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While multilingualismand diversityhave always been an integral part of Europbey havealso beome
important characteristic®f many national education systerdaringthe past two decadesThe linguistic
diversity of modern classrooms is shapedl)yhe presence of historical nedlominant language groups
which are being revitalise@) Thegrowing mobility between countrieghich results ira variety of new
languagesnd skilldn the classroomsand 3) charging educational anthbour marketdemands thaffa-
vour multilingual and multliterate citizens.

Consequently, more and more young learnars growing upwith several culturegand languageand

may experiencenultiple transitions between different schoslstems and school languag&sised in
changing multilingual and multicultural environments, individuals may no longer identify themselves with
one language and culture but rather with a range of languages and cultures acquired in different situa
tions. In the context of these social transformationsuitiingualismis becomingnore a way of fe than

a problem to be solved

The task ofeducation stakeholderss to create school systems that bridge these various linguistic and
cultural realities and suppt the mobility of the pupils across Eurof#chools need tprovide ar educa-

tion that supports the development df S I NIAduistiE &nd cultural resourceshile at the same time
balancing these with social, cultural and political demaridie challege at hands therefore to offer a
multilingual schooling systethat supports the inclusion of all pupils in which they can develop their full
potential linguistically, cognitively and emotionally.

In light of the abovgthis report reviewsnternationalresearch to reveal howationaleducation systems
can bettersupportmultilingualism irtheir schools.It tries to answer the following questions:

How is multilingualism understood in different contexts and what are the main challenges and op-
portunitiesinvolved in promoting multilingualism in schools?

What specific education policies and practices appear to be inclusive approaches promoting multi
lingualism and continuity of language learning?

What is the role of differenstakeholdersin supporting mitilingualism at individual and societal
level?

What key recommendations can be made that can serve as important (first) steps to improve presen
policies and ensure that they are linguistically and culturally sensitive?

One of the limitations of this réew was a lack @mpiricalevidence(in particular longitudinal research)

in Europe that looks into comprehensive multilingual approaafe¢saching highly diverse student pop-
ulation in schoolsThatsaid there are many innovative practices and inggjrapproachethat recognie
linguistic capital as a resourcleoth emerging and beingrialled, which the authors document in this
review. However, most research concerning effectiveness and comparison of different instructional mod-
els is based on empidatmaterial from North America.

Multilingualism is associated with cognitive, social, personal, academic and professional benefits.
Contrary to popular belief, there is no negative effect of bilingual education on language develop-
ment; studieshave everreported a positive effect when compared to monolingual educatiandg

even alsaanimprovementin learning school languages. Moreover, research evidsnggess that
valuing the unique language and cultural background of each pupil promoéeemmic success by
boosting seHconfidence and seksteem. Furthermore, multilingual learners are likely to have better
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critical thinking and problem solving skilem having gainedhultiple perspectivesand havegreater
cultural awareness (see sectiaril).

Multilingualism needs to be supportedWhen pupils movérom onecountryto another, and there-

fore from one language to another, they develop different sets of knowledge in their different lan-
guages. When moving to a new school (language) envirahnsach pupils require support to suc-
cessfully transfer their existing knowledge from one language to another. They also need support tc
learn how to successfully communicate and devetognitivelyon different subjects through the
medium of new language This requires an articulated language learning approach, which unfortu-
nately is not yet in place in the majority of countrigge section 2.1)

Multilingual education is not yet a reality in most countries in Eurap&ithough there is evidence

on the kenefits of multilingualism, very few European countries presently support multilingualism at
school andhereby miss an opportunity toapitalise on theadvantagest brings to the learning pro-
cessClearly, in many countrigaultilingualismposes entirelynew challenges to the educational sys-
tem. Oftentimes, agreater resistance to an articulated multilingual policy is encountered in geograph-
ical areas where less diversity is prestran in highly diverserban environments (see section 2.2
and 3.2)

Thelevel of policy support and recognition of linguistic diversity and its benefits influentesway

it is further operationalized into curricula and availability of support programmes for schidudse-

fore, strategies, pedagogical concepts and organigsationodels for such language learning ap-
proaches are manifold depending on circumstances (e.g. demographic facts, professional qualifice
tion of staff), official language policies (assimilationist vs. pluralistic) tacit attitudes towards lin-
guistic andcultural diversity(see section 3.2)

Inclusive multilingualism curric@ integrate the language dimension comprehensivend go be-

yond a simple opposition between monolingual and bilingual educational models or mother tongue
versus foreign languagd@he Multilingualism Curriculum by Krumm and Reich (2013), for instance,
explicitly focuses on the development of linguistic awareness, the ability to reftegty SQa 2 gy
guistic situation and to analyse othé€ktuation, the knowledge about languages atigeir signifi-
cance for people and groups, the linguistic knowledge necessatligdmompaisonof languages, a
varied range of learning strategiemd sefO2 Yy FARSY OS | a FIFNJ Fa GKS LI
(see section 3.3)

Rethinking teacher nitial education and continuous professional development programmes is nec-
essary to equip teachers with knowledge and competences to support multilingual education
Teachergeport that theyare expected to rely on their own resources regarding multilitigogaand
often reportthat theylack support and relevant traininfesearch shows that simply relying on the
accumulation of experience does not help to improve the situafsae section 3.4)

Inclusive school culture and leadership is an important qooment of multilingual education
Whole-school development is advantageqgifsnot necessaryto successfully implement a pluralistic
approach to language learningvhen implementing a whole school language curricula conaept
positive attitude towards &languages is a necessary precondi{ieee section 4.1)

Families and community are an important source of pedagogical experience and a part of the learn-
ing continuity. Researcldlemonstratesthat, for multilingual education to be successfparent<sup-

port is necessarand consequently the way schools cooperate with the parentausialfor success
(see section 4.2)

Thereexista number of inspiring pedagogical practices that can support multilingualism in schools.
Building on a general approachlofguistically and culturally responsive schooling, language portfo-
lios, translanguaging and the opportunity to grow méiteguistic competences, cooperative learning,
dialogic reading, content and language integrated learrasgvell as information ancbommunication
technologiesall contribute topositive results for language learners (see chapter 5)
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There is a need to improve evidence bas#ithout rigorous empirical research on the key elements

of multilingual policies, it is challenging to give eigthtforward answer orsuccessful strategies

terms of academic achievement and social inclusion in order to inform effective policy making. The
availability of a strong evidence base on this topic becomes even more important in light of the polit-
ical £nsitivity and ideological debates emerging around the concept of diversity wvitlex society.

Ourreviewrecommends severateps, the implementation of which can hatpprove current educa-

tion policies ancensurethat they are culturally and linguistically sensitiBilding on the existing ex-
perience of (bimulti-)lingual teaching and learning strategiesmbined with policy experimentation

is advised.

The main conclusions and recommendations of teort are
For policymakers at the EU and national level

The profound societal change caused by new migration patterns and increased mobility of EU citizen
has created a need to #hink the key competence framework for lifelong learning in the 21st ce
GdzZNBEd Ly LI NIOAOdzZ F NE GKS y2iA 2 shdcodmuniCagon v ldmy/ A O
guages other than what is used in sch@wk increasinglpecomingtopics of discussiorthere isan
on-going revision process of the key competence framéwin order to bring it in line with the eco-
nomic and social transformations that have occurred in Europe for the past ten years.

Recommendations

There is a need to relefine key competences in relation to multilingualism at the EU leteteflect the chag-
ing European reality.

Multilingual competences need to be clearly operationalized and explairsdhe national level.

Deficitbased views on linguistic diversity are prevailing among education pol&grs and lan-
guageghat are not included intohie general curriculum are often seen as a barrier rather than as a
resource. The analysis also shows that a favourable policy discourse and commitment of educatio
stakeholders, starting from political authorities to community organisatitagslitate theimplemen-

tation of multilingual programmes.

Recommendations

There is a need tre-conceptualise linguistic and cultural diversity at a policy levahd to change public percej
tions so that a plurality of languages is valued as a resource rather thanaayy@w as a problem.

Therefore, thereisaneced B G KAy ] aOK22f &aeaidsSya Ay, notijGsNag part af
narrower agenda of new migrationand learning the language of instructioRather, aholistic approach is
needed at allevels.

Continuity is crucial for the academic language development of pupils in a multilingual environment.
This means that language learning needs to be smooth and uninterrupted verticatly early child-
hood up to entering the labour marketas wdl as horizontally ensuring that in formal and nen
formal education actors work together as partners to deved@omprehensive learning approach.

Recommendations

It is necessary to address inequalities within the system from the earliest sttyéing with Early Childhooc
Education and CaréECEC), ensuring vertical continuity.

10
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To ensure multilingual continuity, education polmakers need to invest in curriculum developmebéarning
outcomes in all subjects have to reflect the language dimemsion the one hand, aiming at the academic Iz
guage development, and on the other, building on the multilingual resources of the classroom.

Sustained political engagement needs to be ensured at the national leiteshould not be subjectto on-off
initiatives, and should becoupled with effective partnershigacludinggrassroot education stakeholders.

There are very few comprehensive teacher preparation programmes that deal with linguistic diver-
sity. As it stands, teachergho teach pupils of differentriguistic backgrounds are expected to simply
rely on their private engagement regarding multilingualism.

Recommendations

There is a priority toe-examine teacher educatiorg from initial teachereducationl y R G S OK SN
professional development to suppott all teachersin gaining linguistic awareness and acquing strategies for
supporting learners in supediverse settings Teacher induction is critical in this respect, as is ensuring acce
a suitably qualified pool of teacher educat@isdthe diversification of the teacher workforce

Aformal recognition of multilingual competenciewithin quality assurance systemwould be very helpful

There is, to date, little empirical evidence in Europe that looks into comprehensive multilingual ap-
proaches to teach highly diverse student population in schools.

Recommendations
EUlevel mechanisms to support knowledge transfer between Member States should be maximised

It is necessary tensure systematic evaluation and monitoring processgsmultilingual education policies an
initiatives, to contribute to the evidence base and ensure the greatest benefit for all childrethaddersoci-
ety.

Forschool communities

Implementing multilingual learning and teaching strategies requitessommitmentand collabora-

tion of all education stakeholders. Many of the existing initiatives can create a foundation for elabo-
rating multilingual approaches and linguistically sensitive practmesidedthat an enabling policy
environment is created.

Recommendatins

Even if multilingual strategies are not yet in place, improving school tolerance with regard to multilingualis
be a valuable asset in comparison to restrictive language polRgsstive attitudes of teachers and school lea
ers regarding the langages of the pupils increase motivation and feeling of school belonginbile language
rejectionmayll2 8 dA 6t & | FFSOG LizLataqQ ¢SttoSAy3 FyR | OF
Non-dominant languages need to be included into school contexgher through fornal or nonformal learning.

Parents andhe wider community are an important part of the learning continuity arahtherefore
help support multilingual education.

Recommendations

Schools and teachers should buidrtnerships with families and local communitief®r effective multilingual
teaching and learning strategies.

Theinvolvement of families and communities in the educatiasf children requiresnteractive teaching strate-
gies and activeacknowledgnent (and valuing)of cultural differences in and outside of # classroomin order
to foster skills and transfer knowledge between the languages.

11
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Forpractitioners

Language teaching methodology has seen diverse singuidreven more pluralisti@pproaches
emerging over the past decades. It would be a wastedoopipity not to find ways to transfer and
mainstream the new forms of flexible and inclusive learning provisions that have emerged in the pro-
cess

Recommendations

All teachers need to have a profound knowledge about language and language learning, diggusisupport.
This includes scaffolding on the individual miweel of each student and on the maeievel of planning of in-
struction for the classroom.

¢CKS LINBFOGAGS | yR aamiylanghahdsind theiuSe oRcHltural Srbhiddes Kaik@ke it
easier forpupils toaccessigher conceptual and cognitive tasks.

Teachers and pupils need toonitor and evaluate the results of the factual language developmersing lan-
guage portfolios to keep track of the progress.

Pedagogical approacheach as translanguaging and metacomprehension, cooperative learnizugg content
and language integrated learnin@re important tools that capitalise on linguistic diversity aiuldbe inte-
grated into teaching strategies.

Information and communication échnologies can facilitate teaching in multilingual contexts substantial
Therefore, it is important to provide access to the necessary infrastructure in schools and ideally also at I

12
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3S23aANI LKAl dzSa 2G 1 RAGSNRAGS Sad Y2Aya LINBAS

(voir section 2.2 et 3.2).
[ S YA@SlIdz RS az2dziAsS RSa LRftAGALdzSa | Ayaas |jdz
avantages influencenf I YA &S S dzdz&NB O2yasSOdzia @S RS LI
I LILI2 NG S& | dzE SO2f S&ad tF N O2yasljdsSyias tSa ai
2NHIFyAalGA2yySta RS 0O0Sa | LILINE @At Secircer@thncdsiniey G A
jdzS tSa FlLAla RSY2ANI LKAl dzSaz € F ljdz- €t AFAOF (A
linguistiques officielles (approches assimilationnistes par opposition aux approches pluralistes), et de
attitudes tacitess £ QS3IF NR RS fI RAGSNEAGS f Ay 3IdzA &aiAal dz

& LINPINFYYSA LI dNAf Ay3IdzSa Ay Of dzd A Fét vortyau § 3 N
ft RQdzyS &aAYLX S 2LJIRaArAdArAz2y SyuNB fS¥2KR&RSA&
fAy3dzS&8 2dz 6ASYy SyO02NB | dzE Y2Rs$tSa AyOfdzdy
Sa fIyEIsza SN yaIsSNBad [ S t NEIANF YYS LI dzNR A
SELX AOAGSYSyid &dzNJ t S GBS dSy2AdrdRxYiSyjidzSES tt O3 2Ly
aAlGdzZ GA2y 1 y3aAFAASNE O2ye22AyaSYSyid t fQlylfe
sur les langues et de leur signification pour les individus et les groupes, sur les connaissance
Ay 3dzh a G Al dzS a ySOSaal ANB A L t I O2YLI NI A&az2y
RQIFLIINBYGAa&lFIASST FAYaA 1jdzS &dz2NJ f QAYASOdz2NR (S

Repenser les programmes de formation initiale et de formation conie des enseignants est une

SGFLIS ysOSaalANB FFAYy RS R20G§SNJ fSa SyaSiayly
f QSRdAzOl (A 2dy [LEadzNEY AYAEAzE yia RSOf I NByld |[jdzQAt a
NBaazdz2NOSa Sy VYaYiSs NB2 RS 9¥ dBNFV AWwdldsAl dzy Yy
F LILINPLINASaAd [ S& NBOKSNOKSa Y2ydiNByd 1jdzS S
SELISNASYyOSa yS 02y iNROdzS (Ldirsectien 3)QF YSE A2 NI (A 2
Lacultureetleleadet KA LJ Ay Of dzaATa t fQS0O2ftS az2yid dzy Sf
[ S RSOSt21LIISYSylid RS tQs02tS RlIya az2y SyaSvyot
dzdz&ONBE NBdzaaAS RQdzyS I LILINR OKS LI dzNJ §uksiliorS deReS €

;U< O g
y > () Ny
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YAAS Sy dzdz@NB Rdz 02y OSLIi RS LINRP3INIYYS RSa f1I
L2aAGADBS Sy@dSNER (2dziSa tSa tFy3adsSa Sad tF 02
[ Sa FlLYAttSa Si 1 02YYVy$ dRGS BIIFNR 82/ 8 S & RIFRIOS

L 1 O2yiAyd (i [RSa { B QUINBYKIE a¥ ZSG NBy 0 lj dzQA €

j dzS t QSRdzOF GA2y L) dzZNAf Ay 3dzS NBdzaaArAaaSao tI N O

estcruciale (voir section 4.2).

Lt SEA&dGS dzy OSNIFAY y2YONB RS LN} GAldzSa L

LX dzNRA £ Ay I dzA & YE2 RRY& 4 &N SOREIIEBROKS ISYSNI € S |
f

de vue linguistique et culturel, lesJ2 NI F2f A2a RS4& Fy3dzSaz Sa
f Q2 LI NI dzyAGS RQIFIOONRPNGNBE fSa 0O02YLISGSyOSa Y¢S
RAIFf23A1dSs t5a RARIFIOGAdZSa Ay(iSaINBSa RSa f|
f QAYF2NXYIGAZ2Y SiG RS fF 02YYdzyAOlFIGA2y T O2y (N

langues (voir chapitrg).

'yS 6+a8 RS O2yyl A&al y S8 unelearirchaempirqiedigoGreuse syf S
tSa $tsYSyia QUQNARIYILBEXIMI[dzSB U RAFFAOALS
&

a i NJ u$EIASa ST¥FAOI OS Sy GSN¥Sa RS N@adztﬁlﬁa
L2t AGAIdzSa AyFtdsSyiSaod [} RAaLJ2y7\07\cé§UJet$ewEm2dzy
YsYS LXdza AYLRNIFYyGS t £ fdzYAs RS&4 RSO {2
02y OSLIi RS RAOGSNERAGS RIya fI ézé)\sﬁs Sy 3SyS

b2(iNB SiidzRRS NBO2YSAYRE2 Y dzA k S deME S S BIYLI d2dzONB L
Ll2f AGAIdzSa | OGdzSttfSa Sy YIFGASNB RQSRdOFGAZ2y S
Oz2yasSAttsS RS aQl LILIz22 SNJ &adzNJ f QSELISNASY®HS a8 6NN A S
RQI LILINByGA&aal3Sy 02Y0AYSS t f QSELISNAYSy Gl GAZY

Les principales conclusions et recommandations de ce rapport sont
t 2dzNJ £ S&4 RSOARSdZNE | dz yADSEdz SdzZNRLISSYy S yI (A2

[ S LINPF2yR OKIFy3aSYSyd a20ASiE3& R IINBPAIRNIAISA 2.9 N
I OONHzS RS&a OAl2eSya RS fQ!yA2y 9dzZNRPLISSYyySs> |
Of Sa LI2dzNJ f QF LIWIINBy GAaalr3sS G2dzi Fdz £t2y3 RS €I
portent de plus en plusur les notions de communication en langue maternelle et de communication
RFya tSa flFy3dzSa FdziNBa 1jdzS§ OSttSa RS f QSO:
O2YLISGiSyOSa OtsSa I SGS YAa Sy LI I OS SIOBNY YR Id;
SG a20AFtSa Sy 9daNRLIS RS O0Sa RAE RSNYyAsSNBa |

Recommandations

Lf Sad ysoOSaalANB RS NBRSTAYANI £Sa 0O02YLISGESyoOSa
LISSYyFS 'y RS NBFf SGSN) dzyS NBIfAGS SdzNRBLISSYyyS Sy
[ Sa O¥VIF9%0 $J dzNAf Ay IdzSa R2A GBSyl s i NBaudifehuinbtiBnalS y (i

[ Sa LRAaAAGA2Yy A adzNI I VAQ’)@N\E)\Gs f}\yEIdz)\ai'J)\dezS
L2t AGAI dzSa $RdzOI GA@Sasx Swlanl’sIér:a:ogrhrhméﬂc@iﬂrasohtslaﬂverys
Oeyqxﬁswgéa O02YYS dzy 26ail OftS LX dzisd 1jdzS O2 Y

RAAO02dzNE LREAGANdzZS FFL@2NrotS SiG dzy Sy3al 3SYSy
LI NJ £ Sa | jzdz8 QA 66a2HaB fj 4zOR dzE 2NEBF yAAl GA2ya 02V
de programmes plurilingues.
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Recommandations

Lt Sald ySOByasnNg RSaMM I RAGSNEAGS { A \STdZARQMAN
f Q2 LIA Y A 21yF ALJz0lff deSj dESI LI dzNI £ A G S Réé fly3dzsSa az2Aiid
LINPOfSYSad

t N O2y &SI dzSy i INBRIKISEHINIYISOHS 458 & NSY Fplbrilingligrie bourNdbsy >
dz RSttt RQdzy | ISy RRSAIN ¥I&MI NBENNBA yyi2 dz@ds fatd@2S S0 |
gnement.Une approchénolistlj dz§ Said ySOS&aalANB t (2dza fSa yiAgds

[§ LINAYOALS RS O2y(AydadsS Sat SaasSyiAast LR dN
unenvironnementmti G At Ay3dzSd / St AAIYATFTAS 1jdzS  QF LILIN
GSNIAOIFEfSYSyidsz 0QSaid t RANB RS I LISGAGS SyT¥
Sy 3IFrNryidAraalyd jdzS tSa | O& ﬁwm\lﬁexﬂﬂi&olélr@t&\y‘éﬁeﬁtﬂﬂy
S§yasSyots O2YYS LI NILSYFANBAE LR2dNI RSOSE 2 LILISNI dz

Recommandations

Lt Said ySOSaal ANB RS NBYSRASNI | dzE A yGAYF Y SYIGSHENI | L
etaccueide lapetiteenfanced 9/ 9/ 00X Sy | dadzNI yid dzyS O2y (AydziA (S
t 2dzNJ F A4 dz2NBNJ dzyS O2yGAydzAiGS LJX dzNAf Ay 3IdzSz f Sa
RSOSt 2LIISYSy (i oRS[ SLANPNENG deiYSlat & RS f QF LRINSFSIVE a b
dimension linguistiqueT R QdzyS LI NIz Sy @Aralyid €S RS@St 2 LI
AQF LIz I yd adzNJ £ S& NBaaz2dzNOSa L) dzZNAf Ay 3IdzSa RS
by Sy 3F3SYSyd LRt AGAIdzS &2 dziSyitdz yR® ARIS GNIFN&SG | LA &adzl
L2y OidzStt Sa Si RSONIAG siNB adaz20AS t RSa LJ NI S

Lt SEA&GS G(NB& LISdz RS LINPANI YYS RS T 2ANDSINGMA
linguistique." OS &l RS fSa SyaSiaaylryi j dzA Sy asSi3
RAFTFSNEBY(iSa R2AQGSydG aAYLX SyYSyid O2 YL SN adzN
plurilinguisme.

a
a

Recommandations

[ [ LINRA 2 NREISSE | SvarlynGiied des engeignedts Sy O02YYSy ool yi LI NJ
formation professionnelle continue des enseignants, pout RSNJ (2dza f Sa SyaSiaytl
fAy3dAadAljdzS FAYAA ljdz8 RSa &GN} (6IB68Ea RENB2[dMMY
RSa SyaSidaylryiaa Sad SaaSyaasSttsS t OSidG S3aFNRI G

une diversification du personnel enseignant.
Il faut encourager undNB O2 Yy Aaal yOS T2 NMI(ENR {t RYE dz84a Y ILIg4i Sry
O2y (N tS. RS ljdzr £t AGS

dzNE [ dzS LISdz RS R2yysSSa

Lt yQSEA&GST t OS 2
ol & LRdNJ f QSyasSa3aySySyid t

2
LI dzNAf Ay 3dzSa 3Jt206F€ S

Recommandations

[S& YSOLyAayYSa Fdz yAdShdz RS t Q) yAz2y 9dzNBLISSY S
YSYONBa RSONIASY (G siNB YFEAYIfA&SaA

Lt S&aid yIbREYHANBRRS LINROS&&adzA RQS @eéstpalitqiies & yiitiafes
SRdzOl GA@Sa L) dzNAf Ay3dzSas RS O2y iNRO6dzSNJ £ dzyS ¢
FLILWINByYylFyida SG t tF a20ASGS RIFya a2y SyaSvyof So
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t 2dzNJ £ S& YAt ASdzE SRdzOI GATFa&

[F YA&S Sy B S AGNY G§S3IASa IRkdguesLIBGDigHi A &
f QSy 3+ 3§ yi Si tF O2tftl 02N A2y RS G2dziSa
AYAGALF GABSa 0 a LJédszéyd LJ- NI A OA LISNJ | d:
LJ dzNR f Ay 3dzS 8 i ARt N ARDnZS SYROHRARY §E S a2

Recommandations

asYS aAr tSa aGNYGs$3ASa LX dNAfAy3IdsSa yS azyd LI e
Rdz LJ dzZNRAf Ay 3dzAa aYS LISdzi s G NB dzy I i 2 dzfirestriNiiz asSttinkdesl
L2aAdA@Sa RSa SyaSidylyida SG RSa OKSF¥a RQSiGl o
Y2U0AQF0GA2y S €S aSyidirYi$wRARQH LS NISS yNBy2e®Si -$RICKIRY
St s8R USYHASEt SYSyiGz £Sa NBadzAZ GFGda ad2ftt ANSa®
Les langues noR2 YA Y y(iS& R2AGSyld siNB Ay_QOf dza SiaNI BISWH

scolaire et norscolaire.

[ Sa4 LI NBydGa Si tQSyaSyoftS RS I @BYYdfLHEANS vy
Afa az2yid R2yO RSa LI NISYylIFIANBa SaaSyidasSta Lk d:
Recommandations

[ S&a SO02tSa Si tSa& Syas paRefdrighst & SROS & NE1AA Fy W AD F \S& G X
pourdessNJ 4 S3AS&E STFAOFOSa RQSyas ay‘véyu Si RQF LIL

A
[y L)X AOF{iA2y RS& FlLYAfftSa SG RRS
RQSy&aSA3ySySyid AydSNI OdArgSa sl'j d
f QAYGSNRSdzNI S I fHOFSAB SRR STAENG 2RNER &f S NJ Gt S 88 aB2 Y LIS (i &
les langues.

Pour legprofessionned

(I YSGK2R2t23A8 RS t08yasa3ySvSyia RSERI{IyTdsSd
OSNIIFAySa £t OFNIOGSNBE L)X dza LX dzNF f AaidSa O {
i RQAYGSINBNI OSa y2dz08tt 848 F2N¥Sa RS YS
au cours de ce processus, serd  dzy'S 2 LI NI dzyAdGS YI yljdzZSSo

ax ()
& oo

a
dzN

Recommandations

Tous les enseignants doivent avoir une connaissance approfondie des langues et de leur apprentissage
jdzS RS tF YIYASNSE RQSOIfdzSNI Si RS a2 daelhyhilila isESen
LX I OS RS aAGNYGS3IASa RQSGlIer3aS dzadA o0ASY | dz YAl
[ Qdza 3S LINBFOGATFT S adGNIGSIAIdzSH RE®dzi x iy BaAS&A ZFy
AYGSINBSa OBIRORGANI $Y G oSalr @ RSa (NOKSa 02y 0S8 LidzS
[ Sa SyaSiaylyida Hdih aNS St sBlaf dRSENU ST NB & dzf G len
utilisant des portfolios langagiers qui permettent de suivre lesIpkeE a @

[ S& | LIWINRPOKSa LISRI BSAA |jLOxGSHalA Ij dzSa € SN Vaz6 1 y I+ IA
fQFLILNBYyGAaar3S O22LISNI GAFZ £ Sa Y2RSt S3, sdtiesyoits
AYLERNIFyGa | dzi Ol LIA (13tdmaSiyad) dz8 dzN9G f IRSRANDERHK A G
RQSyaSAa3aySySyiao

[ S&4 GSOKy2t23ASa RS fQAYyTF2NXYIGAZ2Y SG RS fI 0O2Y
dans des contextes multilingues t I NJ O2y &Sl dzSy (X ASINI Szl I AOYO§2aNJil | ¢

sO2ft Sa

ySOSaal ANBa RIya 81 YIA& Fdz@&aAzT ARSIHE S
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aSKNARLINI OKA 3] SAly daylK 25/A ASNESANG NiénZet@iedabiedrJahzehifitdn NIi
LINNISYy RASAS t KOKY 2EINAS NANJRi2 R S dzAf Rdzy3aaeaidSys
der Klassen hat mehrere Ursachen: 1) eine neue Dynamik in historisch nicht dominanten Sprachgruppe
HO SAYS TdzySKYSYRS AYyGSNYFdGA2y S a2otanfid diNG =
Klassenzimmer bringt und 3) neue Anforderungen des Arbeitsmarkts, die mehrsprachige und multiliterals
. NNHESNJ 6S3aNyaidAaSyod

LYy RSNJ c2f3aS 41 OKaASY AYYSNJI YSKNJ YAYRSNI YAG YS
«0SNHBIyYy3 1 ¢6Aa ke BehulgysterBeNBI@GKING RFOKSY 0SgNf GAISy o
01 6d AY YSKNBLINI OKAISNI dzy R  Ydzt G A dzf G dzNBt £ SNJ

I dzZa a OKt ASGf AOK ydz2NJ YAUG SAYSNI { LIN} OKS dzy Bn uvdzt { ¢
Kulturen, die in ihrem jeweils eigenen Kontext erworben werden. Im Rahmen der oben beschriebener
gesellschaftlichen Transformationen wandelt sich auch die Mehrsprachigkeit von einem Problem, da
38t aid 6SNRSY Ydzaas 1dz SAySY ySdzSy [SoSyaaiditd
DeshalbA a4 S& RAS ! dzZF31F6S RSNJ . Af Rdzy3al {1 GSdaNBZ { ¢
RADGSNESY &ALINY OKf AOKSY dzyR (1 dzf G§dzZNBft Sy [ SoSyags?
9dzNB LI & SNI SAOKGSNYy o { OKdz @rydie Yexhandeh yhre Spkaghfichen dntl R ¢
kulturellen Ressourcen voll nutzen und gleichzeitig an soziale, kulturelle und politische Anforderunger
FyLI aasSy 11yySy® 5AS | SN} dzaF2NRSNHzy3 o0SadSKa |
dassdieEifgA SRSNXzy 3 | £ f SNJ { OKNf SNJ dzy R 3If SAOKI SA G A3
SY20A2y I fSy t2G§SyT Alfa SN)YI IftAOKGD

Vor diesem Hintergrund fasst dieser Bericht den internationalen Forschungsstand zusammen, um di
Frage zu beantworten, wiei@ Bildungssysteme der Mitgliedstaaten Mehrsprachigkeit in ihren Schulen
0SaaSNI Tl NPabdlgérsucHt geyBsrichipinsbesondere die folgenden Fragen zu beantworten:

2Sf OKSa +*SNBUONYRYAA @2y aSKNALNI OKA IpsSshdidied A 6
ANI GGSY 1T AYRSNYyAaasS dzyR / KFyOSy 6SA RSN Cl NR
28t OKS I'yaNil § RSNIINIEMARdzyBIANIRS MG A RA Slzy RA y 3£
aSKNELINI OKAI]TSAG dzyR RAS Y2y UAydzZAGNG RSa { LN
WelcheRof & LA St Sy RAS SAyi StySy 116GSdz2NE 0SA RSN
und gesellschaftlicher Ebene?
2S5t OKS pAOKGAISY OSNBRUGSYOL {OKNRGGS 11YySy SY
GSNDSaaSNYy dzyR 1T & HIINN KOKIE SIAOKISS v/ RR 1 &Z GadANB £ £ S
In Europa gibt es kaum empirische AForschAungsprojekte (insbesondere Langzeitstudien), gh
YSKNARLINI OKA3IS !yaNiGl S Tdzy | yYGSNNAOKGSY @2y SE
untersuche® | dzZa RAS&SY DNlzyR AS3aSy RSy YSAadSy
unterschiedlicher Unterrichtsmodelle empiriscbaten aus Nordamerika zugrundendererseits gibt es
I dzZOK Ay 9 dzNR LIt GASES AYyy201 GADS taddliches Kapitlyals dzy
wSaaz2da2NOS ydzil Syd 5SSy 1 dzi2a2NBy 61N S& SAy ! yfA:
entwickeln und teils bereits erprobt sind, in diesem Bericht ebenfalls zu dokumentieren.

Mehrsprachigkeit bringt] 2 3y A G A @S> a2T A+t ST LISNRAI Yy AORKS®B&s | 1
als allgemein angenommen hat der zweisprachige Unterricht keine negativen Auswirkungen auf die
ALINF OKf AOKS 9y iGgAOltdzyad SAaySa { OKN {EFaENT VefgldiatzR A ¢
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zum einsprachigen Unterricht und Vorteile beim Erwerb der Schulsprache nachgewiesen. Di
C2NAOKdzy3aRIGiSy 1T SA3Sy RINNGOGSNI KAyl dzax RlFaa R
und dadurch ihre Lernergebnisse verbessern, wémnUnterricht die Sprache und der kulturelle

| AYGSNANHzyR 2SRSa SAyi StySy {OKNfSNE 3ISHNNRA I
I dz2 YSKNBNBY . fA016Ay1Sty 1dz 6SGNF OKGSYT RSakl
undsindi A OK 1 dzf G dzNBff SNJ . Sa2yRSNKSAGSY AGNN]I SN o6S
aSKNERLINI OKA 3] SA I & MNlydzeo K (O KMindRed Nazgh Bliq SprdRevechseln,
entwickeln sie in jeder Sprache besondere Kenntnisse. Beim Wechsel in eine neue(Sulach)
dzY3Sodzyadr YNaaSy RASES { OKNf SNJ 0Saz2yRSN&E 3ASTFI I
@2y SAYSNI { LINy OKS Ay RAS IYyRSNB NoOoSNINFIASYy 1Yy
Medium einer neuen Sprache erfolgreich zurkounizieren und ihre Kenntnisse weiter zu entwickeln.
58aKFfo oN}dOKG Sa SAy Fdza3aSoldzisSa {eaidsSy 1 dzy
fehlt (siehe Abschnitt 2.1).

LY RSY YSAadGSy SdzNEBLINAA&OK Sy [ NY R Siklighkelt. 206wol §eK NE |
bdzi1 Sy RSNJ aSKNELINI OKAI1SAUG 6AaaSyaOoKE FitAOK
[ NYRSNJ RAS aSKNALNY OKAI]LSAUG Ay AKNBY {OKdzx Sy

G RI & .
. Af Rdzy :
SNRaéhe Yy RX

>

[ SNYLINRT Saao Lyus;msts:ySK[N YIRS KK A
| SN} dzAa T2 NRSNYzy3Syd aSAaaasSya adl ad
ISNAY3ISNI 5APSNBAGNG FdzF adGNN)] SNB
Abschnitt 2.2 und 3.2).

ho aSKNBRLINI OKAITSAG Ay [ SKNLX NYySy
KNy 3d | dzOK RI@2y o Ay 6StOKSY al i
Nutzen anerkennt Daher werde{ G NI 6§ S3A Sy X LINRIF 323A3a0KS YZYT S LY
{ LN OK@SNXAGGOE dzy3 | dzF @A St TN (i AR HenbdaphieSberRfiie K
vdzZl t AFALFGAZ2Y RSNJ [ SKNINNFGES0E RAS 2 htdtAobek St ¢
LJX dzNJ f A3 GAaO0OK0O dzyR dzyl dza3a3SALINRBOKSYS || fhdzy3as
beeinflusst (siehe Abschnitt 3.2).

[ SKNLIX NySz RAS |dzF 9Ay3Ift ASRSNHzy3I dzy R aSKNHA LN
sprachliche Dimension inallen Fachbereichendzy R 3ISKSyYy NoSNJ RAS SAyi
einsprachigen und zweisprachigen Unterrichtsmodellen oder Muttersprache und Fremdsprache hinaus
{2 O0SAYKFIfGSG o0SAALIASEtasSAaS RSN [ SKNLX Fy FNI
BfGoAOlfdzyd RSE& {LINIOKoSgdzaalaSAyas RAS CNKA3IJ
RSNJ F yRSNBNI 1 dz aSiGT1 Sy 2AaaSy NoSNI { LIN} OKS dzy |
den Sprachvergleich notwendigen linguistischen Kensgnisin breites Spektrum von Lernstrategien und
Selbstvertrauen in Bezug auf die Sprache des Lernenden (siehe Abschnitt 3.3).

0

[

> 2

o~

> m(l—o

> Con
(0p)
—
No
—h
>

Die Ausbildung und laufende berufliche Weiterbildung von Lehrern muss so umgestaltet werden, dass

aAS A Kysy RAS q;z;rm )\\Eldilyf )V'-B)V‘Vluqf)i\ﬁyifsy FNNJ Y S.RNEB LINT
[SKNJSNJ ?NKtS)f aA0K 0SA RSNJ DSaquudz;/EI sz Y S K
dzy 1 dzZNBA OKSY RS ! yOSNEGNGT dzy 3 dzy R 2 SA (at®HNdcht &llBinzy 3 ¢
aufgrund zunehmender Berufserfahrung verbessert (siehe Abschnitt 3.4).

Eine Schulkultur und Schulleitung, die auf Inklusion abzielen, sind wichtige Elemente der
mehrsprachigen BildungDie Entwicklung ganzheitlicher Schulmodelle isterbaft, oder sogar eine
+2Nl dzaaSidT dzy 35 FNNJ RAS SNF2f INBAOKS ! YaSil dzy:
O9AYFNKNHzy3d SAySa FIFOKNOSNENBAFSYRSY { LN} OK@SNY
als gleichwertig anerkannt weeah (siehe Abschnitt 4.1).

Familie und soziales Umfeld sind wichtige Ort der Lernerfahrung und bilden einen Teil der

[ SNy 1 2 v. Dia Rodohundizéigt, dass mehrsprachige Bildung auf die Mitarbeit der Eltern angewiesel

ist; deshalb ist die Art und Weisaje Schulen mit den Eltern zusammenarbeiten, entscheidend (siehe
Abschnitt 4.2).
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94 3JIAo0lG TIFIKENBAOKS AYALANARSNBYRS LINRIF3I23Aa0KS
erfolgreich umgesetzt werden kanrgo profitieren Sprachlernende unter amden von einem insgesamt
sprach und kultursensiblen  Unterricht, Sprachenportfolios, hybriden  Unterrichtsformen
o¢l yatl y3dz 3IAy 30 dzy' R RSNJ +SNXNAGGE dzy 3 YSGF a LN
dialogischem Lesen, inhaltaind sprachbezogenem Lesn und von der Verwendung moderner
Informations und Kommunikationstechnologien (siehe Kapigl

Die Datenbasis muss erweitert werde@hne eine umfassende empirische Forschung zu den wichtigsten
9t SYSyiGSy @2y YSKNELINI OKA 3 Seheilerdy fveceySiratetyidhdbai lder & A
Verbesserung der schulischen Leistungen bzw. der sozialen Eingliederung besonders erfolgreich sind. [
KSAGGEZ S& FTSKfG RAS 51 G§SyaNdzyRtII3S FNNI RSy Lkf
in dieem Bereich ist nicht zuletzt deshalb notwendig, weil das Konzept der kulturellen Vielfalt auch in der
ONBAGSY mFFSydt AOK]ISAG RSNISAG LRtAGAAOK &Syaa

Unser Bericht empf SKt G T I Kt NBAOKS aldylIKYSys RAS RIT dz
BSNDbSaaSNYy dzyR FNNJ &LINF OKf AOKS dzyR | dzf G dzNBf f ¢
empfohlen, auf den vorhandenen Erfahrungen mit (z2vbeiwv. mehrsprachigen) Untéchtsverfahren

und Lernstrategien aufzubauen und sie durch Pilotprojekte weiter zu entwickeln.

Die wichtigsten Schlussfolgerungen und Empfehlungen dieses Berichts sind:

CNNJ t 2f AGATSNI I dzZF SdzNPLINAAOKSNI dzy R yFGA2Yy Il f SNJ
Neue Migrationsmuster und die zunétfS Y RS a2 o0 A f AGNG RSNJ . NNHSNJ 9 dzN.
dzY ¥l 4aSyR OSNNYRSNI® 5 RdzZNODK YNaaSy | dzOK RAS {
Jahrhundert neu definiert werden. Insbesondere die Kommunikation in einer -darhinanten
Familiensprache sowie in Sprachen, die nicht in der Schule unterrichtet werdenL sind hier wichtige
CKSYSYOSNBAOKS® 5AS8 {OKfNaasSf(12YLSGSyIl Sy azttid
a2TALFE Sy +SNNYRSNHzy 3a&LINE psSid veRjanbeyich Sahizeaird @ifaheiS iR S y

Empfehlungen

{OKt N3dasSt12YLSGSyi Sy Ay . S1dz3 | dzf aSKNELINI d&dndi
SdZNB LINAAOKS 2AN] fAOK]SAG Fy3aSLlkaaid 6SNRSyo®
Auf nationaler Ebeng¥ Na a Sy { LINJ OK | #chertpér8ighaliSiest urid Sedaiiriebewerden.

Bildungspolitiker haben sprachliche Vielfalt viel zu lange als Defizit aufgefasst und Sprachen, die nicht
RSY Fff3aSYSAYSY [ SKNLX NYSy @2N]2YYSys |t &dass NP ¢
SAY LREIAGAZOKSNIS5A&{dzNE a26AS RIFa 9y3aAlF3ASYSyid ¢
RAS !'vYaSiaidzy3a @2y tNBINIYYSyYy 1 dz2NJ Cl NRSNHzy3a @2y
9y i aOKSARdzy 34& i NN 3IS Nb wiekbmniuha® O@aniSadneno Sy S So Sy a

Empfehlungen

Es ist wichtigsprachliche und kulturelle Vielfalt auf politischer Ebene neu zu denkerd im gesellschaftlichel
Diskurs darauf hinzuwirken, dass Sprachenvielfalt als Ressource gesehen wird und nicht ats Proble
Deshalli 2 f f Sy dzyaSNB { OKdzZ a2adSYS KAy 1 dz SA diénicht ouaid
sehr begrenzter Weise darauf abzielt, neuen Migranten die Unterrichtssprache zu vern3teghdessen brauchel
gANI 3l yl KSA GfallerCHoéen! yaNiGil S |
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CNNJ RSy 1+FRSYAEAOKSY { LN} OKSNBISNbD @2y { OKNf SN
entscheidend. Das bedeutet, dass Sprachvermittlung sowohl vert#i@ y RSNJ FNNKSy Y]
Eintritt in den Arbeitsmarkt als auch brizontal reibungslos und ohne Unterbrechungen erfolgen sollte,
G2FNNI ! 108SdzZNBE RSNJ F2NXI Sy dzyR AyF2N¥Stt Sy
LINRF323Aa0KSy Y2yl SLilia Fta tINIYSNI TdzaAlIYYSYLl ND

Empfehlungen

'Y RAS OSNIAL Uz SSHRKNAFHZAGRTSE YNaZaSy .Syl OKGSAt
beginnend MR SNJ FNNK{( Ay Rf AOKSYy . SONSBBRE)zy 32 . Af Rdzy3 dzyR
'Y RAS&S Y2YyOGAydZAGNG RSN aSKNARLINI OKAI|{ SAG T dngSlen.
[ SKNLX NYSoAgWSa(i S8NBNWEHSoyAaasS Ay ftSy CNOKSNY;
damit zum einen die Kenntnisse der Unterrichtssprache verbessert und zum anderen die mehrspri
Ressourcen der Klasse genutzt werden.

Einlangfristiges politisches Engagement auf nationaler Ebene ist notwenRi¢, & dzy' | 6 KNy 34 3
Initiativen besteht und mit wirksamen Partnerschaften zwischen den Bildungsakteuren auf allen Ebenen ver
ist.

Es gibt kaum umfassende Lehréimd (1 dzZRA Sy INy 3S> RAS LINRI 3234 340K
+ASETFIEO OSNXYAGGStyd 5SNISAG YNaaSy &aiaoK |
Hintergrund unterrichten, vielerorts auf ihre privaten Ressourcen verlassen.

w» o

K

Empfehlungen

EifS « 0 SNLINNTdzy 3 R §Win[LernNdSthdiucizhiszariaifetzged beruflichen Weiterbildgrist
wichtig, damit- £ £ S [ SKNBENJ SAy . SgdzaadaSAy FNNIJ { LINI OKS dz
GASEt FNEGAISY Y I am Sy SWAIGAINM SHdsa MY WSASKE y3 Aad F
gAOKGATTL $SAf &AS ISHGNKNI SAaAGSGZ RIFIaa F dzaNBAOKS
GASE FNEGATISNI 6ANROD

Eineformelle Anerkennung mehrsprachiger Kompetenzérny v dzl f AGNGAY Iy 3SYSyda

G 11FdzY SYLANR&GAOKS 51 0
NESY { OKNf SNBROKI Fi @2 NX

9dzN2 LJ fAS3ISy RSNI
A D

Ly
' YOGSNNROKGSY SAySNI R

Empfehlungen

Die Mechanismen auf E9 6 Sy § 1 dzNJ CWidsEhSaNdlaysehs Bviséhen den Mitgliedstaaten sollt
verbessert werden

Wir brauchensystematische Verfahren der Evaluation und Datenerfassthg SNJ L322t A G A & OKS
der mehrsprachigen Bildung, mit denen eine Faktengrundlage aufgebauRUBANBE Y 2 LIGA YI £ S
YAYRSNI dzy R RAS DS&aStftaOKI T4 | f& DFyl SNI I3SsNKNE S

CNNJ { OKdzf Sy

Die Umsetzung von Lerand Unterrichtsstrategien erfordert das Engagement und die Zusammenarbeit
aller Interessengruppen im Bildungsbereich. ¥ INy a i A 3ISa LRtAGAaAOKSa ! Y
RSN) 0SNBAGA 0Sa0GSKSYRSYy LyAGAIFGA@GS SAyYyS 3Idzi
' YyANGT Sy dzy R LINRF323Aa0KSy tNI10GA1S RAS | dzF

Empfehlungen

Auch wenn 8 NI 6§ S3IASY FTNNJ aSKNBLINF OKAI]SAG y20K TFSKfS
Mehrsprachigkeit toleranter begegnet und keine restriktive Sprachpolitik verfgige positive Einstellung vol
[ SKNBNJ dzy R { OKdzf £t SA(dzy 3 RSN $ ORANS SINIR 5 NB[ S a\F SO
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%dz3 S K1 NJA 3 (di AbiehrlSFikeK $pTache wirkt sich dagegen negativ auf das Wohlbefinden ut
F11F RSYAAaOKS [ SAalddzyd RSNI { OKNf SNJ | dz&d @
bAOK(G R2YAYIFYy(dS {LINI OKSY YNAaa S ghtwedér dirch JormplénrJdizrrictit ddé

AYF2NNXSEES [ SNYYI 3t A0K]{SAGSYy®

9f GSNY dzyR a2l AFftSa ! YFSER &AYR gAOKGAAS 9t SY!
Beitrag zur mehrsprachigen Bildung leisten.

Empfehlungen

Schulen und Lehrer s@IPartnerschaften mit Familien und lokalen Gemeinschafteufbauen, die mehrsprachig
Unterrichtsdzy R [ SNy a4 N} 6§ S3ASy dzyiSNEGNGT Sy (11 yySyo

Die Beteiligung von Familien und Gemeinschaften an der Bildumagn Kindern erfordern interaktive
Unterrichtsstrategb Y’ dzy R RAS I 1 GAGS ! ySN] Syydzy3 6dzy R 2 SN
I dzG SNKIFf 6 RS&aXYRARSARSBIYAVYWHENE dza OK @2y CNKAI]SADG
SN¥YI 3f AOKSy ®

CNNJ [ SKN] NNTGS

In den letzten Jahrzehnten wurded 6 f S y SdzS dzy R | dzOK LJ dzNJ f A & G A 2
{ LINY OK@SNNXAGGHfdzyd SyiaoAaAO1Stilid 984 oNNBE SAyS SN
FdzF LylfdzzaAzy |01 AStSYRSY LINRI3I23Aa0KSy ed2yi SL

Empfehlungen

lffS [SKNBNJ az2fftadSy NoSNJ dzy¥l aaSyRS YSyyildyaraacs
Cl NR S NHzy 35 IQISteF MNIASIly ML SAy DSNNad @2y CI NRSNXYIF Gy |
Makroebene bei der UnterrichtsvorbES A G1dzy 3 FNNJ RAS 3ISal YidsS YtlraaSo
5AS LINRBI10GABS dzyR aidN)» G§S3IAaldOKs ubddkiiItDrdWeEgekfétﬁamJAufg?tfe\
SNI SAOKGSNY RSy {OKNfSNYy RSy %%dz3ly3 1dz {2YLX SES
[ SKNBNJ dzy R dAGK MINENIoa/AfatalBSYRSNI (I GaAaNOKE A OK Sy, af habtdn
mit Hilfe von Sprachenportfolios, in denen Fortschritte verzeichnet werden.

t NRI 32 34 & OK Srarslgngudding 8nal deg Auau des MeBprachwissens, kooperatives lren und
inhalts- und sprachvermitteltes Lernensind wichtige Instrumente, um sprachliche Vielfalt zu nutzen, und so
daher in die eigene Unterrichtsstrategie integriert werden.

Informations-dzy R Y2YYdzy A1l GA2yadiSOKy 2t 23A @Mch@eh mgé@.g{weﬁeﬁtyf:
erleichternd 5S&KI 0o Aad Sa gAOKGAIAZ RFraa RAS yldAa3s L
steht.
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Changing patterns of migration

While multilingualism has always been ategral part of Europe, it can be argued that only since the
beginning of the 2% century hast also become an important hallmark of many national education sys-
tems. Over the past decadthe mobility of individuals in Europe has increased at a higlaee, leading

to more diversity within countries (European Union, 2012). Consequently, schools are increasingly en
riched by the entrance of learners with diverse language skills. At the samgatignewing proportion of
pupils are required to communicate imultiple languagessincetheir home languagegare not congruent

with the languageused in their schosl Together, these phenomena of increased maobility and diversity
are progressively altering the context of linguistic and cultural experiences of yeamgprs in the Euro-

pean school systems (Blommaert, 2010).

The characteristics of the influx of newly arrived pupils in our school systems differ in several ways fron
our previous experiences. The current rate of arrivals of migrants and refugees ecedented and

their countries of origin are much more varied thtaey weretwenty years ago. Inherent to these altered
circumstances are important changes to the social backgroamdla more prominent role of complicat-

ing factors such as traumatic exjpances. Young learners are increasingly confronted with several cul-
tures and habitsexperien@ multiple transitions between different school systems and school languages
and are liable to develop unequal competences in diverse languages. These expeaentikely to in-
fluence the concept of identity too; raised in changing multilingual and multicultural environments, indi-
viduals may no longer identify with one language and cultbee rather with a range of languages and
cultures acquired in differergituations. This may be particularly pertinent for refugee children, many of
whom have known a trajectory of multiple stays in different countries before arriving at their present
destination. This also suggests multilingualism being more a way ofdifeatliproblem to be solved (see

for instance UNESCO, 2003; Creese dacki2dge, 2010; Busch, 2012).

Political and economic motivations are not tlselereasons for hypemobility. Students have also be-
come more mobile following the success of the Erasmrant progranand similar exchange schemes
Coming from their own personal community of language and practice, they create new links with other
international students and their language practices may be far from the traditional second language ac:
quisiioy G NJ 2SO02NE 6! yljdzsSGAt YR a2t AYASES HAMMI 5

The children of people moving f@rofessional reason®r the children ofmulti-national couplesare
another example. For this population, European and international schools provitidéimgual and mul-
ticultural education that allow them to move across Europe (Vez, 2009), thereby guaranteeiedu-

cation continuity that the school system should provide. Yet, the number of such schools is largely insuf
ficient to meet the demangdand education in these schools or programs is often expensive, thereby ex-
cluding a certain number of pupils.

These examples illustrate an easily overlooked aspect of multilingual education and one of the reason
why multilingualism is officially promoted byetheuropean Union: the more countries embrace the mul-
tilingual approach in education, the more mobility between different countries is facilitated. However, in
practice multilinguaprograms areypicallyeasilyaccessibléo childrenof expatriates, whereas access to
thesesystens may be limited for othemultilingual learnersThe challenge for education systera$o
FRIFLIG G2 GKS&S O02YLX SE NBIftAGASA YR LINRPOGARS |
needs, whe at the same timéalancing these social, cultural and political demands. While uniform solu-
tions may be both administratively and managerially simpler, they disregard the risks involved both in
terms of learning achievement and loss of linguistic and cultural diversity (UNESTD
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At the very least, these new patterns of migration, as well as educational and workplace goals for multi:
lingualand multiliterate citizens, can be expected to impact the individual language biographiss

called individual repertoiresof thelearners (Achugar and Carpenter, 2012). In an effort to address these
societal changes, the European Commission published in 2002 recommendations in favour of learnin
three languages per individual (i.e. mother tongue and in addition two foreign languedpch are not
further specified). The first reference to develapg proficiency in three Europedfanguageshowever,

goes back to 1995, whehe European Commission releasadVhite Paper on teaching and learning
Even earlier, the Council of Eurdpé@ ¢/ 290 9 dzNRLISIyYy /[ dzf GdzN> € [/ 2y @
ddzLILR2 NI GKS &ddGdzReée 2F SIFOK 20KSNXRaQ fFy3dz 3Saxz
Charter for Regional or Minority Languages to promote and safeguard lingustisiti andhe language

rights of European societies (see Chapter 3 for more details).

Opportunities and challenges

Regardless of the motivation, the different groups of learmaentioned aboveall have the potential to
develop important assets like matognitive and metalinguistic awareness. According to the literature,
this awareness is most likely to emerge when students are schooled in a system that supports multilin
Jdzr t AAaY O6hO[F2ANBSE wnnpT [ S t A OK 2dicatfiionmétabdgni-H 1 N
tive awareness is usually attributed to an emphasis on langeagécit instruction (Kim et gl2015; see

also chapter 3 of this report). According to Cummins, positive transfer of knowledge and skills acros
languages is enhanced kxplicitly bridging the languages, such as often occurs in bilingual education
(Cummins, 1991). Importantly, and contrary to popular belief, there is no negative effect of bilingual ed-
ucation on language development, and some studies even report a @osffect incontrastto monolin-

gual education (see Bialystok, 2016; Valentino and Reardon 201dh),y Ay ONBI &S Ay dal
YSyidi YR FOKAS@SYSylG Ay (GKS [HE O/ dzYYAYAI HAMO

Moreover, researchindings suggediat valuing the uniquéinguistic and cultural background of each
child promotes academic success by boostingamifidence and selsteem (see for instance Sierens
and van Avermaet, 2013; Extra and Yagmur, 2012). In addition, the more intensive and coherent the suj
port for individual multilingualism is througbut the whole schootareer, the greater the academic ben-
efits for children (Ball, 2011Failing to value2 NJ S@Sy RS@I f dzA y 3 Lldhodiefed Q C
can have a negative impact on their overall achievement antviaion (see for instance Benson and
Elorza, 2015)Evidence suggestgherefore,that treating linguistic and cultural diversity of pupils as a
resource rather than as a deficénd adopting a multilingual habitus in educational policy and practice
canalso be a valuable approach to promote communicative competence and foster academic perfor-
mance (Benson, 2013).

One patrticularly challenging aspect of multilingualism in education is that it inherently implicates an un-
balanced set of competences in diféat languages (Grosjean, 1989). When pupils move from one place
to another, or from one language to another, they develop different sets of knowledge in their different
languages. When moving to a new school (language) environment, such pupils reqyiogt sapsuc-
cessfully transfer their existing knowledge from one language to another. They also need support to lear
how to successfully communicateactively and passivelyand develogheir cognitive competencgin
different subjects through new langges. This requires articulated languaggaching andearning ap-
proaches, which unfortunatelyare not yet in place ira majority of countries.

Additionally, it seems that by and large, teachers who teach pupils of different linguistic backgrounds are
expected to simply rely on their own resources regarding multilingualism. However, the implicit assump-
tion that teachers have sufficient expertise to address the individual multilingualism of the pupils is not
based on realityUnsurprisingly, teachers ofteromplain about a lack of support and relevant training

1See:http://ec.europa.eu/languages/policy/sategicframework/index_en.htm
2P9 dzNR LISHY Q 4+ & NBY2OSR Ay fFGSN) R20OdzySyiiao
3 Seehttp://europa.eu/documents/comm/white _papers/pdf/com95 590 en.pdf
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(Cummins et al., 2005). Furthermore, TALIS 2013 reveals that teaching in a multicultural or multilingue
setting is among the tofive areas in which teachers report the highest need for professionetldg-

ment to tackle current deficits (OECD, 2014). In any case, the recent inflow of refugees has created
sudden wakeup call in many parts of Europe (and beyond); countries like the Nethgmdridisabro-
gatedits support to mother tongue education in0R4) have begun to realize that their school systems
are heavily oriented to monolingual pupils and are gradually becoming aware that there is a real need fo
professionalization of teachers (Sierens and van Avermaet,; 2@&1Bichon, 2032

Building on eisting experience

In some European countries with more than one officially recognised langsagk as Luxembourg or
Switzerland, educational multilingualism is not ngwt in many other countries the issue poses entirely
new challenges to tHeeducatbnal system, and indeed to society. Not surprisingly then, judging from
the results of largescale assessments, European countries differ greatly with regard to their capacities to
deal with theincreasingmultilingual demands ithe educational contexfThe greatest resistance to an
articulated multilingual policy is encountered in geographical avétslesslinguistic and culturatliver-

sity. Overallthe political challenge is formidableand more research is required to provide evidence
based recommenations that can help education politgakers in finding ways to address the challenges
and opportunities that multilingualism brings to the education systems across Europe and {Eymnrd
peanCommission2015;NESSR008)

In countries that have historddly been characterized by largeale immigration, the presence of multi-
lingual pupils in the classroom is therm rather than the exception. As a consequence, their education
systems have had a chance to experiment with different strategies and skt tost effective when

it comes to adapting to multilingual classrooms (e.g. in some provinces of Canadarael, cf. OECD,
2013, p. 79). Similariy Europe, in some countries multilingualidras historicallybeen more present

than in others Quch countries are more likely to have integrated br even trilingual education in their
systems, ando have learned that such strategies can be effective, in particular in contexts whefre non
dominant groups are concentrated geographically (for instaneéand, Luxembourdjustria,the Span-
ishBasque country or the Frisian regionthe Netherlands In these places, the curricula were reformed
already from thel980sonwards, implementing bior multilingual educatiorio include the use of com-
munity/herita3 S £ | y3dzZt 384 0hO[F2ANBT wnnps LI mMnood L
RNBSdaSR (KS (SIFOKSNRQ OKIftSy3aSa 2F g2NJAy3I GA
languages.

But even in contexts where multilingualisnth& norm, classrooms with highly diverse learnars still

seen as a challenge that is not always adequately addressed, as illustrated by the fact that languages a
often too strictly separated or that performance tests are taken exclusively in therdomlanguage
(BretonCarbonneau et al., 2012).

What is needed

The profound societal change caused by new migration patterns has created a neethittkrtne key
competence framework for lifelong learning in thes2dentury* and language teaching apmoches in
a0K22ftad Ly LI NIAOdZ I NE GKS vy 2 i@E)2lahguage(3) ofGchoohngzy A
FRRAGAZ2Y It 0 da RadNSmEnEation infldngtaydsofé thtose used in schoglare
increasinglypecoming topics of discussi. The present competence framework, aimed at increasing ac-
tive citizenship, seems to be somewhat bigdhds isillustrated by its use of concepts that reflect a mon-
olingual approach of education. Concepteh asfY 2 (i K S NJ (i 2 y 3 dzS Q gn laWgudgé laayha dzl
Ayar@aSOo2y R f Iy 3dal Ehflicitly @iprdo aifiked ar@ey aR acquisition of languages, a
hierarchy of values and usagesdconsequenththey are monolinguallpiased (May, 2013, Auer, 2007

4See e.g.https://ec.europa.eu/education/policy/school/competences_en.htm
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Gogolin, 199Y. Such concep refer to welldefined geographical spacegt it is precisely these spaces
that are beingtransformed by increased mobility and a growing diversity. The study of linguistic land-
scapes shows that borders between the languages are porous (Zaratez2f14dl), Previously confined
spaces of language and culture are transitioning towards this amalgam of languages and cultures. Th
major change requiregreaterinvolvementin termsof mediation and intercultural understandingnd

calls forWl  NB T § E @BkNBddAdvin, 2014:1) to identify the most successful multilingual
strategies geared towards the inclusion of all pupils. Subsequently, in order to improve education in in-
creasingly diverse contexteffectivestrategies and resourcese neeadin schookacross Europeroli-
ciespromoting multilingual approaches are needed, but these reqgaifendamental change of perspec-
tive.

This new perspective should include a profound reflection on educational and workplace goals for multi-
lingual, multiiterate citizens in each country and throughout Europe. It should also address the question
of how sociallynon-dominant languages fit into the equation. Revised curricula should target the problem
of discrimination based on different (language) backgraumaterestingly, in some countries with historic
minorities multilingual strategiebave beenmplemented in order to raise more value and respect for

f SFNYSNBEQ KSNAGEFEIS kO2YYdzyAde €Fy3dad 3Sa yR Oc
In this perspectivgit is important to note that themultilingual policyof the European Commissidmas

been interpreted by most educational systems as an incentive to introduce the formal learning of lan-
guages through traditional language courses. Gthercurrent situation, this policy should be rethought

of in terms of amultilingual habitugas discussed by Benson and Elorza, 2@%3re each language of

'Y AYRA@GARdzZ f Qasedudllyprhgad Al vaiudd2 3 NI LIK &

To sum up, the emergence of weforms of language biographiespurred by the altered patterns of
migration and changing educational and workplace gadlallenges traditional approael tolanguage
learning and teaching. The ambition to achieve a system of eductitaan JINE @ A Rtfirgualisni fiw

I fandwhichA & | dz KSYy GAOlItfte aSyairdAiadS 2F GKS AYRAQD,
problem to solve or a deficit to overcome. Rather, striving for such educational improvement should also
be considered as a unigupportunity for our countriego cultivate multilingual, multiliterate citizens

The challenge at hand may not be the multilingualism of pupils but rather the rigidity of the school sys-
tems and their inability to welcomaill pupils. Based on the availaldgidence, multilingual education

may be the best strategy towards a cohesive and inclusive education for all pupils, including those witt
dynamic multilingual backgrousd

This report reviews relevant European and internatioredearch in order to reveal how European edu-
cation systems can better promote multilingualism in schools. The report highlights research and imple
mentation gaps in multilingual policieand points out promising initiatives and approaches that have
demonstated their value across time and geographical boundaries. This evidence can serve as a usef
starting point for developing effective approaches towards linguistically responsive teadhictgbuilds

on all the languages present in the classrooms.

More specifically, the report aims to answer the following questions:

How is multilingualism understood in different contexts and what are the main challenges and op-
portunities involved in promaihg multilingualism in schools?

What specific education policiesd practices appear to be inclusive approaches promoting multi-
lingualism and continuity of language learning?

What are the roles of different actors in language policy development and implementation, from
education policy makers, schools and teachevschildren, families and communities? Holw dif-
ferent stakeholders need to be prepared to ensure effective language development of all learners?

What key recommendations can be made that can serve as important (first) steps to improve presen
policies ad ensure that they are linguistically and culturally sensitive?
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Continuity of language learning

The authors refer to the concept abntinuity following the discussion of Gogolin et al (2011) on three
dimensions of continuity of laguage learning: biographical continuithematic continuity and plurilin-

gual continuity Biographicakontinuitymeansnot only that educational institutionshouldfollow each

other in a vertical perspectivéor examplefrom pre-primary to primary to escondary educatiorut also

that there should be cooperation betweadtifferent educational environments where a child participates

in each particular phas@hematic continuitymplies coordinated and reflected exposure to academic
language skills and kmdedge across content areas and subjeatswell ashe use of consistent materials

and guidelines for languaggensitive content across and within disciplin@kirilingual continuitgnsures
GKIFIG addzZRSyGaQ LI dzNR € Ay 3 datofaccéuit And tisad fdr yieRexténgion bifl (i S
consolidation of their linguistic repertoire.

Diversity

In the context of the current report, the concept difversityis related to the increase of mobility of indi-
viduals in and outside Europe (European Unid,2). This phenomenon has introduced a high degree
of classroom heterogeneity not only in terms of linguistic and cultural background but also in terms of
academic experience. In addition, it has decreased the previously exssdinitity of school popultions,

as more learners are increasingly inclined to move from one system to another within and across natione
borders. According to Vertovec (2003pme parts of Europe can now be characterizeduperdiversity,
whichWA & RA &G Ay 3 dzA teridl&/Rf varidbles amBg ghlinktéaded Augfiber of new, small and
scattered, multipleorigin, transnationally connected, soedgmonomically differentiated and legally strat-
AFASR YAINIyila 6K2 KIFESBS | NNADBSR 2 @ Sne ch&liénges fora (i
both policy and research.

Dominant versus nedominant languages

We havechosen to use the dichotomypf dominant versus nowlominant languagedollowing the discus-

sion by Kosonen and Benson (2013), which well reflects the differguatveér relations between lan-
guages present in different contexts aighppropriate for the issues discussed in this report. In short,
Benson and Kosonen define a dominant language laaguage associated with variables suchiagh
prestige, number of spkers or official status, while nestominant languages refer to languages that are
considered less prestigious and less (or not) used by the education system and government in a certa
context. The authors also emphasize the dynamic nature of these ctmiredifferent contexts, which
needs to be taken into account when designing languagehing andearning approaches.

The distinction between dominant and na@lominant languages emphasizes the status differences be-
tween languages present in society dandschool. It also helps to avoid the debatable and static nature of
traditional concept® & dzOK | & Y230 KSNJ 2y 3dzS 2ndiheatéh@u®y R af 1a\2:
times also referred to as first language(s), native language(s), family langubage(g)anguage(s), father
tongue and L1 by policy makers and researchers (Bloomfield, 1994; De Houwer S2008)ly,second
language acquisition refers to learning of an additional language, also referred to as second language, |
or dominant languagewith the assumption that this happems a context in which thesecond language
iswidelyspoken which is not always the case (Benson and Kosonen, &&k3;and Selinker, 200$ome
researchersiow point out thatsecond language acquisition theori@® monolingually biased, treating
anL2 learner as a deficient speaker and implicitly referring to a fixed ordangfiageacquisition and
hierarchy of values (Auer, 2007; May, 20Ggolin, 199) This underlying ideology means theduca-

tion systems ted to function in only one or two languages, despite the fact that their societies are mul-
tilingualt this has been discussddr more than 20 years starting witGogolin (1994and up to Benson

and Kosonen (20133ndA & WRdzS Ay -stahdMdifady2hatin&iGnal Lirgty/isSbuilt around a
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aAy3at S .2y deknBvBedge the power dimension in the context of language leaymang
searchers tend to use terms sucha WI RRA (i A 2 yor domifiaht yaAgdzged vihéndréfexing to
learning langages of schooling (Dewaele, 2013).

Multilingualism

¢ KS (nfltlivguafisne o/ f @y ST SuAAf|S WK So A @ddumbrélla teri yhak dzl
may refer to the existence of more than one language with regard to:

language use (not further sp#ied),

language competence of an individual,

language situation of a geographical space.
To avoid confusion, in the current report the term is usuabdifiedby a contextual cue (e.g. multilingual
strategies multilingualprogrammesor individualmultilingualism). Every societal situation in which more
than one language is preseqtregardless of the leve] can be referred to as multilingugbimilarly the
concept ofrepertoirerefers to all languages language competenceisat a person has integted during
his or her lifetime. Importantly, the degree to which these languages are developed is not relevant to the
concept. The implication of this is that in many instances both teymsiltilingualism and linguistic rep-
ertoire ¢ can imply a dynamiset of competences i y SuSe@fdifferent languages. This is particularly
relevant in a context of globalization, mobility and diversity.

Multilingual education

Wedza S ( Krdultilingudldducdtio® Ay (KA A& NBLR NI Ay vén®ORaNgok y O
G2 GKS O2yOSLIJi 2F WoAftAy3Idzrt SRdzOFGA2YyQ oO. Al f @
than one language is used in the curriculum to teach-lamguage academic subject matterin which

the language of schooling de not match the language of the home or community. The reasons for in-
corporating the languages, the specific languages chosen, the structure of the program, and the relatiot
between the school languages and the communigry widely and influence educatiy | 2 dzii 02 Y
Ffe@ad212 HAamMcYHOU O DI NAuNlingual edocatibrias thé ugehof twa\af rRore Ras-F A
guages in the instruction and assessment of learners, on the condition that the languages are used as
medium of instruction and rosimply taught as an additional language. The reasonwanfavour the

0 SNY aYdz §Awewigiaclude thé \driods Kbltiingual strategies that are currently devel-
oped and implemented in schools with monolingaatl multilingual programmeso support the school-

ing of multilingual pupils.

The focus of this report is on multilingual education strategies in primary and secondary dohnadboés
purposesof inclusion and enrichmentHowever, where relevant, early childhood edtion and care and
non-formal education approaches led by nrenhool actors (though in cooperation with formal education
institutions) are also described.

The report seeks:

to review different approaches that have potential to support inclusive muitial education
in schools;

to understand their efficiency, the ultimate goal being to promote multilingual practices in
schools, informed by evidence from European and international research.

The main source of information for this report is secondartad@he review draws on literature from a
range of approaches including medaalyses, quantitative and qualitative research. It seeks to interpret
different kinds of research, while giving due weight to findings with a particularly strong evidence base.
The review also indicates gaps in research evidence and existing data.
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To identify relevant research for analysigl LJLJX A SR 020K aeadSYlFraaod yR

The systematic search of the literature was carried out in the following database

EBSCO Educational Databa&#sl (British Education Inde®©RIC via EBSCISTORSAGe JournglScienceDirect
Teacher Reference Center (EBS@®JProQuest Web of Science

We combinedi KS a S| NOK GSNXa fAaldSR diyektg)NJcohded &volgdd ( S :
guage teaching approaches concept threegopulation) da asystematidasis until all search terms and
equivalenthad been exhausted.

¢t2 O2YLX SYSy(l (GKS NBadzZ 6a 2F (GKS &aeadaSyl foing as
relevant educational and learner data (OECD, TALIS, PISA, Eurydice) and work produced by European
international institutions and foundations (e.g., EC, CoE, MPG, MPI, Rutu Foundation, UNESCO) and r
works and centres (e.g., SIRIUS network, EranpgCentre for Modern Languages).

In the process atis review, we came across several challenges that defined the scope of this report.

There is, to date, little quantitative evidence in Europe that looks into comprehensive muliliag-
proaches to teacimg highly diverse student populatiarin schoold This is particularly trueith regard

to longitudinal, statistically valid research. Even though the existing literature (mostiznmpean) pro-
videsad S i G SNJ dzy RS NEHIi( I6y2RW YA AT WK JILI2 NI Ay 3 LIdzLJA £ & |
ing linguistic complexity encountered in schools across Europe is radically undermining the usefulness
traditional concepts dominating most language policeschl & WY 2 § KENWH 2 NI N f
WFANERG YR &aSO2yR fly3dz3SQd !'a | NBadzZ 46 ary
guage of schooling or isolated mother tongue teacharg)no longer fitfor purpose. However, there is a
growing body of qualitave research focusing on multilingual comprehensive approaches in sitgation
linguistic diversity. In this report we reflect on the neilede-conceptualig language learninggndfocus

on approaches that go beyond the hierarchy of languaged promote multilingualism and interaction

of languages; howevewe do nd take a detailed looknto traditional singular language teaching meth-
ods, even though they are still widespread in Europe. Therefore, this study is explorative in nature anc
does not aim tgrovidean exhaustive overview of all the possible language teaching strategies and poli-
cies practiced in Europe.

It is also evident that many innovative practices and approattegtsrecogni® linguistic capital as a re-
source are emerging angkingtrialled at the moment,and due to their novelty, these have not been
studied irdepth or analysed against different contexts. We bring these exampléise current review
while acknowledgng that there are certain limitations in analysis of effectivenessheke approaches
due to the lack of evidence.

Without rigorous empirical research on the key elements of multilingual policies, it is challenging to give
a straightforward answer on what works and what does not work in terms of academic achievement and
sacial inclusion in order to inform effective policy makiBgildinga stronger evidence base on this topic
becomes even more important in light of the political sensitivity and ideological debates emerging around
diversity in society.

5{8S So3adx wSt 2 aiiR. MBrdyIAGVietanalySig ob the EGeStiNad@ss/oBBilingual Programs in EQrope
Review of Educational Resear2zf15,85 (1): 92128.
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Basic requirements for optimal multilingual education

The increasing diversity of schodlssroons has promptedboth policy makers and researchers te re
evaluate the educationahodels that are currently in us@ndin particularthe teachingstrategiesg if
any¢ are used with respect to multilingualismrlhere areseveral countriesvherebilingual models have
been in use for over 50 yeamnd consistent positive effects havedn reported in numerous research
studies. However, as became clear during the last dedhdeenefit typically emerges aftertd 7 years
(Valentino and Reardon, 201@oelho, 2012:127). Consequently, studies wihialiefocused on short
term effects ofilingual schooling, using mostly cresectional observationfiave not been able to iden-
tify the advantages dbilingualmodek overothers (Valentino and Reardon, 2014; Bialystok, 2016). Bilin-
gual models areften based on the idea that children can losee bilinguakelatively quicklyas long as
they are motivated by a real need to communicate in ékergett language (Grosjean, 2010). The level of
language development in a target language is dependent on several factors (Grosjean, 2010:172):

the amountof input -in the languages to acquire

the type of input (oral/ written)

the support provided by the family

the support provided by the school and the community

the attitudes towards languages and cultures included in the curriculum.

Bilingual educatin models for ethnic minorities across Europe were developed partly based on this
knowledge. For instance, they strategically expand the amount of imghie languages to be acquired
and reinforce the more effective types of inpin addition to the fators named abovehey alsoassure
supportto families and communities of tise target languages, and foster any possibility for positive
changes in thie attitudes towards these languagées these bilingual education modele dominant

and norrdominantlanguages are both supported at school, which means that they are both actively used
for teaching and learning. There are numerous examples throughout Eurgpetuhodels (for example
geared towards the Basque language in 8manistBasque countryor the Frisian language in the North-

ern province of the Netherlands). These models are highly successful in terms of revitalizing the linguist
and cultural community anbdoostingthe endangered language of the region. Importantly, such models
provide supporin both/all languages, which ultimately allows a higher level of achievement in each.

These strategies require dihteachers help pupils to develop the capacities to understand, interpret and
reformulate academic knowledge in the school language(€)981, Cummins coined terms for two dif-
FSNByG GelLlSa 2F € y3adza IS RSOGSE2LIVSyGs aol aaold
RSYAO ftlFy3ddzZ 3S LINPFAOASYOeé¢ o/ dzYYAyaI mMpymod !
differences bet6 Sy (G KS &aLkR2 1Sy fly3adza 3IS FyR Ala Nz Sa
which are usually the first skills developed in bbtime and schodanguages, and the academic language
2T GKS a0OK22f 0604023y AGAOBS | aboktiacksyt bfGkildvhiofi Hedz tafe  LIN
cultivated so that pupils can think, readrite andlearnall of the content of the curriculurmAccording to

/[ dZYYAya FyYyR KAa O2ftfSIF3dzSasz GKS daol aA0 Ayl SNLX
than two years byanguage minority learnerdHowever, they need at least five years to catch up with
GKSANI LISSNB Ay aO023yAGADGS OFRSYAO I y3adza 3S LI
written languageare important for cognitive acadenai language proficiency, though the two types of
language are not mutually exclusive. In bi/multilingual education, development of both types of language
should ideally occur in both/all languages, which requires a systematic approach and time.
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BOX1. Multilingual curriculum in the Basque country

The integrated multilingual curriculum in the Basque Country is interesting in this context. Ruiz de Zaro
Lasagabastdi2010)have shown that to efficiently develop both languages, that€nt andLanguage Integratec
Learning method needed to include at least seven hours per week taught in the languages to be learn:
Ikastola education system is implementing an integrated language curriculum thathesesn-dominant lan-

guage (in tis casdBasqueEuskara) as the main language of teaching, while systematically tedglcbidgminant

language (Spanish) and one or two other languages (Elorza agdayi2z008).

DNRaaSlyQa FTAGS T O00G2NA RN JAY Envisodeeq Sskitedfedrfier R S ¢
provide a clear framework which can help to understand the current educational achievement gap ob-
served between nomominant languagespeakerswith migrant backgrounsland dominant language
speakers. The logical inferencetioé above could be that to benefit optimally from their biultilingual-

ism (newly arrived) pupils neddnguagesupport,includingmore and richer input in their family lan-
guages (oral andf possible, written) and positive attitudes towards the famiépduages. If this cdoe
accomplished, optimal transfer of knowledge is possilben the languageshey know best to the new
language(s)

The benefits of positive language transfer

In the 1980s Cummins proposed a theory calldte WA Y § SNRSLISK EEZ YV DS D KB YI2 § 4 3
scribedhow the proficiencies developed in one language are transferable to another, provided there is
sufficient exposure to both languages and sufficient motivation to learn (Cummins, 1981). The fundamen
tal principles of multilingualeducation areébased on this theory: that the nedominant languages form
aresource and not ahreat to the learning of the school language. Interestingly, the majority of studies
on multilingual strategies in nedominant language contexts alsall attention to the positive side ef-
fects of multilingualismsuch as improved executive functioning or delay of onset of dementia (for a re-
view Perani and Abutalebi, 2015), thereby providing another argument for a shift from monolingual (and
monocultural) edication to a more inclusive approach with regard to the linguistic (and cultural) diversity
(see Almaguer, 2013).

These studies suggest that a multilingual approach in multilingual classrooms is associated with:

Betterinvolvement2 ¥ G KS € S| Nas & ME 2ho@;2 Y Y dzy A
Inclusion of prior home and community experiences in the classroom;
The development of metacognitive skills.

In 2006, the US National Literacy Panellfanguage Minority Children and Youth edited a lasgale
report on nordominantlanguage learnersAugust and Shanahan, 2QQ@& reported irAlidou and Glanz,
2015).1t cites evidencen support of positive linguistic transfer, in particular with regard to literacy skills.
The concept of positive linguistic transfer is basedwa findings:

Language learners instructed in both their languages performed better, on average, on
measures of literacy skills in the school language than their bilingual peers instructed only in
the school language;
Prior literacy in the nordominant languages associated with higher level of literacy in the
school language (August, Shanahan and Escamilla, 2009: 437).
These findingsnplythat pupils who are literate iat leastone of their home languages may highly benefit
from this literacywhen theyare taughtliteracy in the school langua¢s; in other words,when theyde-
velopmulti-literacyskills The results of this study should not be misinterpretéds possible for students
to developliteracy ina newlanguage even without writteskills in tieir homelanguage(s)However
when literacy in the first language is present, it can be used to the benefit of the pupil by boosting the
transfer of previously acquired knowledge from one language to the other. This viewpoint is further en-
dorsed by studis on vocabulary development (Ajayi, 2014), biliteracy (Sneddon, 2008) and mathematical
skills (Setati et al., 2008; Le Pichon and Kambel, 2016) in multilingual settings.
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These results also imply that mdliteracy skillsshould be activelyaught and leaned to promote high
academiachievementAll these studies point to the fact that learners should develop literacy and think-
ing skills in their first langua® along with theadditionallanguagés)for as long as possible. This is what
education systers promote unquestioninglfor students who are speakers dbminant languages, but
guestion when it comes tepeakers ohon-dominant languages.

Migrant pupils reach lower levels of academic attainment

Across Europe and according to PISA, pupils with a migrant backggeunedallyreach lower academic
levels than their nommigrant peers (OECD, 2015). &#Bolarshave called tisA & & dzS & déll& Y A
j dzS & G A 2cgnéwdfind nbrég effective strategie® better support these pupils (Estrada, 2005: 321)?
How can wereverse these patterns of underachievement related to migration status? Some have pro-
posed that multilingual pedagogies in school are the key to social justice (Benson, 2009; Skiztngab

et al., 2009; Mohanty, 2009). In this regawk acknowledge the contradiction betweean the one hand,

the scientific evidence in support of the positive relationship betwemutilingualismand academic
achievementandon the other handthe apparent réuctanceto implement multilingual education for
non-dominant language speakers. Undeniably, school plays a prominent role in the development of citi-
zenship for migrargand pupils who speak neslominant languagesincethe classroonis often the sole

place where thg need to communicate in thdominant languages. During their migration trajectory,
newly arrived children develop competencies in several languages, albeit in an unbalanced manner, de
pending on many factors such as, for instance, duratiortayf i different locations and availability of
schooling. Nevertheless, these competencies implicate that they should be considered multibngaal
least potentiallymultilingual,upon arrival to the school

Whena multilingual chilchasto learnin amonolingual systemthe situationis called subtractive (Lam-
bert, 1974; Valenzuela, 1999; Menken and Kleyn, 2010). This approach may have negative effects; su
tractive bilingualism leads tinguistic insecurityn children, which in turn increases thkdlihood of neg-

ative experiences, ranging from insufficient language development to communication breakdowns. Sub
tractive schooling results in poor academic achievements, progressive loss of the home languages, ar
low selfesteem.

Evidence and resiamceto full support of multilingual education

Research on third language acquisition has shown that the acquisition of a third language is a very diffet
ent process than the learning of a second language: from a linguistic point of view, it may implicate more
metacognitive awareness, including more metalinguistic awareness and awareness of communication
According to Moore (208), multilingualism may be a very advantageous starting point in learning a new
language, provided that:

teachers make use of the intexlation of languages
they reflect upon those languagesnd
the languages are imbedded into the classroom routine.

Given the above, we propose thatS I NgiuliNBudismis likely to be an asset that deserves more
attention, as it could be used mme efficiently toimprove teaching and learningndeed, in preexisting

dual immersion contexts, multilingual educational strategies have emerged over the past 20 years, an(
are increasingly moving away from the previous dogma of strict separation betaegunages. Different
strategies have been developed, haredin commonis that they foster interactions between pupils
while encouraging them to use their full language repertoire potential. Importantly, results corroborate
the positive effect of stimlating such interplay between languages on the metalinguistic awareness of
the pupils (MartinBeltran, 2010), as well as on their social interactions (Mackey, 2007), without slowing
down the development odny newlanguage they are learningBialystok, 206).
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The concept of literacy development, and more specifidhidy development ofmultilingual literacies,
might be again of particular interest (see for instance Hornberger, 2002). As shown by diverse studies
literacy ina non-dominant language may m&force family linksy creating more connivance between
parents and childrenor evenensure stability in the connections with the family left in the country of
origin. The current reality in most European congzxtowever, follows a different path, whiaoes not
venture intomultilingual horizons. This is more than an opportunity missed, as schoolomdyimdomi-

nant language introduces a rupture with the family context (Grosjean, 2010: 170). Very soon after the
beginning of schooling ia dominant laaguage children may show a preference for interactions in the
school language. An important consequence is that maintenanaaofi-dominanthomelanguage will
depend on the value that is attributed by the school to the stmminant language in questioA high
valued language is likely to havéetter chance of being maintained than a lexalued languagéMoore,

2006).

Research evidence is unambiguous on the advantages of multilingual education. How then is it possib
that the implementation of a patiyfor developingmulti-literadesin schools is met with such resistance?
Discriminatory viewpoints may play a role when raominant languages are linked to migration back-
grounds. The community of the dominant language and culture may be reluctant termapt strategies

that focus on languages that aperceived asynonymouswith poverty and low literacy. Additional ob-
stacles may exist at the level of community and classroom (Hornberger, 2002). For instance, parents wt
are oriented towards social upwaémobility may favar a dominantlanguage, as it is viewed adan-

guage of economic success. As long asdwninant languages are associated with lower prestige, par-
ents or even teachers can be expected to discourage tise. Teachers may vielinguisic heterogeneity

as hampering class interactigrigelling the seemingly logical argument that there are simply too many
languages. Both stances can be convincingly refuted as will be shown throughout this report.

Throughout thel1990s attention was given to the use of bilingual education models in the context of
historic ethnioor linguistiominorities. The problem, however, was that most of them fell short in including
all languages present in the classroareating a lack of suppofor the languages of new migrant pop-
ulations. More recently, novel developments haesponded tathis critique to establish a model where

the school provides for a more balanced multilingual teaching and learning environmieire at the
alYS GAYS &adzlllR2NIAYy3a (GKS aGdzZRSyiaQ ARSYGAFAOL
2011).

BOX2. Duatmedium models in SloverR8erman schools in Austria

One potentially effective example of inclusivautiilingual educatioris the SloveneGerman schools in Carinthie
ldzZAGNARF @ ¢KS&aS aOK22fa LINPOARS I+ o6AfAy3Idat GSI(C
multilingual realities and support their identification with multilingualidmthis approach, language policies al
educational goals are negotiated by teachers, parents and students alike. The teaching and learning st
build on preactive language stimulation and allow students to make less use of the dominant languggepn
activities, fulfilingtasks inth@nonrR2 YAy I y G f | y3dzq 3S6a0 ¢ AvihKhalzis thénki&
be the main participants in the learning environment (Purkharthofer and Mossakowski, 2011).

As mentioned in the introduction, mamgchools find themselves compelled by the changing circum-
stances to broaden their existing ambition to support the learning probgsscludng pupilsspeaking

other languages than the school language(s). Most newly arrived pupils do not knggothaman) lan-
guage(s) of schooling upon arrival, but will have to join mainstream classrapidly, meaning they will

have to cope with dominant languages as mediums of instructiothisrespect it is important to note

that the concept of diversity can bekan narrowly to refer to this heterogeneity of the language reper-
toire of the pupils, but may also include the variability in levels of academic attainment and literacy
achievedevenin severahon-dominantlanguagesi.e. thelanguages that the childrerring with them.

In fact, some new pupils may come with a complete school background while others may be totally illit-
erate upon their arrival, for instance, children arriving from countries at war.
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In this highly variable context, teachers dealing witiwlyearrived pupils will have to divide their attention
between helpinghemto develop the language(s) of schooling, while at the same é&nserring progress

in academic subjects|l thewhile taking into account thedifferent levels. The complexity diis task is

often underestimated. As a consequence, it is not realistic to assume that teachers and education systern
overall are currently adequately prepared to meet these challenges (see alse K§dhS 6 S -y R
Potratz, 2016; OECD, 2010b; Cummiral.¢ 2005).

Interlinguistictransfer is a timeconsuming process. It can be facilitated by effective educational practices
that call attention to the similarities and differences between languages. Interlinguistic transfer is multi
directional, butit is most efficient to begin with literacy the LJdzLJA f & Q lariydadERuyd Ih8rapid-

mote transfer to new languagdSwain et al., 1990). €lntegrated Plurilingual model from the Spanish
Basque Countrfocuses on the heritage languadggasque/Euskarag non-dominant language) but uses
theR2YAY Il yid fFy3dza 3S {LIyArAaK o06gKAOK A& Ylye fSI
languageshroughappropriatemethods (Benson and Elorza, 2015)

Interestingly, countries with a lorstanding history of #fingual education have discovered the value of
considering the multilingual repertoire of pupils as a positive asset for the education system. These coun
tries have graduallynodified their curricula in order to optimize the learning process of schoolexibj

in the context of multilingualism, while at the same time encoimgguccessful learning of the languages
2F AYaiNHzOGA2Yy 6hO [2ANBI unnpod |1 26SOSNE Y24
be as inclusive as they appdarbeat first sight, since they usually do not consider the languages of newly
arrived pupils. Interestingly, Vez argues that some European Sctiarde thatprimarily provide educa-

tion to children of the staff of European Institutiorsgpitalize on nordominant languages since their
pupils often do not possess the language of the majority where the school is sit{\&ed2009, 9)But

as noted abovgthese observations mainly pertain to schools serving a privileged group of expatriates.
On the whole, theredre, the present reality of multilingual education in Europe is that it remains highly
ideologicalandfar frominclusive (Vez, 2009).

In summary, it appears that the most important challenge is not so much a lack of eHoesee strat-
egies in highly derse classroomsalthough clearly more research is needgblut rather the availability

of this knowledge anthe need for ashift in attitudes of those who work with highly diverse classrooms
on a daily basjs.e. teachers, educators and polioyakers.The next chapters of this report will review
the current conditions and barriers for implementing multilingual strategies botheasystem level and

at the school and community levels.
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This chaper will discuss the structural preconditions that enharice academic success of multilingual
children andwhichencourage positive attitudes ward language learninghrough holistic approaches.
Based omesearcHindings ofthe longterm advantages fopluralisticmultilingualapproacheswe will not
discusssingular approaches that view the learning of a particular language as an isolated process adde
to what is otherwise considered mainstream monolingual schooling. Inste&adocus on pluralistica
proaches to languages and cultures which use teaching / learning actthigéievolve more than one
language or culture. The basic idea is that ensuring continuity and consistegpalcy is &ey factor for
success in the development of languagea imultilingual environment. With multiple references to ex-
isting practicesthis chapter will look at different aspects pfaintaining thecontinuity of language learn-
ing and at specific elements needed to ensure consistency and continuity such as lide@aiay envi-
ronment, comprehensive curriculum design atast but not leastteacher education.

According to internationalesearch school success for multilingual childreamot comefrom separate
classeswhere theylearnthe dominantlanguage while everything else stays the sapwspecially when
subject teaching is carried out with no consideration to the multilingaalire of theclassroom (Gibbons,
HANnHT {OKf SLIJISANBE I HEYI TAN A ND RAASMNT DYiRlcEmiERS i |
effective results can be expectely when applying a consistent approach throughout the classroom,
school and system. In this regard, three dimensions of continuity of language learning should lok looke
at: biographical continuitythematic continuity and plurilingual continuity (Gogolin et al., 201159%.

Biographicalcontinuitymeansnot only that educational institutionshouldfollow each other in a vertical
perspectivefor examplefrom pre-primary to primary to secondargducation but alsothat there should

be cooperationbetweendifferent educational environments where a child participates in each particular
phase (see Figure 1 below).

Thematic continuityimplies coordinated and reflected expare to academic language skills and
knowledge across content areas and subjeatswell as usage of consistent materials and guidelines for
languagesensitive content across and within disciplines.

Plurilingual continuitys y @ dzZNB a G K I (i gualiskiiR &y compRtericés drdldkieriinfo account
and used for the extension and consolidation of their linguistic repertoire, as well as for the acquisition of
the academic registér

6CI NaAI . SNIAY oI NaEADdOOHANNGy 2 SASABHNMY RANDKANY 3% BRY { O K ¢
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FIGURH. Continuity of language learning
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Continuity is not only important for multilingual children or language learning. As with most enabling
factors for successfuhultilingualism on a more general leyebntinuity isa quality feature of a well
functioning education system, which is beneficial for all learners. In accordeititehis concept it is
crucial to ensure the quality of each educational element omvts, but it is the sum of different ele-
ments and their interelationship that definewhetherornotéi KS S RdzOF GA 2yl £ O2y (.
development. The availability of many types of educational tracks and schtmig, withdifferent teach-

ing syles can be a major asset of an educational system as it provides flexibility, adaptability and oppor-
tunities for all. But it can also become a liability if it leads to fragmentation of learning procasdemss

been shown for early tracking systems (@e&an Commission, 2014a; Crul, Schneider, Lelie, 2012).

Vertical continuity- from birth to adulthood

Positive experiences of transition to school and between educational levels can be a critical factor for
OKAf RNBY Q& 7Tdzii dzZNB & dzodg&ive@xperighBes ¢as a8 fo Rdting Siffidiulies and A
problematic behaviour resulting in poor educational performance (Moss, 20ia)sitional challenges

can be particularly acute between primary and secondary and between lower and upper secohdaty sc
programs. In language learning, the difficulty of transitioning from one level to another is often com-
pounded by different approaches and materials.

The goal of vertical continuity is cumulative language development throughout the learner's biography
so that gains are not diminished or lost &ghange of institution®r of responsible actors. Before we
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look at the determinants of inteinstitutional cooperation, we want to highlight instruments securing
continuity in the language development of aldhisuch as language portfolios. Castellotti and Moore
(2010)havea dzZ33S&a G SR (GKIG G2 SyKFEyOS LlzZLAftaQ gl NBY
guages, a portfolio approach to the recognition of learning could be used. Such an approach would er
codzNJ IS LJdzLIAf aQ NBFE SOGA2y 2y FyR O2YYAlGYSyd G2

With the growinguse ofICT and imesponse to risingnobility, new initiatives have been developed to
create digital language portfoligswhich foster opportunities for tracing the elaion of language profi-
ciency and cultural competence-Hbrtfoliosfunctionas an educational blueprint of learning opportuni-
ties in and beyond the classrogand therefore create a unique opportunity for mapping the diversity of
the linguistic repertoie of individuals an@f whole classroomsand demonstrate progress & (i dzR Sy (i
linguistic development over school and work careers.

While the portfolio provigsan instrument for language development continuity on the individual level
of the learner andher/his teacher or of the classroopmore is needed to secure continuity across insti-
tutions. On the level of institutionst is therefore necessary to establish structures of cooperatimth
vertically between those institutions which children leavedahe subsequent ones where they enter
and horizontally, between the institutions children attend across the day or week.

BOX3. Conditions for vertical continuity

Ly |y S@rftdzrdAzy 2F GKS @S NI idddinfWestaey, 200y any i
following conditions were identified as crucial:

a) The participation of the leaders of each institution through collaborative planning;

b) A formal start of cooperation with the identification of the responsible personnel ih @stitu-
tion;

c) A common ground/approach to the issue (of multilingualism and language learning) throu
pacity building/professional development;

d) The active engagement of education stakeholders in the education biography of the child;

e) Regular contact anpint training/further education of partners;

f) Further cooperation through participation on the level of the school community.

Vertical continuity, however, would be mocballenging to establish in the case of highly mobile children
as this might requée collaboration of institutions across national boundaries.

Horizontal continuity

DSLISYRAY3 2y | O2dzy iNEQa aOK22f Odz (i dzNB ,sohGoksd
can be rather isolated structures with little to no cooperation wiitteir neighbourhood (e.g. France,
Germany, Austria), dhey caninsteadbe centes of the neighbourhood (e.g. UK, Canada). As with other
goals that potentially involve multiple actotfie most benefit comes when all actors in a given environ-
ment pull inthe same direction. This aspect is true when looking at a classroom and its different teachers,
the schooland itsadministration and leadershjpr regional education networksée alsaGogolin et al.,

2011: 19).

BOX4. Example of brizontal continuity

In the Washington State Comprehensive Literacy Pléme U.S there is asystemwide commitment to
achieve literacy foralL & A& adGF SR GKIFIG AYyadNHzOGA2Yy | YR
therefore have to be tsengthened by leadership and systemwide commitmentolvingteachers,
school leaders and stadis well asamily members, caregivers, early childhood practitioners, highet
ucation faculty, district administrators, medical and health care providerspomanity members, policy

7 See e.g.http://eelp.gap.it/
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makers including the state education agency and people in professional development. As a com
sivesystemiit starts at birth, broadens the definition of literacy and recognizes diversity to bridge
support cultural and lingstic differences, as well as different learning sty(®gashington Superinten
dent of Public Instruction, 2012:54).

In chapter 4 we will go into details concerning different actors outside school and within regional net-
works that can foster horizontal atinuity of language learning.

Language teaching and learning strategies are often inherent representations of different language ideo
logies, i.e. beliefs, visions and conceptions of the(s)lef certain language(s) held lojfferent institu-

tional and policy actors (Krzyzanowski and Wodak, 2011). Competing ideologies drive aspects of langua
policy in different, often conflicting, directions both at national and supranational levels (Romaine, 2013).
The political context, athparticularly the overall understanding of the role of education in the promotion

of multilingualism for all and integration (or assimilation) of students with migrant and/or minority back-
groundsin particular, influences the way languages are taughtfhsls. Policies on multiculturalism and
multilingualism never operate in a political vacuum. They are always linked to shifting political and eco:
nomic objectives (Ibid).

Policy developments at the EU level

The EU is homeo 24 official and more than 60diigenous regional languagesnd a growing number of
new languagess being brought by mobility and migration. While national governments determine the
legal status of thee languages and the extent to which they receive supportFin®pean Commission
maintains an open dialogue, encouraging linguistic diversity and promoting multilingualism.

One of the objectives of the Erasmus+ programme is promatied¢earning of languages, capitatigon
linguistic diversity in the EU, and protegjand encouramngthe useof non-dominant languagésForeign
language competence is one of the key competences for lifelong ledthatggll citizens need to acquire

in order to improve their educational and employment opportunities, in particular by making use of the
right to freedom of movement in Europe. Within the framework of education and vocational training
LI2f AO@X (KSNBT2NDkachia|8ast 96 Inguagedie Kiditibri &0 & dzR fgthied Q
tonguef/first languagdrom a very early agé This "Barcelona" target was agreed in 2002 byHe&tsof

Sate and government. Howevegs mentioned abovehe first reference to develdpg proficiency in
three Europeatt languages dates back to 1995, whbe European Commission releasatvhite Paper

on teaching and learnidg

In 2005 the European Commission adopéatew framework strategy for multilingualisiy which com-
L SYSYGSR (GKS Hnave2 GIAQEA &y yIIde A3 S2 yf SWINF RN Set outy’ R
three basic strands:

ensuring the citizens have access to EU legislation, procedures and information in their own lan

guages;
underlining the major role tat languages and multilingualism plelyEuropean economy;

8 Seehttps://ec.europa.eu/programmes/erasmuglus/about_en

9 See Recommendatio?006/962/E®f the European Parliament and of the Council of 18 December 2006 on key competences
for lifelong learninghttp://eur -lex.europa.eu/legatontent/EN/TXT/?uri=uriserv:c11090

10 See the Conclusions of Barcelona European Council meetiig, W&rch, 2002http://aei.pitt.edu/43345/.

1Y9 dzNBwaSrenybved in later documents.

12 Seehttp://europa.eu/documents/comm/white_papers/pdf/com95 590 en.pdf

13COM(2005) 58 final. Sedttp://eur -lex.europa.eu/LexUriServ/LexUriServ.do?uri=COM:2005:0596:FIN:en:PDF

14 COM(2003) 449 finaBeehttp://eur -lex.europa.eu/LexUriServ/Lex8erv.do?uri=COM:2003:0449:FIN:EN:PDF
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encouraging more citizens to learn and speak more languages, in order to improve mutual un-
derstanding and communication.
LY Hnny GKS /2YYA&daArAz2y FTR2LIWGSR | O02YYdzyAOl GA 2y
sharedcommY Sy Qg KA OK f AR R2gy | FTNFYSg2N] F2N (KS
nication called for the mainstreaming of multilingualism throughout all relevant policy areas, to raise
gl NBySaa 2F (GKS @I f dzS | yR esitydadeiicdayadelinte®diturdl dia- (i K
logue. Tis approach to multilingualism reached out sonew and steadily growing groups of learners
who, thusfar, hadonly marginally been addressed in this context (school @nafg, immigrants, students
with specidlearning needs, apprentices and adulBje2012Communication on Rethinking Education
FYR AdGa {GFFF 22N)lAy3 520dzvSyid a[ I y3dzZ 3Sfurtde? Y LIS
emphasizd the importance of the development of language sKitls modern econories and the em-
ployability of the European workforée

Language competences are further promoted as one of thetieelpuilding resilience and opengdoors

to personal fulfilment, social inclusion, active citizenship and employmieBtcitizens and residents
GKS 9/ Qa b SH wijthithe fgrbwing humhiSeys Rffmigrants and refugees in Europe, language
teaching and learning @lsoone of the tools to facilitate their integration in European societies and foster
a sense of belongiyp as well as tgpromote intercultural understanding and multilingual awareness. To
further facilitate language learningqnovative methods using ICT ati@ internet are explored.

The profound societal changeaused byglobalisationnew migration paternsand other factorshave
created a need to r¢hink the Key CompetenceFramework for lifelong learning in the 2kentury. In

LI NI AOdzE  NE GKS y20GA2ya 2F O2YYdzyAOF A2y Ay 2y
than thoseused in schobare increasinglybecoming topics of discussiofere isan on-going revision
process othe key competence framework in order to bring it in line with the economic and social trans-
formations that have occurred in Europgerthe past ten years.

BOX5. Examples of tools to promote multilingualism at the EU level

Encouraged by the success of the European Year of Languages (2001), the EU and the Council
decided to celebrate th&uropean Day of Languagé@gvery year on 26 Ségmber, with all sorts of event:
to promote language learning. Like the earlier European Year of Languages, this action is designec
awareness among citizens of the many languages spoken in Europe and to encourage them to le
guages.

TheEuropgean Commission is awarding tEeropean Language Lab¥lo encourage new language teac
ing techniquegsince 1998)

The Council of Europe also provides a nemaf online tools to promote multilingualism, including tt
Common European Framework of Reference for Langu#yeghich providesdescriptorsallowing for
seltassessment. Other instruments include tBeropean Language Portfolio (EEPpolicy guides, et
The European Commission is working together with the Council of Europe akdiitggpean Centre o
Modern Language®, whose main focus is innovation in language teaching. Resulting from project
' NB  uYgKyF@ihRigikits, guidelines and interactive websites, such ag&tirepean Portfolio for Studer
Teachers of LanguagéEPOSTL) translated into 13 languages and taken up in many teacher edt

15COM(2008) 566 finabeehttp://eur -lex.europa.eu/legatontent/EN/TXT/?uri=celex:52008DC0566

162012 Commission staff working clament Language competences for employability, mobility and grawitp://eur -
lex.europa.eu/legatontent/EN/TXT/?uri=CELEX%3A52012SC0372

17 European Commission, A WESKILLS AGENDA FOR EUROPE: Working together to strengthen human capital, employabili
and competitiveness, COM(2016) 381 firsggehttps://ec.europa.eu/transpaency/reqdoc/rep/1/2016/EN/12016-381-ENF1-
1.PDF

18 See:http://edl.ecml.at/.

19 See:http://ec.europa.eu/education/initiatives/languagéabel _en

20 See http://www.coe.int/t/dg4/linguistic/Source/Framework EN.pdf

21 See https://www.coe.int/en/web/portfolio.

22 Seehttp://www.ecml.at/.
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programmes in Europénftp://epostl.ecml.af) and theFrameworkof Reference for Pluralistic Approact
to Languagesand Culturés/ ! w! t 0 &aK2gAy3d K2¢ (2 &dzLLI2 NI GK
intercultural competences in a school classrodrti(://carap.ecml.a).

National level commitment

Although thee is evidence that children learn best in and through their mother tongares the value of
OKAf RNByQa TFTANRG fFy3dzr 3Sa | & ahinfegral gardfdrsonaliiculy S I
tural and social identity has been recognised by researclieesCouncil of Europe and the Fldly afew
European countries presently provide opportunities for children from-dominant linguistic groups to
study their home languagat schoo)or to use home languages in learning other subjects and languages.
Often eventhese provisions are not comprehensi@egough andsuch teaching is considered secondary
and unimportantwhich can result in low quality (see e.g., Ganuza and Hedman, 2015).

Current education policthat focuseson diversity across European ctities suggests two prevailing con-
ceptionsof linguistic diversity. Ongivespositive connotations tomulticulturalism, multilingualism and
inclusion, andhe other ispreoccupied withdeficit-o I & SR W ihAvAididinedsaichafacteristics are
assocated with different outcomes and differential treatment (Zimenkova, 2011; EADSNE, 2010)

Some countries tend to emphasise linguistic diversity in their policy documents (Extra and Yagmur, 2012
Theireducation policies build on the necessity to ensure jgiefcy in the language of schooling; how-
ever, they often fail to acknowled@g the linguistic background of pupils from migrant or minority back-
grounds. As suchmigrant/minority children areategorisechsanyonewhose mother tongue is different

from the host language. Furthermore, Ziegler (20130 KA IKf A3KGa WGKS 31 LJ 0
cated multilingualism on the one hand and the still poorly managed realities of plurilingual repertoires
GKAOK 2FGSy fSIFIR (2 I LixtcddespitevdijaheiinghiFHdcesoumssa f A a

Nevertheless, in some countries there are growing initiatives of valuing the linguistic diversity of the stu-
dent population.Meanwhile there are different approaches to recognition of "dominant languages.

In somecontexts the first languagésseen as a resource and foundatiom learning additionalanguags

(e.g. norgovernmental translanguaging initiatives in France or the Netherlands); while in ptiadise
languages are regarded as essential congoagin intercultural education (e.g. in Austria over 20 lan-
Jdz 3Sa I NBE O dAKG AW 20yK3dzST NS, RS0 R0 hiiaives wiyrantild#aS NJ
guages are taught as foreign languagesGerman speakingupils (e.g. in Germany). In recergays,
Austrian education policy has been emphasizing the benefits of linguistic diversity, promoting plurilin-
gualism of learnerge.g.with the establishment of the Federal Center floterculturality, Migration and
Multilingualism), and thedesign of muitingualism curricula in 201@&rumm and Reich 2013)

Similarly, the success of some multilingual mo¢kelg. the SloveneGerman schools in Austria mentioned
earlien), is facilitated by the commitment and active collaboration of education stakeholdensing

from political authorities to community organisations, parents and school actors (leaders, teachers anc
pupils) themselves. These preconditions manifest widely in policy discourse (e.g., acknowledgement ¢
linguistic landscapei theavailabilityof adequate teaching and learning resources, as wétl ascepted

social practices which promote languages outside the educational domain and stimulate further possibil
AGASE FT2NJ LIzLAf aQ dzaS 2F RATTSpUBigIi f{SH shEaBledes o
guistic resourceat the centre oftheir development (Purkharthofer and Mossakowski, 2011).

Both research and practice demonstrate that the levef policy support and recognition of linguistic
diversity and its benefits influendbe waymultilingual educatioris further operationalized into curricula
andthe availability of support programmes for schoosystrategies, pedagogical concepts and organ-
isational models for such language learning approaches depatakcal or natioml circumstances (e.g.
demographic facts, professional qualification of staff), official language policies (assimilationist vs. plural
istic) and tacit attitudes towards linguistic and cultural diversity (Romaine, 2013).
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Inclusive qulity education for democratic citizenship in modern knowledge societies requires that edu-
cational authorities address the language dimension in curriculum development and implementation
across the whole curriculum. It also requires the continuous profaasitevelopment of teacherst the
school levelattempts to establish a languagensitive classroom culture ought to be supported by ade-
guate resources and professional expertise (Romaine, 2013).

Curriculum planning must cover various aspects of schgaliich as general aims, specific aims and com-
petences, teaching content, approaches and activities, groupingsakgatiporal dimensions, materials

and resources, the role of the teachers;@geration and assessment to ensure overall coherence (Coun-
cil of Europe, 2010). In each of these aspects the question of language and multilingualism can be scru
nized. A basic aspect is the choice of languages for suigi@ching. While in some contextsuch as
regions with revitalized minority languagés- or trilingual communities are served with-lar trilingual
subject teaching (e.gthe SpanistBasque countrysee Benson and Elorza, 2015) as the basis of a multi-
lingualcurriculum In other contexts, such as supéiverse urban schools with dozens of laages spo-

ken by the pupils, the choice of languages of schooling is a questil@velbpinga wider network where
different schools can have different emphases in terms of language combinations.

The new generation of multilingual curricula go beyondbilial educational modelselating to all the
da0dzRSyiaQ ftFy3dz3S NBaz2dz2NOSaed ¢KSe FFAY a4 | G
structive language policy, (2) language awarenasd (3) functional multilingual learning (Sierens and
Avemaet 2013). The Multilingualism Curriculum by Krumm and Reich (2013) was a first effort to spell ou
a fully inclusive approach in all the curricular prepositions from grade 1 to 12 in general and vocationa
education. In a comprehensive manntite devebpment of the following competences is supported:

language awarenest)e overall ability to reflect upon languages
the ability toreflecon2 y SQa 26y f Ay 3Idzi ad A Oand A K 82N A;2 §( A G
knowledge about languages and their sfpance for people and groups
the linguistic knowledge necessary for comparative description of languages
a varied range of learning strategiesand €28 Yy TA RSy OS | & FI NJ lcan- (i K €
cerned (Krumm and Reich 2023:

BOX6. Content of Multilingualism Curriculum by Krumm and Reich (2013)

Starting with yeas 1 and 2 at primary levetommon objectives and methodological principles are described.
section is followed by the syllabus for the various-subas 8z0K | & WLISNOSAGAyYy I | yF
GA2yaQr WwWiy2¢fSRAS | 02dzii fFy3Idzk 3SAQ | y RaretodSipteof the
description of aims and conterdnd gives examples ansliggestion$o existing resourceand finally explains the
correspondences in the current curricula, exemplary for Austria. This structure is repeated for years 3 and ¢
4 @SFNB p YR ¢ SyfFINHSR o0& WO2YLI NAy3 I y3dzhg
adzok NBF& Ay @SFENB 1T FyR y NB | 3FAy Sthehfepbdiedl for yoaks
9 and 10 as well as years 11 and 12. A specific section is devoted to upper secondary level in vocational/
education such as @umercial College.

.dZAf RAY3 2y YNHzZYYQa 62NJ | YR &areworkZodBluirApproaches 9 dz
to Languages and Cultures) the Multilingualism Curriculum of South Tyrol in Italy published in 2016 de
fines multilingualism competenseaas fourfold:

SAVOIRthe knowledge about multilingualism;

SAVOIR FAIREcting in multilingual environments;

SAVOIR APPRENDRtEategies of learning languages and transferring language knowledge;
SAVOIR ETRRerception and handling of linguisticversity.
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These competences are going to be developed step by step from primary to upper secondaryTeehool.
prerequisite for all concepts, curricula, methodologies and instruments developed for a multilingual class:
room to be implementeds adequatdeacher preparation. First and foremosthey must come into con-

tact with the relevant knowledge on languadgevelopment in a multilingual environment. According to
TALIS 2013 data, the teachers surveyed identifiezlareas where they expressed the most neadd

the fifth wasteaching in a multicultural or multilingual setting (European Commission/EACEA/Eurydice,
2015). In addition, only 13.3 % of teachers in lower secondary education declared that professional de
velopment activities in which they had paipated covered teaching in a multicultural or multilingual
setting.

t SNF2NXIyOS Ay OKAftRNBYyQa FANRG I y3dz IShaseda
curriculum, suggesting it to be less of a priority for edigrapolicy makers. Furthermore, many teachers
tend to discourage the use of natominant languages in schools and recommend that families speak the
dominantf | y3dz- 38 |G K2YS O0D1FAYyGFENIGT A SiG FE DT HAamg
first languages are often devalued and rejected in schools. For instance, during a study by the Europee
Commission (2015), qualitative interviews of school principals and teachers showed that many of then
0SSt ASOSR (KS dzaS 27 lent@dnihe RydageTohsthiol) wds hayhdulizbr théir 0
academic achievement. Similarly, the surveys conducted by the Merigigject in six Member States
demonstrated that there was little awareness of the usefulness and bergefts O K firbt RulNjFRges a
among teachers and parerts This suggests thatather than being considered an asset, rdominant
languages continue to be seen as a barrier and a deficit across schools in Europe, ahesfiiegtthe
learnercentered approach rhetoriappearingin policy papers, children's' linguistic repertarare not

given dueattention. To change this perceptipa new orientation towards multilingualism in teacher ed-
ucation is needed.

Many subject teacherespecially in urban contextare accustomed tpupils learninga dominantlan-
guage of schooling while attending regular classes. Most teablagestaught in this situation for decades
without feeling competent or responsible for the outcomes (e.g. in Germany; see Bdokizek, 2012).

In Austria, forexample, 4%% of multilingual pupils in"4grade primary school (PIRLS 2012) have been
taught by a classroom teacher who had tnaining in second languageeaching(Salchegger, Herzeg
Punzenberger and Filzmoser, 2018)traditional settlercountries,such as the United Statesesearch
shows that experience does not necessarily lead to greater proficiency (Robinson,tR@0fiding was
substantiatedn rural Englandeven when teachers felt that they were responsible (Murakami, 2008).

Across diffeent socieL)2 t A G A OF t O2yGSEG& AdG asSSvya (G2 65 |
not work well for teachersat least notin the caseof multilingual learnersResearch shows thatven
pedagogically effective teachdgarner communication brdea down when teachers are unaware of the
roles that language and culture play in classrooms. This is aggravated when political efforts to assimilat
learners into new sociaultural/political contexts take precedence over sound pedagogical practice, such
as drawing on the linguistic and cultural repertateat learners bring to the classroom (cf. BretGar-
bonneau et al., 2012). These findings underline once more the importance of preparisgrpiee and
in-service teachers for the linguistic and cu#lidiversity they are bound to encounter in their class-
rooms.

A number of research initiatives especially in Germany and the US have concentrated on the gqpfestion
how to reconceptualize teaching in classrooms that do not fit the monolingual habitus o&tionstate.
When esponding to th& superdiverse classroomseachers should not only be taught pedagoguat-

23 The Meridium (Multilingualism in Europe as a resource for immigration) Preject,. meridium.unistrapg.it
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tent] Y296t SRIS 0{ Kdzf Ydedagogicaldapguape khaleledgciitidaRlanguage aware-
ness toward a functional view of acaderhid Yy 3 das Bdfgéiera (2011:90) described. i\ way tabe-
comemore precise is the systematization tbie so-called German as a Second Langu@gepetences
(DaZKompetenz). The necessary competences for teachers can be broken down into three dimension
(YT 1 SNJ S I t%d(D) subjeciwgyisteRYdultiingualismand (3) didactics.

Knowledge about subject register (or linguistic varieties) megaising anintimate understandingof
morphology, lexical semantics, syntax and tenguistics irthe realm of grammatical structures and vo-
OFodzf  NBE 2F GKS GSI OKSNRa adzomeSotd® 2A0GKAY GKS
systems to be clear aboubrality versus literality, representation formaand linguistic references be-
tween different formats. Within the second dimension of multilingualishe focus is on processes of
learning. Besides knowledgé second languagteaching andearning teachers need knowledgef mi-
gration, linguistic diversity in schools and how to deahwviieterogeneity. Within the third dimension of
didactics the focus is on teachingtrategies fomicro-scaffolding, macrecaffolding and dealing with
mistakesbelong to the subdomain of diagnogsighereas these elementsofeature in the second sub-
domain of support.

In this elaborate concepteachers advance from the phase of novicettat of expertwhile they apply

this specific knowledge, reflect upon @nd adapt to the situation in the classroom. Obviously, a subject
teacher does not only lmme languagesensitive by applying some ruldsit has to be sensitive to the
aAlbdz- A2y 2N WwOdzf GdzNB 2F GKS Of FaaNR2YQ (2232
Aa0K22ftQd Yy24Ay3 gKSy (2 RNI ¢ resiserSitviytoxhé indivtlual & L
pupil and the classroom atmosphere, where, in one instaneeaitbe helpful, and in another, quite the
opposite In the endwhat is most importants that aspects of language use are seen to support rather
than dominatethe understanding and learning of subject contemhich must be at the forefront of the
classroom activity (Beacco et al., 2015: 99).

BOX7. The EUCIMroject

The EUCIMbroject, a multilateral Comenius project, developed a Europ@are Curriculum for teacher educatic
to improve learning opportunities of lowchieving multilingual students with a migrant background as we|
those monolingual students who have limited access to the academic register at home. The supporting r
provides information on the systemic functional linguistic basis for the inclusive academic language teact
proach, relating language to social context, and touching on registers and genres in different curriculum ¢
and activities. It also addsses methodological issues for inclusive academic language teaching, classroom
gies, and techniques such as reading/writing to learn, modelling, the geased curriculum cycle, and scaffoldir
Seewww.eucimte.eu.

While the specification of conte in pedagogical language knowledge is progressing iveiemsthat

the organisational questionf how to implement it in the schodystem is far froninconsequential In

initial teacher education the organizational tasks seem eaagethe syllabuprescribes which courses to
attend. However, teacher educators are the key models in this phase and have to teach laseisige
tivity in their subject teaching. That requires redefining their role as teacher educators, especially in sub
jectsother than languages. To support that changeirriculum development has to progress, adequate
teaching and learning materghave to be provided and learning outcomekave to bedefined in a co-
herent way. Ziegler (2013) emphasizes an imminent need for identifyanghthnging identitiesot only

20Fd /NI &A2YZ | FYYSNE 9 Newd Dhmwatta, Supraie®® O1 = Y1 { SNE Y2 OK
25Within the framework of the &opean Core Curriculum for Mainstreamed Second Language Teaching-EB (Bk&an-
denburgeret al. 2011) as well as within the German as a Second Language Module in Initial Teacher Education (DaZ
Modul im Lehramtsstudium) of the German Mercator FoundatiBaufet al. 2009), curricular content was in the fore-
ground. Lately an initiative of the University of Bielefeld and the University Leuphana concentrated on teacher education.

Seehttp://www.uni -bielefeld.de/erziehungswissenschaft//ag4/projekte/dazkom.html
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of subject teachers but alsof language teacheiin multilingual realitiesand highlightsthe necessity to
create consistency throughout Europe in developing and professionalizing teachers of languages &
agents of multiligualism.

Preparing existing teachers seems even more challenging anddongsince in some countries or cer-

tain professional contexts (e.g. teachers of upper secondary schools in Austria) teachers are not oblige
to participate in continuous professiohdevelopment. However, in several countries different formats
are being tested to mainstream languagensitive subjecteaching (Benholz and Siems, 2016). Besides
conventional professional developmemistablishing a support system with literacy coacf@schange

ready schools (e.g. Hambdétgand encouraging schools and their staff to evaluate and further develop a
languagesensitive culture of content teaching and learning are ways to get individual teachers on board
even if they were not sensitive thié subject in the beginning (see also chapter 4).

Teacher education should adapt not only in terms of content but also in the way it is organized, the stu-
dents it attracts and graduates, as well as the different roles it prepares fortKo¢h S¢S -y R
Potratz, 2016). Student teachers often do not come into contact with multilingual classrooms until they
start teaching by themselves. The placements where studentpiiiceare often in privileged neigh-
bourhoodsand less diverse in linguistic andtouél terms. Theras thergore a dual problem: first,the
schools where thetrain do notresemble the actual heterogeneity of many urkstuations and second,

the teachers that serve as rotaodels arenot LIN2 FA OASYy i Ay GLISRI 3@ B O f
guagesensitive subject teaching (e.g. in Austria). Consequently, induction or mentorship programmes
which have already integrated the multilingualism curriculum could constitute an effective tool to pre-
pare teachers for diversity (Neumann and Cadpehne, 2016). However, starting small, anish project
demonstratedthat even asixweek online course about second language acquisition helped to $iudd
denti S OKSNBEQ | g NBySaa 2F fAy3AdziadAoltte NegiR O
2016).

A beneficial strategy could be networking and cooperatietween teachereducationinstitutions, as

well asarrangingplacement schools with local communities, so that student teachers alreamiginto
contact with community organisations afigrant communities angjain some familiarity with cultural

and linguistic heterogeneity. However, the first level of intervention is at the trd@ved, i.e. the teacher
educators.It can be said that the higher the positions in the hierardhg fewer formal obligations to
further 2 y Sr@iding. Therefore, the dynamic developments in the realm of multilingualism and teaching
need to be integrated into the teaching of teacher educators in a timely matmerost countriegquality
assurancen this aeais not in operationand sothese requirements are hard to control.

Anotherissueis the low level of diversity within the teaching profession. In many European countries
fewer teachers are multilingual than is the case in the overall population aneciedly among school
OKAf RNBY 0. NNdzZ DS2NHAX YIFINFX{lFaz23tdzz w2dad0§SNI H
adolescentsespecially from language backgrounds with low status attracted to the teaching profes-
sion. They can play a valualyole within the teacher education institutisras well as in schoqlas they
exemplify succeds the education systerand authorityamong their communitiegDonlevy, Meierkord,
Rajania 2016). Further along the way the retention rate among particutarpg of teacher students
should be monitored. In casevheremultilingual students (oftentimes with migration backgrowhdrop

out more frequently, causes should be analysed and support systems installed. In Aos&ample

an instrument to supporscientific literacy, especially fatudentteachess, was developed exactly for
that reason (Knappik, 2013). Last but not leassome countries there are also positions such as teaching
assistants available that can specifically act as bridges for menolh those groups, where higher educa-
tion is not yet spread so widely and social upward mobility is alsyegiep processCare would need to

be taken that speakers of neslominant languages do not remain in subordinate roles like teaching as-
sistants, ad that there are paths for them to become teaching professionals.

26 Seehttps://www.schulenfoerdern.de/schulportal/index.php?page=19
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However, to encourage systemic chanigelated measures and initiatives are not enough. Flores & Rosa
(2015) argue that we need to start thinking about ways to empower teachers to mgemti@edagogies
I3SINBR (G2¢6FNR NBaLRyRAYy3 (2 ad0dzRSydaQ LJzN1J2 NI
diversity as a resource for the learning process of all children. The next chapters of this report look a
whole-school development sttagies and promising pedagogical approaches that can help education
stakeholders embrace the benefits of linguistic and cultural diversity of our societies.

Implementing a successfaiultilingual policy across all subjects in a school is as much about creating a
school culture as it is about employing particular teaching methodologies or following a syllabus. Thi:
includes developing positive attitudes of curiosity towards langsagaeadiness to acquire specific
knowledge and relevant terminologgnopenness to diversityandthe involvement of all relevant stake-
holders inthe learning processDuringthe current reviewwe came across a number of whedehool
development and stakeholder paership initiatives aimed geachingeither dominant schodhnguags

or home languages in isolation. There were very limited examples targeting multilingual identity and pro-
moting multilingual education. Nevertheless, many existing initiatives caneceefbundation for elabo-
rating multilingual approaches and linguistically sensitive practimesidedthat an enabling policy en-
vironment is created.

As described in section 3.1, to improve the learrontcomesand wellbeing of studentst is crucial that
everyone pulls in the same direction and develops a shared set of values with common goals. This proce
depends very much on leadership, which means sharing responsibility with others through community
building. Therefore, wholeschool development is advantageous if not necessary to successfully imple-
ment a pluralistic approach to language learning, which can be seen as a profoundly néw mayonly
teaching and learning, but al$or organizing the wholechoolenvironment.

The PlurCuproject’ suggests eight factors critical to succedsfithplementingwhole school language
curricula (see Figure below).

27 Seewww.ecml.at/plurcur
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FIGURR. Success factors of whesehool language curricula
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Sourcehttp://www.ecml.at/ECMLProgramme/Programme2012015/PlurCur/Successfactors/tabid/1873/language/fd&/De-
fault.aspx

When mplementing a wholeschool language curricula conceptpositive attitude towards all languages

is a necessary precondition. Seldom will all staff be interediatiat least all should be given a general
introduction to the concept. The same is true frents.Support from school heads and boards is just as
important as the communicatioto the school community about the conceppind pupils have to bper-
suadedjust the same as teachers and parents. Generally timing is an important factor: a profoendly
approach is more likely to be well received when there is a positive attitude towards innovation already
which builds on the principles obllegiality and teamwork. Last but not leagtie ability to surrender
power and handle their rokas authoritesin a meaningful wayis particularly challenging for teachers in

a context where they deal with languages they do not sgfeak

Ly | AAYAfIFIN @SAysS GKS NBadzZ 6a 2F | NB&ASIFNOK |
reading achieverma gap (in San Francisco Bay Area scho8likhe U.S. point to schoclevel policies

and practiceswith an emphasis orehdership (Oberman and Symonds, 2005). In the most successful
schoolsteachers not only used standardized test data more often diagnostic data as part of a contin-
uous improvement proce$sbut they were also given time after the test to analyse, reflect and revise
strategies together by the schot@ader. Even if this isot directly related tomultilingualism it is im-
portantto acknowledge that according to the survey findings, schools in which teachers were given struc
tured time to discuss the complexities and impact of race/ethnicity on school, self and stutiergs
schoolswere more successful in closing the gdgetwean dominant and nordominant learnersThe re-
search clearly pointed to the importance of leaders (1) providing teachers with the time to reflect contin-
uously on assessment data and revise instruction and curriculum together and (2) explicitly encouragin:
reflection on race/ethnicity and equity.

28 Seehttp://www.ecml.at/ECMI-Programme/Programme2012015/PlurCur/Successfactors/tabid/1873/lan-
guage/deDE/Default.aspx
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In several European cities or regipteiguage advisors or literacy coaches have hagnduced either
serving one schodé.g. as part of a teach@duties)or servinga network or region. In Hamburg, Germany
teachers can attend a twgear course on supportingpe language development of pupils as well as de-
veloping a language support concept for their school. This concept will be in line with the continuous
language development concept (described in chapte)) 8Haracterized by biographical, thematic and
language/s continuity and build on diagnostic instruments. Parallel to implementing-anvegjtated sup-

port structure, anevaluationis carried ouf®.

From the previous sections wieavelearnt about the importance of linguistically responsive schooling,
gKSYy Fff OKATf RNBY Qivhehnakirg danrgédiéns detivden lahuagizSisendouyfaged

in the classroom. Indeed, research points to the adages of multilingual education such as positive
impacts in achievement for netlominant groups (Kosonen, 2005, Cummins, 2015, Gogolin et al., 2007)
YR AYONBFASR LI NIAOALI GA2Yy 2F LI NBylta Ay OKAf
ship of mutual confidence and intercultural understanding between schools and families (Benson, 2002
Meier, 2012). Research further emphasizes that it is important for parents to keep using their family lan-
guage(s) with their childrerand for teachers tohelp children establish connections between the lan-
guages of their environment. It is easier for children to engage in the languages that are taught at schoc
when their own languages are recognised and considered rese(Ezedd et al., 2012). We havesn
GKIFIG OKAfRNByYyQa fly3adzr3S RS@St 2 LiMeSnydiveniert of mani 2 NJ
actors; formal schooling is only one part of the learning equation. Ag&€32@09, 2013) has pointed qut
there are also notfiormal out-of-school cotexts such as NGOs and commusised organisationer

NBf AIA2dza 3INRAzZLIA GKFG LIX L@  ONMzOALE NBES Ay C

Family and community support

Sme studies demonstrate that for multilingual education to be successfaymunity and parentsup-

port are crucid (Collier and Thomas, 2004; Lindhdleary, 2005). Working with parents as partners fa-
cilitates not only language acquisition, but also the development of positive attitudes towards otherness,
attitudesthat are necessary for the harma@us development of individuals and society (Ball, 2011). Par-
ents and wider family members are an important source of pedagogical experience and a part of the
learning continuity.

Researchers emphasize the significance of patemd S R dzO I i 2 NAIRIn thd dsvlghSidhi ok
multiliteradies Additional languages need to be taught and learnedriage-appropriate manner, start-

ing with oral comprehension and outpigo that transfer from the stronger language daa facilitated

In a study conducted Byneddon (2008), teachers were asked to actively support this approach by provid-
ing bilingual books to the pupils while the parents provided expertise to stimulate the transfer of reading
skills from the school language to the family language. The reghitsaftudy was that the pupils achieved

a higher level of literacy than their peers in the school language while developing fluent reading in their
home language. Indeed, use of dual language books has proved to be particularly efficient in boostin
literacy skills in bilingual children (Naqvi, 2013).

In London, Kenner and Ruby conducted a study in which they showed the advantages of bringing th
cultural and linguistic knowledge of the pupils and their communities into the classroom, creating new
spacesfor multilingual learning. The creation of a nEw a 2  sgnicrétit GiiRiculti@enabled more
collaborative learning, a greater involvement of parents and communities in schools, more secured iden
tities of the pupils, and more openness to intercultuwwammunication in the teachers (Kenner and Ruby,
2012).

29 Seehttps://www.schulenfoerdern.de/schulportal/index.php?page=19
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BOX8. Teachefparentpartnership for multilingualism in France

The EuropearCentrefor Modern Languages provides tools which help to clarify, develop and implement plh
gual,intercultural and inclusive whole school policies in different contexts. In the &aselzRA S& 2 F

project, the fundamental questions of continuity between home and school, giving value to all languages ¢
and implementing changes in fawoof linguistic diversity are dealt witleach in its particular regional conte;
(Grima, 2007). In a pxerimary school in Alsace (Franciy example teachers involve a good number of paren
inviting them into school and géihg them to contribute b the teaching process in an organized and meaning
way. Alongside the pupilshe teachers become learners thfe different languages and culturébat exist in the
community butare normally absent inside the school. The languages presented@rexample,Arabig Turkish,
Polish, Japanese and the local Alsatian language result,lte parents become more interested and involved
KOG KILILISya AYyaARS GKSAN OKAf RNByQa &aoOKz22f o, 2

In the absence of multilingual education, themee a number of teacheparent partnershipsaimed at
supporting children from nowlominant linguistic groups to learn the language of schooling. St. Clair and
Jackson (2006) revealed that equipping multilingual families with abilities to develop thRilncKly Q& €
guage skills in early childhood education leads to positive language outcomes for their children. Accordin
to their quasiexperimental study (based on parent ss#flection), which examined the effects of a parent
involvement training programm& y { AYRSNABI NI Sya Ay GKS ! {1 2y (
found that by the end of first grade, children from families participating in the programme scored signifi-
cantly higher on language measures (overall English ab#itial reasoningetter and word identifica-

tion and writing) than children in the control group. However, it is important that such an approach does
not work only inanassimilationist way, but also enables families to use their first languages in the process
of teachingjncreasing their value.

Ball (2011) argues that continued interaction between children and their family and community members
G2 &adzZlJ2 NI OKAf RNByQa fIy3dza 3S RSOSt2LIYSyld akKsz
first languages to deveporeading and writing skills. Similarly, practitioners consulted during the European
Commission (2015) study believe that Ammmal and informal learning opportunitiesan helpchildren

see the value of their first language skikdstherin the absence fbopportunities for formal learning or
supplementing these. Such projects also provide additional opportunities for learning and enhance chil
RNByQa fFy3dza 3S aiAftfta yR OdzZ GdzNI £ ARSyidAGe o

BOX9. ExampleofnonF 2 NXY I £ SRdzOl GA2y F20dzaiAy3d 2y OKAf RNByQa 1

' £ NBS ySig2N] 2F aoOKz22fa Ay /[/2t23yS ODSNXIyeo
[ Fy3dzZ-3S [S&da2y t NREINIYYSQ O6C[ [t 0 dhad éxt@rikal argarisation on
projectthat enables them to use and develop their mother tongues within the curriculum of other subjects
FLLP in Cologne Museums project enabled pupils to become museum experts and then use their languag
guides at a family day in the museum. This also introduced them and their parents to the museum. These
are believed to provide children with learning opportunities outside the school curriculum, and enhance the
confidence, cultural identitgnd mother tongue skills. It is also believed that this helps to change attitudes to
dominant languages within schools and the wider community.

In Aubervilliers (Paris region), a Bangladeshi association supports language learning through cookimger
workshops for children and their parents; aimd Marseille, one artist created Flying Carpet Radio (Radio 1
volant), which gathers migrant children with different mother tongues to participate in workshops where
create and play games based different languages. The objective is to useltilingualism to promote the co-
habitation of languages (European Commission, 2015).

Ball (2011) concludes that for informal rdominant language learning to be successfully implemented
it is important tostrengthenthe professional capacity of teachers so that tleanprovide effective out-
reachto parents and communitynembersand provide necessary support to childréshe adds thatar-
ent education and community awarenessising campaignare neededto promote the value of non
dominant languages.
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Mentoring

Another form of norformal education that supports learning of multilingual pupilsientoring and peer
support. Crul and Schneider (201discussa project that pairstudentsin higher educatiomwith young
adults from the same backgrougdwhere the elder studentsct as role models and coaches foe
younger pupilswhichis an effective approach to help children to progress in their learning. A recent
guantitative study (Vos et al., 2013) about #iects of mentoring in the Netherlands demonstrated that
ayearof mentoringhadlJ2 & A G A @S A YLI Ol 2y -Ofekni, selioAd and soid (
skills along withcognitive and social network outcomes. Accordinght European Cmmission (2015),
practitioners also believe that mentoring, coaching and-oluschool projects are effective in supple-
menting formal education (seéor example, the¥oung Role Models initiative from Germany in the box
below).

BOX10. Mentoring initiative in Germany

Junge Vorbilder (Young Role Models) in Hamburg targets pupils in grades 8 to 11 (lower secondary schotc
migrant background. Mentors are universgyudentswho come from migrant backgrounds and often share
similar cultural and linguistic background and school experience to their mentees. Mentoring is held at the |
of the mentees to help them get to know the family environment of the mentees and to build a good relatio
with their parents. Mentoring condis of tutoring, sociaemotional supportand educational and vocational ori
entation. In 2013, Junge Vorbilder had 50 menteentee pairs. Additionally, since 2011 the project has offel
group mentoring in the form of tutoring courses in several secondempols in Hamburg.

Sourcehttp://www.sirius-migrationeducation.org/jungevorbilder/.

According to NESSE (2008) and Crul and Kraal (2084uccess of mentoring rests on thaality of
training of mentors, the cooperation of schogdad the engagement of parents as well as children. Men-
toring is culturallysensiive; the frequently perceived similarity between mentors and mentees demon-
strates a clearly positive effect on théentification between both. They are able to use their mother
tonguesto communicate knowledge about the school and education system as well as help emf@nce
multilinguistic skills of pupils. Even though most mentoring initiativesainelp childrerfrom nondom-

inant grouys catch up with formal schooling and improve their academic achievement and sense of be-
longing, they also have great potential for promoting linguistic diversity and develtpmgultilingual
habitus of school communities by inding school teachers and other childiemdby encouraging inter-
actionbetweendominant and nordominant languages in neformal learning process.

Regional Language Education Networks

An even more comprehensive approach bsitth the idea of regional eétworks between what can be
considered quite different partner organisations. Among the most common local partners are libraries,
museums, theatresthe local press, community cems, youth clubs, early childhood support cessy
psychological counsellingnedical doctors, other professional programs and schools, parent initiatives,
migrant initiatives, and adult education projects. In a strategic partnershifhese institutions
acknowledge literacy development as a common goal and subscribe to the funt&msef the approach

such as valuing the linguistic resources of each child (Washington State Comprehensive Literacy Ple
2014).

Several reviewse(g.European Commission, 2013; NESSE, 2008) suggest that extra support to multilingue
children outside e classroom malga positivedifferencein their attainment and ambitions. Many coun-
tries have schemes to support learnitiat are provided by individuals, welfare organisations, different
kinds of nongovernmental organisations (NGOSs), and publicly egeal social workers. For instance, the
ECML Collaborativéanmunity Approach to migrant education (EDUCOMIGRANT) project explored new
ways to enhance young migrants' education by developing links between schools, the dminecal
partners in educationigch as public libraries. New ways of teaching were explored by producing multi
modal texts. Online resources as well as accompanying documents were developed in cooperation wit
libraries and other local partners. Moreovéehe non-formal sector provides aource of expertise for
alternative forms of assessment, championed in the context of youth work.
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Many religious organisations plan and implement fiormal language instruction, especially where lan-
guage isnherent to readingeligious textsln different global contexts, language learning can be a sub-
versive act that threatens the government in power, and religious spaces may be one of few spots wher:
those seeking to maintain the language can turn to. Thus, religious settings offer a space to engende
bilingual practices that can translate into greater linguistic proficiency in distinct contexts (Bartlett and
Bajaj, 2015).

BOX11. Example of regional language education networks

hyS 2F GKS 32 f & -prograni vas theBstamidtimeyit ofCegionalllabguage education netwo
that could contribute to the accumulation of resourcas well agacilitate the sustainability of effective innovativ
approaches. It was based on the principle of cooperation and networliitly,structural supportas oneof the

central aims of the program. Besides local cooperation parti&asic unit{schools together with othezommitted

pedagogical institutionsjere looking for specific strategic partners to secure structural keysta@iesngat sus-
tainability over a longer period of time such as the regional school administration. The participating schoo
each intheir own way developing creative strategies for implementing the concept of horizontal cooperatic
continuous language emtation within a neighbourhood. In the end (2009), 155 basic units with 744 actor:
7,955 pupils and 924 parents had created networks with around 800 cooperating partners (Gogolin et al., :

Experiences of successful and less successful redggmgalage education networks in the German con-
text suggest that the following elements need to be considered for implementation of regional networks
(Gogolin et al., 2011, pp. 3]B):

Time resources

As the implementation of the new approach in school tadditional time it proved necessary for
those teachers taking the lead to have additional u(ptEd workinghours)on a regular basis, usually
around four hours per week.

Engagement of enthusiastic personal, teanuilding supportfrom leaders

Oftentog Ay GKS YI 22 NXR (& ford a fewerhDdastiz indvi@ualteddhebskakieya 3
promising startbut teambuilding and supporfrom school leadershipareindispensabldor sustain-
ability and success.

Clear organisational format

Fixed teams wit regular meetings, reciprocalassroonvisits and common traininghave proverto

be more successful than occasional meetingiich have to be well prepared with a defined program
and geared towards a clear outptat be effective Gradelevel teams weg more successful than sub-
ject-based teams

Realistic goals and transparent responsibilities

Prepared templatesvhere realisticgoalsare spelled outan be very helpfulo avoidbecomingtoo
abstractor impossible to reach. The processes have to be irmatpd into existing patterns and
comprehensible with regular tasks and time, persoaatl material resources. External support struc-
tures make successful implementation much more likelich as local and regional coordinators and
institutions®®. In manyinstancest was crucial thaf coordinating teaché t&aching responsibilities
were reduced?

Integration into programmatic work of the school and systematic institutional development

30The Federal Institute for Intercultality, Migration and Multilingualism in Austria is an example of an external struc-
ture to support networking between teacheducationinstitutions within their thematic field www.bimm.at.
31To develop a language development concept at the school anlegtall format was adapted where representatives
of the subjects and the schotdader participated. In the case of North RhM&stphalia the format of regular subject
conferences was adapted to regular language/support conferences.
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A new, pluralistic understanding of language development can besimgaited much more success-
fully if it is connected to institutional development. An important process is to identify the common-
ality of different innovations in a school so that they can be realizeal lzssis for developmental
activities. Otherwisgieaches report being overwhelmed by organisational and other demands stem-
ming from multiple initiativeswhich at times can be conceived as geared towards different goals.

To sum up, there is indicative research evidence that formal and informal learning tieainieyl staff and
volunteers outside school enhancdiserseOK A f RNBy Qa Ay GdSNBad Ay SRdzOF
aspirations. This idonethrough a variety of measures: homework clubs,-ot#school activities, men-
toring, coaching and adw¢ which usually supplement formal schooling. On a more advanced tlevel
gional networks can be developed where different actors in a neighbourhood subscribe to the importance
of multi-literacy development and share a specific approtwt acknowledgeshe resources of every
child with their different languages and cultural heritage.
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In a superdiverse classroom the goal of any language programme (e.g. dual languagkngual addi-
tional language immersn, foreign languageS 1 Od0 aK2dzZ R 6 S & dzLJLJ2 NI A y 3
gualism instead of teaching an additional language at the expense of suppressirgfGttgatiuc, 2013).

As a precondition for successful multilingualismk S A RSV I 28X 09y SAAD Kl & {2
J2Ft 2F fSEFENYAyYy3I | &aLISippropri@el putytiedacus G dorrdeméss rathery/ |-
than on meaningnaking, andusually results in a defie@riented view and a restriction tonly afew
languages. Insteadshorter language programs should be offeradmed towardsthe development of
basic oral and written skills, as wab language learning stiegiesbesides¥hasterinda dominant or
official language of the country (Hufeisen and Neunef400f course, aademic proficiency ia domi-
nant language is decisive fduture success not only in educational institutions, but also on the labour
market. It isthereforeimportant to make clear that high academic achievemerd mlominantlanguage

and multilingualism are not mutually exclusjiyait reinforce each other. This argument is not new, but
developing multilingual competence®mands a high level of professionalizat@mthe part of teachers
and other school staffTherefore, iis pressinghat curricular and didactic ppositionsaddress the inte-
grationof multiple language learning in in teachiagd learning

In the absence of methods that recognise the unrealistic expectations of monolingual schooling or stra
tegically teach multiple laguages, there have been efforts over the past few decades to recognize and
G2N] S6AGK £ SIENYSNEQ fFy3dzr3Sa FyR Odzf ( daNBede- Ay
scribed as major developments over the past thirty y&ars

Awakening to languags this approach was designed as a way of introducing schoolchildren to lin-
guistic diversity (and the diversity of their own languages) at the beginning of school education. Initi-
ated already in the 1980s in the United Kingdom the intention was to prduitieecognition of the
fly3dzZZ 3Sa aoNRdAK{I¢éE o0& GKS thiKapproRduBey novekclude ard/ (i K
language represented in the classroqiih may seemnto bethe most extreme form othe pluralistic
approach. Today it is also seas a suktategory of the Language Awareness Approach.

Intercomprehension between related languagethis approach is directed towards learning a lan-
guage of a linguistic family where another one is already known. This was particularly popular with
adultlearners such as university students during the 1990s, but has been little developed in the schoo
context.

Intercultural approach this approachrecommends relying on phenomena from one or marerld
viewsas a basis for understanding others. It advocatestegies to promote reflection about contact
situations involving persons with different cultural backgrosind

Integrated didactic approach to different languages studidtis approach islirected towards help-
ing learners to establish links betweenimited number of languages, which are taught within the
school curriculum. It is resoura@iented following the principle of capitalizing on what is already
known in order to access what is less known.

During the past five to ten yeargurther developmen of new approaches to teaching in supdiverse
environments habeen carried outThe following describes some of these

32 Seehttp://carap.ecml.at/Keyconcepts/tabid/2681/lanquage/e@B/Default.aspx
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Rapidly growing diversity in European classrooms today reflects the needltiarally and linguistically
responsive schoolin@ay (2010) definesilturally responsive pedagogya Wi KS dzaS 2 F Od:
prior experiences, frames of reference, and performance styles of ethnically diverse students to make
learning encounters ANB NXBt S@Fyid G2 FyR STFSOUA D Susirgdaid (i K
own cultural and linguisticesources to create a common academic, linguistic and cultural set of
knowledge, habits and attitudes, i.e. a common space. In other wordarally and linguistically respon-

sive teaching validates and treats as an asset all languages and cultures of pupils through the use of r
sponsive instructional strategies. This is particularly important when pupils come frordammant
backgrounds, wher one or more dominant languages must be taught and learned.

FIGURB. Culturally and linguistically responsive schooling

Cultureis a blend of
thoughts, feelings, atti-
tudes, beliefs, values, and
behavior patterns that are

shared by ethnic or sodia
groups of people.

Culturally and linguisticall

Pedagogyprovides specific strate-
gies and activities for teaching in
ways that empower students intel-
lectually, socially, emotionally and
politically.By connecting with cul-
ture and language it honors what

responsive schooling
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culture are embedded in lan-
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SourceMuhammad, A., Hollie, Sh., The Will to Lead, the Skill to Teach: Transforming Schools at Ey&glutwe Tree 2011.
¢tKS 02yOSLIi 2F NBalLrRyaArAgdS GSIFIOKAy3a Aa Of2aSfte
JdzZ- t AaYQd LyOft dzAA PGS SRdzOF A2y | RRNB&aasSa Ydz GAf
ucational perspetive by making all learners equally part of the educational experience

Newer approaches have tried to integrate what has been described above as distinct approaches witl
It NBIFRe 2@SNIFLIAY3I I NBFLad ¢KAA AQI A N8z FR®E Y
quaged SY AA G A S adzo 2500300 FIYIKAYERD BB BSYE2 dein woy ¢
(Gogolin et al., 2011yvhich isthe most comprehensive, detailed and systematic concept. Emanating from
different regional contextsr focusing on different aspects these approaches share the largest part of the
research base they relate tprincipal values and process descriptiovhile the teaching component is

the primary activity in linguistically responssehoolingtaking awhole-school approacimeans including
parents and their linguistic resources as well as the surrouncbngmunity.

As essential understandings of secdiadditional)language learning the following points summarize a
common ground (Lucas et al., 2008):

33 http://www.sprachsensiblerfachunterricht.de
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Gonversational language proficiency is fundamentally different from academic language profi-
ciency.
Pupils must have access to comprehensible input that is just beyond their content level of compe-
tence.

Pupils must have opportunities to produce output for améngful purposes.

Social interaction in which language learners actively participate fosters the development of con-
versational and academic language proficiency.

Secondadditional)language learners with strong native language skills are more likeghte\ee

parity with monolingual peers than are those with wdakt language skills.

A safe, welcoming classroom environmémat minimisesanxiety about performing in the school
language is essential to learn.

Explicit attention to linguistic forms andriction is crucial to academic language learning.

Looking at the level of didactidhe requirements have been summarized along five themes (for a com-
plete review see Estrada, 2005, p.323):

1. Joint productive activity: Teachers and learners engage ialaoktive tasks to facilitate learning.

2. Contextualization: Knowledge that the learners have fostered in other contexts (home, commu-
nity, schools) is used to facilitate the scaffolding of new knowledge.

3. Cognitive complexity: Learners are sufficiently drajed in all learning areas in order to train
complex thinking.

4. Instructional conversation: Discussions around wlefined themes are ceonstructed between
teachers and learners in order to reach a learning goal.

5. Language and literacy development aesdhe curriculum: the language and literacy development
in the instructional languagemre developedhroughout allteaching and learning activities

With these clarifications at hand may beeasier for teachers to implement languagensitive subject
teaching as many have not had the chance to lealout such strategiem their initial education.To
giveteacher educators a clear picturd leigh-quality implementationof languagesensitive teachingsix
quality criteria were formulated (Gogolinktf ®> HnamMm CmwalLD al GSNAIFf o0

TABLH. Quality criteria for languagsensitive teaching

Quality criteria Instructional processes

QC1 Teachers plan and implement instruction considering different registers and explicitly
nect eeryday language and academic language, e.g. by raamacrescaffolding

QC2 Teachers diagnose individual linguistic preconditions and developmental processes

QC3 Teachers provide material for learning different linguistic registers from vocabtdape-
cific contentrelated tasks

QC4 Pupils experience many opportunities to learn, activate and develop academic lan
competences.

QC5 Teachers support pupils in their individual language development processes.

QC6 Teachers and pupils monitand evaluate the results of tlireactual language develop
ment.

SourceD2 32t Ay Si It dX Hanmm CmwalLD al GSNRAIE o00®

As explained in Chapter 3, a whalehool approach is recommended with tedmilding activities across
the subjects andvith strong leaderslim, ideally in partnership with neformal educational actors, first
and foremoswith IS Ny SNBRQ FI YAf& YSYOSNAO®

Instructioral strategies thathave proven effective in a range of contexts should be mentioned as well.
Cooperative learning has proven effeifor English Learners in the U.S. and is also used in innovative
teaching approaches in European multilingual classrooms. In cooperative learning, teachers plan for stt
dents to work in small groups to help one another learn. Cooperative learning offeideavariety of
options depending on the goals of the actidity / + f RS NR Yy S (idehtify the mostefiestive LJd
to be thosein which students work in mixeability groups of four, have regular opportunities to teach
each other after the teachehas introduced a lesson, and are recognized based on the learning of all
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members of the group. Rosiers et al. (2015) studied classroom practices in Flaviteesteachers cre-

ated space for the languagspoken byprimary school pupilsTeachers facilited and stimulated peer
interaction, viewed individual learning outcomes as more important than collectively organized interac-
tional efforts and let individual pupil characteristics be a starting point to manage and organize classroom
activities.In the #nse of functional multilingual learniptpachers turned the resources of the pupils into
didactic capital.

Another instructional method that has proven effective in multilingual contexts is dialogic reading. As
opposedto regular language classebalogc reading haseceivedseveralpositive findings in the U&hd
has proven effective for preschool children with migration background in Germany (Ennemoser et al.
2013, 229239). The interactional elements resemble natural pafemtd-interaction, and also contain
elements that are described as fundamental in langusgesitive subject teaching. Whitkalogic read-
inghas often been used as a monolingual téitdhasbeen adaptedo the concepto O 2 y (i A ¥ dz2 dz&
RS @St 2 inl@8myanyds welt.
TABLE2. Dialogic reading

Function Measure/Technique
W-Questions (why, whenyhere,how), open questions, sustained shari
thinking, completion of sentences by child.
Correctiverepetiz y 2F OKAf R dzi G SN} yOSack
ances; extension and reformulation; support.
Positive feedback and enhancement; orientation towards interests an
experiences of the child; generate fun.

Stimulation of language production
Modelling

Reinforcement/Motivation

SourceEnnemoser etla(2013).

Language portfoliogvhich document progressand providingdetailed information on specific learning
processes in different languagdsave already been mentioned in the context of the biographical conti-
nuity aspect in chagr 3. TheCommonEuropean Framework of Reference for Languatpy&lopedun-

der the guidancef the Council of Europ@ a [ | Y 3 dzI 3 Sis uisedfwidédydin niardy €olritries2ayd
for many purposes related to languatgarning such as the development ddnguage curricula, pro-
grammes of teaching and learning, textbooks, and assessment instruments. It consistdeviels of
communicative proficiency defined in the five skills of listening, reading, spoken interaction, spoken pro-
duction and writing®. TheEuropean Language Portfolio@saccompanying tool is designedd¢ommuni-
cateto learners, teachersschools and other stakeholders the basis of tHeéEFRwhich is respect for
linguistic and cultural diversity, mutual understanding beyond nationalitinsinal and social bounda-
ries, the promotion of plurilingual and interculturadiucation and the development ehe autonomy of

the individual citizenThe ELRconsisting of three tost a language passport, a language biography and a
dossier- offers processes whereby individuals can develop and foster the ethos described.

BOX12. European Language Portfolio

A language passport A language biography A dossier
Here the language learner can summr The biography helps the learner to In this part of theEuropean
rise his/her linguistic and cultural set learning targets, to record and re Language Portfolithe learner

identity, language qualificatia expe- flect on language learnin@gnd on in- can keep samples of his/her
rience of using different languages tercultural experiences and regularh work in the language(s) he/she
and contacts with different cultures. assesprogress. has learnt or is learning

Sourcehttp://elp.ecml.at/Understandingtheportfolio/Whatisaportfolio/tabid/2838/language/eB B/Default.aspx

34 Seehttp://www.foermig-berlin.de/materialien/Dialogisches Vorlesen.pdf
35 http://www.coe.int/t/dg4/linquistic/source/framework _en.pdf
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The EuropearCentrefor Modern Languages, another subdivision of the Council of Europe, is one of the
main contemporaryhubs to supporimaterial and workshops for teachers and teacher trairterapply
the CEFR and the EinPschool environment§,

BOX13. Recognition of L1 and Lx skills through Language Portfolio approach
Netherlands: The European Language Portfolio in multilingual classrooms

Pupils in the Netherlands use the European Language Portfolio (ELP) to report thesglamgarning activities
undertaken outside the classroom (e.g., use of first/smminant languages, which are different from schoolin
language, or contacts with family or friends in foreign countries), and caiassifss their competences. The EL
allows children to obtain recognition of their first language skills, which are acquired througfonoal educa-
tion. Evidencesuggestghat learners had positive attitudes towards it, because their language competences
recognised and positively valueddthey could assess and record their progress. The study also showed th:
9[t SyloftSa G4SIFIOKSNB (2 o0SGGUSNI dzyRSNERGI YR GKSAN.
language competences (European Commission, 2015).

Austria: Triligual Language Portfolio KAJPATAJ

The trilingual language portfolio Kajpataj in Carinthia, a federal state in the southern part of Austria, was cc
sioned by the Federal Ministry of Education together with the regional education authority. It is an exampl

where built on the constitutionally guaranteed right to minority language instruction in Slovene the historice
existing bilingualism of German and Slovene was opened up to multilingualism by another language of the
dering region, Italian. The podifio is conceptualized as an instrument for the pupils, one-bimgler for primary

school and another for lower secondary, where they can document their language progress in German, Sl
and ltalian over a period of eight years (BMUKK Bundesminist&fiddiNd | y § SNNA OK G = .Y dzy ¢

Anothertool similar to or as part of a language portfakahe language portrait, a novel methodological
approach to studying linguistic repertoires of students in school. This multimodal, biographical dpproac
involves a close reading of the visual and verbal representation of linguistic experience and resources ar
has been applied to all aggoups even including pareniso expand the instrument to serve as language
portraits of a school (Busch, 201R)the European Portfolio for prprimary educatorswhich focusesn

the plurilingual and intercultural dimensipthe language portrait is a first step to start reflecting about
2ySQa 26y f Ay3Adz &l A O-KRIBGS OrbalRBusdaD16)0 D2 dzf £ ASNE /|

Content and Language Integrated Learning (Qloiohallyrefers to a programme characterized by dual
language immersion at primary and secondary education (see DRliffier, 2007). The main principlé o
CLIL is thaboth languages are not only used as velsdle communication but also for transmitting
curricular content. The content of the language is thus meaniignted in addition to being language
2NASYGSR 6adz321 | pgdagodicatdsd Ethereforasuppdrtéd by tkeSauthenticity of
the communicative situation. This conteimitegrated aspect is the main aspdbat differentiates CLIL
from other bilingualeducation programssuch as immersion, where education is oriented to teaching
O2dzy UNE Q& 20KSNJf Il y3adza 3S 2NI NBIA2y Lt I y3ada IS
of migrant children (European Commission, 2014, pCBJL capitalizes on one language that is already
known and one language thé& being leamed. The pupils learn to communicate in daily conversations
and academically in both languages. To do so, they learn the new language by focusing on the subje
that is taught instead of focusing on the language itself. There is a double focus and gaiontént of
the lesson anaf the languageThe ultimate goals are threefold:

To foster multilingualism: to make pupils multilingual by supporting highsevéuency for all pupils

included in the programme as soon as possible. This is done by crgadisituation in which the pupils

are confronted with a natural need to communicate in these languages;

36 Seehttp://www.ecml.at/Thematicareas/Teachercompetences/tabid/1934/lanquage/&B/Default.aspx
37 Seehttp://www.ecml.at/Portals/1/mtp4/pepelino/pepelincENweb. pdf.
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To promote cognitive development: to develop academically in the subject and in the target lan-
guages;

To stimulate an intercultural attitude: to deag intercultural skills by actively introducing elements
of the culture that is targeted (for instance, literature and/ or international exchanges)

These goals implicate a high level of quality input and an emphasis on productive skills instead merecept
skills, whictrepresents alifference in approach compared taditional foreign language learning class-
room. Therefore, there are several didactic requirements:
Anxiety that can be generated by having to communicate in an unknown language shaade-be
quately addressed. To this end, the pupils need to be supported and encouraged to participate ir
interactions.

Understandingof the content needs to be emphasizeficcordingly the teachers need to take into
account the developmental rate of the pupifsthe target language. The language is simplified at the
start to be understandable without too much effort.

These two requirements imply that, in theory, all teachéns|udingcontentteachers have todevelop
linguistic awarenessTeachers need to leained to encourage interaction in thtargetlanguage, to put

an emphasis on repetition, paraphrases and circumlocutions in the target language, excluding translatiol
or translanguaging practices (s8ection 5.5.

While all CLIL programmes abasedon these underlying principlethey are differently implemented.
Methods are adapted to local curricuffr instance, history books may be translatetbithe target lan-
guage from the national curriculum to reflect the history programs of the countwyhich the pupils
reside The amount of exposure to theew languages varies greatly between the countries: some start
very early in the schooling of the pupils, some later and the extent to whiche&ldanguage is imple-
mented also greatly varies. Howeyeesearch resultseport mainly positive outcomes such as:

An enhanced spontaneous oral production (Admiraal et al. 2006; Lasagabaster, 2008; Ruiz de Zarok

2008)

More fluency in the target languages than pupils in monolingual programs, but in ccanpdoi na-
tive speakers of the same age, less grammatical correctness (Lyster, 2007).

Some studies point out an achievement gap. Sweden for instance, is the only country in Europe that re
ports results that are not advantageous in comparison with Englisfigid.anguage programs. Accord-

ing to Sylver§2013) in Swedenesults of the foreign language classroom in English are so good that CLIL
programswould benefit the pupilsnoreif the language of instruction was not English. Some researchers
have also repded a gap in mathematical achievemestiggesting thateaching and learning afchool
subjects may be more related to languages than was previtlusiight (see for instance Tavares, 2015).
These observations imply that comparisons between the diffe@nl. programs in Europe are almost
impossible due to the complex social and political contexts in which these programs are carried out.

BOX14. Pluriliteracies European Center for Modern Languages

Pluriliteracies Teaching for Leang (PTL$hows how teachers and materials develop ways of fostering deep le
Ay3a o6& LIeAay3da FidSyidazy G2 GKS RS2 %4 weldss$hgiliconzeptua
understanding and automatization of subjexpecific proceduresskills and strategies. By communicating abc
their evolving understanding in increasingly sophisticated ways, students internalize these understandin
ways of acting and thinking®TL not only makes the links between content and language learrsifdeyibut it
also shows how teachers can create learning trajectdie§ | { Ay 3 aiddzRSy i aQ Odz2NNB
and tracing their progress along the learning pathway.

Sourcehttp://pluriliteracies.ecml.at/erus/.

In most European countries, the two languages elected for CLIL programs are the enviror{dantal
nant) language and English (Lasabagaster and Sierra, 2009). Interestingly, there are exceptions to th
choice of languagesisually occurring in regions close to national borders regions. For instance, in France
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and Germany, or countries with a high percentage of speakers of a particuladtameimant language
such as Estonia or Latvia, the goal of the CLIL program may bpgorsthe speakers of the minority
language such afkussian speakers in Estonia (Mehisto and Asser, 28@¥}o enhance chances of suc-
cessful access to higher educatidmother example is Latvia, where CLIL is implemented to empower
Latvian

It is, n fact, of great interest to understand the reasons for implementing CLIL programs. These motiva
tions are in most cases either political or econoricccess is likely to depend highly on the context in
which CLIL programs are implemented and the amourgupport the programs receive (Sylven, 2013;
Mehisto and Asser, 2007). The casé France and Germargre exemplary in this matter. In facCLIL

was implementedhere as early as thd960sas part of the reconciliation process between France and
Germanyfollowing World War II. Thdrivingidea was that by becoming fluent in the language of the
former enemy, reconciliation would be fostered, mediated by exchanges, cooperation and friendship.
Thus, the first goal of the CLIL programthosecontextswas political. In countries likéhe Netherlands,

the program was introduced more broadly in th890sto supporthonourstudents in becoming bilingual

in the language of the country and in English. In France, a country where education is highly centralize
these programs, also called European classroovase dropped in 2016 for the reason that they would
enhance social injustice by fawing those pupils who are already fawed, they werereplaced by more
intensive foreign language classes (Eduscol, 20B8aue irnthe Netherlands, a highly decentralized
country, the program fawarred already privileged students, the CLIL method was introduced to lower
tracks in education (Denman et al., 2013). These two interventions point out the heart of the debate on
CLL education: how inclusive are these educational language policies?

Indeed,applying CLIL methodology in diverse classrooms can be advantageous for inclusiod@fron
inant languages into curriculum targeting different types of learners. European Coimm(2614) high-

lights that CLIL can diminish the effect of the sociocultural status of the learners on the linguistic, literacy
as well as imprové S I O K S N& sensttivity/adddalvaieBess of multilingualisHowever, further re-
search is necessary tmderstand how CLIL methodology can be applied to-gmminant languages and
foster inclusion and equity in language learning.

The challenges @LILprograms are threefold:

The teachers need to be recruited and trained to develop their competences ¢h ieathe target
languagesrather than being trainedo teach? y S®@rifield of expertise;

In orderfor pupilsto achieve a high academic level in both languages, the programs need to be ac-
tively supported by the local stakeholders;

The programs are noadays challenged by the diversity of the pupil population. In order to reach high
academic level for all pupils, the programs would need to rethink their strategies in order to better
take into account the multilingualism of the new minorities and the fupthooled in the lower
streams of secondary education.

Even though CLIL programmes do not necessarily targetiopnnant languages, it is stbssiblethat
if they are done wellthey will result in an increase of metalinguistic and metacognitiverawass and
offer the opportunity for learners to extend their linguistic skills.

Due to the fast pace of technological change, innovative teaching approaches and strategies are beir
developed to successfully integrate newtecth@d A Sa Ay 2 €I y3dza 3S (S OKA
language competences, the use of information and communication technologies (ICT) is highly promote
in European classroomSomeapproaches using new technologiase web-based learning, computer
based learning, virtual education opportunities and digital collaboration (Magalkumar, 200/2)rocess

in which learners uséCTto improve foreign language skilksn becalled computer assisted language
learning (CALL) (European Commission, 2018)p. 1
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Althoughthere isa consensusimong researcherthat the use of ICT is useful for improving language
learning, the field still lacks sound evidence (Golonka et al., 2014). Accordiogn&studies, pupils pre-

fer using methods involving |@Vertraditional methods andICTpositively influencetheir engagement

in the language learning process (Golonka et al., 2014). Positive attitudes towartsxtenguage and
relatedOdzf (G dzZNBE F2a GSNJ LJdzLIAf aQ I y3dzZ 3S dviéwjdifdikudt lesi A 2
sons and exercises in online learnitigs may reduce anxiety that can occur in traditional classroom set-
tings andgeneratepositive attitudes towards languadearning(Kongrith and Maddux, 2005).

In order to make language teachingdalearning more effectivegwide range of CALL tools and methods
are introduced in the classrooms.EAiropean Commission report (2014a, p. 49ggests the following
tools.

BOX15. Examples of CALL tools
CALL tools:

o Authentic foreignlanguage material, such as video clips, flasimations, webkquests, podcasts, web
casts, and news etc.;

s Online environments where learners can communicate with foreign language speakers, through
text-based computemediated communication (synchmous and asynchronous), social media,
voice/video conferencing;

o Languagdearning tools (online apps or software), such as for phonetics, pronunciation, vocabi
grammar and clause analysis, which may include attespeech function or speech regoition, and
often includes interactive and guided exercises;

s  Online proprietary virtual learning environments, which offer teachterdent and peeito- peer commu-
nication;

5 Gamebased learning.

o Etwinning.

SourceEuropean Commission (2014a).

Studies showhat CALL tools, such as compuéssisted pronunciation training, in particular automatic
speech recognition (ASR), chats (Golonka et al., 2014), digitatigesrd learning (Dourda et al., 2013),
text-based computer mediated communication (CMC) (Alvail e2012; Baturay et al., 2009; Mendelson,
2009) are beneficial for the development of a language proficiency. Electronic dictionaries are effective
tools for students to speetheir search for new words without interruptintpe reading process (Golonka

SG Ffdx wamnod /! [] G22ta INB | fa2 dzaSR G2 F2:
collaboration with classmates, and raise their confidence.

ICT methods havihe potential not only to improve LX skills, but also to foster malilialism in class-
NRE2Yas dzZaAy3d YAy 2 NAsiAihoughiredihirs iill pkitFovnard diflergril atgurBeBits
supporting monolingual policy (Van Laere et al, 2016b, p. 2), we have seen earlier that by getting the
individual support in their mothetongue pupils could foster their learning processHome language

act as an important information source to construct meaning and stimulate metalinguistic awareness
when thinking about the wag/in whichdifferent things are expressed in different langes Further-

more, home languagemay provide access to information when pugisve not yetacquiredsufficient
knowledgeof the language of instruction (Van Laere et al, 2016ajsidering the existing linguistic di-
versity in the classrooms, teacheraynot be able to supporeachstudent withher/his home language

thus, ICT can play a significant role in the provision of the language support.

One of themostpromising tools dealing with reducing the existing gap between dominant andlaom

inant langwage pupils is Computdrased learning environments (CBLES), which offer multilingual support
(Van Laere et al, 2016b). CBLEs are basedcode-switching approach. In the virtual learning environ-
ment, pupils cando science subject tasks in tharget langiageand, if there is a need of clarification,
they can switcho alanguagethey understand betterOne of such virtual environment&Validiv has
beenimplemented in Belgium.
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BOX16. Examples of CALL toolsVElidiv

EValidiv(www.e-validiv.be) is a CBLE, developed within the context of the broader Vatmect (Valorizing Lin-
guistic Diversity in Multiple Contexts of Primary Education) in Belgium. The goal of this CBLE is to teach fa
fifth grade students about topics utifferent science education subjects (nature, technique, time and space,
ety, etc.). It offers all content for pupils in two different languages: LOI (Dutch) and one of the six other lanc
namely English, French, Italian, Polish, Spanish andshiuikan Laere et al, 2016a: 431).

The research on the use o&lidiv (Van Laere et al, 2016b) revealed that suppdheéir home language
AYLINR@Sa LlzZLAf aQ dzy RSNEGFYRAYy3a 2F GKS &adzwaSOoi
pupils fromdominant language groups were interested in switching the language of the content as well
and in this way they used to improve their notions on foreign languages. The research also suggests th
effectiveness of the CBLE use depends on the socioecontahis sf the students. For instance, those
students, who selaissessed low proficiency in the home language were struggling more when using bi-
lingual tools (Van Laere et al., 2016a, p. 439).

a2NB2FSNE L/ ¢ | LILNRI OKSa OzwuafefressdfSheidziviSd@mpéténces iyf K |
their mother tongue. Castellotti and Moore (2010) brought an example of biographical journals and ac-
tivities using different media (e.g. written, audiovisual, photos) and forms (e.g. videos, blogs, school pro
jects) to povide opportunities for pupils to question their own plurilingualism, and more generallis plur
lingualism in society.

New media provide new opportunities for the learning and teaching of languages in a number of ways:
The Internet provides access to authiermaterial and examples of foreign and other languages;

Smartphones, Skype amdnail enable learners to have direct contact with others all around the
world;

Social media promote immediate connectivity and comnaeypon what is happening in the world.

The task for teachers and schools is to find innovative ways to use the new opportunities to make lan:
guage learning and teaching more effective and more interesting to maintain the qualities and values
of more conventional teaching.

The successful imgientation of ICT toolt supportmultilingual education could be therefore based
on three strands: (1) teacher education, (2) development of teaching approaches, and (3) integrating IC
tools into learning process (European Commission, 2014a).

The firstNB Ij dzZA NEa ONBF GA2y 2F LISRFI2IAAO0FE RSaAdy |y
tively use ICT in the language teaching.

Second, teachers need to develop teaching approaches, choosing the relevant methods and tools whic
stimulate and help pufs achieve better results in education and at the same time ensure the balance
between traditional and innovative teaching approaches. CBLE is a good exdimg¥e codeswitching
methods can be effectively used to help students with different mother t@sguavigate through class
assignments. ICT could also successlidlysed for explaining key conceptsdetail making the use of
pictures and animations (Van Laere et al, 201684.3). The chosen ICT methods could help redearn-

ing anxiety and inci@e risk-taking (European Commission, 2014: 28) for baiminant and nordomi-

nant language speakerélthough the interactive practices are highly recommended, it is important to
notice the existing risks. For example, findings of TILA project, whickefdcun debate practices, showed
that it is important to match the participants according to their proficiency levels in Lingua Fadhes

wise, there isariskof discouragng participants (Jauregi, 2015, p. 274).

Third, the constant development and méwmiing of the relevant ICT tools is necessary for ensuteg
effectiveness of new teaching approaches. In the case of faliliv project several possibilities are
being considered, such as optimising the pace oftexdpeech function or making codavitching func-
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tion more dynamic (Van Laere et al, 2016b13). Gamebased language learning tools dreingconsid-
ered asan effective way of language acquisition. However, further research is needed on how game
based methods can support multilingualismthe classrooms.

Finally, when integrating ICT into language teaching one needs to carefully consider its usefulness ar
impact on the achievements of pupils from different socioeconomic background. According to Van Laere
et al (2016a, p439) researchpupils who assessed their proficiency in home language as low, used to face
more challenges in effectively applying ICT for content learning in comparison with their peers with highe:
proficiency in their home language. Integration of the home languag®eicontent learning, using code
switching methods, could be initial step to making the most of linguistic diversity in the classroom.

The current chapter reviewed different pedagogical elements that increase the likelihood of success fol
all children, specially in multilingual environments while supporting multilingualism. Building on a gen-
eral approach of linguistically and culturally responsive schooling, language portfolios, translanguagin
and the opportunity to grow metdinguistic competences, cperative learning, dialogic reading, content
and language integrated learning as well as information and communication technologies support lan:
guage learning and favour multilingualism. Building on the findings from all the previous chapters such a
curriaula, pedagogical and organisational elements to teacher educatierwill draw lessons for policy

and practice in the following chapter 6.

Over recent years, translanguaging pedagogies have emerged in Eundeyond based on a growing
realization that all languages present in the classroom need to be recognized, instead of focusing on on
or two of the dominant (school) languages (i.e. Garcia and Wei, 2014). In edsensknguagingtems

from the ideathat children may be able to transfer skills from one language to another with minimal
ddzLILR2 NI @ [ Fy3dz- 3Sa I NBE WY20AfS NBazdz2NOSa 2N LN
GSEGQ 6D NOAF YR 28SAZ WHAMNOO®

In order to transfer skillsota new language children require support, a positive environment and encour-
agement to do so. The use of translanguaging in the classroom implies that instead of agoédiigy
noring- or rejecting the home languages of the children, teachers will weso G KS OKAf RNBY
guages and value the multilingual resources of these children. It is an attempt to go beyond the strict
separation of languages. The essential hallmark of this strategy is that it steddegjicuse of the mother
tongues of childen in order to maximize communicative as well as cognitive potential development.

Translanguaging is not primarily based on languages but on the practices of bilinguals who interact whil
switching between the languages depending on contextual fact®esdia, 2009, p. 140and it targets

the transfer of knowledge between languages. This flexible use of code switching is meant to soften the
transfer of knowledge from one languagean2 § KSNX ¢ KS 32+t Aa G2 FI OAf
and interaction in the language that is to be learned. According to Tavares, the strategic involvement of
translanguaging practices in the classroom facilitates metalinguistic awareness and promotes the deve
opment of the school language as well as the contentrlieg of the subject.

BOX17. Let's compare our languagesxample of translanguaging in France

In France, in classes for newly arrived pupils, language learning is based, either consciously or unconscio
comparison betweelthe existing language system and the language pupils want to learn. Starting from thi
this method is aimed at helping newly arrived student discover the French language by comparison witl
languages including their owwhile working jointly wih other students. This method stimulates thinking abc
languages and offers the learner a real education in the languages/cultures of others, while promoting |
own. In class, each student is both teacher and learner. Hence, each student feelsisedamnd valued for whc
they are and what they already know (Auger, 2005).

For further information and illustration how this works se#&ps://youtu.be/ ZIBiAocMTBo
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Children approached this way eventuallycbene competent learners in the language in which they are
taught. At the same timdranslanguagindpelps to avoid a shift from the mother tongues to school lan-
Jdz 3S R2YAYlIYyOS 6AdSd {KSy3a Si |t dX Hnwmwikholdl NO
the resources of full bilingual education, it fosters additive bilingualism by encouraging the pupils to make
use of their full linguistic repertoig provided translanguaging is applied systematically and incloides

or multiliteracy practices The approach relies on what the children know instead of what they do not
know (Creese and Blackledge, 215

Beyond the purely academic advantages of using this method there are also psychosocial benefits. Fir:
translanguaging not only encourages thevdlopment of multilingual and multiteracy development, it

also promotes social justice in the classroom. Furthermore, it has been shown to reduce the anxiety re
lated to the pressure of having to perform in a different language.

It seems likely thatich an approach will help pupils engage socially and foster a better quality of the
teacherchildren relationship. Facilitating comprehension is likely to foosli K S Gcrffidei€he a S ¢
power of translanguaging may reside in that it recognize¢ théldren have multiple resources and
acknowledges their existing (linguistic / cultural) identity.

The strategy poses complex demands on pedagogic professionalism: it requires teachers to radical
change from a compartmentalized view of language arltliin the school context to a much more
dynamic view of language learning, cultural diversityd of cognitive and affective development. There-
fore, teachers need to be trained adequately in order to successfully apply these new language teachin
practice in their own classrooms.

The method is not without criticism. According to Ticheloven and her colleagues, the gmalphilo-
sophical and lacks a clear definition in terms of pedagogical tools. It also encounters ideological resistanc
from partisars of the separation of languages (Ticheloven et al., in preparation). Teachers feetgeiity
usinga language that is not openly recognised in the school. They mostly allow the n@e-ddminant
languages to convey meanings in situations of high igtiguinsecuritybut with a feelinghat they have
failedto explain in the target language. Research is still needed to examine whether translanguaging ag
LINEF OKS&d R2 AYRSSR AYLINRGS  S-behyabdidhich apptbhcReS atd O
the most successful.
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While multilingualism has always been an integral part of Europe, it can be argued that since the begin
ning of the 21 century it has also become an important feature of many national education sysféras
complex linguistic landscape of modern classroisrshaped by the presence of historical Fdiwminant
language groups (Benson and Elorza, 2015), growing mobility between countries and arrivals of migran
and refugees that bring a variety of new ¢arages into schools (Creese and Blackledge, 2010; Busch,
2012) and changing educational and workplace goals for multilingual and-fiteitite citizens (Euro-
pean Commission, 2016).

The challenge for education systems is to adapt to these complex reditaprovide a quality education
GKAOK (I 1Sa Ayid2 O2 yaoigREnNheil AcRligguisticSand\dylbrbiliieQourges, S R
whilst at the same time balancing these with social, cultural and political demands.

EUlevel commitmentrevolvesaround the mainstreaming of multilingualism throughout all relevant pol-

icy areas, raising awareness of the value and opportunities of linguistic diversity ElJand encourag-

ing intercultural dialogue. In spite of the potential of multilingual competericesconomic growthand

in spite of widespreadecognitionthat2 y S Qa f A y 3 did anifitdgal pATd1LPSdbhaR dulikl

and social identity, multilingual education is not yet a reality in many European countries. Furthermore,
linguistic divesity is still viewed as a challengedeficit by a number of education stakeholders. Where
policy focus on multilingualism exists, there is often a divide between policy and practice, with some
countries and regions demonstrating a stronger commitmentroltilingualism than others (Ziegler,
2013).

Nevertheless, inspiring policies and initiatives exist and are currbathgdeveloped. They can lake
foundation for sustainable development of inclusive multilingual education in European education sys-
tems that build on the richlinguistic and cultural diversity of all learnefidisreport hasanalysed the
current policies and approaches that support multilingualism or tikegotential to contribute to the
progress oflevelopingmultilingual educationn schools.

As a result of this review the following conclusions and recommendations can be drawn.

The profound societal change caused by new migration patterns and increased mobility of EU citizen
has createda need to rethink the key competence framework for lifelong learnirig the 21st cen-
GdzNBEd Ly LI NIAOdz I NE GKS y2{A2y aforéigh latygayedrdzy A O
becoming increasingly topics of discussi@a.suchthere isthe ongoing revision process of the key
competence framework in order to bring it in line with the economic and social transformations that
have occurred in Europe for the past ten years.

Recommendations

There is a need to relefine key competences in ration to multilingualism at the EU leveb
reflect the changing European reality.

Multilingual competences need to be clearly operationalized and explairedthe national
level, so that appropriate education policies and programmes can be designetidtng these
competences in all learners.

Research evidence demonstrates tlvatuing the uniqueinguisticand cultural background of each
child promotes academic succebyg boosting seltonfidence and seksteem. In addition, the more
intensive anctoherent the support for individual multilingualism througlt the whole schootareer,
the greater the academic benefits for childréieanwhile, the failure tovalue or eventhe devaluing
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of LJdzLJA f & €and@edrfuapeehliBiave a negative impact oneih overall achievement and moti-
vation. Despite this, overall, a defigiew o linguistic diversity is prevailing among education policy-
makers causinglanguagedo be seen as barriexrather than as resource Our analysis has shown
that a favourable plicy discourse anthe commitment of education stakeholders, starting from po-
litical authorities to community organisationgacilitates implementation of multilingual pro-
grammes.

Recommendations

There is a need toe-conceptualise linguistic and culturaliversity at a policy leveland to change
public perceptionsso thatmultiple languagesare valued as resourcaather than approached a
problens.

It is important to provide dramework which supports lifdong development of multilingual anc
multiliter aciescompetencesall pupils (monolingual and bilingual/multilingual) and adults (mo
lingual and bilingual/multilingual) in schools should be encouraged to develop behaviours ar
its which would support lifdong development of language awareness, titingual and metdin-
guistic knowledge.

Therefore, thereisaneed B G KAy ] aOK22f aéadsSyvya A yandinét
just as part of a narrower agenda of new migratiérolistic approach is needed at all levels.

Continuity is cucial for the academic language development of pupiisa multilingual environment.
This is true for the biographical dimension from early childhood up to entering the labour masket
well asthe horizontaldimension ensuring that in formal and nefermal education the same mes-
sages are enforced’he €hool should act aagbridge within educational partnerships. To be sustain-
able, it is important to securgime resources, tearbuilding and leadership, realistic goals arear
responsibilities as wellsaintegrationof the programmatic work of the school and systematic institu-
tional development.

Recommendations

It is necessary to address inequalities within dticationsystens from the earliest stagestarting

with Early Childhood Education and Cai&CEC), ensuring vertical continuity, especially in the |
of the growing scientific evidenaegardingthe metacognitive benefits ahultilingualismand com-
municative development in young childreiThis can be addressed bydening participation in ECE
and overcoming socieconomic disparitieto reach all learners

To ensure multilingual continuity, education policymakers need to invest in curriculum de\
ment. Learning outcomes in all subjects have to reflect the language dimension, aiming at th
ademic language developmenthile building on the multilingual resources of the classrooi®uch
curriculum development must attend to the different cultural and linguistic contexts across Et
however, and must also be supported by transnational comnmesf practice; networks of teach-
ers and teacher educators who are working directly in the field.

Sustained political engagement is required at the national levebupled with effective partner
ships with grassroasteducation stakeholders.

Materials andschooltexts have to be adaptedo the continuous inclusive language developm
concept across all subjectss theyare often the basis faleacherf2 Rl At & LI | Yy A

The research evidence and policy overview indicate tihette are very few comprehernige teacher
preparation programmes that deal witlmanaging and developintinguistic diversity Teachers who
teach pupils of different linguistic backgrounds are expected to rely on ¢ivairresources when it
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comes tamultilingualism.The implicit assumpbn, that experience with multilingual classrooms leads
to development ofeffective pedagogiess simplynot based on reality. Not surprisingly, teachers of-
ten complain about a lack of support to help them address these challenges. Teaching in muticultur
and multilingual setting is among the todive areas in which teachers report the highest need for
professional development to tackle current deficits (OECD, 2014).

Recommendations

There must béormal recognition of multilingual competencies within clity assurance systems
so that schools and educators support the agenda and good practices are recognised and re
within assessment systems.

Apriority should beto re-examine teacher education from initial teachereducation and teacher
continuing professional development, ®upporting teachersn gaining linguistic awareness ant
acquiring strategies for supporting learners in supeliverse settings Teacher induction is critic:
in this respect, as is ensuring access to a suitably qualifiecbptedcher educators.

In developing multilingual competencies] (subject) teachers are language teach&sne re-
gions and countrieavealready started mainstreaming this approachitiggrating the principle
and techniques of languagsensitive subgct teaching in initial and continuous teacher educ
tion.

Thereare, to date,few empirical studiesin Europe thathave studiedcomprehensive multilingual
approaches to teacimg highly diverse student population in schoal&ven though the existing lite

ature (mostly nor® dzNR2 LIS y 0 LINP@PARSE a2YS dzy RSNEGF yRA Y 2
acquire multilingual skills, the growing linguistic complexity encountered in schools is radically under-
mining the usefulness of traditional concepts domingtmost language policiesuchl & WYY 2 {i K
02y3dzSQ3x WF2NBAIY ftFy3Idad 3SaQs WFANRG YR &S0
guage teaching approaches (e.g., teaching the language of instruction or isolated mother tongue
teaching)is no longer fitfor purpose.Furthermore, promising practices multilingual education are
scattered across regions and contexts, making it difficult for education stakeholders to mteeant
knowledge ando learn fromother experiencs.

Recommendation

EUlevel mechanisms to support knowledge transfer between Member States should be ma
ised, whilst acknowledging that Erasmus+ and other programmes have had some success
This might entail further dissemination of the work undertaken by the Candma A 2 Yy Q a
(ELINET, SIRIUS and KeyCoNet), and possibly the development of new tools to support imp
tion.

There is also a need for further research in this figldhich is as yet weakly established in mos’
the member states.

It is necessaryo ensure systematic evaluation and monitoring process#sthe multilingual edu-
cation policies and initiatives, to contribute to the evidence base and ensure the greatest ben:
all children and the society.

Implementing multilingual learning and teaching strategies requtiexommitment and collabora-
tion of all education stakeholderslt is as much about creating a favourable and committed school
culture as it is about employing particul@aching methodologies or following a syllabus. There is a
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number of wholeschool development and stakeholder partnership initiatives targeting literacy de-
velopment, limited examples however are explicitly strengthening multilingual identities and promot-
ing multilingual education. Nevertheless, many of the existing initiatives can create a foundation for
elaborating multilingual approaches and linguistically sensitive practices provided an enabling policy
environment is created.

Recommendations

Scepticism athe school and community levédasto be met in a stepwise manner,beginningwith
the sharingof relevant research resultto addresghe fear of parents or teacherésa second step
characteristics and elements of a continuous inclusivdtilingualeducation have to be explaine
and the inclusive character working towards farsghool partnership stressed. As a third stiep-
plementation of a comprehensive multilingugvelopmentpolicy in the school has to be built ¢
solid and explicit leadership

Non-dominant languages should be included in school conteX®actitioners and communitie:
have to build on existing structurgs.g., if further elaborated, mentoring initiatives can providi
good opportunity for bringing home languages into schoaitegts, and partnerships betweel
teachers and local communities can facilitate radmminant language use in the teaching proces

Even if multilingual strategies are not yet in place, improving school tolerance with regard to
lingualism can be a valbke asset in comparison to restrictive language poli@es.eloping sitive
attitudes amongteachers regarding the languages of tin@upils increases motivation and feelin
of school belongingwhile language rejectiowill negativelyt ¥ ¥ S O 0  IbédagJant dcaend
results.

This review acknowledges parents as important educational partners for the school. Working with
parents as partnersrrespectiveof their sociatbackground or countryfacilitates not only language
acquisition but also thelevelopment of positive attitudes towards otherness, attitudes which are
necessary for the harmonious development of individuals and society. Parents and wider family mem:
bers are an important source and part of the learning continuity. ifkielvement of families and
communities in the educatiorof the children requiresnteractive teaching strategies and actively
acknowledging (and valuing) cultural differences in and outside of the classroonorder to foster

skills and transfer knowledge between thadmages.

Recommendations

Schools and teachers should byildrtnerships with families and local communitiefer effective
multilingual teaching and learning strategies.

Teachers and school leaders need to find regular opportunities to providesisteri flow of af-
firmative messages with the aim of fostering positive attitudes towards multilingualisrtknowl-
edging the resources and benefits it can bring to the learning process.

New migration patterns andnhanced mobility are challenging the continuity of the learning process.
We needto find ways to transfer and mainstream new forms of flexible and inclusi@ehing and
learning strategiesthat have emerged to benefit all learners. Although a considerdindy of
knowledge exists, there is a pressing need to make this more accessilie@msolidate the recent
evidence base fanultilingual learning and teachinganguage teaching methodolagg, both singu-

lar and pluralistic have emerged over the pas$ decades among them aredevelopinglanguage
awarenes, intercomprehension, intercultural approaeband integrated didactic approaekto dif-
ferent languages studied.
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Recommendations

Teachers need to havdeep knowledge about languageand language lesaning, including struc-
tures of grammar and vocabulary as well as semiotic structures specific to their subjest im-
portantly, they needto learn the difference between conversational language and academic
guage and how to use this knowledge to suprt pupils in developing academic languasiells
within the context of their subjest

As languagesensitive subjectteachers, they alsomust have detailed knowledge abouassess-
ment, diagnosis and supportThis includes scaffolding on the midevel ofeach student and or
the macrof S@St 2F LX FyyAy3a 2F AyadNHzOiGAz2y F2N
GFr1Sa¢ F2NJ SYyKFyOSYSyid NI GKSNI GKFEYy AYyGAYA

Teachersieed to learn todiagnose individual linguistic preconditions and development pesses.
¢tKSe KI @S G2 GF 1S Ay lllguistiCaCriedeiénts, BackiFound kn@wédc
interests and abilities. Therefore, tieS OKSNJ ySSR& G2 I Olj dzA NB
language and cultural biographies and of their aeadic background

Teachers need to provide materials for learning different linguistic registéresm vocabulary to
specific contentrelated tasks This scaffolding strategy is nbe same asemedial teaching in tha
it does not consist in simplifying éhcontent knowledge, but ratheznricheshe context by adding
NE&2dzNOSa GKIFIG O2NNBaLRYR (2 LlzZLIAf aQ LINBQ

¢KS LINRI OGABS | yR aid NI S an the ussofcultrit enib&ltled dasks
givepupils acces® higher conceptual and cognitive task$e inclusion of the homé non-domi-
nant languagen the school should not be restricted to oral communicationghduld include writ-
ten texts so that multiliteracies are developed and maintained

Teachers and puis need tomonitor and evaluate the results of actual language developmge
using language portfolios to keep track of the progress.

Teachers need to be provided with examples effective practice, guidance and trainingp de-
velop skills essential fortegrating home languages across the curriculum.

Specialised support personnel should be available at the school or at least in a regional e
poal. This shift in practice should be led by the awareness that the impact will be evident in img
resuts across the curriculum as a whole.

Information and communication technologies casubstantially facilitate teaching in multilingual
contexts ICT can be successfully used for explaining in detail key concepts, making the use of picture
and animationsThey help reduelearning anxiety anthcrea® risk-taking forspeakers of dominant

as well as nomlominant languagedCT offeslinguisticresourceghat a single teacher or schooan-

not offer. Therefore, it is important to provide access to the neaeg infrastructure in schools and
ideally also at home.

Recommendations

To reduce existing gafoetween pupils from dominant and nestominant language background
computer-based learning environments (CBLES) should be used by teachers to the fullesitg;
while maintaining the qualities and values of more conventional teachudp as learnecentred
teaching

Gonstant monitoring ofthe effectsof ICTon different subgroups of pupilwill supportthe use of
relevant ICT tools for effective multilingdabrning in different subjects.
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