen fördern oder hemmen die Mehrsprachigkeit?•	

Language, law, and politics (http://www.nfp56.ch/d_projekt.cfm?kati=3):

achermann and Künzli (2009): zum umgang mit den neuen Sprachminderheiten•	
Kübler, Papadopoulos and Mazzoleni (2009): wie wird Mehrsprachigkeit in der Bundesverwaltung •	
gelebt?
Schweizer and Burr (2008): zur gleichwertigkeit von rechtstexten in verschiedenen Sprachen•	
Skenderovic and Späti (2009): welche Positionen nehmen Parteien in sprachenpolitischen debatten •	
in der Schweiz ein?
hungerbühler (2009): Medien und sprachregionale unterschiede bei abstimmungen•	
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a5: oVerView of currenT inSTruMenTS, 
aS of JanuarY 2011 

Common European 
Framework of Refe-
rence for Languages 
(CEFR)
(Council of Europe 
2001)

d: http://www.goethe.

de/z/50/commeuro/i0.htm

f: http://www.coe.int/T/

dg4/Portfolio/documents/

cadrecommun.pdf

The goal of the common european framework of reference for languages 
(cefr), developed on the initiative of the council of europe, is to achieve 
greater coherence and transparency in language learning and teaching and 
in the assessment of acquired knowledge. it provides a basis for mutual 
recognition of language diplomas, thereby facilitating mobility within the 
member states and cooperation among educational institutions. applica-
ble for any language, the cefr is based on a communicative, action-orient-
ed approach and describes language competence according to procedural 
knowledge, resources, and language activities. it defines common levels of 
reference (a1 to c2) with which language skills can be classified. Moreover, 
the cefr contains suggestions pertaining to language teaching and learn-
ing.

The foundations of the common european framework of reference for 
languages were laid in 1991, at the council of europe symposium in 
rüschlikon (zh). B. north and g. Schneider made a considerable contri-
bution to the development, description and classification of skills in the 
common levels of reference within the context of the Swiss national fund 
for Scientific research (Snf).

Descriptors for the 
intermediate levels of 
foreign language com-
petence 

http://www.coe.int/T/dg4/

Portfolio/documents/lin-

gualevel.html

The reference level descriptors of the common european framework of 
reference have proved to be too general, or the level encompasses too 
wide a spectrum for students who are starting to learn a foreign lan-
guage. This is why intermediate levels have been developed and empiri-
cally validated (a1.1, a1.2, a2.1, a2.2, B1.1, B1.2) for the Swiss-german IEF 
(Instrumente für die Evaluation von Fremdsprachen, lenz and Studer 2004) 
project. These descriptors are included in the Swiss editions of the euro-
pean language Portfolio and thus constitute the basis for Lingualevel (see 
below). additionally, they have been put at the disposal of the council of 
europe in four languages (german, french, italian, and english – see link in 
margin).

European Language 
Portfolio

http://edudoc.ch/ 

record/24268/files/erkl_

Portf_d.pdf

The european language Portfolio (elP) contributes to the coherent promo-
tion of plurilingualism at all school levels and for all languages. its use in 
compulsory schooling is part of the EDK’s Strategy of language Teaching 
(2004). in its article 9, the HarmoS agreement also provides for the use of 
individual portfolios for languages as well as for other subject matters:
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«The cantons party to the agreement will see to it that students can dem-
onstrate their knowledge and skills by means of the national or interna-
tional portfolios recommended by the EDK.»  [Translation]

in Switzerland, three versions of the european language Portfolio can 
be obtained from schulverlag plus Bern. developed at the request of the 
EDK, they have been validated by the council of europe. The first language 
portfolio was issued to coincide with the european Year of languages, 
on 1 March 2001. That edition was accompanied by a declaration of the 
EDK signed by several partners from the education community and from 
economic circles. all three portfolios reflect the natural language learning 
process: language awareness _ awareness of language learning _ consid-
erations regarding language.

The different versions of the elP according to age category are designed  
as tools for the learner which accompany them on the path towards 
plurilingualism. each of these versions may contain very different instru-
ments for assessment. in addition to the instruments for reflection  
(relating for example to cross-cultural experiences or to individual learn-
ing and text production experiences), it is relevant to mention the «can do» 
type descriptors that allow self-assessment and planning and refer to the  
levels of the common european framework of reference. Moreover, the 
elP instruments are not designed only for individual, but also for coop-
erative learning.
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The use of the elP throughout Switzerland is a central element of the 
Strategy of language Teaching (EDK 2004). each of the 26 cantons is 
responsible for its introduction. it is therefore the cantons which must 
each develop their own approach and schedule, on the basis of the EDK’s 
Strategy of language Teaching. in most cases, introduction to the portfolio 
is in keeping with the spirit of the instrument, i.e. for several languages 
and several school years. continuing education on a regional and national 
scale, as well as exchange days devoted to the introduction and imple-
mentation of the elP are offered to the teachers of the vocational training 
colleges and to cantonal multipliers.

Lingualevel

http://www.lingualevel.ch

financed by the Swiss-german cantons, Lingualevel is an instrument 
designed for the summative and formative hetero-assessment of certain 
foreign language competence of students from 7th to 11th school years. 
Lingualevel is currently available for french and english and will also be 
extended to german and italian as foreign languages. This instrument 
can be used at any time as it reflects skills rather than learning objec-
tives. one uses a filter to select one of the five language skills and one of 
the levels of the common european framework of reference, including 
the intermediate levels. as Lingualevel uses the same descriptors as the 
three Swiss editions of the european language Portfolio, it is possible – 
and worthwhile – to link the two instruments. 

Lingualevel refers to the levels of the common european framework of 
reference for languages (cefr) and includes, in addition to self-assess-
ment instruments, tests, assessment grids and videos showing benchmark 
performances, as well as recommendations for series of tasks for the 
planning of learning in the last year of schooling.

Stellwerk

http://www.stellwerk-

check.ch/

Stellwerk is an adaptable task system that allows the assessment of indi-
vidual foreign language skills according to intercantonal reference values. 
The tests have their own reference system which partly overlaps with the 
level descriptors of the common european framework of reference for 
languages (cefr), including the intermediate levels (see intermediate lev-
els). Students take the test on a computer at a given time during the school 
year, under teacher supervision. in some cantons, the results are an ele-
ment in the year-end assessment of the students’ potential (for instance, 
for the choice of subjects in the 11th school year [according to the HarmoS 
schedule]).

Klassencockpit

http://www.klassencockpit.

ch/

Klassencockpit is a quality assurance instrument for german and math-
ematics for the 5th to 11th school years. it is used by students three times a 
year under the supervision of a teacher for the purpose of making an  
assessment. The tests use their own system of reference made up of «can 
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do» type descriptors, some of which are linked to the common european 
framework of reference for languages (cefr) and to the intermediate 
levels (see above under a5: descriptors for the intermediate levels).

Check 5

http://www.ag.ch/ 

leistungstest/de/pub/

check5.php

check 5 is a performance test which is given on a voluntary basis at the 
start of the 5th school year (7th school year according to the HarmoS sched-
ule) in canton aargau. it is used to make an independent assessment of 
student performance. it contains tasks in german and mathematics and 
tasks to assess the students’ problem-solving skills. additionally, check 5 
includes questions about self-regulated learning and how students per-
ceive the teaching they receive.

Prove di fine ciclo 
(tessin)

The Prove di fine ciclo end-of-cycle tests are adapted to the objectives of 
the curriculum of the end of the scuola media. They are used to assess the 
school system (periodic teaching survey). 

developed in recent years, the Prove di fine ciclo refer to the common  
european framework of reference. These tests, in particular those  
concerning oral skills, have a positive impact (washback effect) on teaching.

Epreuves cantonales 
en Suisse romande

all the cantons of the french-speaking region, except one, have jointly 
developed summative assessments (Epreuves cantonales en Suisse ro-
mande) for the orientation of students at the end of the 6th school year  
(8th school year according to the HarmoS schedule). french is still in-
cluded in these examinations. as for foreign languages, german is tested 
in the primary cantonal examinations, whereas german and english are 
tested in the upper secondary education examinations. The Convention 
scolaire romande (CSR) (2007) provides for the development of common 
examinations, of which the binding modalities have not yet been defined. 
The Institut de recherche et de documentation pédagogique (IRDP) has 
begun work to this end.

 

LCo Data Bank

http://www.edk.ch/

dyn/18777.php

The data bank of the teaching of language of origin and culture (lco) in 
the Swiss cantons and liechtenstein gives information on the following 
themes/areas/aspects, based on a yearly survey of the cantons:

lco courses•	
integrated promotion of languages•	
legal basis•	
accreditation•	
general conditions•	
registration•	
first language skills•	
continuing education•	
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contact points •	
documentation•	
links•	
sources•	

Learning by and for lin-
guistic diversity: Jaling 
Suisse 
Studien + Berichte
(Hrsg. EDK)
(Saudan et al. 2005)

http://edudoc.ch/re-

cord/463/files/Stub22.pdf

The Jaling Suisse (Janua Linguarum – the gate to and between languages) 
project describes educational and teaching approaches for efficient 
promotion of language learning for all learners. it is part of the council of 
europe’s Jaling project. it is based on two fundamental premises:

multilingualism must be viewed as a great potential and as a challenge •	
for our education system
the development of language competence must include all the languages •	
present in the classroom and apply to all the subjects taught

The focus is on:

comparing and reflecting on languages in pre-school and primary school •	
opportunities to pursue these activities throughout the schooling•	
the questions and reactions of students, teachers and parents regarding •	
these activities
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a6: oVerView of currenT ProJecTS,  
aS of JanuarY 2011

HarmoS

http://www.edk.ch/

dyn/11659.php

The intercantonal agreement on the harmonisation of compulsory  
education (HarmoS agreement) came into effect in 2009 and harmonises 
the duration of the school levels, their main objectives, and the passage 
from one level to the next. in 2006, new constitutional articles on educa-
tion were accepted by 86% of Swiss voters and by all the cantons. The 
cantons are henceforth required to regulate certain fundamental  
parameters of the education system uniformly throughout Switzerland. 
The cantons signing the HarmoS agreement observe this obligation.

national Educational 
Standards

http://www.edk.ch/

dyn/20692.php

The national educational Standards describe the fundamental compe-
tences that students must acquire in the language of schooling, foreign 
languages, mathematics, and natural sciences. These competences must 
be achieved by as many students as possible by the end of the 4th (except 
in foreign languages), and of the 8th and 11th school years (2nd, 6th, and 9th 
school years according the current schedule). This is why they are also 
known as fundamental competences. The national educational Stand-
ards constitute the common educational objectives (the greatest com-
mon denominator) of the regional curricula, which each have their own 
specific features (the Plan d’études romand, Lehrplan 21 and the curricu-
lum of Ticino).

Plan d’études romand

http://www.ciip.ch/index. 

php?m=2&sm=2&page=230

The Plan d’études romand (PER) was officially adopted on 27 May 2010 by 
the intercantonal conference cantonal Ministers of education of western 
Switzerland and Ticino (CIIP). Teachers will receive one year of training, 
following which the PER will be gradually introduced in the classrooms 
of western Switzerland from the beginning of the 2011–2012 school year. 
This document, which is a central element of the school convention of the 
french-speaking cantons (Convention scolaire romande), represents a 
major step forward in the harmonisation process.

Lehrplan 21

http://www.lehrplan.ch/

The development of the Swiss-german Lehrplan 21 curriculum has begun 
in autumn of 2010. The main points of this plan circulated among the inter-
ested parties and were adapted according to the feedback received. all 21 
cantons concerned have already approved the development of a common 
Swiss-german curriculum. The common curriculum is the result of the har-
monisation of schools provided for by article 62 of the federal constitution.

in recent years the curricula of the linguistic regions have been modified 
following the introduction of two foreign languages at the primary school 
level:
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in 2004, the conference of cantonal Ministres of education of central •	
Switzerland (BKZ) adopted a curriculum for english for the 3rd to 9th 
school years (5th to 11th school years according to the HarmoS schedule).
in 2006, the conference of cantonal Ministres of education of eastern •	
Switzerland adopted a curriculum for english for the primary school 
level; and, in 2009, the continuation of the curriculum for lower second-
ary education.
at present, the cantons on the linguistic border between the german •	
and french-speaking regions are developing a curriculum for french as 
the first foreign language, and for english as the second foreign lan-
guage. There is a strong focus on the links between languages. Teaching 
resources and continuing education for teaching staff are integrated 
into the project. The Passepartout project actively contributes to the 
development of plurilingualism. (http://www.passepartout-sprachen.ch/
de.html).

all of this preparatory work will contribute to the development of the 
Swiss-german Lehrplan 21 curriculum.

ticino’s curriculum

http://www.scuoladecs.ti.ch/

ordini_scuola/scarica_rifor-

ma_SM/Piano_di_formazi-

one_SM.pdf

Ticino’s curriculum: Piano di formazione della scuola media, which was 
adopted in 2004, includes the educational objectives for the language 
of schooling as well as for the three foreign languages in scuola media. 
following the adoption by the EDK of the national educational Standards, 
Ticino plans to develop a curriculum for the entire compulsory schooling 
that will take these national educational Standards into account. 
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P.-h. (2007). a european reference document for 
languages of education? Strasbourg: council of 
europe, language Policy division. internet: http://
www.coe.int/t/dg4/linguistic/Source/prague07_
Terminologie_dc_en.doc (24.2.2010).

cSre / centre suisse de coordination pour la  
recherche en éducation (2010). l’éducation en  
Suisse, rapport 2010. aarau: cSre.

cummins, J. (1981). The role of Primary language 
development in Promoting educational Success 
for language Minority Students. in california  
State department of education (ed.), Schooling 
and Language Minority Students: A Theoretical 
Framework. los angeles: national dissemination 
center, 3–49.

cummins, J. (1991). interdependence of first- and 
Second-language Proficiency in Bilingual chil-
dren. in e. Bialystok (ed.), Language Processing 
in Bilingual Children. (70–89). cambridge: cam-
bridge university Press.

cummins, J. (2001). negotiating identities: edu-
cation for empowerment in a diverse Society.  



217

2nd edition. los angeles: california association  
for Bilingual education.

cummins, J. (2004). BicS and calP. in M. By-
ram (ed.), Routledge Encyclopedia of Language 
Teaching and Learning (76–79). london & new 
York: routledge.

davies, a. (2003). The native Speaker: Myth and 
reality. clevedon, Buffalo, Toronto, Sydney: Multi-
lingual Matters.

d-edK: geschäftsstelle der deutschsprachigen 
edK-regionen (2009). grundlagen für den lehr-
plan 21. luzern: d-edK. internet: http://www. 
lehrplan.ch (23.11.2009).

deKeyser, r. (2003). implicit and explicit learning. 
in c. J. doughty & M. h. long (eds), The Handbook 
of Second Language Acquisition, oxford: Black-
well, 313–348.

demierre-wagner, a. & Schwob, i. (2004). evalua-
tion de l’enseignement bilingue en Valais. rapport 
final. neuchâtel: irdP. internet: http://www.irdp.
ch/publicat/textes/041.pdf (4. 5.2007).

de Pietro, J.-f. (2002). un champ nouveau, des 
barrières à faire tomber ... Quel statut pour les dé-
marches d’éveil au langues dans l’enseignement 
secondaire? Babylonia 3, 26–32.

de Pietro, J.-f. (2007). l’enseignement du français: 
nouvelles perspectives et vieux démons. Poli-
tiques de l’éducation et innovations. Bulletin CIIP 
21, 15–17.

de Pietro, J.-f. et al. (en préparation). evaluation 
du moyen d’enseignement – S’exprimer en fran-
çais. neuchâtel: irdP. 

de Pietro, J.-f.; deschenaux, i. & wirthner, M. 
(1993). enseignement du français: de nouveaux 
horizons... : enquête sur les besoins et attentes 
en supports didactiques. neuchâtel: irdP.

dirven, r. & radden, g. (2002). la base cognitive 
du langage: langue et pensée. in n. delbecque 
(éd.), Linguistique cognitive. Comprendre com-

ment fonctionne le langage. Bruxelles: deboeck.
duculot.

dolz, J., noverraz, M. & Schneuwly, B. (éds) (2001). 
S’exprimer en français. Bruxelles: de Boeck; 
neuchâtel: coroMe.

duvander, P.; gould, S.; hunn, J.; Kolb, a.; lipoczi, 
S.; Mayer, n.; Megías rosa, M.; Serrurier-zucker, 
c.; Smith, B.; Stotz, d. & Sygmund, d. (2008). The 
Transition in foreign languages: Key issues, dif-
ferent Perspectives and needs analysis in Se-
lected european countries. internet: http://www. 
pri-sec-co.eu/en/information.html (24.2.2010).

eBMK (2009). empfehlung an die Schulen be-
treffend den einbezug externer Sprachdiplo-
me in den Berufsmaturitätsabschluss. inter - 
net:http://www.bbt.admin.ch/themen/grund-
bil dung/00131/00570 /index.html?lang=de 
(22.2.2010)

ed Basel-Stadt (hrsg.) (2007). Sprachprofile für 
die Volksschule Basel-Stadt. ein Konzept für die 
Volksschule Basel-Stadt. Basel: lehrmittelver-
lag Basel-Stadt. http://www.blk-foermig.uni-
hamburg.de/cosmea/core/corebase/mediabase/
foermig/pdf/veranstaltungen/abstract_nodari_
Sprachprofile_f_r_die_Volksschule_Basel_Stadt.
pdf (22.2.2010).

edelenbos, P.; Johnston, r. & Kubanek, a. (2006). 
The Main Pedagogical Principles underlying the 
Teaching of languages to Very Young learners. 
language for the children of europe. Published 
research, good Practice and Main Principles. 
Strasbourg: european commission.

edK / Schweizerische Konferenz der kantonalen 
erziehungsdirektoren (1975). empfehlungen und 
Beschlüsse betreffend einführung, reform und 
Koordination des unterrichts in der zweiten lan-
dessprache für alle Schüler während der obliga-
torischen Schulzeit vom 30. oktober 1975.

edK / Schweizerische Konferenz der kantonalen 
erziehungsdirektoren (1998). expertenbericht zu 
handen der edK: Schweizerisches gesamtspra-
chenkonzept. Bern: edK. internet: http:// 



218

sprachenkonzept.franz.unibas.ch/Konzept.html 
(6.11.2009).

edK / Schweizerische Konferenz der kanto-
nalen erziehungsdirektoren (hrsg.); Schneider, 
g.; north, B. & Koch, l. (2001). europäisches 
Sprachenportfolio für Jugendliche und erwach-
sene (15+, eSP iii). Bern: blmv.

edK / Schweizerische Konferenz der kantonalen 
erziehungsdirektoren (2003). aktionsplan «Pisa 
2000» – folgemassnahmen. Bern. internet: http://
www.edudoc.ch/static/web/arbeiten/pisa2000_
aktplan_d.pdf (22.5.2010). 

edK / Schweizerische Konferenz der kantonalen 
erziehungsdirektoren (2004). Sprachenunter-
richt in der obligatorischen Schule: Strategie der 
edK und arbeitsplan für die gesamtschweizeri-
sche Koordination vom 25. März 2004. Bern: edK.  
internet: http://edudoc.ch/record/30008/files/
Sprachen_d.pdf (23.11.2009).

edK / Schweizerische Konferenz der kanto-
nalen erziehungsdirektoren (hrsg.); Bersinger, 
S.; Jordi, u. & Tchang, M. (2005). europäisches 
Sprachenportfolio. Version für Kinder und Ju-
gendliche (eSP ii). Bern: Schulverlag.

edK / Schweizerische Konferenz der kantonalen 
erziehungsdirektoren (2007). interkantonale Ver-
einbarung über die harmonisierung der obligato-
rischen Schule (harmoS) vom 14. Juni 2007. Bern: 
edK. internet: http://edudoc.ch/record/24711/
files/harmoS_d.pdf (23.11.2009).

edK / Schweizerische Konferenz der kantonalen 
erziehungsdirektoren (hrsg.) (2008a): Portfolino: 
europäisches Sprachenportfolio. Version für 4- 
bis 7-jährige Kinder. Bern: Schulverlag.

edK / Schweizerische Konferenz der kantonalen 
erziehungsdirektoren (hrsg.) (2008b). europäi-
sches Sprachenportfolio für 7- bis 11-jährige Kin-
der (eSP i). Bern: Schulverlag. 

edK / Schweizerische Konferenz der kantonalen 
erziehungsdirektoren (2009). Tätigkeitsprogramm 
2008–2014: fortschreibung 2009: verabschiedet 

von der Plenarversammlung am 18.6.2009. Bern: 
edK. internet: http://www.edudoc.ch/static/web/
edk/tgpro_d.pdf (16.12.2009).

edK-ost (2009). lehrplan englisch. internet: 
http://educanet2.ch/pec/.ws_gen/36/2997_0_lp_
englischprimar.pdf (22.2.2010).

egli, M., (24.6.2010). Konzept berufsspezifische 
Sprachkurse c1 für lehrpersonen der Primarstufe 
(französisch und englisch). internet: http://www.
passepartout-sprachen.ch/de/inhalt/aus-und-
weiterbildung.html (30.6.2010).

egli cuenat, M.; Klee, P. & Kuster, w. (2010). Sprach-
kompetenzprofile der fremdsprachenlehrkräfte 
im Kontext der Mehrsprachigkeitsdidaktik. in Ba-
bylonia 1.

ehlich, K. (2005). eine expertise zu «anforde-
rungen an Verfahren der regelmässigen Sprach-
standsfeststellung als grundlage für die frühe 
und individuelle förderung von Kindern mit und 
ohne Migrationshintergrund». in i. gogolin; u. 
neumann & h.-J. roth (hrsg.), Sprachdiagnostik 
bei Kindern und Jugendlichen mit Migrationshin-
tergrund. Münster: waxmann, 33–50.

ehlich, K. et al. (2007). anforderungen an Ver-
fahren der regelmässigen Sprachstandsfest-
stellung als grundlage für die frühe und indi-
viduelle förderung von Kindern mit und ohne 
Migrationshintergrund. Berlin: Bundesministe-
rium für Bildung und forschung. internet: http://
www.bmbf.de/pub/bildungsreform_band_elf.pdf  
(22.11.2009).

ellis, r. (2003). Task-Based language learning 
and Teaching. oxford: oxford university Press.

elmiger, d. (2007). un modèle de compétences 
pour les langues enseignées à l’école. deux ap-
proches différentes, mais complémentaires? Ba-
bylonia 15 (4), 35–39. 

elmiger, d. (2008). die zweisprachige Maturität 
in der Schweiz – die variantenreiche umsetzung 
einer bildungspolitischen innovation. Bern: SBf. 
internet: http://www.nfp56.ch (3.5.2010).



219

elmiger, d. (2010). Trois langues à l’école pri-
maire en Suisse romande. un nouvel état des  
lieux. neuchâtel: irdP.

elmiger, d. & forster, S. (2005). la Suisse face 
à ses langues: histoire et politique du plurilin-
guisme, situation actuelle de l’enseignement des 
langues. neuchâtel: irdP.

elmiger, d.; näf, a.; reynaud oudot, n. & Steffen, 
g. (2010, im druck). lernen durch immersion am 
gymnasium. analysen und fallstudien zur zwei-
sprachigen Maturität in der Schweiz. Bern:  hep.

eriksson, B.; lindauer, Th. & Sieber, P. (2009).  
harmoS «Schulsprache» – Kompetenzbeschrei-
bungen und Basisstandards. in Beiträge zur Leh-
rerbildung 3, 338–350.

erziehungs-, Kultur- und umweltschutzdepar-
tement graubünden und gemeindeschule Sa-
medan (hrsg.) (2001). förderung der romanisch-
deutschen zweisprachigkeit im Kindergarten und 
in der Volksschule von Samedan. Schlussbericht 
über das Schulprojekt 1994 bis 2000.

europarat (2001). gemeinsamer europäischer 
referenzrahmen für Sprachen: lernen, leh-
ren, beurteilen. Berlin u.a.: langenscheidt. in-
ternet: http://www.goethe.de/referenzrahmen 
(23.11.2009). 

fehling, S. & finkbeiner, c. (2002). evaluation von 
Schulleistungen im bilingualen Sachfachunter-
richt. in c. finkbeiner (hrsg.) (2002b), Bilingualität 
und Mehrsprachigkeit. Modelle, Projekte, Ergeb-
nisse. hannover: Schroedel, 22–32.

fischer, d.; Strittmatter, a. & Vögeli-Mantovani, u. 
(hrsg.) (2009). noten, was denn sonst?! leistungs-
beurteilung und leistungsbewertung. [s.l.]: Verlag 
lch.

fleming, M. (2009) languages of Schooling and 
the right to Plurilingual and intercultural educa-
tion. report. Strasbourg: language Policy divi-
sion, council of europe. internet: http://www. 
coe.int/lang (6.11.2009).

forum deutschdidaktik (2010). Thesenblatt 
zur Tagung des forums deutschdidaktik vom 
13.3.2010.

fried, l. (2004). expertise zu Sprachstandser-
hebungen für Kindergartenkinder und Schul-
anfänger. eine kritische Betrachtung. deut-
sches Jugendinstitut. internet: http://cgi. 
dj i .de/bibs/271_2232_expertisefried.pdf 
(22.11.2009).

furlong, a. (2009). The relation of Plurilingualism/
culturalism to creativity: a Matter of Perception. 
International Journal of Multilingualism 6.4, 343–
368. 

gajo, l. (2001). immersion, bilinguisme et interac-
tion en classe. Paris. 

gajo, l. (2009). l’enseignement bilingue: les 
langues dans les disciplines. Babylonia 2, 51–54. 

gajo, l. & grobet, a. (2008). interagir en langue 
étrangère dans le cadre de disciplines sco-
laires: intégration et saturation des savoirs 
disciplinaires et linguistiques. in l. fillietaz & 
M.-l. Schubauer-leoni (éds), Processus interac-
tionnels et situations éducatives. Bruxelles: de 
Boeck, 113–136.

gaonac’h, d. (2006). l’apprentissage précoce 
d’une langue étrangère. le point de vue psycho-
linguistique. Paris: hachette education (coll. Pro-
fession Enseignant).

gass, S. & Mackey, a. (2006). input, interaction and 
output. an overview. AILA Review 19, 3–17.

gasser P. (2002). neue lernkultur: eine integrative 
didaktik. aarau: Sauerländer.

gibbons, P. (2002). Scaffolding language, Scaf-
folding learning. Teaching Second language 
learners in the Mainstream classroom. Ports-
mouth nh: heinemann.

glaboniat, M.; Müller, M.; rusch, P.; Schmitz, h. & 
wertenschlag, l. (2005). Profile deutsch. a1–c2. 



220

Version 2.0. München usw.: langenscheidt. cd-
roM plus Begleitbuch.

gumperz, J. J. (1964). linguistic and Social inter-
action in Two communities. American Anthropolo-
gist, new Series, Vol. 66, no. 6, Part 2: The ethno-
graphy of communication, 137–153.

gurtner, J.-l. & Schork, J. (2005): evaluationspha-
se ii Schulprojekt Samedan. 4. zwischenbericht 
zu handen des erziehungs-, Kultur- und umwelt-
schutzdepartements graubünden. universität 
freiburg: departement für erziehungswissen-
schaften.

haenni hoti, a. & heinzmann, S. (2009). zwei 
fremdsprachen auf der Primarstufe. Babylonia 2, 
16–24.

haenni hoti, a.; Müller, M.; heinzmann, S.; wicki, 
w. & werlen, e. (2009). frühenglisch – Überfor-
derung oder chance? eine längsschnittstudie 
zur wirksamkeit des fremdsprachenunterrichts 
auf der Primarstufe. Schlussbericht nfP 56. for-
schungsbericht nr. 20 der Pädagogischen hoch-
schule zentralschweiz, hochschule luzern. inter-
net: http://www.nfp56.ch/d_projekt.cfm?kati=1 
(15.12.2009).

hamers, J. f. & Blanc, M. h. a. (2000, 2nd edition). 
Bilinguality and Bilinguism. cambridge: cam-
bridge university Press.

harras, g. (2004). handlungssprache und Sprech-
handlung. Berlin, new York: de gruyter.

heinzmann, S.; Müller, M.; oliveira, M.; haenni 
hoti, a. & wicki, w. (2010): englisch und franzö - 
sisch auf der Primarstufe – Verlängerung des nfP-
56-Projekts. Schlussbericht. luzern: Päda gogische 
hochschule zentralschweiz. internet: http://www.
fe.luzern.phz.ch/fileadmin/media/fe.luzern.phz.
ch/Kurzfassung%20des%20Schlussberichts%20
nr.%2023_web.pdf (26.7.2010).

herdina, Ph. & Jessner, u. (2002). a dynamic Mod-
el of Multilingualism: Perspectives of change in 
Psycholinguistics. clevedon.

hollenweger, J.; Maag Merki, K.; Stebler, r.;  
Prusse, M. & roos, M. (2005). Schlussbericht eva-
luation «zweisprachiger ausbildungsgang an Mit-
telschulen». zürich: arge Bilingual. 

hufeisen, B. & gibson M. (2003). zur interdepen-
denz emotionaler und kognitiver faktoren im 
rahmen eines Modells zur Beschreibung sukzes-
siven multiplen Sprachlernens. in Bulletin suisse 
de linguistique appliquée, 78, 13–33.

hunkeler, r.; Manno, g.; Klee, P. & Kuster, w. (2009). 
umgang mit internationalen Sprachdiplomen an 
den Pädagogischen hochschulen der Schweiz. 
Bericht zuhanden der edK und der coheP. St.  
gallen: Pädagogische hochschule. inter net: http:// 
www.cohep.ch/fileadmin/user_upload/default/ 
dateien/03_Publikationen/04_dokumente/ 
2009/2009_Schlussbericht_Sprachdiplome.pdf 
(12.12.2009).

hutterli, S.; Stotz, d. & zappatore, d. (2008). do 
you parlez andere lingue? fremdsprachen lernen 
in der Schule. zürich: Verlag Pestalozzianum.

Jörimann Vancheri, B. (2009). gli scambi lingui-
stici nell’ambito scolastico. Scuola ticinese, anno 
xxxViii-Serie iii, n. 295, 8–9.

Jurt Betschart, J.; Theiler, P. & Vogel wiederkehr, 
S. (2008). Kompetenzraster deutsch. luzern: Bil-
dungs- und Kulturdepartement, dienststelle 
Volksschulbildung.

Kalbermatten, n. (2008). Sprachförderung und 
interkulturelle erziehung zur integration von Kin-
dern mit Migrationshintergrund: eine analyse der 
fördermassnahmen an oberwalliser Schulen. 
diplomarbeit an der Pädagogischen hochschu-
le wallis (Ph VS). internet: http://doc.rero.ch/
lm.php?url=1000,41,12,20090406142109-oP/Kal-
bermatten_nicole.pdf

Kanton zürich (2005). lehrplan Sekundarstufe i. 
internet: http://www.vsa.zh.ch/internet/bildungs-
direktion/vsa/de/schulbetrieb_und_unterricht/
faecher_lehrplaene_lehrmittel0.html#subtitle-
content-internet-bi ldungsdirektion-vsa- 
de-schulbetrieb_und_unterricht-faecher_ 



221

lehrplaene_lehrmittel0-jcr:content-contentPar-
downloadlist_1 (22.2.2010).

Kaufmann, B. (2006). immersion und bilingualer 
unterricht auf der Sekundarstufe i in den Kan-
tonen der nw edK (mit «Seitenblicken» nach 
gr, ar, ins elsass sowie auf die Primarstufe). 
eine (vorläufige) Bestandesaufnahme. nw-
edK. internet: http://www.ag.ch/nwedk/shared/ 
dokumente/pdf/bericht_immers_seki_bk.pdf 
(16.5.2010).

Klieme, e.; avenarius, h.; Blum, w.; döbrich, P.; 
gruber, h.; Prenzel, M.; reiss, K.; riquarts, K.; 
rost, J.; Tenorth, h.-e. & Vollmer, h. J. (2003). zur 
entwicklung nationaler Bildungsstandards. eine 
expertise. Bonn: Bundesministerium für Bildung 
und forschung (BMBf). 

Knapp, w. (2003). Sprachunterricht als unter-
richtsprinzip und unterrichtsfach. in u. Bredel; 
h. günther; P. Klotz; J. ossner & g. Siebert-ott  
(hrsg.), Didaktik der deutschen Sprache. Pader-
born/München/wien/zürich: ferdinand Schö-
ningh uTB 589–601.

lch dachverband Schweizer lehrerinnen und 
lehrer (2004). gelingensbedingungen für die re-
form des Sprachenunterrichts. internet: http://
www.lch.ch/dms-static/d0225347-823b-4913-
b74d-52b70de9326a/040930_gel_bed_spra-
chen.pdf (28.4.2010).

lehrmittelverlag Kanton zürich (2009). explorers. 
lehrwerk für den englischunterricht in der 4. bis 
6. Klasse der Primarschule. internet: http://www.
explorers.ch (22.2.2010).

lenz, P. (2007). harmoS fS – Bildungsstandards 
für den fremdsprachenunterricht. Babylonia 15 
(4), 24–29. 

lenz, P. & Studer, Th. (2004). Sprachkompetenzen 
von Jugendlichen einschätzbar machen. Babylo-
nia 12 (2), 21–25. internet: http://www.babylonia-
ti.ch/BaBY204/lenzstudde.htm (6.11.2008).

lenz, P. & Studer, Th. / BKz; edK-ost & nw edK 
(hrsg.) (2007). lingualevel. instrumente zur eva-

luation von fremdsprachenkompetenzen 5. bis 9. 
Schuljahr. Bern: Schulverlag.

le Pape racine, ch. (2000). immersion – Starthilfe 
für immersive Projekte: einführung in eine didak-
tik des zweitsprachenunterrichts. zürich: Verlag 
Pestalozzianum.

le Pape racine, ch. (2005). erfahrungen mit 
frühem immersivem unterricht: didaktik im 
grenzbereich von immersivem zu traditionel-
lem fremdsprachenunterricht. in B. hufeisen & 
M. lutjeharms (hrsg.), Gesamtsprachencurricu - 
lum – Integrierte Sprachendidaktik – Common Cur-
riculum. Giessener Beiträge zur Fremdsprachendi-
daktik. Tübingen: gunter narr Verlag. 75–87.

le Pape racine, ch. (2007). integrierte Spra-
chendidaktik – immersion und das Paradoxe an 
ihrem erfolg, Beiträge zur Lehrerbildung 25(2),  
156–167.

lewis, M. (1993). The lexical approach, hove: lan-
guage Teaching Publications.

lewis, M. (1997). implementing the lexical ap-
proach: Putting Theory into Practice. hove: lan-
guage Teaching Publications.

lindauer, Th. et al. (2010). Schulsprache. wis-
senschaftlicher Kurzbericht und Kompetenzmo-
dell. Provisorische Version (vor der freigabe der 
Bildungsstandards). Bern: edK (hrsg.), http://
www.edudoc.ch/static/web/arbeiten/harmos/
l1_wissB_25_1_10_d.pdf.(22.2.2010).

lindauer, Th. et al. (2010). langue de scolarisation. 
rapport scientifique de synthèse et modèle de 
compétence. Version provisoire (avant adoption 
des standards de base). Berne: cdiP (éd.), http://
www.edudoc.ch/static/web/arbeiten/harmos/
l1_wissb_f_20100119.pdf (22.2.2010).

lindauer, Th. et al. (2010). lingua di scolarizza -
zione. rapporto scientifico di sintesi e modello  
di competenza. Versione provvisoria (prima del-
l’adozione degli standards di base). Berna: cdPe 
(ed.), http://www.edudoc.ch/static/web/arbeiten/
harmos/l1_wissB_i_20100119.pdf (22.2.2010).



222

lingualevel (2007). instrumente zur evaluation 
von fremdsprachenkompetenzen, 5.–9. Schuljahr, 
französisch und englisch. Bern: Schulverlag.

long, M. (1996). The role of the linguistic envi-
ronment in Second language acquisition. in w. 
c. ritchie & T. K. Bhatia (eds), Handbook of Lan-
guage Acquisition, Vol. 2. new York: academic 
Press, 413–468.

long, M. & doughty, c. (eds) (2009). The handbook 
of language Teaching. oxford: Blackwell.

lüdi, g. (1998). l’enfant bilingue: chance ou sur-
charge cognitive? internet: http://sprachenkon-
zept.franz.unibas.ch/annexe_8.html, (26.2.2010).

lüdi, g. (2010). Mehrsprachige Schulen für eine 
mehrsprachige lebenswelt. in f. Bitter-Bättig & 
a. Tanner (hrsg.), Sprachen lernen – Lernen durch 
Sprache (298–312) Bern: Seismo-Verlag.

lüdi, g. & Py, B.(2009). To Be or not to Be ... a Pluri-
lingual Speaker. International Journal of Multilin-
gualism 6.2, 154–67.

lüdi, g. & werlen, i. (hrsg.). (2005). Sprachenland-
schaft Schweiz. neuchâtel: Bundesamt für Sta-
tistik. 

lyster, r. & ranta, l. (1997). corrective feedback 
and learner uptake. negotiation of form in com-
municative classrooms. Studies in Second Lan-
guage Acquisition 20, 37–66.

Maljers, a.; Marsh, d. & wolff, d. (eds) (2007). win-
dows on clil. content and language integrated 
learning in the Spotlight. den haag: european 
Platform for dutch education.

Marsh, d. (2009). introduction: culture, education 
& content and language integrated learning. in 
carrió-Pastor (ed.), 11–30.

Martinet, Ph. (éd.) (2003). l’enseignement/ 
apprentissage du français à l’école obligatoire: 
rapport du groupe de référence du français 
(gref). neuchâtel: ciiP.

Matzner, M. & Tischner, w. (hrsg.) (2008). hand-
buch Jungen-Pädagogik. weinheim/Basel: Beltz.

Mayer, n. & Köhler, g. (2009). englischunter-
richt. Kompetent im unterricht der grundschule.  
hohengehren: Schneider.

Megías rosa, M. & Stotz, d. (2010). Moving on, 
Broadening out. a european Perspective on the 
Transition Between Primary and Secondary for-
eign language learning. Babylonia 1.

Mehisto, P.; Marsh, d. & frigols, M. J. (2008). un-
covering clil. content and language integrated 
learning in Bilingual and Multilingual education. 
oxford: Macmillan.

Meissner, f.-J. & Schröder-Sura, a. (2009). rePa. 
referenzrahmen für Plurale ansätze zu Sprachen 
und Kulturen. Überarbeitete fassung auf der 
grundlage der 2. Version des caraP – Juli 2007. 
internet: http://www.ecml.at/mtp2/publications/
c4_rePa_090724_idT.pdf (13.5.2010).

Merkelbach, ch. (2007a). Bonjour – guten  
Tag – grüezi: de la cohabitation aux échanges  
entre communautés linguistiques: rapport final 
sur l’expérience d’immersion à l’école primaire de 
Bienne-Boujean. Tramelan: diP, Section recher-
che, évaluation et planification pédagogiques 
(SreP).

Merkelbach, ch. (2007b). Vers un Plan d’études 
romand. in Babylonia 4, 53–56.

Missler, B. (1999): fremdsprachenlernerfahrun-
gen und lernstrategien. eine empirische unter-
suchung, Tübingen: Stauffenburg Verlag.

Mondada, l. (2001). Pour une linguistique interac-
tionelle. Marges linguistique, 1, 142–162.

Mondada, l. & Pekarek doehler, S. [s.d]. Social 
interaction, language acquisition and Situ-
ated cognition. internet: http://www2.unine. 
ch/Jahia/site/cla/cache/offonce/pid/12870; 
jsessionid=2a5f69928Bfd02fBfBf85fd015c50
2ed (18.2.2010).



223

Moore, d. (2006a). Plurilingualism and Strategic 
competence in context. in International Journal 
of Multilingualism, Vol. 3, no. 2, 125–138.

Moore, d. (2006b). Plurilinguismes et école. Paris: 
didier (coll. lal).

Moore, d. & castellotti, V. (éds) (2008). la compé-
tence plurilingue: regards francophones. Berne et 
al.: Peter lang.

Müller-Jacquier, B. (2004). intercultural commu-
nication. in M. Byram (ed.), Routledge Encyclope-
dia of Language Teaching and Learning (295–297). 
london: routledge.

Müller, r.; de Pietro, J.-f. & wirthner, M. (2007): 
harmoS-l1: vers des standards de base pour la 
langue de scolarisation – in richtung Basisstan-
dards im Bereich der Schulsprache. Babylonia 15 
(4), 40–52. 

Müller, r. & dittmann-domenichini, n. (2007). 
die entwicklung schulisch-standardsprachlicher 
Kompetenzen in der Volksschule. eine Quasi-
längsschnittstudie. Linguistik online 32.3.

neugebauer, c. & Bachmann, Th. (hrsg.) (2006). 
handbuch hochdeutsch. grundlagen, Praxisbe-
richte und Materialien zum Thema hochdeutsch-
sprechen in der Schule. zürich: Kantonaler lehr-
mittelverlag.

neuland, e. (2003). Sprachvarietäten – fachspra-
chen – Sprachnormen. in u. Bredel; h. günther; 
P. Klotz; J. ossner & g. Siebert-ott (hrsg.). Didak-
tik der deutschen Sprache. 2 Bände. Paderborn/
München: Schöningh uTB 52–68.

nicolet, M. (2007). les chantiers de l’enseignement 
des langues: les défis d’une approche intégrée et 
cohérente. Bulletin de la CIIP 21, 18–19.

nw edK, edK-ost & BKz (2009). auswertung der 
Vernehmlassung «grundlagen für den lehrplan 
21». http://www.lehrplan.ch/sites/default/files/
auswertungsbericht_0.pdf (22.2.2010).

oelkers, J. & reusser, K. (2008). Qualität entwi-
ckeln – Standards sichern. Bonn; Berlin: Bundes-
ministerium für Bildung und forschung. 

o’Malley, M. & chamot, a. u. (1990). learning 
Strategies in Second language acquisition, new 
York: cuP.

Parkin, a. J. (1989). The development and nature 
of implicit Memory. in S. lewandowsky, J. c. dunn, 
& K. Kirsner (eds). Implicit Memory: Theoretical 
Issues. hillsdale, nJ: lawrence erlbaum associ-
ates, 231–240.

Pekarek doehler, S. (2002). formes d’interaction 
et complexité des tâches discursives dans des 
activités conversationelles en classe de l2. in f. 
cicourel & d. Véronique (éds), Discours, action et 
appropriation des langues. Paris: Publications de 
la Sorbonne nouvelle, 117–130.

Pekarek doehler, S. (2005): de la nature située des 
compétences en langue. in J.-P. Bronckart; e. Bu-
lea & M. Puoliot (éds): Repenser l’enseignement 
des langues: comment identifier et exploiter les 
compétences? Villeneuve d’ascq: Presses univer-
sitaires du Septentrion, 41–68.

Perregaux, c. (1994). odyssea: accueils et appro-
ches interculturelles. neuchâtel: commission ro-
mande des moyens d’enseignement (coroMe); 
delémont: economat cantonal.

Perregaux, c.; de goumoëns, c.; Jeannot, d. & de 
Pietro, J.-f. (2003). education et ouverture aux 
langues à l’ecole (Vol. 1–2). neuchâtel: ciiP.

Pica, T. (1994). research on negotiation: what 
does it reveal about Second-language learning 
conditions, Processes, and outcomes? Language 
Learning 443, September 1994, 493–527.

Portmann, P. (1998). Sprachförderung im unter-
richt. zürich: orell füssli.

Portmann-Tselikas, P. r. & Schmölzer-eibinger, S. 
(2008): Textkompetenz. in Fremdsprache Deutsch, 
Zeitschrift für die Praxis des Deutschunterrichts, 
39, 5–16.



224

raynal, f. & rieunier, a. (2007, 6e édition). Péda-
gogie: dictionnaire des concepts-clé. apprentis-
sage, formation, psychologie cognitive. Paris: eSf 
editeur. article Transfert de connaissances. 

reich, h. h. & roth, h. J. (2002). zum Stand der 
nationalen und internationalen forschung zum 
Spracherwerb zweisprachig aufwachsender Kin-
der und Jugendlicher. hamburg. internet: www.
erzwiss.uni-hamburg.de/personal/gogolin/files/
gutachten.pdf (6.11.2009).

roulet, e. (1980). langue maternelle et langues 
secondes – vers une pédagogie intégrée. Paris: 
hatier-credif.

Sanders, M. & Meijers, g. (1995). english as l3 in 
the elementary School. in ITL Review for Applied 
Linguistics 107–8, 1995, 59–78.

Saudan, V. (2003). approche communicative et 
pédagogie des échanges. apprendre une langue 
seconde à l’interieure de l’école. l’exemple des 
capacités interactionelles. ARBA, Acta romanica 
basiliensia, 15.

Saudan, V. (2007). ursache zukunft: die neukon-
zeption des fremdsprachenunterrichts und ihre 
auswirkungen auf die lehrerinnen- und lehrerbil-
dung. Beiträge zur Lehrerbildung, 25(2), 214–222.

Saudan, V.; Perregaux, c.; Mettler, M.;  
deschoux, c.-a.; Sauer, e. & ladner, e. (2005). ler-
nen durch die Sprachenvielfalt. Schlussbericht 
zum Projekt Jaling Suisse / apprendre par et 
pour la diversité linguistique. rapport final sur le 
projet Jaling Suisse. Berne: cdiP.

Sauer, e. & Saudan, V. (2008). aspekte einer didak-
tik der Mehrsprachigkeit. Vorschläge zur Begriff-
lichkeit. diskussionsgrundlage zur entwicklung 
didaktischer grundsätze für den fremdsprachen-
unterricht. internet: http://www.passepartout-
sprachen.ch (16.12.2009).

Schacter, d. l. & Moscovitch, M. (1984). infants, 
amnesics, and dissociable Memory Systems. in 
M. Moscovitch (ed.), Infant Memory. new York: 
Plenum, 173–216.

Schader, B. (2004). Sprachenvielfalt als chance. 
zürich: orell füssli.

Schader, B. (2006). albanischsprachige Kinder 
und Jugendliche in der Schweiz. hintergründe, 
sprach- und schulbezogene untersuchungen. zü-
rich: Verlag Pestalozzianum.

Schneider, g. (2007). der «referenzrahmen» und 
Bildungsstandards für fremdsprachen: feindbild, 
Vorbild, wunschbild? in Babylonia 4, 21–25.

Schneider, g.; Studer, Th.; lenz, P. et al. (2009). 
fremdsprachen. wissenschaftlicher Kurzbericht 
und Kompetenzmodell. Provisorische fassung   
(vor Verabschiedung der Standards). Bern: edK 
(hrsg.). internet: http://www.edudoc.ch/static/
web/arbeiten/harmos/l2_wissB_25_1_10_d.pdf 
(22.2.2010).

Schneider, g.; Studer, Th.; lenz, P. et al. (2009). 
langues étrangères. rapport scientifique de 
synthèse et modèle de compétence. Version pro-
visoire (avant adoption des standards de base). 
Berne: cdiP (éd.). internet: http://www.edudoc.ch/ 
static/web/arbeiten/harmos/l2wissB_25_1_10_ 
f. pdf (22.2.2010).

Schneider, g. & north, B. (2000): fremdsprachen 
können – was heisst das? Skalen zur Beschrei-
bung, Beurteilung und Selbsteinschätzung der 
fremdsprachlichen Kommunikationsfähigkeit. 
nationales forschungsprogramm 33. wirksam-
keit unserer Bildungssysteme. chur/zürich: Ver-
lag rüegger.

Schneider, g.; north, B. & Koch, l.; Schweizerische 
Konferenz der kantonalen erziehungsdirektoren 
(hrsg.) (2001). Portfolio européen des langues /  
europäisches Sprachenportfolio / Portfolio euro -
peo delle lingue / european language Portfolio. 
Version pour jeunes et adultes. Version für Ju-
gendliche und erwachsene. Bern: blmv.

Schneider, g. & Studer, T. (2007). der «referenz-
rahmen» und Bildungsstandards für die fremd-
sprachen. in Peter labudde (hrsg.). Bildungsstan-
dards am Gymnasium. Korsett oder Katalysator? 
Bern: hep / Pädagogische hochschule, 219–228. 



225

Schweizerischer Bundesrat (2007). Botschaft zur 
förderung von Bildung, forschung und innovation 
in den Jahren 2008–2011 vom 24. Januar 2007. in-
ternet: http://www.admin.ch/ch/d/ff/2007/1223.
pdf (23.11.2009).

Serra, c. (2007). assessing clil at Primary School: 
a longitudinal Study. International Journal of 
Bilingual Education and Bilingualism 10, 5, 582–
602.

SKBf / Schweizerische Koordinationsstelle 
für Bildungsforschung (2010). Bildungsbericht 
Schweiz 2010. aarau: SKBf.

SKBf / Swiss coordination centre for research  
in education (2011). Swiss education report 2010. 
aarau: SKBf.

Stamm, M. et al. (2009). frühkindliche Bildung in 
der Schweiz. eine grundlagenstudie im auftrag 
der uneSco-Kommission Schweiz. freiburg: uni-
versität freiburg.

Staufer, K. (2008). The explorers Model. Vocabu-
lary work in the context of content- and Task-
Based learning. Babylonia 4, 42–48.

Stebler, r. & Stotz, d. (2004). Themenorientierter 
Sachunterricht in englisch. forschungsbericht zu 
handen der Bildungsdirektion zh. internet: http://
www.phzh.ch/personen/daniel.stotz (9.5.2010).

Stotz, d. (2009). working with Voices. zürich: lehr-
mittelverlag des Kantons zürich.

Studer, Th. (2007). lesekompetenzen in der 
fremdsprache. Babylonia 15 (4), 30–34. 

Studer, Th. & wiedenkeller, e. (2009). das inter-
nationale fremdsprachenzertifikat zertifikat  
deutsch für Jugendliche (zdj) als fakultative zu - 
satzqualifikation an öffentlichen Schweizer 
Schulen: innovation und begleitende evaluation. 
Schlussbericht. unveröffentlicht, zuhanden der 
edK.

Tomasello, M. (2003). constructing a language. 
a usage-Based Theory of language acquisition. 
cambridge Mass.: harvard university Press.

Vollstädt, w. (2009). Schule 2020 – Jahrgangs-
klassen ade! in d. Bosse, & P. Bosch (hrsg.), Schu - 
le 2020 aus Expertensicht – Zur Zukunft von  
Schule, Unterricht und Lehrerbildung (251–256). 
wiesbaden: Verlag für Sozialwissenschaften.

vpod Bildungspolitik, interdialogos und Babylonia 
(hrsg.) (2004). Sprachenvielfalt in den Schweizer 
Schulen – ein wichtiges Potenzial. gemeinsames 
Sonderheft, vpod bildungspolitik / InterDialogos / 
Babylonia 138.

wandruszka, M. (1979). die Mehrsprachigkeit des 
Menschen. München: Piper.

weinert, f. e. (2001). Vergleichende leistungs-
messung in Schulen – eine umstrittene Selbst-
verständlichkeit. in f. e. weinert, Leistungsmes-
sung in Schulen. weinheim: Beltz. 

weiss, J. & wirthner, M. (1991). enseignement du 
français: premiers regards sur une rénovation. 
cousset: delVal. neuchâtel: irdP.

werlen, e. (2005). Praxis des grundschul-fremd-
sprachenunterrichts: Bildungsstandards und 
Kompetenzmodell. Schlussbericht der wissen-
schaftlichen Begleitung der Pilotphase fremd-
sprache in der grundschule – zielsprache 
englisch und zielsprache französisch (wiBe). 
internet: http://www.linguistik.zhaw.ch/filead-
min/user_upload/linguistik/PdfS/forschung/
forschungsleitung/fal-Projekte/wiBe_Schluss-
ber05_ganzerBericht.pdf (12.5.2010).

werlen, i. (2009). Sprachkompetenzen der er-
wachsenen Bevölkerung in der Schweiz. Schluss-
bericht. internet: http://www.nfp56.ch (9.5.2010).

westhoff, g. (2007). grammatische regelkennt-
nisse und der ger. Babylonia 1, 12–21.



226

wiater, w. (2006a). das integrationsmodell. in w. 
wiater (hrsg.), Didaktik der Mehrsprachigkeit, 
München: Verlag ernst Vögel, 95–104. 

wiater, w. (2006b). didaktik der Mehrsprachigkeit. 
in w. wiater (hrsg.), Didaktik der Mehrsprachig-
keit, München: Verlag ernst Vögel, 57–72. 

willis, d. & willis, J. (2007). doing Task-Based 
Teaching. oxford: oxford university Press.

willis, J. (1996). a framework for Task-Based 
learning. harlow, essex: Pearson longman (coll. 
Longman Handbooks for Language Teachers).

wokusch, S. (2008). didactique integrée des 
langues: la contribution de l’école au plurilinguis-
me des élèves. Babylonia, 1, 12–14. 

wokusch, S. (2009a). Bericht zum Symposium 
«Mehrsprachigkeitsdidaktik – didactique inté-
grée des langues», 3. dezember 2008 am iwB, Ph 
Bern. internet: http://www.ag.ch/nwedk/shared/
dokumente/pdf/bericht_symp_mds_synth.pdf 
(16.5.2010).

wokusch, S. (2009b). Mehrsprachigkeitsdidaktik –  
didactique intégrée des langues. was und wie die 
Schule zur Mehrsprachigkeit der lernenden bei-
tragen kann. 5. Tagung eveil aux langues – lan-
guage awareness – Begegnung mit Sprachen 
(elBe). Basel, 27. Mai.

wokusch, S. & lys, i. (2007). Überlegungen zu einer 
integrativen fremdsprachendidaktik. Beiträge zur 
Lehrerbildung, 25(2), 168–179.

zappatore, d. (2006). Mehrere Sprachen – ein 
gehirn. einflussvariablen und Schlussfolgerun-
gen für eine didaktik der Mehrsprachigkeit. in w.  
wiater, (hrsg.), Didaktik der Mehrsprachigkeit: 
Theoriegrundlagen und Praxismodelle, München, 
73–91.

zappatore, d. (2008). Mehrsprachig aufwach-
sen: Kognitive, soziale und neuronale aspekte 
des Mehrsprachenerwerbs. K. Mutter & a. ritter 
(hrsg.), Sprachentwicklung und Spracherwerb 
fremdsprachiger Kinder: Entwicklungspsychologi-

sche Überlegungen zum Aufwachsen fremdspra-
chiger Kinder in mehrsprachigen Kontexten, Bern: 
edition Soziothek, 95–112. 


	u_Sprachen_web_e
	Vakat
	Stub34E_18122012web

